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Hindi in Classroom and Beyond. Learning
Language, Learning Culture

This book emerged from the practical experience of and research conducted
in teaching Hindi language and literature, as well as in translating Hindi
literature, which was shared by participants of three conferences held at
the Faculty of Humanities and Social Sciences, Zagreb University in 2018,
2019 and 2020. The series of three conferences focused mainly on didactics
of teaching Hindi as a second language, on development of successful
methodology, and on educational need to immerse Hindi learners in the Indian
cultural context that is essential in the process of Hindi language acquisition.
Since the conferences served as a platform for sharing practical experiences
in teaching Hindi language and literature, presentations and following
discussions touched upon methodology, teaching and learning techniques and
development of various, individualised teaching materials, as well as manners
of incorporating cultural context and literary references into teaching. For
that reason, this volume collects papers on subjects such as methodology of
teaching and learning Hindi, but also includes articles on current research in
Hindi literature, challenges in translation of Hindi literature, and research on
Hindi language and on contemporary trends in Hindi literature with all of
those subjects being of special relevance in the process of Hindi language
acquisition.

Hindi is recognized as the third most spoken language in the world in terms
oftotal number of speakers and the fourth most spoken language by the number
of speakers whose mother tongue is Hindi. Taking into account growing
interest in India and in Hindi—that comes along with India’s economic and
political development—, one cannot overlook the fact that there is a lacuna
of methodological and teaching materials designed specifically for teaching
Indian languages, including Hindi. As a result, educators teaching Hindi
are in significant need of methodological support, and our book aims to fill
that lacuna and address this need. The methodological insights and practical
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guidance for creating teaching materials derive from experienced academic
teachers of Hindi, who specialize in teaching Hindi as a second language.

Hindi is taught widely not only at academic institutions, but also privately
and thus recognised as the main modern language of South Asia. However, as
mentioned above, Hindi instructors encounter a number of major difficulties
while teaching Hindi. Besides the lack of common framework of reference
levels such as CEFRL (Common European Framework of Reference for
Languages), another group of problems includes lack of modern teaching aids
as most of Hindi textbooks are inadequate or outdated. There is a scarcity
of teaching materials appropriate for use in contemporary higher education.
Textbooks and other didactic aids are available, but their number and quality is
quite unsatisfactory in comparison with materials provided for teaching major
European and other Asian languages, in particular Japanese and Chinese. This
volume attempts to address some of these issues, identify problems and offer
some possible practical solutions for Hindi teachers to develop their own
methodology in tune with contemporary achievements in the field of language
teaching studies.

The contributions collected in these volume originated as conference
presentations, subsequently, the authors reworked them, and presented them
for double-blind peer-reviews by experts in the discispline. We set out to
organise these papers to form a volume that will serve as a methodological
companion for academics, teachers and students of Hindi language and
literature. The volume is divided into three sections, the first one titled “Hindi
in the Classroom” is dedicated to teaching methodology; the second section or
“Hindi Beyond the Classroom: Translating Texts, Translating Culture” deals
with translation as a coherent part of teaching and learning experience and the
third section titled “Broadening the Picture: Linguistics and Literary Studies”
discusses linguistic and literary case studies connected to teaching both, Hindi
language and literature.

The text “Textual, Audio, and Video Materials in Teaching Hindi as
a Foreign Language” by Monika Browarczyk opens the volume. In the
initial passages it details the author’s personal experience of teaching Hindi
language at Adam Mickiewicz University in Poznah. Browarczyk describes
her glottodidactical methodology as a sort of manoeuvring between the
traditional grammar-translation teaching model and other methods: the task-
based, the content-based, and foremost, the communicative. Following that,
she identifies problems crucial in didactics of Hindi as a second language,
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namely, lack of teaching methodologies and materials, as well as absence
of standardized teaching and testing guidelines. Therefore, over the years of
teaching, Browarczyk has gathered and developed her own teaching materials:
textual, audio, and video resources, which are further extensively described
in the article. While discussing textual resources, she doesn’t limit herself to
traditional textbooks but describes other materials that can be effectively used
in the classroom such as materials from social media, as well as news articles.
She explores online resources featuring Hindi literature, as well as less obvious
texts, such as advertisments, graffiti, signs, political and public slogans, etc.,
considering them valuable teaching aids. She also places special emphasis on
audio materials including her own impromptu recordings of various native
speakers. She also names video clips available online that provide valuable
insights into contermporary Indian society and culture and hence constitute
valuable teaching aids. Browarczyk discusses also Hindi teaching platforms
hosted on various university websites. To conclude, she insists on importance
of adopting new techniques and mixed teaching models that would meet
various needs of individual students and on necessity of teachers’ proactive
involvement in teaching.

The following paper, i.e. Piotr Borek’s “Introducing B.A. Students to
Hindi Literary Tradition through Problem Based Learning (PBL),” begins
with a similar claim as the previous paper. Borek argues that teaching of
Indian languages and literatures often adheres to traditional methods i.e.
lectures and reading classes focusing on knowledge content and language
skills. However, like Browarczyk, Borek aims to introduce different methods,
however, this new methodology is not intended to entirely replace more
traditional approach. Dividing teaching into B.A. and M.A. studies raised
concerns about graduates’ professional skills, especially for languages like
Hindi-Urdu and Tamil. The evolving educational landscape emphasizes skills
and learning adaptability over knowledge content, requiring language and
literature teachers to employ diverse methods to enhance students’ academic
and non-academic abilities. To address these issues, Borek proposes to adapt
the Problem-Based Learning (PBL) method to teaching Hindi literature and
possibly some other subjects related to South Asian studies. In the itrodcutory
section, Borek describes differences between PBL and traditional teaching
methods, along with a detailed depiction of the PBL classroom setting,
where a teacher, who preselects materials and problems to be discussed
in a class, takes a backseat as a tutor, while students take responsibility of
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moderating discussions among themselves. Borek proceeds to outline his
own application of PBL in Hindi classroom. The Problem-Based Learning
is, according to Borek, centred on students, which promotes active learning,
better comprehension, retention, and development of lifelong learning skills.
Notably, PBL is engaging and enjoyable, involving all students in the learning
process. However, PBL demands extensive course preparation and challenges
teachers to change habits, which potentially complicates classroom dynamics.
Students left to self-directed study might struggle with assesment of material
relevance and utility of a given information. Nevertheless, PBL is a flexible
toolbox adaptable to teaching Hindi literature. Borek argues that amid evolving
expectations of learners, combining traditional teaching with PBL emerges as
a solution to meet the course requirements and learners’ needs.

Mandar Purandare’s paper “Teaching Vocabulary in Hindi as a Second
Language Course” is also concerned with Hindi teaching and proposes certain
solutions in the frame of L2 vocabulary acquisition. Although the paper
primarily tackles everyday Hindi vocabulary, its scope extends beyond that.
While addressing numerous aspects of spoken language vocabulary, it aims
to formulate a lesson plan that connects learning Sanskrit and Hindi, which in
turn improves various competences of students in both languages. Purandare
believes that a lesson plan based on a relationship between Sanskrit and Hindi
helps in the development of different competences of Hindi- Sanskrit students.
In that sense, the same method can be applied to the Persian-Hindi and Arabic-
Hindi relationships as well. Purandare begins by describing the relationship
between Sanskrit and Hindi, not from a historical or comparative perspective,
but from a glotodidactic one, particularly with regard to vocabulary acquisition.
He notes that a significant number of loanwords from Sanskrit are adapted in
Hindi in various contexts. Purandare discusses in details Sanskrit prefixes and
personal names, and presents some refelctions on cultural context, which —
like in majority of texts of this volume — is strongly emphasised. The article
concludes with detailed lesson plans for teaching Hindi and Sanskrit at three
levels.

The next section, “Hindi beyond classroom: translating texts, translating
culture,” foregrounds various aspects of translation from Hindi. It opens with
an article by Igor Grbid¢, titled “Translating Language and Translating Culture:
Some Problems in Translating the ‘Exotic’ with Special Regard to Modern
Indian Literature.” The author’s attention has been drawn to some concepts
of literary translation and its theoretical challenges, in particular those related
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to bridging cultural gap between source and target texts. Though the paper
centres on translations of modern Indian literatures, its insights can be applied
to other cultures as well. At the outset, the author highlights Eugene A. Nida’s
opposition between formal and dynamic equivalence in source text and its
translation, contextualising the issue within translating cultural phenomena.
Grbi¢, refering to a series of examples, argues in favour of formal equivalence
over dynamic one when it comes to translating specific cultural elements. An
extensively discussed illustation pertains to translation of measurements and
the significance of context in translator’s process of decision-making. One
of the examined illustrations is a translation of the sacred pipal tree, which,
according to Grbi¢, must be rendered in the target text as a “peepul/peepal”
and never “a fig.” He further explores challenges of adding footnotes and
glossaries, while strongly advocating their limited use he provides suggestions
as to when they can or should be introduced in a target text. Overall, the
paper examines specific problems of literary translation, acknowledging that
these represent only a small fraction of the challenges faced by transaltors,
in particular in an attempt of bridging distant cultures. The paper focuses on
specific examples and pairs methodological praxis with sound theoretical
foundations, therefore its arguments and observations can be extended to
other cultural contexts. In concluding passages, Grbi¢ argues that in some
cases, sacrificing surface content in the process of translation for preservation
of underlying depth of meaning or essence proves advantageous. He declares
that translation, ideally, extends beyond entertainment, as it enriches one’s
perspective and leads to a lifelong self-transformation.

The paper “The Role of Extra-textual Elements in Understanding Literary
Text” by Kresimir Krnic to some extent relates to Grbi¢’s text, by focusing on
the role of extra-textual elements in transferring cultural specificities from a
source language to the target language. The paper centers on on two partition
stories by Bhisham Sahni, Pali and Amritsar a gaya hai. Extra-textual element
defined here by Krnic refers to subtext that forms a part of cultural context.
Understanding a Hindi text requires knowledge of Indian history, religion,
and social relationships that an average European reader does not have. The
examples chosen by Krnic vividly illustrate all the challenges that a translator
faces, they also reveal richness of expression of the discussed literary works
that often play with nuances of meaning and unveil unspoken subtle subtexts.
However, Krnic does not provide solutions how a translator must approach this
issues, and in this aspect it differs from papers by Grbi¢ and Visnja Grabovac
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(to be discussed soon). Krnic’s text is oriented towards the didactic potential
of translation of literature and addresses not the broad readership, but rather
specialists and students i.e future translators. Krnic points out how a cultural
background and various other forms of knowledge of a reader—including
a translator, who is the first reader of a pair of source and target texts—are
crucial for an in depth understanding of meaning, and thus for an extensive
exploration of aesthetic qualities of literature.

The article “Translating Hindi Words — Some Difficulties and Possible
Translation Techniques” by Visnja Grabovac touches upon issues discussed
in the contributions of Igor Grbi¢ and KreSimir Krnic. Grabovac’s paper,
nonetheless, highlights non-equivalency challenges that arise at a word level
during translation from Hindi to Croatian. Hence, she emphasizes complex
process of translation which requires more than language knowledge, includes
illustrative lists of translation techniques and acknowledges the need for varied
approaches based on context, text type, audience and translation goals. The
article begins with a brief overview of equivalence theories, with prominence
of Eugene A. Nida’s distinction between formal and dynamic equivalence,
like in Grbi¢’s contribution. Grabovac identifies culturally specific words
words that have not formal equivalents in the target language—such as terms
related to flora and fauna, religious concepts, and specific cultural ideas—
as translation challenges. Another difficulty discussed by her arises when a
target culture recognizes the concept but lacks an equivalent lexical term,
which for instance is exemplified by distinct Hindi words for “son’s son” and
“daughter’s son.” The third challenge analysed by Grabovac occurs when a
word from source language is semantically more complex than its equivalent
in target language. The fourth problem brings to mind Jacek Bakowski’s
contribution to the present volume, as it is concerned with synonyms of source
language that have distinct connotations, which enables writers to express
different nuances of meaning, which are often connected with culturally
‘untranslatable’ concepts. Grabovac discusses other potential difficulties,
including the problem of false friends. In contrast to Krnic’s article, which
emphasizes the didactic aspect of translation, without offering solutions
and advices, Grabovac in a separate section provides nine potential types of
solutions for non-equivalence. Notable among them is cultural substitution,
though its excessive and careless usage might not align with Grbi¢’s views.
The paper also explores a method of using general words, paraphrasing
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or providing explanations, as well as words from source language with or
without additional explanations.

The article by Jacek Bakowski, “Khun for rakt and duniya for samsar.
A Cognitive Approach Based on Word Embeddings to Sanskrit and Perso-
Arabic Loanwords in Hindi,” opens the section “Broadening the picture:
linguistics and literary studies.” Bakowski’s paper explores certain cognitive
and semantic aspects of Hindi words as they appear in a discourse. This
context is inherently cultural, and a longstanding hypothesis suggests that a
speaker’s language reflects the worldview and values of the community he or
she belongs to. It is noteworthy that Bgkowski employs modern computational
and quantitative methods to validate pre-existing linguistic theories in
analysis of examples of word usage in Hindi literature. To examine the lexical
environment and context of Hindi words, he applies the method of word
embeddings. A word embedding is a representation of a word in a form of a
dense vector in multidimensional vector space that captures its meaning(s)
and context(s). Unlike the “bag-of-words” representation, word embedding
method considers influence of neighbouring words on meaning of analysed
word. This results in an abstract representation of a word in a multidimensional
space that encompasses entire vocabulary, where each dimension represents
its various meanings. This approach enhances understanding of word because
it considers contextual nuances. Bgkowski analyses Hindi synonyms samsar
and duniya, borrowed from Sanskrit and Persian respectively, both meaning
‘world.” The analysis reveals that the Sanskrit loanword samsar is often found
alongside other Sanskrit borrowings, primarily in religious contexts. On the
other hand, the Persian loanword duniyd is mostly used in secular, worldly
contexts. A similar pattern emerges with the words rakt and khin ‘blood.” The
Sanskrit term rakt is commonly used in medical and metaphorical contexts,
while the Persian borrowing khiin is often found in somewhat negative
contexts. This interesting study highlights distinctions in usage based on the
origin of words and their contextual implications.

Katarina Katavi¢’s paper “The Hindi Gender System” explores the
complexities of gender oppositions in Hindi words, which create difficulties in
language acquisition process. Hindi has two grammatical genders, masculine
and feminine, allocated sometimes on semantic and phonological grounds,
and sometimes on arbitrary ones. Although some research has been conducted
on the Hindi gender system, only a few assignment rules have been identified,
leaving most Hindi learners to memorize genders of nouns. Katavi¢’s paper
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endeavours to present a comprehensive range of gender assignment rules that
takes into consideration both phonology and etymology of these words. The
aim is to offer educators and learners a valuable resource for comprehending
principles governing gender assignement system of Hindi nouns. The paper
puts to use an ongoing project of developing a Hindi-Croatian dictionary on
the TLex platform, which provides a relevant selection of filtering options.
This function allows for an extraction of an appropriate quantity of nouns
for the analysis. Using a corpus of 7,000 nouns as a sample, Katavi¢ presents
certain statistical data, such as the fact that 83% loanwords from Sanskrit
ending in -7 are of the feminine gender, as do 88% of words ending in -7; 75%
of words ending in a consonant (or silent -a) are masculine, even though only
41% of them are loanwords from Sanskrit in masculine. From this preliminary
overview of Hindi gender system assignement, we cannot examine thoroughly
all the details as the picture seems to be much more intricate, since one of
the key factors is etymology and suffixes generally are the most significant
category for gender assignment. To conclude, Katavi¢ introduces a highly
useful table of gender assignment distribution, which is created on the basis
of categories of suffixes and etymology (i.e. largely source language of
loanwords).

The article “Hindi Cardinal Numerals in a Historical and Comparative
Perspective” by Ivan Andrijani¢ explores the linguistic history of Hindi
cardinal numerals. The development of Hindi cardinal numerals results from
intricate linguistic processes which are intertwined in a complex network. This
network comprises three main phenomena. The first one pertains to regular
sound changes that primarily govern evolution of Old Indo-Aryan numerals
into Middle Indo-Aryan (Prakrit) forms, followed by a distinct set of rules
governing the transition from late Middle Indo-Aryan forms to New Indo-
Aryan ones, which culminated in Modern Standard Hindi forms. Upon a close
examination, Andrijani¢ notices that only approximately half of the cardinal
numerals spanning from 1 to 100 evolved regularly through sound rules. The
second phenomenon encompasses irregular developments, such as consonant
doubling and the loss of nasalization, which occur exclusively in numerals.
The third phenomenon, termed analogical contamination, significantly
impacted the system of cardinal numerals, and rendered its final forms
unpredictable. Andrijani¢ notes that analogical contaminations intensified
towards the end of the Apabhramsa period and at the outset of the New Indo-
Aryan phase. The concept of “false analogy,” often associated with decay
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and lateness according to the 19th-century neogrammarians, may suggest
that some numeral forms were so altered that they lost their distinctiveness.
Analogical contamination, therefore, seemingly contributes to distinguishing
forms due to their significance in everyday communication. However, there is
no clear evidence to support the notion that the sole purpose of analogy is to
aid in distinguishing numeral forms, while emergence of analogy still requires
an apt explanation.

Milena Bratoeva’s article “‘The Text Within the Text’: Mapping the
Intertextuality in Kunwar Narain’s Narrative Hiuen-Tsiang in Kucha” is
an intertextual study of a short story Kuchd mé huen-tsang by the emiment
Hindi poet and writer Kunwar Narain. Bratoeva emphasizes that literary and
aesthetic value of Narain’s story is particularly evident in the intricate network
of codes, allusions, and symbols drawn from a vast reservoir of Indian history,
culture, religion, philosophy, and literature. Therefore, she systematically
unravels this intricate web of images and allusions that requires a deep
understanding of Indian culture and history. Bratoeva opens her paper with
basic biographical information on Narain, outlines the theoretical framework
of her work, and ultimately analyzes the text itself. Firstly, she identifies the
primary macro intertextual (horizontal) level, which begins with an allusion
to the labyrinth of memory in which the narrator situated in the 21st century
operates and to Borges, who provides an external framework of the story.
Bratoeva then describes Hiuen-Tsiang, his life, and ultimately Buddhism.
Analysis of the dispute between Hiuen-Tsiang and Moksagupta, introduces
micro intertextual level (vertical), which reveals a dense network of intertexts
within the semantic structure, primarily from Buddhist and Hindu canonical
writings. Similarly to the constributions of Krnic and Grbi¢, which also
highlight challenges of unravelling such an intercontextual web of multi-
layered meanings, Bratoeva’s paper analyses Narain’s short story as a good
example of the cultural challenges that both readers and translators face, and
dwells on how intertextual decoding leads to a discovery of aesthetic values.
The papers is a theoretical analysis of a literary text of importance in Hindi
literature, and serves as a coda at the end of the volume. It exemplifies a study
that teachers of Hindi literature can refer to while in their teaching to sensitise

students to complexity of Indian cultural subtext encoded in Hindi literature.
skkok
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We would like to express our gratitude to all the contributors for their
reflections and observations on Hindi language and literature in the classroom
and beyond collected here. We envisioned this volume as a companion for
teachers and students of Hindi who would hopefully find here some motivation
in insights that come from didactic, translatorial and research expertise of
the contributors. We hope that the issues discussed here will inspire Hindi
teachers and learners to reassess their teaching and learning formulas and
perhaps consider more inclusive approach to a combination of different
methods and didactic aids that could improve their experience of teaching
or learning Hindi. It is our strong belief that incorporation of outcomes of
literary, linguistic and transaltorial studies in the process of Hindi language
acquisition for both teachers and students is beneficial as it continiuosly
acquaints them with complexity of Indian cultural and historical contexts.

Ivan Andrijanic¢
and

Monika Browarczyk
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MonNikA BROWARCZYK

Textual, Audio and Video Materials in
Teaching Hindi as a Foreign Language

Abstract

The following paper addresses a range of issues comprising of methodology
and teaching materials, as well as challenges of digitalization and new
technologies. Teachers of foreign languages, finding themselves under a
constant pressure of well-developed methodology of teaching English, get
attracted to new methods and techniques. This is a development fueled
basically by their will to accommodate specific needs of their students
and thus help them achieve their learning goals. In the recent times, the
pandemic restrictions, forcing a sudden switch-over to almost exclusive
online teaching with a focus on developing materials for self-learning,
made us aware of the fact that rapid changes that we have been observing in
the recent decades—right from the appearance of the internet, introduction
of computer-enhanced learning, etc.—can also take a very drastic turn
and necessitate instant accommodation to the new teaching and learning
online environment. Browarczyk strongly believes that teaching should be
attractive and engaging for students as it then yields better results, and that
application of various methods and techniques should be done with this in
mind. It is also her view that teacher’s commitment is of equal importance,
as—no matter how cliché it may sound—teaching is not only a job, but

also a vocation.

Hindi and Me

As far as Hindi is concerned, at least twice in my life I found myself in a
situation where I had to learn it from scratch. For the first time, it was when
I enrolled for the M.A. course in Indology, at the University of Warsaw, with
Hindi as the language of specialization, a course which at that time—i.e. prior
to Poland signing the Bologna Accord in 1999—was a combined five-year
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course. And for the second time, on being appointed, soon after completing
my M.A., as a lecturer at Adam Mickiewicz University and launching, without
any prior methodological training, an open Hindi course for beginners.
Unavailability of a regular training for those who begin teaching in
institutions of higher learning in Poland was—and as far as I know still
is—one of the biggest systematic shortcomings.' This is perhaps partly due
to the fact that only some of the university and college courses, essentially
those covering the subjects taught in primary and secondary schools, offer a
‘teaching specialization’ and students who opt for this specialization not only
take classes which include theoretical introduction to teaching methodology
but also participate in obligatory practical training or internship in schools.
The practical training is conducted in two stages: the participation, with
students as observers, in classes taught by professional teachers, in actual
school surroundings; and the conducting of classes under the supervision
of the schoolteachers who, then, evaluate methods, techniques and overall
performance of the trainees. The main point of such a model of instruction
is to expose teachers-in-the-making to various stages of standard education
in Poland, both primary and secondary, as well as disparate classroom
environments and diverse needs of individual pupils at different levels of
formal education. However, to the best of my knowledge, neither the training
nor the internship include instructions in teaching mature students/adults or,
perhaps understandably, teaching at the university or college level.> More

1 At present, at Adam Mickiewicz University there are regular workshops offered to
those who want to introduce new methodologies and techniques in their teaching but
there is no systematical training to begin with. These workshops are run by academic
teachers who introduce their colleagues to methodology applied by them successfully
in their own teaching.

2 There is perhaps one exception to this rule, namely, specialized courses in teaching
Polish as a second language. In Poland, Polish as second language is taught almost
exclusively to foreigners, predominantly adults, herein practical training of students
opting for such a specialization would inevitably involve an experience in adult
education. Specialization in teaching Polish as second language is offered as an option
in B.A., M.A. courses and dedicated post-graduate programs at the faculty of Polish
studies at many universities, to name just a few Adam Mickiewicz University (https://
polonistyka.amu.edu.pl/dla-kandydata/studia-podyplomowe/nauczanie-jzyka-
polskiego-jako-obcego), Lodz University (http://polonistyka.uni.lodz.pl/strony/
specjalizacje) and Jagiellonian University (cf. http://www.jpjo.polonistyka.uj.edu.pl/
studia-ii-stopnia). Centers for teaching Polish to foreigners are often affiliated to these
universities, for instance, the School of Polish for Foreign Students at Lodz University
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often than not, the option of ‘teaching specialization’ is offered in the curricula
of courses that supply teachers for subjects that are taught on a regular basis
in the formal education system in Poland, for instance Polish Language and
Literature, History, Mathematics, Biology and English etc. Unsurprisingly,
Hindi does not fall in this category therefore as a student of Hindi I was not
given any theoretical or practical exposure to teaching.

At the beginning of my career as a language instructor at the university,
some twenty years back, in order to come up with the ‘thought behind action’
model, design a course in Hindi and choose satisfactory methods and teaching
materials, [ was forced to draw on my own experience as a one-time school-
pupil and university student; the observations of my (language) teachers
at various stages of my own education; and the self-education in language
teaching and learning methodology. Being the only Hindi teacher at my
institution, I had to first devise and then, for several years, single-handedly
teach a three-year-long Hindi course for students of other academic disciplines
at the intensity of four forty-five period classes per week per course. In 2008,
with the opening of a B.A. degree course in Indology, the situation changed.
Some more teachers, including a native speaker of Hindi, were appointed
and I started teaching classes dedicated exclusively to ‘Hindi grammar’ (two
periods per week) and co-teach classes in ‘practical Hindi’ alongside two or
three other colleagues. Now my share of teaching oscillated between eight to
ten periods per week, the reduced workload reflecting my now post-PhD status.
In this period, I also simultaneously taught, for two years, at the Jagiellonian
University, Cracow, and for a year at the University of Wroctaw. In both
places I conducted the Hindi language, literature and reading classes for the
B.A. and M.A. Indology students. Before 2008, however, after obtaining a
diploma in teaching Polish as a foreign language, I was appointed, for three
years (2005-2008), as a visiting faculty at the University of Delhi, India,
and taught all classes of the open certificate, diploma and advanced diploma
courses in Polish, as well as classes of Polish as the second Slavonic language

(http://sjpdc.uni.lodz.pl/?language=en), Polonicum - Centre for Polish Language
and Culture for Foreigners at Warsaw University (http://polonicum.uw.edu.pl) or the
School of Polish Language and Culture for Foreign Students at Adam Mickiewicz
University (http://schoolpl.amu.edu.pl/go.php/en.html). Thus, the practical training of
students opting for these specializations at numerous universities takes place in the
Polish language schools run by the same institutions, where students under training
are exposed to teaching adults.
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to Indian students of M.A. studies in Russian. The three years of residence
in Delhi, involving teaching Polish to the mostly Hindi-speaking students,
enhanced not only my language skills which came handy when I returned to
teach Hindi at B.A./M.A. level in Poland but also provided me with valuable
insights on foreign language teaching and acquisition. My Indian students
were from different backgrounds, without systematic knowledge of grammar,
which allowed me to develop methods—used later successfully in teaching
Hindi to Polish students—of teaching a language without all the time falling
back on grammatical rules—but more on that later.

Sharing my teaching experience as a language instructor at Polish academic
institutions is, in my understanding, an apt and necessary introduction to an
article, like this here, that aims at discussing various teaching aids used in
teaching Hindi as foreign language to non-Hindi speakers of the B.A. and
M.A. courses in Indology. My intention is to give an overview of a variety of
audio, video and textual aids employed and developed during my teaching of
Hindi at the university level, with the hope that these can be of use to other
academic teachers who might work with diverse glottodidactical methods.
Following Prabhu (1990: 172), ““... the term [method is used here] inclusively,
to refer both to a set of activities to be carried out in the classroom and to the
theory, belief, or plausible concept that informs those activities.” The present
article is an attempt at offering a glimpse of my own little canvas of “the
‘tapestry of diversity’ that exists in human teaching and learning” (Larsen-
Freeman and Anderson 2011: 14). But before going into that, I would like to
start by addressing the second meaning of the term ‘method’, i.e. ‘the thought
behind action,’ to specify my approach to teaching Hindi, with reference to
some present time challenges that shape the process of teaching and learning
at academic institutions in general and teaching Hindi in particular.

It is my strong belief that an interest in any taught subject comes from the
teacher’s engagement and her/his pro-active approach, which in turn sparks
inquisitiveness and involvement of the students. To quote Prabhu:

“...if the teacher engages in classroom activity with a sense of intellectual

excitement, there is at least a fair probability that learners will begin to
participate in the excitement and to perceive classroom lessons mainly as
learning events—as experiences of growth for themselves.” (1992: 239)

Self-evidently, methods, techniques and materials have to be used inaccordance
with the needs of the particular group and, ideally, in compliance with the
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needs of individual students and the learning goals they expect to achieve.
However, in reality, they are also shaped by out-of-classroom restrictions
as well as requirements placed on teachers and students by the university
management, political powers, etc., for teaching and learning are complicated
processes that involve a multiplicity of actors. Drawing on previous research,
Larsen-Freeman and Anderson present their observations on the complexity
of teaching and the specificity of language teaching in particular (Larsen-
Freeman and Anderson 2011: 9), in these words:

“The work of teaching is simultanecously mental and social. It is also
physical, emotional, practical, behavioral, political, experiential, historical,
cultural, spiritual, and personal. In short, teaching is very complex,
influenced not only by these 12 dimensions and perhaps others, but also
requiring their contingent orchestration in support of students’ learning.
When language teaching in particular is in focus, the complexity is even
greater, shaped by teachers’ views of the nature of language, of language
teaching and learning in general, and by their knowledge of the particular
sociocultural setting in which the teaching and learning take place (...).
Indeed, research has shown that there is a degree of shared pedagogical
knowledge among language teachers that is different from that of teachers
of other subjects (...). Nonetheless, each teacher’s own language learning
history is also unique. (...) There is also the level of complexity at the
immediate local level, due to the specific and unique needs of the students
themselves in a particular class at a particular time, and the fact that these
needs change from moment to moment. Finally, the reality of educational
contexts being what they are, teachers must not only attempt to meet
their students’ learning needs, but they must also juggle other competing
demands on their time and attention.”

Upon my employment at the Faculty of Modern Languages at the UAM in
Poznan, in 1999, it by no means came as a surprise that language courses
taught there were designed as ‘philological’ considering the fact the grammar-
translation method seems to have been, and largely still is, the dominant
approach to language pedagogy in academic institutions. It was the very
methodology I was earlier exposed to during my own university education. The
grammar-translation method requires the learner to have a prior knowledge of
grammar-related terminology and grammatical structures in her/his own native
tongue while it focuses on teaching the grammar of the target language. In turn,
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acquired knowledge of the foreign idiom and its memorized vocabulary are
applied by the learner in the translation of texts, preferably literary ones.

This method, rooted in the long tradition of classic studies, looks at language
as a repository of literature and fine arts, prioritizes reading and writing skills
over speaking and listening, depends heavily on one’s native language skills
and is teacher-centered (cf. Larsen-Freeman and Anderson 2011: 37-38,
Richards and Rodgers 2007: 3—7). Irrespective of its long history or maybe
because ofit, it had been under constant attack of the ‘reformers’—exploring
the scenario of methods that rapidly change from ‘fashionable’ to ‘out-of-
date’—and of post-methodologists—denying possibility of developing ‘THE’
method. Of late, however, one hears also some ‘anti-reformist’ voices that
advocate positive aspects of the grammar-translation method, for instance the
pedagogical efficiency of learning via translation from the perspectives of
both teachers and students (Cook 2010), and the benefits of the mother-tongue
mediation in the classroom (Parandowski 2007).

As one could imagine, I too embarked on teaching Hindi using the grammar-
translation method but gradually introduced elements of other techniques and
methods, like the direct method, the task-based method, the content-based
method, and foremost, the communicative method. Consequently, this led
to gradual development of my own manner of teaching that would combine
elements of different practices and approaches. This seems a fairly common
progress, for Bell (2007: 141) writes:

“Few teachers define methods in the narrow pejorative sense used by post-
methodologists. Most teachers think of methods in terms of techniques
which realize a set of principles or goals and they are open to any method
that offers practical solutions to problems in their particular teaching
context.”

Itis noteworthy that the development was from the techniques to the method(s)
and not otherwise, as according to words of Larsen-Freeman and Anderson
(2011: 11):

“This in itself provides a further avenue for professional growth, since
some teachers find their way to new pedagogical positions by first trying
out new techniques rather than by entertaining new principles. Moreover,
effective teachers who are more experienced and expert have a large,
diverse repertoire of best practices (...), which presumably helps them
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deal more effectively with the unique qualities and idiosyncrasies of their
students.”

Bell (2007: 141-142) observes a correlation between application of
methodology and optimization of the teaching process: “A knowledge of
methods is equated with a set of options, which empowers teachers to respond
meaningfully to particular classroom contexts. In this way, knowledge of
methods is seen as crucial to teacher growth.” However, Prabhu (1990), in his
provocatively tiled article, “There Is No Best method—Why?”, acknowledges
the relation between the teaching context’® and the method, while promoting the
concept of ‘teacher’s sense of plausibility’ in designing his/her own method
or rather a blend of methods to avoid over-routinization. Prabhu (1990: 172—
173) explains:

“The resulting concept (or theory, or, in a more dormant state, pedagogic
intuition) of how learning takes place and how teaching causes or supports
it is what may be called a teacher’s sense of plausibility about teaching.
This personal sense of plausibility may not only vary in its content from
one teacher to another but may be more or less firmly or fully formed, more
or less consciously considered or articulated, between different teachers.
It is when a teacher’s sense of plausibility is engaged in the teaching
operation that the teacher can be said to be involved, and the teaching not
to be mechanical. Further, when the sense of plausibility is engaged, the
activity of teaching is productive: There is then a basis for the teacher to
be satisfied or dissatisfied about the activity, and each instance of such
satisfaction or dissatisfaction is itself a further influence on the sense
of plausibility, confirming or disconfirming or revising it in some small
measure, and generally contributing to its growth or change. I also think
that the greater the teacher’s involvement in teaching in this sense, the
more likely it is that the sense of involvement will convey itself to learners,

3 Cf. Prabhu 1990: 162: That there is no best method therefore means that no single
method is best for everyone, as there are important variations in the teaching context
that influence what is best. The variations are of several kinds, relating to social
situation (language policy, language environment, linguistic and cultural attitudes,
economic and ideological factors, etc.), educational organization (instructional
objectives, constraints of time and resources, administrative efficiency, class-size,
classroom ethos, etc.), teacher-related factors (status, training, belief, autonomy, skill,
etc.), and learner-related factors (age, aspirations, previous learning experience,
attitudes to learning, etc.).
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getting them involved as well and helping to create that elusive but highly
regarded condition in the classroom: teacher-learner rapport.”

At present, several factors influence education and pedagogy, factors that are
largely identical with those affecting other areas of our daily lives, namely,
the advancement of technology and the proliferation of internet resources
with their offerings of new possibilities for both teaching and learning; or the
increased mobility of people, which facilitates intracultural communication
in the workplace and beyond. These are also the causes behind a relative
and potential ease of exposure to various ‘texts of culture’ that include
video, audio or textual materials in different languages, including those that
belong to geographically distant areas as is the case of Hindi for its learners
in Europe. New avenues for communication with native speakers of foreign
languages open up through the internet and though physically distant, these
speakers are merely a ‘clique away’ on social media platforms, blogs, vlogs
etc. Such increased mobility, both real as well as virtual, creates the feeling of
a ‘global village’ and makes ‘far away’ cultures seem more approachable, but
the demands placed on language pedagogy remain ‘glocal’—they are present
globally but answerable locally. Multilingual work environment amplifies the
need for communicative language competence and content-based learning,
while technology-enhanced learning generates new blended methods ideal
for out-of-the-classroom teaching, with the on-going pandemic giving the
whole exercise a new dimension. On the other hand, advances in the field of
artificial intelligence have led to global availability of machine translation
viewed as a service, which at some point will set the scene for a far reaching
uniformization of the translatorial process where all translational tasks will
be taken over by standard digital tools making human factor largely obsolete.
Such dynamic and swift changes will definitely open up new, potentially not
yet explored ways of learning and teaching. As a consequence of the above
there is a growing demand made on teachers to apply new technologies,
new technological tools and materials thus obtained in a manner that would
facilitate communicative competence of a present day, digitally savvy learner.

Students joining Hindi classes at the university have already their own
history of language/s acquisition during years of education in primary and
secondary schools, and at times through additional private tuitions. Catering
to the needs of the present-day learners, language courses offered within
the formal education system and in private settings usually teach European
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languages, with English being the predominant. Needless to say, because of
its hegemonial position as the global /ingua franca, English has a long record
of methodological experiments and systematic improvements that have
resulted in the production of a variety of methods, techniques, and educational
materials (cf. McKay 2018). Moreover, English, as the main carrier of
the popular culture is somewhat ever-present in everyday life, its learners
willingly or unwillingly being immersed in it. In Poland, and probably that is
the case for most of the non-English speaking countries today as well, English
is considered the ‘main foreign language’ taught in the formal education
system right from the pre-school level. It is perceived also as a language of
aspiration. Other European languages, like German, French, Spanish, etc.,
are studied as second(ary) foreign language(s). Already acquainted with the
well-developed materials and techniques used for teaching English—and to
somewhat lesser extent, other European languages—students expect their
studying aids for Hindi to be at least equally plentiful, attractive and efficient.
However, when compared to English, or other European languages, teaching
supports, like textbooks, audio books, exercise books, etc. for Hindi are rather
poorly developed.

Not only do the inadequate study aids pose a problem to both teachers
and learners of Hindi but so does the absence of standardized teaching and
learning guidelines and, consequently, the want of regularized examination
system that would enable Hindi learners to acquire a certificate of language
proficiency at different levels, for instance within Common European
Framework of Reference for Languages (Learning, Teaching, Assessment).*
The need for introducing standardization of teaching and learning outcomes
in Hindi at least across Europe had been repeatedly discussed by participants
of conferences on teaching Hindi as second/foreign language, for instance in
Lisbon in 2019 and in Zagreb in 2020. It seems a fairly common consideration
across all academic centers that teach Hindi today. Judging by the number of
European universities where Hindi is taught, it is still commonly perceived as

4 https://www.coe.int/en/web/common-european-framework-reference-languages: The
result of over twenty years of research, the Common European Framework of Reference
for Languages: Learning, teaching, assessment (CEFR) is exactly what its title says it
is: a framework of reference. It was designed to provide a transparent, coherent and
comprehensive basis for elaboration of language syllabuses and curriculum guideline,
the design of teaching and learning materials, and the assessment of foreign language
proficiency. It is used in Europe but also in other countries.
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‘the first modern South Asian language’ and as such the lack of standardized
teaching and learning guidelines is a major drawback in the process of its
acquisition.

With an overall growing demand on efficient methodology, I have attempted,
as already mentioned, to introduce techniques that belong to different methods
in order to enhance the communicative competence of the students and thus
work on their speaking and listening skills (apart from reading and writing)
as well as increasing their aptitude in intercultural communication and
cooperation within a group. In particular, I drew on the communicative and
task-based methods’ stress on communication through samples of authentic
language and task- or problem-solving aspects of language; on the content-
based method’s approach that combines acquisition of language and of
other knowledge; on community language learning’s emphasis on collective
projects and cooperation in groups that minimizes adults’ discomfort in
learning; and from the learner-centered teaching’s attitude towards enabling
students’ control over the process of learning that invokes their own sense of
responsibility.

In an effort to continuously provide changing and dynamic content, I have
selected and developed a number of specific teaching materials: texts, audio
and video recordings meant to engage students in the process of learning
by equipping them with a set of aids that are possibly different, attractive,
evoke their interest and draw on present-day technology. As the process of
second language acquisition is connected with the appropriation of culture,
which includes aspects of every-day life, politics, media, fine arts, cinema,
etc., I have chosen for Hindi classes—and I am in the constant search for new
ones—various texts of culture that will be discussed here under three main
categories, i.e. the textual, the audio and the video resources.

Textual resources

To start with [ would like to draw your attention to the ‘old-fashioned’ teaching
aids, i.e. textbooks and language-course books for teaching Hindi that have
been published in different European languages and which can serve as a
source of texts and exercises for specific purposes and the set tasks in any
Hindi classroom. Apart from the English-medium books for learning Hindi,
to name just a few, like Bahri and Jagannathan (1977), Snell and Weightman
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(2003), Verma (1997), Kumar (1999), Narain Mathur and Mehrotra (2017),
Knapczyk and Knapczyk (2020), there is a number of Hindi course books in
other languages. All might serve as a potential source for future reference by
providing texts and exercises for Hindi classes. For instance, the bilingual
Czech and English course by Potizka (1963), the three volume course in
Russian by Dimsic and others (1969, 1980, 1983)—which in spite of being
‘outdated’ may still provide some excellent material, for example, for grammar
drill-exercises—or the two volume course in Polish by Stasik (1994, 2012),
with texts and dialogues in the first volume written by a Hindi writer, Abdul
Bismillah; else the two volume textbook in German by Fornell and Liu (2010,
2013).

Moreover, online resources provide a treasure trove for reading, audio and
video resources in Hindi. These are not limited to the online editions of printed
media, the Hindi newspapers and magazines, or the numerous TV or news
channels which constantly deliver day-to-day readings that offer relevant
extra-linguistic content. Social media—Iike the feeds on Facebook and the
Twitter accounts—are communication tools that students are conversant
with and as such place Hindi content in a format and context familiar to
students. For instance, tweets and the FB write-ups by Amitabh Bachchan,
a Bollywood icon, were used in my Hindi classes when he commented on
his visit to Poland in 2019. In this manner students received an intracultural
feedback on Bachchan’s impressions of Poland, which they found relevant
and could immediately place in a well-known context—the content matter
was familiar, the language—different. Moreover, Bachchan’s write-ups were
used to trigger further discussion in the classroom.

Lately, after the onset of the coronavirus pandemic, I circulated in my
online Hindi classes some pictures and jokes downloaded from the social
media sites so that students may get acquainted with some popular comments
and the Indian response to the situation that concerned and affected them in
their own daily life. Among those comments there was, for example, a photo,
downloaded from a social media site, of a local liquor shop with a graffiti on
its locked shutters saying: kol de modi, sab cay nahi pite! (Modi open up, not
all of us are tea drinkers!). The innocuous sentence, besides its professed call
on the Prime Minister of India to re-open the liquor shops is also a satirical
spin-off on the Narendra Modi’s portrayal of his youthful self as a humble
tea-seller and a mockery of his puritan views. With the mediation of the text
a classroom discussion followed, covering such a wide range of topics as
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the humble beginnings of the present Prime Minister; the place of tea and
other beverages in North India culture; and the restrictions connected with the
pandemic and the alcohol consumption in India.

Furthermore, the internet offers access to many websites dedicated to Hindi
literature (like a very popular site for Hindi poetry: http://kavitakosh.org) and
university-run platforms that provide Hindi texts appended by vocabulary
lists. It seems that Columbia University and Texas University at Austin are
the leaders here in offering a wide range of free-access materials for learning
Hindi that include textual, audio and video aids, as well as some materials on
the Hindi grammar, with exercises. Some of the online platforms discussed
here will be revisited in the section on audio and video teaching aids.

The Columbia University website, for instance, offers an opportunity
to read a number of short stories and excerpts from prose writings of the
Hindi canon (Devaki Nandan Khatri, Bharatendu Harishchandra, Premchand,
Mohan Rakesh, Rajendra Yadav, Kamleshvar, Omprakash Valmiki, and
Mohandas Naimishray) as well as a selection of likewise canonical poems
in Braj and Avadhi (Kabir, Rahim, Biharilal, and Tulsidas) and modern
Hindi (Sumitranand Pant and Mahadevi Verma). These resources have been
prepared by a team of teachers and students working under the guidance of the
late Alison Busch for her course in Hindi literature.’ The Columbia University
online platform lists links to other websites with various teaching aids in Hindi
and Urdu, however, regretfully, some of the links are inactive.® A set of links
relevant for studying Hindi—which includes language references, cultural
references, and links to the online Hindi media—is also available on the New
York University website.” Whereas the University of North Carolina at Chapel
Hill provides open access to an online coursebook A Door Into Hindi by Afroz
Taj, it includes some video materials for lessons as well.* For those looking
for materials on the history of Hindi literature, EPG Pathshala is an option. It
is an initiative of the M{[inistry of] Hfuman] R[esource] D[evelopment] under
its National Mission on Education, and provides free access materials—both
e-texts and videos—that cover the history of Hindi literature in Hindi.’

http://www.columbia.edu/itc/mealac/pritchett/01glossaries-old/busch/index.htm
http://www.columbia.edu/itc/mealac/pritchett/OOurduhindilinks/hu_hindi.html
http://www.nyu.edu/gsas/dept/mideast/hindi/links.html.
https://taj.oasis.unc.edu/lessons.html.
https://epgp.inflibnet.ac.in/Home/ViewSubject?catid=18.
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Pictures or ‘texts of culture’ with linguistic component, like Hindi graffiti,
slogans for social campaigns, public instructions, and road signs can also be
employed as reading materials. To illustrate, a photograph of slogans from
the social campaign to protect health of girls taken by me from a wall of a
health center in a village in Himachal Pradesh displays, in a communicative
context, the usage of the subjunctive forms—a grammatical concept which
Polish students find difficult to grasp—but may also provide a starting point
for a classroom discussion on the attitudes towards girls in some segments of
Indian society. Whereas a picture of a road sign from the trip to Lansdowne
in the foothills of the Himalayas that calls on the drivers to slow down and
refrain from using horn while passing through the elephant corridor part
of forest, exemplifies the subjunctive constructions but in a yet different
communicative context. Here the grammatical lesson comes with an extra bit
of information thrown in, namely the emphasis on the coexistence of India’s
growing population and the dwindling natural resources.

Printed booklets, forms, tickets, banknotes, instructions of use or application
forms in Devanagari can also be utilized in task-based exercises and as props
in role playing. For instance, Delhi metro booklets with maps of metro stations
and various routes can be brought into play as a reading exercise in the initial
stage of learning, but as a prop in the more advanced stages so that learners
practice giving instructions on how to commute from one place to the other,
using for example the imperative mode or practicing polite ways of address.

Last but not least, [ want to mention reading materials which are considered
to be of greatest importance in the grammar-translation method, i.e. passages
from literature. Here, I would like to speak for implementing passages
from life writings—i.e. autobiographies, diaries, letters, travelogues—in
teaching and learning environment of Hindi classes of various levels. First
and foremost, life writings, having the universal appeal of being narratives
of real-life experiences authored by actual people, usually manage to engross
those reading them much more than a reading of a fictional story would. Often
composed in a fragmentary or anecdotal manner, life writings are also most
amiable to locating and extracting smaller, self-contained passages suitable
for reading in one session. Moreover, such texts offer a promising range of
reading materials for Hindi students, from the beginners to those advanced, as
they are usually composed in various ‘idioms,’ styles and language registers.
They also generate special interest as they give glimpse of unique experiences
of their authors, both as individuals and as members of specific communities,
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e.g. politicians, writers, Dalits, women, domestic workers, and Adivasis. Thus,
as texts contextually rich and historically grounded, they engage students of
Hindi not only in learning the language but also spark their interest in social,
cultural and political goings-on of contemporary India.

The contemporality of the life writing type of texts and their link to the
present developments—historical, political or social—as well as their constant
referencing of the lived reality offers a chance of reading them along a set of
visual aids easily found on the internet. In fact, this is the manner of reading I
would recommend for any textual material if possible. This is a strategy well
recognized by translators to whom internet resources provide innumerable
visuals helpful in translation whenever required. Reading with students a text
that is accompanied by visual aids—Ilike photographs, video materials, images
of artefacts etc.—referred to during the reading task, is not only appealing but
also pedagogically efficient. Literary extracts that, for instance, refer to unknow
aspects of everyday life in India, like cooking on an open clay stove or plastering
the walls with cow-dung mixture are easier to understand when learners are
shown the actual footage of the action described in a literary passage.

Audio resources

Due to the diversity of spoken variants of an idiom distributed in the vast area
of the Hindi speaking belt in India, not to mention the Hindi diaspora abroad,
audio aids are of fundamental importance in the process of Hindi language
acquisition. (Adopting an inclusive stance on what constitutes a ‘language,’
I prefer not to use the word ‘dialect,” but ‘a variant.”) To accommodate the
regional phonetical diversity of Hindi into the language course and to achieve
a successful level of listening comprehension among learners, it is crucial to
expose students to as many Hindi speakers and their authentic pronunciations
as possible. Audio teaching materials may provide this opportunity to some
extent, but understandably, an all-encompassing review of native speech
samples from different areas of the Hindi speaking belt, a review that would
also make allowance for different age groups, social classes, education levels,
gender, etc., is a task beyond the scope of any language course. Having said
that, in my classes I make sure that a large number of audio materials is
regularly and pertinently present, with a view of exposing students to speakers
whose language variants embody the diversity of the Hindi speaking region.
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To this end, I have made about thirty short audio recordings of native
speakers of Hindi who belonged to various social backgrounds and came from
Bihar, Uttar Pradesh, Rajasthan, Himachal Pradesh, Hariyana and Delhi. A
couple of those were trilingual speakers of Tamil, English and Hindi, and have
grown up in a Hindi speaking region. All recordings were made in an ad hoc
manner to capture the everyday idiolect of the speakers, however, indisputably,
the awareness of the fact of being recorded came into play. As recordings
were not made in studios but locations such as homes, classrooms, parks,
etc., there is an interference of other sounds and voices making the settings
more natural. At present, [ am working on an audiobook of spoken Hindi that
would include those and similar recordings accompanied by transcripts, along
with an introduction to some grammatical problems and aspects of the spoken
language. It remains yet to be seen how to handle certain issues that make their
appearance in these recorded samples of authentic utterances before they may
be used as formal study aids. Here I have specifically in mind grammatical
mistakes made by the speakers, use of swearwords and certain repetitions
natural to the impromptu nature of the recordings. I have presented some
of the recordings at the conference in Lisbon in 2019, and unsurprisingly,
a heated debate ensued. Some experienced Hindi teachers present there,
including native speakers, adamantly opposed the idea of introducing this sort
of recordings into teaching.

Based on audio recordings, a range of tasks and/or exercises can be conducted
in a class by employing a combination of audio and visual aids. For example,
I have chosen a set of seven photographs taken by me in India that display
everyday life scenes: a group of children on a swing, a roadside tea-stall, a
vegetable vendor, a sari shop, etc. The students are first asked to comment on
what they see in Hindi and later they listen to the description of the same scene
recorded by a Hindi native speaker. This exercise-cum-task was actually inspired
by a tiny book authored by Ronald Stuart McGregor. The book in question
contained pictures and their descriptions in Hindi but unfortunately, I no longer
have a copy of the publication nor its complete bibliographical details. In order to
include auto-correction into the process of learning pronunciation and grammar,
I encourage students to make their own voice recordings, for instance of a self-
spoken diary. They are advised to listen to the recordings immediately after
completing the task and then again after a gap of time to review and correct their
own mistakes both in the pronunciation and the grammar, and most importantly,
personally assess their own progress in learning.
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Moving back to website resources, those interested in the long story telling
tradition can refer to Virtual Hindi, a platform developed by Gabriela Nik
Ilieva of the University of New York. There are twenty-two stories available
there, divided into three categories depending on the proficiency level: for the
beginners, for the intermediate, and for the advanced students. Nineteen of
those stories are animal fables and the last three are modern stories authored
by Susham Bedi, a Hindi woman writer settled in the USA. However, audio
recordings are available only for the initial fifteen.' In this case, apart from
listening to a story a learner can also read the transcript and refer to the
glossary. Moreover, website contains grammar lessons with exercises, write-
ups on festivals, Indian cuisine, etc. and some videos as well.

Video resources

Nowadays, not only popular Hindi cinema, but the internet with its online
Hindi media, TV channels, and the social media are constant providers of
video aids that can be used in the classroom. To start with, short clips of
regular feature films from the treasure throve of the mainstream Hindi cinema
or Bollywood can often be an illustration for cultural or social phenomena and
be used as a starting point of a discussion, a role play, a task or an exercise.
To illustrate, one of the last scenes of the film Mardaani 2 (2019), where
the protagonist, Shivani Shivaji Roy, a woman police officer played by Rani
Mukherjee, while being interviewed on a talk show, directs a tirade at the
anchor on how Indian society mistreats its women, starting from the way it
forces them to dress and behave modestly, speak or laugh softly, etc. and
ending on being ‘eve teased’" in public places, molested or even raped. This
scene can be a starting point of a conversation—in which learners are asked,
for instance, to compare the situation in their own country and India—or as
an introduction to a role play, where learners, working in pairs, enact the
previously watched scene in their own words.

The clips from Bollywood classics immerse learners in cultural context
by introducing them to spoken language, and especially certain catchphrases,
which as an indispensable part of popular culture, are often then circulated

10 http://www.nyu.edu/gsas/dept/mideast/hindi/stories.html.

11 ‘Eve teasing,” or the making of unwanted sexual remarks or advances by a man to a
woman in a public place (The Oxford Dictionary of English), is a term widely used in
South Asia and defined by Indian law.
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in the colloquial idiom. To give just one example: a famous scene from a
blockbuster released in 1975, Sholay, where the villain, the dacoit Gabbar,
interrogates his men, beaten up by the two main heroes of the movie, and asks
them repeatedly a very innocuously sounding question, the all-time favorite
among Hindi speakers, kitne admi the? ‘How many men were there?’ The
five-minute long scene opens with the said question and ends with an equally
catchy phrase, jo dar gaya samjho mar gaya ‘scared, one is as good as dead’
and in an entertaining manner picturizes a range of grammatical and lexical
issues, like interrogative adverbs, conditional statements, numerals and
intensive compound verbs, as well as collocations and idioms.

Movies dubbed in Hindi, in particular international hits which are well
known to the learners either in the original language version, usually English,
or its dubbing in their own language are valuable teaching aids, as learners are
frequently familiar with the context and quite often even remember lines of
the dialogue. The novelty of listening to the well-known characters speaking
Hindi evokes a playful interest and in the case of advanced groups classes
can even trigger a conversation on the cross-cultural aspects of translation.
Therefore, in my teaching, I have introduced, for example, clips of dubbed
versions of The Lion King, Shrek, Finding Nemo and Forrest Gump.

An attractive way of introducing vocabulary or grammatical
constructions is to do it with the help of songs from popular Hindi movies.
The song, Aj se teri, from the movie Pad Man (2018) repeatedly uses
constructions with intensive compound verbs, while in the lines of the song
Mere lie tum kaft ho from the movie Shubh Mangal Zyada Savdhan (2020)
learners come across sentences with modal verbs. With the former film’s
plot built around the topic of difficulties faced in maintaining menstrual
hygiene and the latter’s exploring the contemporary theme of civil rights of
the LGBT community and the acceptance of gay relationships in middle-
class families, the songs, apart from displaying grammatical structures in
communicative context, can also stimulate a discussion on the present-day
changes taking place within the Indian society. To give here an example
of a text from outside the Bollywood, a text that is a very timely teaching
aid of interest to the students, I would like to mention a rap song by Big
Deal titled Why Call Me Corona? The performer is a popular singer from
Odisha and the video item is a bitter commentary on the racist remarks
that Indian citizens from the North East living in the Hindi speaking
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belt have to face.”? The lyric uses simple grammatical constructions, like
simple present, simple future tense and the subjunctive, and may serve
as an opening to a discussion on the Other in the Hindi imaginary and an
introduction to reading excerpts from literary texts on the subject.

Commercials and advertisements for social campaigns make also interesting
teaching aids both for their linguistic content and cultural context. They are
convenient because they tell a complete story in a short form and also because
they play on emotions else are amusing, often both, and thus incite interest of
viewers-cum-learners. A short movie, “The Seatbelt Crew,” shot as a part of a
positive social campaign against stigmatization of transgender people in India,
promoted traffic safety by calling for wearing seatbelts.”* In this video a group
of hijras enacts actions of a plane crew showing with their gestures the safety
instructions, but the twist is that they stand at the traffic lights and the instructions
are not given in a serious dry manner but rather jestingly, somewhat similar to
how hijras usually talk to people in these locations, asking for alms and dispensing
blessings. Apart from the cultural context and social issues that the clip points to, it
also offers an insight into the colloquial manner of expression and body language
employed, in this case, by those belonging to the hijra community.

A series of commercials in the group “Jaago Re Tata Tea. Power 0of 49” explore
several important social issues, among them, the empowerment of women through
participation in the elections, the message being that women who comprise forty-
nine percent of India’s population are capable of changing power structures by
exercising their right to vote. The commercials are broadly based on the comic
effect of well-chosen word play. For instance, there is an advertisement, in which
a beautician in a beauty parlor talking to her prejudiced, high-class clients teaches
them a lesson on the importance of vote in democracy.'* The commercial’s suspense
and comic incongruity is built on the double meaning of an idiomatic expression
kala tika or a ‘black mark.” The girl demonstrates her trust in the significance of

12 https://youtu.be/b2str77DUN4, access 20.04.2020. From an introduction on the official
website of Big Deal (https://www.rapperbigdeal.com/about): Are you an Indian and
yet people find it difficult to associate you like one? This question may sound strange
to most of us, but certainly not for those of mixed race. Well, this confusion over
his ethnic identity is exactly what prompted Odisha-born Samir Rishu Mohanty aka
Rapper Big Deal to get into the world of rap and express the agony of his distorted
sense of belongingness. Born to a Japanese mother and an Indian father, Samir was
keen on being a rapper (...).

13 https://www.youtube.com/watch?v=muCU6_Y_ Kyo

14 https://www.youtube.com/watch?v=HUhHTJsZVXw
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applying a kala tika and her high-class clients presume she means the black mark
that is put on someone’s body to ward-off an evil eye. To their—and viewers’—
surprise, and the point made here comes as a climax of the commercial, she shows
them her finger marked in black which is the evidence of her having cast her
vote. Apart from introducing learners to some practical aspects of the electoral
process in India (starting with the very obvious—for an Indian—fact that every
voter is ‘marked’ with indelible black ink after casting her/his vote so that s/he
cannot do it again under another’s name), the advertisement gives a peak into an
every-day reality of social classes interacting with each other and opens a range
of topics for discussion in a classroom. In another commercial of the same brand,
a girl applies for a beauty parlor license in a government office. She is told she
has to first give some patta or ‘leaf’, which is a code-word for a banknote and, in
turn, an open invitation to pay a bribe to the officer. The girl innocently plays on
the meaning of the word, enquiring which pattas the officer is interested in and,
in the culminating moment, offers him a box of tea and explains that it contains
both small and big leaves that he asked for. Here too, the deplorable trappings of
Indian bureaucracy, i.e. the ever-present corruption, are portrayed in a playful and
humorous manner and, as a matter of fact, the wit of the young woman ‘disarms’
and ‘defeats’ them. The comic and lighthearted banter play a positive role in the
process of learning.

On the other hand, there are some video materials that offer a peek into
the darker side of India and its problems. The TV programs naturally present
people of different social strata, age, gender, regions etc., thus showcasing
different variants of spoken Hindi, while at the same time highlighting some
contemporary social and political concerns. The series, “Satyameva Jayate,”
is one of such highly endorsable shows. My high opinion is basically due
to its content that discusses a wide range of contemporary problems—water
shortage, waste management, mental health, rape, dowry system, LGBT,
etc.—but also its accessibility. Originally aired on the Star Plus channel, it is
now available also online.” The very structure of each about seventy-minute
long episode, with short clips introducing the subject and each interviewee;
short conversations between the anchor, a Bollywood star, Amir Khan, and the
interviewees; and the question and answer session with the audience makes it
easy to extract smaller clips for use in the classroom.

15 Complete episodes in Hindi and other language versions are available at: http://www.
satyamevjayate.in.
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The learning resources accessible from two platforms run by USA
universities is something further to recommend: various video, audio and
textual materials from the Hindi-Urdu Flagship at the Texas University in
Austen's and the innovative STARTALK Hindi Audio-Visual Module Project
at Columbia University developed as a tool for self-study.”” The former,
successfully developed and enhanced for years by Rupert Snell and his team,
abounds in materials for learning grammar, exercises, very original audio
recordings (e.g. “Spoken Thesaurus” that contains twenty-three recordings
of synonymous Hindi words and their meanings, as well as examples of
their usage recorded in mixed Hindi and English medium or “Hindi-Urdu
Voicemail” that comprises forty-seven short voice-mail-like recordings), and
arich set of video recordings of interviews with Hindi women writers on their
lives and writings and other Hindi speakers on various subjects. Moreover,
the platform gives access to a cluster of materials for content-based study that
is focused on health, which again is a very unique endeavor, and to a set of
English lectures on various India related topics.

The innovative initiative or the STARTALK Hindi Audio-Visual Module
Project of 2015 prepared by Columbia University and headed by Rakesh
Ranjan, that:

“... introduces 42 thematic modules, which are based on real life situations
with varied linguistic, social and cultural contents. The modules include
situations in urban and rural locations with native speakers of different
background, age and gender. Shot in Jaipur, its neighborhoods and
Pushkar in July 2015, these video clips provide authentic samples of native
speakers’ speech. The six modules on Children and their Hobbies were
shot in Delhi in February 2016. All modules are unscripted, unrehearsed
and non-sequential. The clips are short and offer samples of Hindi speech
in the presentational and interpersonal modes of communication. They are
unscripted, unrehearsed and non-sequential.”'®

The video clips, which are professionally recorded and attractively edited, are
accompanied by descriptions, vocabulary lists, lesson plans for self-study and
transcripts of the video clips. Though, the platform was developed as a tool
for self-learning it can be used in a classroom environment as well.

16 http://hindiurduflagship.org/resources/learning-teaching/glossaries-alive/
17 http://hindistartalk.lrc.columbia.edu.
18 Description quoted from the platform: http://hindistartalk.lrc.columbia.edu/about/
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Conclusions

Changes in the methodology of teaching philology at the university level
are influenced by a number of internal and external factors. It seems that
at today’s point in time both teachers and students have found themselves
caught at an interesting moment of transition that requires responses that
must come from the understanding of the underlying processes and individual
and institutional motivations. At present, students who begin their education
in the philology faculties have little knowledge of grammar of their own
native language. Inevitably, this influences the manner in which they learn
foreign languages. Coming from the background of other language courses
with their well-developed teaching aids, students/learners tend to have the
same expectations vis a vis their Hindi courses and are not easily pleased with
using solely coursebooks, copied texts and a set of printed exercises. There
is general importance attached to the communicative aspects of a language
which defines the common goal of the majority of learners-at-large, who,
exposed to attractive visuals and technology-enhanced teaching aids and tools
in other language learning environment, expect similar abundance and ease in
their Hindi classrooms.

Teachers of foreign languages, finding themselves under a constant
pressure of well-developed methodology of teaching English, get attracted
to new methods and techniques. This is a development fueled basically by
their will to accommodate specific needs of their students and thus help them
achieve their learning goals. In the recent times, the pandemic restrictions,
forcing a sudden switch-over to almost exclusive online teaching with a focus
on developing materials for self-learning, made us aware of the fact that rapid
changes that we have been observing in the recent decades—right from the
appearance of the internet, introduction of computer-enhanced learning, etc.
—can also take a very drastic turn and necessitate instant accommodation to
new teaching and learning online environment. I strongly believe that teaching
should be attractive and engaging for students as it then yields better results,
and that application of various methods and techniques should be done with
this aim in mind. It is also my view that teacher’s commitment is of equal
importance, as—no matter how cliched it may sound—teaching is not only a
job, but also a vocation.
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P1oTR BOREK

Introducing B.A. Students to Hindi Literary
Tradition through Problem Based Learning
(PBL)

Abstract

PBL is known among its practitioners as a didactic method that greatly
boosts students’ efficiency in learning to learn. It allows for a shift of
the center of gravity from knowledge content to skills. Despite its long
university career, it is not as widely widespread in human studies as, e.g.
in social sciences or in medical studies for which it had been created.
The present paper provides an outline of PBL for the purpose of its wider
implementation in teaching literary studies. The paper presents a case
study of a course in Hindi literary tradition along with a proposition of an
introductory class for B.A. students to illustrate a new way of implementing
the PBL method with due attention paid to a literary text as a problem case.
Eventually, the paper seeks to demonstrate that even a short problem case

enables the acquisition of a considerable amount of knowledge content.

I. Reasons for a shift

Teaching Indian languages and literatures in the academic curricula in Central
Europe still largely relies on traditional methods consisting in a binary system
of lectures and widely understood reading classes. This is one of the main
reasons why students stay focused on acquiring knowledge content based on
the outcomes of scholarly research and on developing their language skills
and capacity in textual critics. Such an educational process remains successful
in preparing Indology students to work as translators, interpreters and, if
combined with a strong focus on theory or with courses in other academic
fields, also as scholars and advisors or publicists in the field of Indian
culture, politics and religions, customs and so on. The process of creating a
uniform and competitive European Higher Education Area, which has been
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initiated more than two decades ago with the Bologna declaration, forced
many faculties and departments into a radical transformation of the didactic
process. With all advantages of the new system, many fields of studies of
philological orientation, i.e. concentrated around teaching of languages and
literatures, have faced an issue of dividing the teaching process into separate
B.A. and M.A. studies versus formerly existing uniform five years M.A. One
of important pragmatical questions that has arisen with such a change is about
the professional skills of B.A. graduate students who either terminate their
university education at this level or chose to continue it in other fields of
studies. The problem is especially noticeable in case of academic courses that
admit students with no prior knowledge of the language taught, a.o. Indian
studies where teaching of Hindi-Urdu, Tamil, Bengali etc. has to be started
with basic instruction on the appropriate writing system(s). It is often a point
of agreement among scholars working in various Indological centres, at least
in Central Europe, that dividing or shortening the didactic process along
with an insufficient pace of adapting particular courses taught within is one
of the main sources of students’ dissatisfaction and thus of a considerable
decrease of enrolments. Therefore, it becomes evident that immediate fluency
in a language, its literary tradition or textual analysis cannot be kept as the
paramount objective of teaching. Moreover, the knowledge that should be
acquired by students willing to achieve an expected eloquence in their field of
studies remains out of their reach not only due to a lower number of contact
hours with the specialists. The inflating amount of significant publications
and, especially in case of Indian studies, an essential shift of paradigm
that largely denies old generalisations or simplifications of a seemingly
homogenous Indian culture undermine the sense of the didactic process that
is aimed primarily at knowledge acquisition. It is due to both, the reality of
the information age and the long process of adapting to the new system yoked
with market requirements that the educational discourse constantly moves
from knowledge content to skills and learning to learn (cf. McPhail 2018:
71). A certain erudition that should be always expected from a graduate in
human studies prevents a total shift of center of gravity, but there is no doubt
that teachers of languages and literatures should embrace various methods
with a potential to booster student’s performance in academic outcomes and
offer necessary skills in non-academic ones.

One of such methods is Problem Based Learning (PBL), of roughly a
forty years career on different educational levels, so far widely applied in
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many fields of studies (see Savery 2006) all over the world and, in case of
higher education system in Central Europe, already well established in some
curricula of the medical studies, but not much widespread in the humanities.

“PBL is a teaching strategy that shifts the classroom focus from teaching
to learning. The central premise of PBL holds that most students will better
learn information and skills if they need them; need arises as students
try to solve specific, open-ended problems. Beyond an orientation to
problems, a PBL course promotes learning via activity and discovery.
Students interact with each other and engage course material in a shared
enterprise of learning-by-discovery. As students explore problems, they
discover much about their topics and themselves. A discovery-oriented
course provides students with opportunities and responsibilities to make
significant decisions about what to investigate, how to proceed, and how to
solve problems.” (Burch 2001: 194)

In traditional or lecture-based learning, students are told what they need to
know, they memorise a given knowledge content and eventually a problem is
assigned to illustrate how such knowledge can be used. PBL relies on almost
an inverse process as it starts with a problem to be solved, requiring students
to identify their knowledge gaps or what they need to know in order to be able
to struggle with the problem. By querying and making an effort to fill such
gaps they both learn to solve the issue and simultaneously acquire necessary
knowledge. But, what may be the crucial advantage of this method for many
fields of human studies is that, if the problem is well designed, students need
to go through a plethora of materials, and get familiarised with them. Thus,
they do not only learn to learn, but also get a better grounded orientation in
sources of knowledge which, in their future professional activities, they would
need more than essential data memorised in traditional ways. Moreover, a
well-proved advantage of the PBL is a long-term retention of knowledge
in comparison with lecture based learning process (e.g. Yew & Goh 2016;
Strobel & van Barneveld 2009).

II. Principles of the PBL class

“PBL is organized around relevant and realistic problems that engage
students in planning, investigating, making inquiries, developing evidence-
based explanations, and communicating their ideas and results” (Lee &
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Blanchard 2019) and “it was originally developed to increase the skills
of medical students in clinical reasoning and problem solving.” (Lee &
Blanchard 2019, cf. Barrows 1983; Neufelsd & Barrows 1974)!

A successful transition to PBL requires a total change of teacher’s attitude and
both teacher’s and students’ habits as it equals a shift from traditional teaching
into learning oriented process. Teacher becomes a facilitator of the process
and thus needs to withdraw, at least in the class, to a background position.
Therefore, he limits himself to the role of a tutor with not much space to share
his subject knowledge during the class. His role is to supervise the whole
process, encourage students and also facilitate discussion. “Teachers guide
students by asking Socratic questions about the engaging problems and the
research strategy” (Burch 2001: 194). Being a vigilant observer during the
class, most of his or her activity has to be relegated to the time-consuming
process of designing the course and readiness to facilitate students’ work at
home through electronic means of communication. Besides the learner-centred
approach and self-directed learning, PBL relies on small group work? and
this usually does not create organisational issues for niche studies, including
Indological courses.

Another essential principle of the method is the roles’ attribution which
consists of choosing two students to perform respectively as a chairman and
a scribe. Here, the personal choice ideally may be left to the group, however
after each class the roles should go to different individuals in order to avoid
any kind of stagnation or exclusion and to let all the participants develop
their social skills as well. The chairman’s main responsibility consists in
the plan execution which he fulfils through time management, moderating
the discussion, stimulating activity and cooperation of the group members.
S/he thus becomes a leader and appropriates some competences traditionally
ascribed to the teacher. The scribe visualises the process of thinking by
recording on the whiteboard the most important issues or results of the
discussion (see Figure I). All other participants are group members whose
role is to discuss a problem case provided at the outset.

1 For a concise overview of PBL method and essential references on its principles see
e.g. Lee & Blanchard 2019 or, for a more detailed study, Duch et al. 2001.

2 Applying PBL in a large class requires substantial changes in the method and more
structure in the class and course, but it can also prove successful. For some examples
and discussion on such teaching situation see Shipman & Duch 2001.
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The problem case can be presented to students in various manners and the
way in which it is exposed generally depends on teacher’s invention, but a
fabricated story or just a portion of the text is what should sufficiently activate
students’ curiosity. As it has been already cited above, such a problem case
should be relevant, realistic and have the power to engage the participants.
Therefore, the whole activity during the class can be centred around the text as

“(...) students use ‘triggers’ from the problem case or scenario to define their
own learning objectives. Subsequently they do independent, self directed
study before returning to the group to discuss and refine their acquired
knowledge. Thus, PBL is not about problem solving per se, but rather it
uses appropriate problems to increase knowledge and understanding.”
(Wood 2003)

The didactic process starts and terminates in the class, but it largely relies
on research which is to be performed by students at home or in library (see
Figure 2). The process is framed by two meetings in the classroom. The first
meeting hinges on the analysis executed by the group and centred around
the problem case. This is when students also get a perfect space to activate
their prior knowledge and to detect knowledge gaps. The latter should be
sedulously noted by the scribe and then forged into research subjects to be
finally attributed, either by the chairman or through common decision, to
individual group members. Whereas the second meeting starts with students’
short presentations of their research outcomes, further discussion and
evaluation. All stages of the process are equally important®. The last stage lets

3 A PBL tutorial is basically patterned as a seven steps process. D. F. Wood provides its
concise and exemplary exposition in her article on PBL in medical studies:
“Step 1—Identify and clarify unfamiliar terms presented in the scenario; scribe lists
those that remain unexplained after discussion
Step 2—Define the problem or problems to be discussed; students may have different
views on the issues, but all should be considered; scribe records a list of agreed
problems
Step 3—“Brainstorming” session to discuss the problem(s), suggesting possible
explanations on basis of prior knowledge; students draw on each other’s knowledge
and identify areas of incomplete knowledge; scribe records all discussion
Step 4—Review steps 2 and 3 and arrange explanations into tentative solutions; scribe
organises the explanations and restructures if necessary
Step 5—Formulate learning objectives; group reaches consensus on the learning
objectives; tutor ensures learning objectives are focused, achievable, comprehensive,
and appropriate
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the students make clear what they have learned, evaluate their own activities
under self-assessment and provide mutual feedback as peer-assessment. Both
types of assessments should factor into the assignment grade and as such
become practical tools to boost students’ sense of responsibility and maturity.

II1. Kernel matter in PBL: an example from the Hindi classroom

The crucial question that has to be answered by a teacher planning to apply
the PBL method in his/her course is what kind of a text or other media s/he
should provide in the classroom to meet the goals of the curriculum. In many
fields of studies like medicine, social sciences or technology, these might be
real life stories or imitating real ones with central characters struggling with
difficulties or put in critical situations. This is how students can be most easily
placed in an engaging position of empathy and thus get prompted to virtually
help their protagonists to manage the crisis. In Indian studies such stories
would well serve a course in culture that aims at making students acquainted
with e.g. caste relationships or, for instance, a class in contemporary social
issues which seeks to make them understand the problem of gynophobia.
Naturally, an appropriate story is not the only model for a problem case and
various ideas can be used to arouse interest and initiate brainstorming or
discussion. A vast literature covering the practice of PBL in various fields
of studies offers different ways of serving problem cases to the students.*
However, some fields of studies require a completely different and innovative
approach. In the mid of the method’s university career,

“[a]n examination of existing PBL models revealed that any application
to Literary Studies was not going to involve simply ‘cutting’ a tried-and-
tested template from, say, medicine and ‘pasting’ it into our own subject to
create our own paradigm.” (Hutchings & O’Rourke 2002: 74)

Step 6—Private study (all students gather information related to each learning
objective)
Step 7—Group shares results of private study (students identify their learning
resources and share their results); tutor checks learning and may assess the group”
(Wood 2003).

4 Seee.g. Duchetal. 2001, esp. White 2001. Or, for a detailed structure of an exemplary
tutorial in economics see Mergendoller et al. 2000: 375-376.
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B. Hutchings and K. O’Rourke, authors of a rare research paper on PBL in
Literary Studies,’ further quote a statement from an essential work on PBL
in higher education, justifying their need to widen the scope of problem case
models:

“Problem-Based Learning is thus an approach to learning that is characterised
by flexibility and diversity in the sense that it can be implemented in a
variety of ways in and across different subjects and disciplines in diverse
contexts. As such it can look very different to different people at different
times.” (Savin-Baden 2000: 3)

The standard course in Hindi literary tradition that I am conducting in the
Institute of Oriental Studies in the Jagiellonian University in Krakéw, aims
at making students acquainted with theoretical conceptualisations on the
history of Hindi literature, essential literary works and linguistic diversity of
the tradition. Combining those goals is not an easy task even during heavily
informative lectures and reading classes. Especially that the course is led at
the B.A. level in which students’ knowledge of Modern Standard Hindi is
limited to grammar principles, a rather colloquial use of language at c. A2 level
and to a few simple literary texts that had been served to them so far during
language classes. Apart from such linguistic profile of the group members,
some significant prerequisites that I may rely on in the process of knowledge
activation (see Figure 2) are courses in Sanskrit poetics, history of India and
introduction to literary studies, though to a limited extent as it is usually based
on Western literary traditions. A problem case based on fabricated stories
bears risk of time-waste and concentration on one of the above-mentioned
goals only. Hutchings and O’Rourke propose a path-breaking model of an
advertisement text, thus “devising a methodology that is based on existing
models of procedure in subjects where PBL is well established” (Hutchings
& O’Rourke 2002: 78). But what one may lack in their case is a literary text
which, in a course concerning a literary tradition, would be ideally situated in
the center of students’ interest.

It is not an original idea that a literary text itself becomes the most genuine
problem case for literary studies. However, just reading and discussing
one that belongs to a canon would probably not make a PBL class more
efficient than a traditional reading class antedated by an appropriate lecture

5 For another example of an article devoted to the application of PBL in Literary Studies
see Lingan 2014.
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on the subject. What I would like to propose instead, as an example of PBL
application, is an introductory class in the history of Hindi literary tradition,
centred around a literary text that touches upon the issues of literary history
and critics, and reveals its historical context. In other words, as a result of such
a choice students are left with a few stanzas that have the power to stir up the
discussion, activate their basic knowledge of poetics, make them astound by
its content and thus inspire to look for the exact meaning and reasons behind
poet’s message. A good example which proved functional in this respect in
my didactic experience, would be a portion of the famous poem Bharat Bharti
(1912) by Maithilisaran Gupta.

I'V. Scenario: from prior knowledge activation to research problems

In the beginning of a three-hour class, antedated by an outline lecture on
Hindi literature and necessarily by an instruction class on the PBL method,
students receive five stanzas (vv. 157-161) of the poem.® Providing the date
of its composition should be helpful during the further class discussion and a
bibliographical note will facilitate individual research at home as there is little
chance that any of the group members knows the name of the author. Students
are allowed to use dictionaries, possibly online, and optionally look at their
notes from the prerequisite courses. They are being informed that the problem
analysis should be divided into two sub-stages: one aimed at understanding
the original text and the second at its further discussion. Both stages are time-

6 “‘us sampratik sahitya par bhi dhyan dena cahie,/ uski avastha bht hamé kuch jan lena
cahie./mrt ho ki jivit jati ka sahitya jivan-citr hai,/ vah bhrast hai to siddh phir vah jati
bht apavitr hai./157/
jis jati ko sahitya tha svargly bhavd se bhara, / karne laga ab bas visay ke vis-vitap ko
vah hara!/ $ruti, §astr, siitr, puran, ramayan, mahabharat hate,/ ve nayikabhedadi unke
sthan m¢ hai a date!! /158/
ham to hue hi patit par durbhav jo bharte gaye—/ sukumar bhavi-srsti ko bhi ve patit
karte gaye!/ ha! ucca bhavo ko vahi kram 3aj bht hai kho raha,/ aslil granthd se hamara
§il caupat ho raha! /159/
ab siddh hindf hi kaha ki rastrbhasa ho rahi,/ par hai vahi sabse adhik sahitya ke hit ro
rahi./ rite pare ab tak aho! uske akhil bhandar hai,/ tulst tatha stradi ke kuch ratn ht
adhar hai!! /160/
uddesya kavita ka pramukh §rngar ras ht ho gaya,/ unmatt hokar man hamara ab ust
mg¢ kho gaya./ kavi-karm kamutka barhana rah gaya dekho jaha,/ ham vir ras bhi smar-
samar mé& ho gaya parinat yaha! /161/” (Gupta 2014: 2528-2529 [Kindle location]).
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limited and since students do not have much experience with translation of
literary texts in Hindi so far, it is expected that the chairman or other group
members suggests a work division. The ideal of the team work communicated
during the instruction class should prompt them to divide themselves into
pairs, each of which is attributed with a stanza to work on. The final result of
their work or a draft translation of all stanzas should be presented in forum
which enables a preliminary discussion and some negotiations concerning the
meaning of the text. With a basic understanding of the content, the students
are now able to proceed with further analysis.

Why does this very portion of the poem seems to be an adequate case for an
introductory class? First of all, the text links different periods of Hindi literary
tradition as the contemporary author appeals to some concepts central for
the early modern poetry. Secondly, it invokes some terms central for Indian
literatures in general and thus it creates for the group members a chance for a
satisfactory use of their actual knowledge of Sanskrit literature. Thirdly, the
text is politically and socially engaged; it has been composed at a thunderous
time — that should be easily identified by students acquainted with political
history — when modernising forces were clearly reflected in the literature.

As those arguments reveal, the problem case has to be designed with a
strong attention paid to the prerequisites. In case of a different curriculum in
which students have no classes in Sanskrit literary tradition or political history
of India PBL lesson would require a totally different text which would refer
to more general concepts. The prior knowledge activation is essential for the
students to voice some ideas and thus to stir up the initial discussion. In case
of the proposed portion of Maithilisharan Gupta’s poem and the prerequisites
as listed above, at least four terms should be crucial here: nayikabhed, syngar
ras, vir ras and rastrbhasa.” Note that the first three have an immediate power
to make the students think of the Sanskrit counterparts (nayikabheda, Syngara
rasa, vira rasa); the text offers an easy tool to make the group members think

7 This might be also jati that had been identified by the students during the first sub-
stage of the analysis. It is highly possible that when attempting to translate v. 158, they
were trying to rely on their basic knowledge of the jati concept related to the caste
system, but an evident incompatibility of such sense with the whole verse should drive
them to check all dictionary meanings and come up with an idea of ‘nation’ as a more
adequate understanding of the word. It can also be the first instance during the class
which would help them to realise and conclude on the importance of constant use of
dictionary when reading literature.
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of the strong connection of both literary traditions. In the process of prior
knowledge activation:

nayikabhed should make students try to recall a class or their own readings
on Sanskrit alamkarasastra, a branch of knowledge about poetic figures,

srngar ras and vir ras would prompt the group members to discuss the
rasa theory,

rastrbhasa altogether with jati and the date of composition (1912) form a
perfect combination of data to make the class participants recall what they
had learned on the history of India®.

The instructional class on the PBL method makes students aware that they will
need to formulate some research questions that they will subsequently attempt
to answer at home or in library. Therefore, the discussion should eventually
focus on the knowledge gap detection. This may be executed through a set of
conceivable questions of such sort:

a.

f.

is alamkarasastra only the domain of Sanskrit literature?

what are the two types of literature that the poet counterposes?

why does the poet counterpose those types of literatures at this specific
point of time?

who are Tulst, Stir—the names that some of the students might have
already heard—and eventually why do those figures stand on the same
side as sruti, sastr, sitr, puran, Ramayan, Mahabharat?

who is on the other side, i.e. whom or what kind of litterature does the
poet heavily criticise or even undervalue?

who, after all, is the author of such a text?’

The scribe is bound to register crucial points of the discussion on the whiteboard
and they will finally be transformed into either concrete research problems, or

8

I am listing only those terms that proved successful in activating loci of knowledge in
my own didactic practice (course in Hindi literary tradition for 3rd year B.A. students,
Jagiellonian University in Krakow). Subsequently formulated questions of knowledge
gap detection and research problems are equally based on the authentic work of my
students.

This seemingly free order of the questions reflects a discussion by a group of my
students.
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simple tasks that would aim at providing some basic knowledge necessary to
understand the sense of the poem. The research problems based on the above
questions, i.e. aimed at answering such questions, will be further attributed
to the individuals. Given that this is an initial class in Hindi literature, the
problems, possibly identical with the subjects of presentations to be prepared
out of the class, could be as simple as that:

Nayikabheda' (or just alamkarasastra) in Hindi literary tradition.
Localize what has been named as apavitr literature before 1912.

Nation and national language in the beginning of the 20th century.

e o oo

Localize Tulst, Stir and whatever else can be named as pavitr literature
before 1912.

e. Resons for high esteem of vira rasa in the beginning of the 20th
century.

f. Matithilisaran Gupta — life, oeuvre, and political engagement.

It is necessary to assume that the plausible subjects of the individual research
will be uneven, as in the examples drawn above. Some of them can be simply
based on the most easily available internet resources, like Wikipedia, and the
threat of students referring to them can never be completely avoided. In case
of some research subjects (like b. or e.) students attempting to survey such
popular open resources will quickly realise that the knowledge content they
are searching for is available rather in research articles and academic books.
But someone attributed with a subject containing specific, names or terms (like
a. or f.) might be eager to take a shortcut in doing their homework. But since
making students acquainted with some essential literature is always important
goal of a general course in literary history, the group should be furnished with
basic texts or, if library resources allow a bibliography sufficient to execute
the task. The bibliography should be compiled according to the curriculum,
though it should also contain essential or classical works, and possibly allow
for a re-use for the purpose of the next problem cases that would be provided
during the course.!!

10 Here, I have provided the Sanskrit term, not the exact appearance of the word in the
poem, as the students are likely to identify this term with the literary tradition they
already know.

11 For instance, the bibliography for this scenario could be composed from among such
list: Bahl 1974, Busch 2011a and/or 2011b, Chandra 1986, Dalmia 1997, Eaton 2014,
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V. Scenario: what do students gain through PBL?

Students’ presentations during the second meeting in the classroom are
basically focused on filling the gaps detected a week or two weeks earlier.
But what they should do out of class is not only collecting the most necessary
data to explain individually attributed problems. They should also be able to
demonstrate their acquaintance with the articles or chapters of books which
had become the main source of the presentations. For a teacher, to gain such
an aim, during the first meeting he or she may notify students that the next
class will become a mini-conference and that presentations'? will be followed
by questions raised by the other members of the group.

As it will be seen from the list given below, presentations followed by
questions and answers, and again a discussion, do not primarily serve to
understand a small portion of the poem, but have the power to create an
anchorage, i.e. the whole net of knowledge content that will help students
proceed with further studies on the specificity of Hindi literature. This is what
the purported set of subjects that have been attributed to the students will
potentially make the group aware of:

a. what is riti-kal in the classical history of Hindi literature. Its neo-
classical features and ritigranth as a signature genre,

b. the dominant rasa(s), themes and 20th-century evaluations of riti-kal
literature,

c. the institutionally underwritten transition from Braj to Khar1 Bol1 Hindi,
what is bhakti-kal in the classical history of Hindi literature. Stirdas,
Tulsidas and some other authors (cf. tulsi suradi),

e. some priorities in writing the history of Hindi literature in the first
decades of 20th century and reasons for such priorities,

f. Maithilisaran Gupta as one of Hindi poets who actively participated in

the process of nation-building.

Gaeffke 1978, Gupta Ch. 2011, Gupta N. 2011, Hawley 2017, McGregor 1974 and/
or 2003, Ritter 2010, Sukla 1952, Trivedi 2003 and the works in students‘ mother
tongue if available, like Rutkowska & Stasik 1992, Stasik 2000 and 2003 in the case
of Polish students.

12 Each presentation may last around five minutes, however a time adjustment will be
required, depending on the number of group members.
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With such a set of possible outcomes and, what is even more relevant, in
course of the whole teaching process, including all efforts made out of class,
a teacher applying the PBL method in his or her course can forecast a variety
of gains. In a teaching exemplified by the proposed scenario a B.A. student in
Hindi literary tradition has a chance to get:

- acquainted with probably his first piece of Hindi literature and also get
aware of its ideological function,

- awareness of debatable nature of the existing history of Hindi literature,

- acquainted with some essential issues in the history of Hindi literature,

- points of anchorage for his or her further studies in the history Hindi
literature,

- basic knowledge necessary for a further introduction of the concept of
Hindi literary tradition as counterposed to the concept of history of Hindi
literature,

- awareness of a continuity between Hindi literary tradition and Sanskrit
literary tradition that he or she is already acquainted with.

Besides the context of Indology, the course participants as university students
in general:

- are bound to go through a set of secondary literature,

- will better remember the account since it has been produced through
individual effort,

- learn to work in a team,

- are more conscious about advantages of cooperation since they have
created an account out of scratches and then their individual efforts linked
together,

- continue to learn on the importance of critical attitude towards a(ny) text.

The gains listed above have been broadly divided into two categories. One
would be specific for a B.A. student in Hindi literary tradition and thus
fulfilling a knowledge- and partially skill-focused curriculum. The other is
bound rather to the changing expectations that the humanities face nowadays
or students’ needs in the eve of their professional careers, in view of the
widening scope of the latter. Some of those gains will partially cover the goals
already ascribed to the traditional lecture-based learning, but there are much
more benefits, which are nowadays equally important, especially those related
to training skills and qualifications.
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VI. Conclusions

As it is always students’ centred, PBL fosters “active learning, improved
understanding, and retention and development of lifelong learning skills”, it
allows them “to develop generic skills and attitudes desirable in their future
practice” (Wood 2003). Out of the method’s most desirable advantages one
should always bear in mind the issue of motivation as—according to Wood
and what I am eager to confirm with my beginner’s experience—"PBL is fun
for students and tutors, and the process requires all students to be engaged in
the learning process” (Wood 2003).

The course preparation is nevertheless extremely time consuming and
often requires a radical change in teacher’s habits; for some it may be hard
to withdraw from the desk and forgo students’ attention in the classroom.
Besides some minor infrastructural impediments, there might be many
practical limitations like how to assess students with unexpected absence and
eventually how to make sure that the essential knowledge content will be
covered within the course. This, of course, generates a question whether the
content planned for the purpose of the traditional or lecture-based method is
absolutely necessary and if and where some substantial cuts can be made.
In many situations, students who are left too early with a greater amount of
secondary literature “may be unsure how much self directed study to do and
what information is relevant and useful” (Wood 2003). Besides, not every
group performs in tune with teacher’s curricular expectations. Some goals
may need to be effectuated otherwise, either through a next problem case, or
through a recurrence to a complementary traditional lecture-based meeting.
However, even if some part of the knowledge content is being acquired by
group members by their own effort, then students’ satisfaction, a perspective
of long-time retention (Yew & Goh 2016; Strobel & van Barneveld 2009)
and a plethora of other gains, difficult to attain otherwise, makes the method
promising for its application in teaching of literary studies.

The PBL method, with its pretty long history in other fields of studies
proves to be more an open toolbox than a set of scenario patterns and has
already become adaptable for the humanities as well. It may probably
take more than one year of practice to properly craft some courses with an
objective to satisfy the knowledge goals prescribed in the syllabus. However,
constant transformations or changing expectations always require inventive
settlements and an initial combining of traditional teaching with PBL or other
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methods applied in various fields of studies may become a possible answer to
new requirements.
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MANDAR PURANDARE

Teaching Vocabulary in Hindi as a Second
Language Course

Abstract

In Europe the tradition of teaching and learning Sanskrit is much older than
teaching and learning Hindi. The first Indology study in Poland was the
venerable and prestigious program in Krakéw, which was established in
the year 1860. Lectures on Sanskrit were offered from the very beginning
and Hindi was introduced in 1973! by Professor Tadeusz Pobozniak. The
scope of studying Sanskrit is largely academic, whereas learning Hindi has
a practical aspect to it. It is a vibrant, vivid and widely spoken language in
today’s India that shares an interesting relationship with ancient Sanskrit.
This article is an attempt to propose and explore the idea of a “Maximum
Input Hindi in L2 classroom”. It proposes a new teaching method that can
be incorporated into a ‘Hindi as a second language (further L2)’ classroom.
The relationship between Sanskrit and Hindi plays an important and
interesting role in this regard. The idea of Maximum Input Hindi in L2
Classroom covers many aspects; however, in this article the focus is on

creating a certain awareness in respect to Sanskrit and Hindi.

A note on research status

When it comes to teaching and learning Hindi at university level in Europe,
there is very little or no research data, whether theoretical or empirical. In
fact, the activity of teaching and learning Hindi in Europe exhibits some quite
interesting features or characteristics, which need to be looked into carefully
for the purpose of getting a better and clearer picture of the dynamics of
Hindi didactics. One of the peculiar features is related to students’ profile.
Very rarely does any European student have access to Hindi language learning
during primary or high-school education. Hindi does not yet belong to the

1 http://www.indologia.io.filg.uj.edu.pl/zaklad/historia (accessed 20/08/2022)
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“Commonly Taught Language (CTL)” category, even though interestingly it
occupies a third place in the list of the world’s most spoken languages.>

Another aspect of this Hindi pedagogy is that there is hardly any other
official institute apart from a university, where students can use, test and
practise the knowledge or skills that they acquire in a Hindi L2 classroom on
aregular basis. It is important to consider all these facts since they are directly
related to the L2 didactics and hence should be considered when designing a
Hindi as L2 course. All these factors are also important from the perspective
of defining and understanding various other elements such as interlanguage,
aptitude, and attitude in second language learning, acquisition of vocabulary,
lingual and cultural competence, etc. It would be of great help if various Hindi
teaching departments within Europe could collaborate in future and create
empirical data corresponding to these various factors.

Scope and limitations of this article

For the unavailability of direct data related to Hindi didactics, the data on L2
teaching and learning referred to in this article comes from research on other
languages like English, Spanish or French. It is also worth mentioning that
this data sometimes also refers to high school L2 pedagogy. Hence, available
data on L2 learning will serve as a dummy reference.

It is true that Hindi vocabulary in general shares a certain relationship not
only with Sanskrit, but also with other languages such as Persian, Arabic,
regional Indian languages, and some European ones. This paper, however,
concentrates only on the Sanskrit-Hindi relationship and the suggestion is
proposed that the various aspects of Persian-Hindi, Arabic-Hindi and other
regional language influences on Hindi with regard to teaching environment
should be discussed separately. Nevertheless, in a later phase a compilation of
this data could help in developing a more comprehensive way of teaching and
learning Hindi vocabulary.

Another important element to mention here would be that this article
proposes a new model of Hindi vocabulary teaching for a B.A. programme
in a conversational Hindi classroom and focuses on the Hindi-Sanskrit
relationship. The Hindi L2 teaching is not based on the grammar-translation

2 https://www.statista.com/statistics/266808/the-most-spoken-languages-worldwide/
(accessed 06/06/23)
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method; however, it does not completely neglect it as from time to time it
is used depending upon the needs of students. Having in mind a three-year
course of studies, it proposes a step-by-step introduction of various elements
of' vocabulary. If the proposed method seems valuable to fellow Hindi teachers,
they shall feel free to introduce it as per requirements of their course and needs
of their students. Problems that students speaking different first languages in
Europe face in Hindi acquisition might be different, but the proposed method
creates space for customisation. One would also need to research the role of
English as a communicative language between teacher and student.

Objectives and goals in L2 learning:

Understanding and defining objectives and goals of learning a foreign language
in the beginning is beneficial from the perspective of determining the teaching
strategy of Hindi as L2. In my article I would like to focus on selected general
objectives that a foreign language class should aim at. In fact, the objectives
mentioned below do coincide partly with the ones of intercultural learning.’
Here is the list.

1. Making students familiar with the culture, history and civilization of the
language they are learning.

2. Creating an openness with respect to foreign cultures and languages.

3. Helping students to gain proficiency in the foreign language. Making them
familiar with the literature of that language.

4. Promoting the acquisition of foreign languages on a very practical level.

Such arange of above-mentioned basic objectives in foreign language learning
would be said to be applicable to a university level Hindi as L2 course. The
teaching methods of the Hindi L2 classroom should thus be designed to achieve
these objectives and goals. Here again we need to take into consideration
students’ profile. We do not have an exact idea about the aspirations or
motivations of Hindi L2 students. Hindi courses are part of B.A. and M.A.
courses in Indian studies or linguistics. The aptitude of students and their
cognitive abilities to study a culturally distant language like Hindi, shall be
tested. On a general basis, one can share an observation that yoga, Bollywood
films, classical Indian dance and music, and the cultural diversity of India are

3 Sercu 2005: 21.
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few of the factors that attract students to Hindi courses. Moreover, in a L2
class beliefs, aptitudes, goals, learning strategies, and various competencies
of students may influence the performance of students.

Competency and performance

It is very interesting to see how the goals and competencies of L2 learning
are interwoven and how they are closely connected to the dynamics of
L2 didactics. A participant of the L2 course must develop three kinds of
competencies: phonological, syntactic and semantic. Syntactic and semantic
competencies seem to be more relevant from the practical point of view. The
idea of lingual competency introduced by Chomsky in 1965 deals mainly with
grammatical competence.

“Linguistic theory is primarily concerned with an ideal speaker-listener,
in a completely homogeneous speech community who knows its language
perfectly and is unaffected by such grammatically irrelevant conditions as
memory limitations, distractions, shifts of attention and interest, and errors
(random or characteristic) in applying his knowledge of language in actual
performance.” (Chomsky 1965: 3)

The idea of an ‘ideal speaker-listener’ is quite far from everyday situations.
In fact, one shall have to think about a ‘real speaker and listener’ scenario
instead of an ‘ideal’ one. In case of Hindi and/or other Indian languages the
real speaker-listener scenario is a bilingual, if not multilingual one. As one
can imagine, with the usage of more than one language it also involves many
sociocultural aspects. That is why the term ‘homogeneous speech community’
used in the above statement would also need careful analysis pertaining to
Indian languages, since they are prone to mixing and blending languages in
a day-to-day conversation, i.e. in a ‘real speaker-listener’ scenario. It makes
the above-mentioned condition presented by Chomsky far from everyday
communication in the context of Hindi language. This theory, however, has
its own implications in that it subsumes phonological, syntactic and semantic
subsystems and thus is directly related to the initial inputs provided in any L2
classroom.

Interestingly, it is Chomsky again who describes an aspect of ‘performance’.
He distinguishes competence from performance as follows:
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“We thus make a fundamental distinction between competence (the
speaker hearer’s knowledge of his language) and performance (the actual
use of language in concrete situations) (...) In actual fact, it [performance]
obviously could not directly reflect competence. A record of natural speech
will show numerous false starts, deviations from rules, changes of plan in
mid-course, and so on.” (Chomsky 1965: 4)

It is a challenge in a Hindi L2 course to provide atmosphere and inputs for the
growth of expected competencies in order for a Hindi L2 student to perform
well in a live conversation. At this point, I would like to suggest that a study
of possible interaction between Hindi native speakers living in Europe and
Hindi L2 students might reveal to what degree it influences their motivation
to learn. This situation also involves exposure to various language registers. A
particular native speaker, who becomes a Hindi L2 class teacher, may exhibit
individual limitations in this respect. Performance is subjective, because many
psychological factors play an important role in it. In a ‘real speaker-listener’
situation it is difficult to control the performance, whereas one has a certain
degree of control on developing competency levels in a Hindi L2 classroom,
which is more like a practice ground for the ‘real speaker-listener’ scenario.

Many researchers have contributed to further development of the idea
of lingual competency, and it has been suggested that in L2 didactics one
deals broadly with ‘communicative competence’ (Canale & Swain 1980:
1-77). The idea of competence proposed by Chomsky in 1965 is associated
with knowledge of grammar rules; however, Campbell & Wales (1970) and
Hymes (1972) propose a broader notion of communicative competence. This
competence covers various types of competencies:

- Linguistic competence that corresponds to knowledge of vocabulary,
grammar, semantics.

- Discourse competence enables L2 speakers to engage in continuous
discourse, linking and comprehending ideas in longer written texts.

- Pragmatic competence allows L2 speakers to use their linguistic knowledge
to convey and interpret meanings in real life situations.

- Sociolinguistic competence that consists primarily of the application of
language in social situations, like conveying suitable degrees of formality.

- Sociocultural competence which includes an awareness of background
knowledge and cultural assumptions.
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At a first glance these competency areas might seem to exist as separate
entities; however, they are closely interlinked. Acquisition of vocabulary
and its organisation falls under grammatical competence; but its application
and usage and, most importantly, awareness of background knowledge falls
under sociocultural competence. With regard to our glottodidactical focus on
vocabulary, these two competencies share an interesting connection. A Hindi
L2 student first has to understand the vocabulary properly with all its possible
aspects in a classroom, and then has to use it in real life communication. The
occasions for communication in real-life situations need to be created in the
L2 classroom. Various types of inputs, exercises, conversational practices,
language games, audio-visual inputs need to be designed to provide a wide
array of information related to the culture and usage of phrases in a live
conversation.

L2 acquisition and learning

The average Hindi L2 student at the university level is an adult in their 20s.
Therefore we need to reflect on how they learn foreign languages. Language
acquisition, namely the study of how people learn a foreign language, is a
recent field of study that dates to the second half of the twentieth century.
Rubin (1975), for example, suggests that working on raising awareness of
various learning strategies among students is crucial. The detailed description
of acquisition and learning provided by Stephen Krashen (2009 [1982]) was
one of the main guidelines for this paper. Usually, one tends to attribute the
ability of language acquisition to children and think that this capacity is
lacking in adults. Krashen (2009:10), however, with his acquisition-learning
distinction, clearly suggests that adult learners of L2 also exhibit a process
similar to that of language acquisition:

“The acquisition-learning distinction is perhaps the most fundamental of all
the hypotheses to be presented here. It states that adults have two distinct
and independent ways of developing competence in a second language. The
first way is language acquisition, a process similar, if not identical, to the
way children develop ability in their first language. Language acquisition
is a subconscious process; language acquirers are not usually aware of the
fact that they are acquiring language but are only aware of the fact that they
are using the language for communication.”
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This paves the way towards conceptualization of a pedagogic approach to
L2 teaching in general, and more particularly seems to be helpful in creating
innovative vocabulary teaching techniques. If one goes by this hypothesis, the
input by the Hindi L2 teacher and the way it is designed plays an important
role in the process of learning and acquiring Hindi. It is true that Krashen’s
view is more acquisition oriented; however, the learning part is not neglected.
There is a certain analogy to the above discussion of competencies, hence the
theoretical or grammatical competences proposed by Chomsky go hand in
hand with the remaining array of competencies. The challenge in the Hindi
L2 classroom of mainly European students, is probably to design various
materials in such a way that they help learners to ‘pick-up’ a language. One
needs to see which visual and audio inputs to introduce in which order,
as well as to control linguistic and cultural information to design such a
teaching programme. The following quote is proposed by Krashen (2009:
10) with reference to second language acquisition: “Other ways of describing
acquisition include, implicit learning, informal learning and natural learning.
In non-technical language, acquisition is ‘picking-up’ a language.” Empirical
research data related to Hindi L2 learning will provide more insight to help
determine teaching strategies. Hindi L2 courses need to be made more
attractive, interesting, relevant, creative and most importantly appealing to
new generations of students.

The above discussion is pertinent to learning and acquiring a language
in general. But how is it applicable to teaching and learning vocabulary?
As we have come to this point in our discussion regarding vocabulary, let
us see some examples of what some other researchers have to say while
explaining its importance. David Wilkins (1972: 111-112) stresses the
importance of vocabulary in the following words “Without grammar, very
little can be conveyed but without vocabulary nothing can be conveyed”.
According to Harley (1995a: 1-20) vocabulary is the most central element
in the social system of communication. The book “Approaches and methods
in language teaching” by Richards and Rodgers takes a thorough review of
various teaching methods and one finds various interesting notes related to
the history of language teaching. There is a section with a title “Vocabulary
control” and it mentions “One of the first aspects of method design to receive
attention was the role of vocabulary. In the 1920s and 1930s several large-
scale investigations of foreign language vocabulary were undertaken.” This
is related to the English as foreign language teaching, however this kind of
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survey or study had an impact on designing the English L2 courses. According
to Richards (Richards 1998: 32) Michael West, who examined the role of
English in India back in the 1920’s mentions that vocabulary is an essential
component of reading proficiency. Thus, one can easily imagine how gaining,
understanding and implying vocabulary in various scenarios provides much
of the basis for how well learners speak, listen, read, and write. This leads to
a question: given its utmost importance, what are the likely facets of learning
and teaching vocabulary? How does a L2 student learn the new vocabulary?
A short note on the nature of vocabulary learning would be useful here at this
point:

“Knowledge of an L2 lexical item consists of several components.
Generally, it is characterised by several dimensions of word knowledge (i.e.
phonological and orthographic, morphological, syntactic and semantic)
and by knowledge of conceptual foundations that determine the position of
the lexical item in our conceptual system. Finally, it inevitably includes the
ability of productive use, i.e. efficient retrieval of the lexical item for active
use.” (Pavicic-Takac 2008: 10)

Careful analysis of the above statement may show us that the learning of L2
vocabulary seems to have an incremental nature. The information associated
with a lexical item expands over time and, consequently, across multiple
learning sessions. Typically, it starts with a limited understanding of a word or
lexical item in a classroom, but over time, L2 students accumulate increasing
amount of information associated with that specific lexical item. This
information may contain semantics, socio-cultural aspects, applications in
practical life, literary aspects, historical references, etc. With reference to the
previous discussion, it is worth mentioning here that this could happen as both
a learning and an acquisition process. Both activities, vocabulary teaching
and vocabulary learning, seem to need special attention in the classroom.
Here I would like to propose a graphical representation of this vocabulary
learning process. This graphical representation might help us visualise the
process of learning of L2 lexical items, and further might help us in designing
the strategy or strategies of teaching L2 vocabulary.

The horizontal line in this figure is a timeline that represents a progression
of Hindi L2 classes conducted. The initial class usually provides very basic
information about a lexical item i.e. a small bit that initiates the learning
process. This basic information usually consists of proper orthographic
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representation, direct and usual meaning of that item etc. Over a period of
time, however, this information expands. The reach of this expansion depends
on the scope of that lexical item. This expansion is represented here by the
conical shape, which encompasses various aspects, i.e. socio-cultural, lingual,
grammatical or historical of that lexical item. With time passing a L2 learner
is supposed to get more and more information about that tiny bit that was
introduced a few classes ago. Needless to say, this process is an ongoing one;
however, a .2 classroom, in this case a Hindi L2 classroom, has to cater to
and accommodate this process as much as possible and thus a strategy has to
be designed to cover this phase during the course of a three-year B.A. Hindi
L2 programme.

Several kinds of techniques and approaches to vocabulary teaching and
learning could be utilised. Celik (2003: 361-369) for example suggests the
technique of code mixing or code switching to teach vocabulary. The technique
seems to be a bit unconventional as it involves the principle of implementation
and the impactofusing L1. As already mentioned, Hindi has a tendency for code
switching, so it could be tempting to apply this technique in a L2 classroom;
however, the lack of any empirical data makes it difficult to comment on the
effectiveness of this strategy in a Hindi L2 course. Implementing mnemonic
strategies like rhyming exercises, keyword or combination mnemonics is also
part of any vocabulary teaching technique. Mnemonic exercises are fun and
help students retain, memorise or to find associations with the vocabulary in a
classroom. Here again, we do not have any actual research and experimental
data to come to any conclusions. Implementing random mnemonic exercises

53



Mandar Purandare

without exactly understanding the learners’ problem areas and competency
levels is surely not to be recommended. However, if one considers the nature
of L2 and how L2 learners learn, one could probably design a special kind of
mnemonic exercises for the Hindi L2 classroom.

According to Krashen and many other researchers, vocabulary acquisition
is a product of reading (see Krashen 1989). Reading is a process that involves
visual impulses and ithelps a L2 learner to understand and visualise orthography
better. There is however no standard collection of reading materials for Hindi
L2 students organised according to their language proficiency. Children’s
books seem to be an interesting and creative source for the purpose of
providing extra reading material. Fortunately, there are some good internet
resources for free books such as Pratham Books. Thornbury (2002:13) in his
book How to teach vocabulary provides a list of statements collected from
English L2 learners. Here are two statements (the original statements contain
the mistakes and seem to have been handwritten):

1. “Oral is my weakness and I can’t speack a fluent sentence in English.
Sometimes, I am lack of useful vocabularies to express my opinions.”

2. “I would like to improve my vocabulary. I have the feeling that I always
use the same idiomatic expressions to express different sort of things.”

Importantly, after these declarations Thornbury (2002:13) remarks: “Vocab-
ulary teaching has not always been very responsive to such problems, and
teachers have not fully recognised the tremendous communicative advantage
in developing extensive vocabulary.”

The significance of teaching vocabulary should be easily understood from
the above statement. Along with this, the neglect of such an important part of
language in foreign language education is also clearly seen in this statement.
It is important to note here that vocabulary learning can develop or contribute
to the development of ‘communicative advantage’, which is one of the most
desired things to be achieved while teaching/learning or acquiring any L2.
Thus, with the mention of the term ‘communicative advantage’ we seem to
complete a circle here. With the aim of developing communicative competence,
the present practices of vocabulary teaching in a Hindi L2 classroom across
various European universities need to be studied carefully and depending on
that a new design needs to be proposed. So now, in order to develop this
communicative competence in a L2 class, we have to first see what exactly
the nature of the L2 vocabulary is as it has a direct bearing on diversification
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of teaching strategies. It is essential to know it also in order to think about
how it can be taught, with what examples, in what cultural, historical, etc.
context. Grammatical and cultural relation of the foreign language with other
languages is also a factor that plays an important role.

Hindi vocabulary

After the discussion of the general process of vocabulary learning and
acquisition, we shall now scrutinise the particular case of Hindi vocabulary
as a component of Hindi L2 teaching content. We shall also ponder over the
scope of this vocabulary: which subjects shall be included; which adjectives,
adverbs, nouns, synonyms and antonyms to introduce. Hindi vocabulary
has its own specific characteristics. Unlike Sanskrit, Hindi is spoken almost
nationwide, in various registers. Owing to the ongoing interactions with
various languages, both Indian and foreign, it is adopting new lexical items.
At present a blend of Hindi and English creates an interesting new variant
called Hinglish. This process of blending with other languages or dialects
is continuously creating various flavours of Hindi in its social and cultural
spheres. It is not even necessary for a user of Hinglish to know English. For
instance, a grandmother, not even literate, understands some everyday English
words used by her grandchildren in everyday conversation mixed with Hindi.
An important point to note from a learner’s point of view is this multilingual
and changing character of Hindi. An average European student hails from
a monolingual background and while studying Hindi enters into a new
multilingual scene. Therefore, it becomes necessary to open various possible
scenarios in front of European students in a L2 Hindi classroom and create
awareness of this specificity of Hindi. There is no need to bombard students
with more information than is necessary in the classroom. Considering
the extent of this information, it will be necessary to choose a strategy for
presenting it in a Hindi L2 classroom. This objective may sound obvious;
however, it is difficult to achieve and might need a different didactic approach
than the one used for teaching English as a foreign language for example.

55



Mandar Purandare

Hindi and Sanskrit

The way the Hindi language has developed over the past several centuries has
given rise to some distinctive features in the vocabulary of the Hindi language.
The vast stream of sabd-bhandar—Tliterally treasure of words—or vocabulary
of today’s Hindi is made of various major and minor streams of words from
other languages, hence Pathak (1982: 78) observes:

“Modern Hindi in addition to Arabic-Persian loanwords abounds in English
words too. On the one hand, the language has become Sanskritised owing
to the growing number of direct Sanskrit loanwords (tatsama) during the
Chayavadi movement; and on the other hand, its connection with normal
life and the progressive movement has caused the prevalence of regional
vocabulary and idioms. A language exhibiting such an array of characteristics
is not only dominating the field of literature, but also other fields like print
media, newspapers, magazines and All India Radio. In the field of education
subjects new words are also being coined to make Hindi into a medium
of expression for technical and scientific subjects. Consequently, with the
expansion of its vocabulary, its expressive capacity continues to increase.”™

Although this quotation is from a book written in 1982, the observation is
relevant for today’s Hindi. This paragraph mentions the Chayavadi movement
that was dominant in Hindi poetry during 1918-1936 and is referred to as
the golden era of standard Hindi. However, it also comments on the changes
that Hindi is undergoing. One of the noteworthy aspects is that despite Hindi
making more and more new connections with other regional languages, and
with English, its original connection with Sanskrit has remained as a stable
base. A very large part of today’s spoken Hindi is being influenced by the
language that is spoken in the entertainment industry (e.g. bollywood ki hindh).
Hindi is an outcome of a long and rather complicated journey that begins with
Sanskrit and its predecessors. Prakrits and Apabhramsas are the intermediate

4 Sabdavalt - 1: adhunik kalin hindi mé arabi-farst ke sabdo ke atirikt angrezi Sabdo
ki bht bharmar ho gar. ek or chayavadi yug mé tatsama sabdé ka prayog barh jane
ke parinamsvarip yah samskrtanisth hui to pragativadi yug mé disri or samanya
Jjanjivan se jur jane ke karan ismé ancalik sabdavali tatha muhavré kd pracalan barha.
in sabht visestao se paripust hindi ka ab sahitya ke atirikt samdcar patro, patrikao aur
akasavant mé bht bolabala hai. siksa ke ksetr mé vaigyanik eva pravidhik visayo ka
madhyam banane ke lie nae sabd bhi garhe ja rahe hai. phalatah iske Sabd bhandar
kT abhivrddhi ke sath-sath iski abhivyakti ksamata barhti cali ja raht hai.
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milestones in this journey. Language trees in various books illustrate the fact
that the original source lies in Sanskrit (see Guru 1984: 16; Pathak 1982: 28).

Hindi vocabulary is largely made up of four categories of words: tatsama,
tadbhava, videst, and desi. The vast collection of tatsama vocabulary is
of special relevance for this article. Study of the everyday language, i.e.
rozmarrd ki bhasa, shows that the tatsama vocabulary of Hindi has a variety
of uses. Examining it, one can establish various layers of the Sanskrit-Hindi
relationship. The following description of tatsama words is given by Pandit
Kamata Prasad Guru, a renowned Hindi grammarian: “Tatsama are those
words of Sanskrit, which are present in Hindi in their original form. For
example, raja, pita, kavi, agni, vayu, vats, bhrata and so on.”

The distinguished author notes that Sanskrit words in nominative singular
have been a part of the language for generations. They can be traced back to
ancient literary works, and some have even emerged in the modern era, with
this linguistic evolution ongoing.

This important remark is relevant from the point of view of a teacher and a
learner. Nomenclature of Sanskrit language is very different and complicated.
Sanskrit has masculine, feminine and neuter which are classified according to
endings. One may divide them into following categories:

1. m/f/n nouns ending with a/a/1
2. m/f ending in 1/u/r
3. n ending in i/u and

4. m/f/n ending in a consonant

Let us try to create a declension table for a few nouns having various endings
(to avoid the complication maybe not a complete one, at least three rows of it
up to the third vibhakti).

rama, masculine noun ending with -a

Case Singular Dual Plural
I Nominative ramah ramau ramah
II Vocative rama ramau ramah
III Accusative ramam ramau raman

S tatsam ve samskyt sabd hai, jo apne asit svarup mé hindi bhasa mé pracalit hai, jaise
— raja, pita, kavi, agya, agni, vayu, vats, bhrata ityadi. Guru 1984: 29.
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ramd, feminine noun ending with -a@

Case Singular Dual Plural
I Nominative rama rame ramah
II Vocative rame rame ramah
III Accusative | ramam rame ramah

nadr, feminine noun ending with -7

Case Singular Dual Plural
I Nominative nadt nadyau nadyah
II Vocative nadi nadyau nadyah
III Accusative | nadim nadyau nadih

Let us now see how these words are in use in regular Hindi conversation:

1. apka beta ram kahd hai ajkal?

ji do mahine pahle uska tabadlda ho gaya. ab vah mumbai mé kam karta
hai.

Meaning:

“Where is your son Ram nowadays?”

“Ram was transferred two months ago. He now works in Mumbai.”

2. namaste, kya yah tasvir rama rastogi ki hai?
ha! yah hamart beti rama hai.

Meaning:

“Hi, is this the photo of Rama Rastogi?”

“Yes, this is our daughter Rama”

3. yah hai hamare gamv ki sundar st choti si nadi. iskd nam hai nira. nirda
nadi par ek bahut purana pul hai.

Meaning:

“This is the beautiful small river of our village! Its name is Nira. There is
a very old bridge over the river Nira.”

So if we look at the above examples carefully, we will notice that in Hindi,
not only the first case or prathama vibhakti (nominative) of Sanskrit is used,
but depending on the classification of the type of noun, sometimes a form of
address (sambodhan) is used and sometimes first case or prathama vibhakti.
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We have not discussed all the categories of names here, but from these samples
it can be seen that the nature of exchange of vocabulary between Sanskrit and
Hindi is complex. Also, the changes of noun forms that occur in Sanskrit do
not occur in Hindi language.

This is one of the key elements of the Hindi-Sanskrit relationship in terms
of vocabulary use. The question is when and how to introduce this aspect
of the Sanskrit-Hindi relationship in a Hindi L2 classroom. Here a parallel
teaching of these elements or at least mentioning these elements in Sanskrit
as well as in Hindi classrooms comes into picture. If this kind of information
is shared with students, it will create an interesting base and may give them
an insight into this exchange. Additionally, both Hindi and Sanskrit are taught
side by side in many schools in India even today and surely few students have
some knowledge or awareness of the nature of this vocabulary. Of course,
language awareness and education of students in India is a separate subject.

As already mentioned here, in the case of using Hinglish in a conversation,
one does not need a thorough knowledge of English, similarly, the use of
Sanskrit in Hindi and other Indian languages does not require profound
Sanskrit knowledge. A vast repertoire of everyday names, male or female,
have their origin in Sanskrit and are used by a great number of people. Many
Sanskrit nouns and adjectives are commonly used by average Indians without
any knowledge of their etymologies or lingual, grammatical details.

Socioculturally, Sanskrit seems to play another interesting role. Since
various Sanskrit slokas and mantras are quite popular, words having the
endings -am or -ah (with visarga) are commonly heard everywhere and are
still a part of the oral tradition. There are hundreds of such mantras and slokas.
Let us take a few examples:

Probably the most popular mantra is:

1. om namah sivaya!
Salute to Siva [the auspicious one]!

2. A very short, concise form of Ramayana, which has been circulating
around in oral form:

adau rama tapovanadi gamanam hatva mygam kamcanam

vaidehi haranam jatayu maranam sugriva sambhasanam |

vali nigrahanam samudra taranam lamkapuri dahanam

pascadravana kumbhakarna hananam etaddhi ramayanam ||
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Kindly note the highlighted word endings in the second example. These word
endings with -am and -ah are understood by the native Hindi speakers as a
typical characteristic of Sanskrit. These also create a particular sound and are
directly associated with Sanskrit chanting. In regular practice we can observe
that often these endings are attached mostly to Hindi fatsama words, whether
it be a noun or an adjective or a verb. Many times, this is used to create a
comic effect.

The purpose behind saying all this is that Sanskrit vocabulary has seeped
into many levels of society and that it has been adapted by Indian languages in
various forms. Thus, it appears in literature, in mass media or occasionally even
in advertisements. Providing this information to students in an appropriate
manner at the right moment is part of inculcating their sociolinguistic and
linguistic competence, as was shown in the earlier discussion.

Nature of everyday vocabulary in Hindi and role of Sanskrit
vocabulary

In a regular scenario of a conversational L2 Hindi class, students start their
journey with a basic alphabet chart. Usually, a period of two to three weeks is
enough for them to start reading and writing on their own. In the initial phases
one usually starts with a set of day-to-day practical vocabulary. Talking
about a very simple topic like ‘my room’ or things in the surroundings in
the beginning phase always has its advantages. One can start by making a
list related to the topic and L2 learners get to know the sound of it. This
vocabulary consists of words that usually do not have complex ligature. One
can always start with basic sentences like:

yah kamra hai. This is a room.
vah khirki hai. This is a window.

This is a good start as this simple input usually leads to further exploration of
vocabulary related to the topic ‘my room’. Collection of further vocabulary
is quite an intuitive and simple process. Here follows a table with vocabulary
related to the topic ‘my room’.
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Table 1: Mera kamra/My room

mera kamra My room
khirki (Skt.) window
divar (Pers.) wall

chat (Skt.) roof

mez (Pers.) table
darvaza (Pers.) door

fars (Arab.) floor

It is not difficult to notice that none of the lexical items provided above
sound like Sanskrit words. Instead, they sound more Perso-Arabic and the
orthographic presence of diacritical marks (or nukta like in darvaza, a dot
below a consonant) confirms this. In fact, the very word kamra is of Portuguese
origin. The tadbhava words in this list are chat (cf. Skt. \chad ‘to cover’) and
khirki (from Sanskrit khatakkika). There seems to be no direct Sanskrit term
used in this list, thefore one may wonder if there are any Sanskrit equivalents
to it. Well, there are Sanskrit equivalents, and a list of those words is given
below. The italics in the middle column represent the Sanskrit words:

Table 2:

Real scenario vocabulary | Sanskrit vocabulary English meaning
khirki gavaksa/vatayana window

divar bhitti/bhinti wall

chat chadi roof/ceiling

mez utpithika table

darvaza dvara door

fars bhimi® floor

As one can notice immediately, the middle column sounds very different
from the left hand one, and essentially these words are also used in different
contexts. One may say that the Sanskrit equivalents for table or roof are
very rarely used, whereas the other equivalents do find application mostly
in written form. Let us take the example of khirki and gavaksa/vatayana.
A first year student who has just embarked on the journey of Hindi needs
simple and direct information in the very beginning. The word khirki is the
first point of interaction in the class and this suffices for purposes of everyday

6 These equivalents were referenced from the dictionary: https://www.learnsanskrit.cc/.
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communication. It is not very difficult for a Hindi L2 learner to memorise or
internalise the above list of simple vocabulary by direct use in conversations
or in written exercises etc. One can imagine that introducing the Sanskrit
equivalents in the initial stages is not recommended in this case, since these
equivalents are not a part of everyday conversations. As we have already
established, one of the objectives of L2 didactics is to show students real
scenarios in communication. Introducing Sanskrit vocabulary here would
destroy this purpose. Sanskrit vocabulary in this case exhibits a very different
register. Let us imagine that a Hindi L2 student is conversing with a native
speaker in a real conversation scenario and makes the statement:

yah gavaksa hai! gavaksa kholo!

The lexical entry gavaksa does not belong to the tatsama category though is
present in today’s Hindi; however, is not a part of everyday language. A native
speaker might get confused upon hearing this or could even take it as sarcasm
or poetic expression. By using a tatsama term such as gavaksa one enters the
literary or poetic realm of language. One may find many poems that contain
gavaksa, for example poems written by renowned Hindi poets like Kedarnath
Simh and Sumitranand Pant. The word gavdaksa is being highlighted in the
examples.

Here are the fragments of poems:

1: Kedarnath Sirhh “Sarad prat”
subah utha to aisd laga ki sarad a gaya,
akhé ko nila-nila akas bha gaya,
dhiip girt aise gavaks se
Jaise kamp gaya ho Sisa...”

2. Sumitranand Pant “Narak mé& svarg”
madir locno se gavaks the mugdh kuvalayit,
madhur nipuré ki kaldhvani se disi pal gufijit.
nav vasant ke tum sasvat vilas the kusumit
bhiimandal ki vidya ke prakas se jyotit.®

7 https://www.amarujala.com/kavya/shabd-sangrah/aaj-ka-shabd-gavaksh-kedarnath-
singh-hindi-kavita
8 https://www.hindi-kavita.com/HindiSwarndhuliPant.php
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The lexical item khirki finds a wide application in various film songs, ghazals,
lyrics, folk stories etc; which shows that it is a part of the spoken vocabulary.
One can see here that a lexical item is combined with various aspects such
as its linguistic, sociocultural, literary uses etc. Here, the awareness of L2
learners plays an important role. The role of a L2 teacher lies in providing
this information at the right moment to create an attentiveness in the Hindi L2
classroom. Suppose a L2 learner is not aware of this relationship, then it may
also happen that while looking for the equivalent of window in a dictionary,
he comes across the lexical item gavaksa and would use it in a conversation
or in a piece of writing. The knowledge of the Hindi-Sanskrit relationship
with respect to practical Hindi vocabulary will be very helpful. This is also
part of competency and will surely help in the performance aspect. Hence,
it becomes important to explain this Sanskrit-Hindi vocabulary relationship,
and its usage in the Indian context, to a Hindi L2 student.

Let us now look at Sanskrit prefixes and their role in Hindi. There are
more than 20 prefixes in Sanskrit. These prefixes have various functions, such
as emphasising, creating opposite meanings, creating a negation, indicating
a positive characteristic as well as a negative one, indicating deterioration,
showing a sense of direction or location (like towards, around, above, below)
etc. Many of these prefixes appear in Hindi as tatsama words. Rajmani Sharma
gives an extensive list in a categorised form in his book Hindi bhasa ka itihas
aur svarip (p. 222, 223). In the case of these prefixes their function in the
original and in Hindi remains the same. Hindi has various types of prefixes:
tatsama, tadbhava and foreign (mainly Perso-Arabic). A few examples of
tatsama words with prefixes follows:

soka — asoka/grief or sorrow — without grief or sorrow
himsa — ahimsa/violence — non violence

sujana — durjana/good people — bad people

sudaiva — durdaiva/good luck — bad luck

Hindi takes these loanwords directly from Sanskrit and the meaning is not
changed in most of the cases. This stable base has remained unaltered for
a long time and can be considered as one of the special characteristics of
Hindi vocabulary. It is not difficult to notice that certain prefix pairs (su-dur
for example) create antonyms. Considering the practical aspect of its usage,
almost all of these prefixes find application in everyday conversation, in press
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articles, films and so on. Hence, getting to know about this connection is a
part of lingual as well as sociocultural competence.

The Sanskrit language and the old Indian tradition as a whole seem to be
reflected in another everyday element, and that element is so minor that it may
be overlooked. This element is human names in everyday use. Nowadays, of
course, many websites list such names with their meanings (e.g. and example
of such a website’).

A large part of the repository of male and female names used by Hindi
speakers today are often also Sanskrit loanwords. One special characteristic
of Indian names (both male and female) is that countless names that derive
from Sanskrit are still prevalent today. Many of these loanwords are associated
with names of gods, goddesses and deities. They tend to describe the qualities
of these divine beings; but many names also describe positive characteristics
like patience (dhiraj) for example. Here is a very short list of names (the first
four are boy’s names and the next four are girl’s names):

Table 3:
sarves god of everything
nikhil whole, entire
nipun expert, talented
vivek conscience
amyta nectar
lavanya beauty
parvati belonging to / coming from a mountain
laksmi good fortune, prosperity, success

The meanings of these names or emotions behind them gives a special colour
to the character in a story, film or novel. In the Indian context names, and
especially surnames, indicate caste, village, or a place of origin so these words
create a cultural context. Names are also a part of religious or regional identity.
Hence, it becomes important to understand the significance of names and the
information hidden beneath them.

Speaking of names, an interesting point may be mentioned here. The field
of film translation and dubbing/subtitling continues to grow. The work is done

9 https://resanskrit.com/blogs/blog-post/unique-sanskrit-names-for-newborn-boys-
girls
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from Hindi into English and other languages, and sometimes vice versa, which
requires deep understanding of the linguistic and cultural contexts, which is a
necessary tool for a translator. A good socio-cultural knowledge ensures that
translation will be done correctly. Thus, probing into the nature and usage of
Hindi vocabulary now takes us into the realm of cultural context.

Cultural context and its place in the L2 classroom

Studying this relationship between Hindi and Sanskrit, we can say that there
are not only linguistic elements in it, but also other elements which are deeply
related to culture. These elements create a cultural context, which is of the
utmost importance. To date, there have been different types of research about
how cultural contexts should be introduced in the language classroom, and
what is their importance. In foreign language classes to date, the emphasis
has been mainly on teaching language only. We observe a common tendency,
probably by both teachers and students, of looking at language somewhat
apart from its cultural context. Hindi L2 teachers need to consider this issue
in terms of lingual as well as cultural inputs. Language, culture and context
are often very intricately interwoven. Claire Kramsch (2001: 1) makes an
interesting statement in the introduction of her book Context and Culture in
Language Teaching:

“Culture in language learning is not an expendable fifth skill, tacked on, so
to speak, to the teaching of speaking, listening, reading and writing. It is
always in the background, right from day one, ready to unsettle the good
language learners when they expect it least, making evident the limitations
of their hard-won communicative competence, challenging their ability to
make sense of the world around them.”

In the process of learning a language, not only is it necessary to learn various
skills like reading and writing, but it is also necessary to know the cultural
aspects related to that country, so that learned skills can be used properly in
the future. Thus, from the very beginning of a Hindi L2 class a learner needs
to be introduced to cultural inputs along with linguistic or grammatical inputs.
Hindi L2 teachers have to think about proper methods to discuss aspects of
vocabulary they are going to teach in Hindi L2 class together with cultural
context. Considering the vastness of the information and the complexity of
the cultural context pertaining to India, it is surely not possible to provide
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complete information about the various aspects of the relationship between
Hindi and Sanskrit in three years. However, the course can certainly trigger
the curiosity of Hindi L2 learners and provide basic information that will be
helpful and guide them in their further journey. Creating an awareness related
to cultural context is one of the major tasks that needs to be considered in the
design of a Hindi L2 course.

Language is a part of society and therefore it is not possible to see it
in isolation from its cultural context. Halliday and Hasan (1989) share an
important observation:

“The notions of text and context are inseparable: text is language operative
in a context of situation and contexts are ultimately constructed by the range
of texts produced within a community ... one common sense conception
is... that our ideas, our knowledge, our thoughts, our culture are all there
almost independent of language and just waiting to be expressed by it. This
attitude is so deeply rooted that it finds its expression for example in our
theoretical writings about language.”'”

At this point the idea of collaboration of Sanskrit and Hindi teachers comes
into the picture. Because there are usually two separate teachers for Hindi and
Sanskrit, the author proposes a model, where they work together with a group
of students and can jointly decide how and at what pace to introduce relevant
cultural and linguistic elements in their respective classes.

It would probably be appropriate here to give a very simple example
regarding cultural context. It is generally said that namaste is an Indian
greeting. It has also been widely publicised at the international level. However,
due to the coexistence of many languages and cultures and religious traditions,
greetings like jai ram ji, sat sri akal, ram ram, jai ganes and adab are also
present in Indian society. If people of two different religions meet each other,
they sometimes need to exchange greetings. A Hindi L2 classroom instructor
will have to keep in mind that such information should reach the students in
a fun yet authentic way. Information about the historical, political and social
facts on India plays an important role from this perspective.

10 After Kramsch 2004: 10.
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A model lesson plan for Sanskrit-Hindi collaborative teaching on
three levels

After having established a few of the aspects of Sanskrit-Hindi relationship
with respect to everyday Hindi vocabulary, one may think about how to realise
it in a lesson plan. The following table shows a model lesson plan suggested
by the author. Since we are talking about a three-year BA programme, the
proposed collaboration may take place from the second semester of the first
year, or the second year. The execution of the plan will depend entirely upon

teachers.
Table 4: Week 09.

Monday Tuesday Wednesday Thursday
Sanskrit: 1st Sanskrit: 2nd Year
year
A thematic list of
Meaning and Sanskrit words —
significance of family/directions/body
names. parts
Sanskrit: 3rd Hindi
year Conversational: 2nd
year
Introduction
to prefixes. A thematic list of
Basic Sanskrit words used
characteristics in Hindi — family/
and use (su/ directions/body
durlal). parts; examples in
texts.

Hindi Hindi

Conversational: Conversational: 1st

3rd year year

Examples of Examples of names in

prefixes, use in various films, stories

Hindi (su/durial). etc. Which name

Short text reading, | would you like to

using vocabulary choose for yourselves?

in sentences. A short discussion

Examples on local tradition/

from literature/ changing trends of

newspaper articles. | names in India.
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Discussion

Let us briefly discuss the merits and demerits of the scheme presented here.
I am aware that it can be difficult to introduce this kind of practice at the BA
level. There are usually some practical reasons behind this. Practical reason
might be planning of both Hindi and Sanskrit classes in harmony. One could
argue that this kind of scheme would be fine at MA level and not necessary
at BA level. But a BA course can offer elements of basic knowledge to be
further developed in an MA course. For students who are sharp and curious,
such a plan could prove to be very good in terms of motivation. Importantly,
planning like this will be fair to both Hindi and Sanskrit languages, and bring
about certain changes to existing courses that will provide a new colour to the
profile of the course, thus making it more attractive. Therefore, there is the
possibility of getting some good results from this scheme. First, this kind of
Hindi L2 classroom will help directly in developing competencies that were
discussed earlier. The author feels that this can increase the motivation of
students, which is one of the most important factors in L2 learning. The author
is confident that the proposed activity will increase the creativity and scope of
Hindi L2 classes.

Conclusion

The entire practice of teaching and learning a foreign language depends
on many factors and has a number of related aspects, such as various
competencies, understanding of grammar and of cultural context, aptitude of
students to learn a language, learning vocabulary, ability to express oneself
in a foreign language and to communicate with native speakers using various
skills like direct conversation, translation or various forms of writing etc.
These aspects have mostly been studied or researched in the context of CTL
languages, though today they have to be studied in relation to Hindi for it
ranks third among the languages spoken in the world.

In the globalised world of today there is an opportunity for European
students to get to know one of the most spoken languages not of the CTL
category. Such a course needs a different approach owing to the fact that
European students of Hindi come from a different cultural context. This
situation creates a lot of space wherein one could think about utilising hitherto
unstudied elements related to L2 teaching and learning.
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A large part of understanding L2 didactics is empirical, and hence various
kinds of experiments would be required in Hindi departments across Europe.
These experiments could relate to the development of reading and writing
competencies and trying to map students’ and teachers’ beliefs relating to
Hindi similar to the famous BAALI questionnaire by Horwitz. Study areas
could also include what is the natural order hypothesis for students having
different mother tongues. We must understand that even though the subject of
this article is the everyday vocabulary of Hindi, we should not consider it to
be only on that one subject. While discussing many aspects related to practical
vocabulary, we hope that a lesson plan based on the relationship between
Sanskrit-Hindi will help in the development of different competencies of Hindi
and Sanskrit students. It will be possible to comment on the usefulness of such
a scheme only after collecting the empirical data of the different teaching
practices being followed in different universities of Europe while teaching
Hindi. A Hindi course designed with the students in mind can be an important
part of every European university. Efforts should be made to construct a Hindi
course which develops a proper understanding of vocabulary in the context
of possibilities of the growing film and other media industries, a Hindi course
which reveals the beauty of the Hindi language.
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Translating Language and Translating Culture:
Some Problems in Translating the “Exotic”,
with Special Regard to Modern Indian
Literature

Abstract

Translating a language easily slips into translating the culture talking
through the language. What is the position and what is the consequent role
of the translator, caught between saying just enough and too much? Starting
from a theoretical exposition of the problem, in which E. Nida’s difference
between formal and dynamic equivalence is evoked, the article offers
various possibilities of translating a number of examples, and closely traces
the results each of them produces, depending on the context(s), type of text,
targeted readership etc. The article focuses on modern Indian literature,
mostly on novels written in English, which, globally, are its most or even
the only visible segment. Some of the current practices are considered,
accompanied by evaluations of their achievements and suggestions as to
their improvements. In the final analysis, the “field” work in the article
is meant to inductively corroborate the few theoretical premises allowed
by the protean job of literary translation, the principal one being that the
translator’s sensitivity is not to be spoiled by a mechanical application of

any ready-made rules.

General principles guiding the practice of literary translation, and theoretical
problems dogging it—especially in relation to the cultural gap between the
source and the target text—have attracted my attention in a number of my
texts, but I specifically refer to Grbi¢ 2018, more specifically to the sixth
chapter of the book. In the present paper I do not aim at anything even
remotely as comprehensive. It is my intention to tackle some very practical
problems facing the translator. Therefore, I am going to mostly deal with
some concrete examples, seen in the light of multiple choices opening up
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before the translator, of the contexts of the choices, and of their particular
consequences. I am focusing here on translation of modern Indian literature,
but more often than not the procedure and the insights can, mutatis mutandis,
be easily extended to other cultures.

Some initial remarks

In literary criticism and translation studies there are quite a few theoretical
systems for which I have genuine appreciation, wholly or, more regularly, at
least in part. However, both as literary and translation scholar, and creative
writer and translation practitioner, [ never stop deepening my awareness of
how the truly great rule-maker in the two fields is the one able to understand
that there are no unquestionable ready-made rules. There are no rules that could
be applied, with a clean consciousness, as a matter of comfortable routine,
irrespective of the context, particular language, imagined readership, etc. The
only ground rule of writing and translating literature is that anything can be
legitimate, if conducive to the realization of the unique spirit of the text in
question (unique for the unprecedented and never to be repeated constellation
of forces modelling the new eruption of the word), and, conversely, that
anything is illegitimate, however blessed by traditional usage or beautiful in
itself, if obstructing the realization of the unique spirit of the text. It is as
simple as that, too simple, actually, for most creative writers and translators,
and their theoreticians, to embrace and practise. During the writing — both
purely creative, which is literature, and supposedly only imitative, as literary
translation is too often seen — one is not to be bothered by theories seemingly
applicable to the specific situation, or even by one or more similar situations
from one’s own experience that could by inertia just be copy-pasted. Instead,
one had rather do much better to feel the pulse of the one-time-in-history here
and now within the text, react to it both cerebrally and emotionally, but first
of all intuitively, even instinctively, feeling the forms at the very moment the
nascent text is being shaped (Coleridge, to take one knowledgeable instance,
is also here to tell us that, in a truly gifted writer, a critical faculty is at work
as early as during the writing itself), and only afterwards go back to it armed
with one’s secondary critical faculty (which, yes, may include the theories).
There is one theoretical binomial that I find unavoidable in this paper,
too. It has been variously labelled as target-oriented vs. source-oriented
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translations, as substitution vs. transcription, foreignizing vs. domesticating,
but possibly the classic formulation was given by Eugene A. Nida, when he
posited formal vs. dynamic equivalence (Nida 1964). A substantial part of
translation work revolves around this issue, even when at first glance it does
not look like that. You have formal equivalence when the target text reproduces
the idiosyncrasies of the source text. You have dynamic equivalence when the
target text adapts the original forms and/or contents in order to produce an
equivalent effect on the target reader. Typically, not only the whole translation
is made in one of the two ways, but its translator is generally affected by
the one or the other strategy. Again, the choice, or the exact dosages of the
two required for a specific translation, is a matter of careful, and inspired,
balancing.

Is culture to be translated (and into which culture)?

Choosing between formal and dynamic equivalence is not only a matter of
specific circumstances, but, to make things even more difficult, includes even
situations that seem too technical, and therefore banal, to require anything but
routine solutions.

Measures are a good example. I have no doubts that an American film,
dubbed or subtitled for European continental viewers, should replace its
miles and pounds with kilometres and kilograms. The guiding criterion
here is that in film, time-ridden as it is, you just have to be as practical as
possible. However, if you translate an American novel-—and, for dramatic
sake, let us suppose that our film is based on it—you can afford keeping the
miles and pounds and leave it to the reader to do the maths, or you can do it
yourself in footnotes, or, the most often, you can again translate them into the
metric system. Your doubts in such an instance will depend on the kind of
the novel you are translating. If it is a thriller set in the contemporary USA,
you are probably right in translating the measures as a matter of course and
trying to preserve the immediacy and fluency of the narration, denying any
cultural specificity worth saving.' But translating measures is certainly wrong

1 Choices as the one under consideration are largely conditioned by tacit local
conventions. In my own country, which is Croatia, the measures from the above
example are normally adapted to the Croatian reader and any different approach
is almost sure to be discarded. However, translators should always resist taking
the general trends in their own milieu for granted, examine their viability both in
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in translating an Elizabethan play, at least if the translation is meant for a
readership more sophisticated than in the case of the previous novel, as it is
very reasonable to assume it is. Asking Shylock to pay half a kilogram (or—
if at all possible—even worse, kilo) of his own flesh is just bad translation,
enabled by a kind of cultural inertia. Finally, having either metres or yards
instead of cubits only when translating God-given measures for Noah’s Ark
or Moses’ Ark of the Covenant will for many a reader certainly amount to
blasphemous modernization that meddles in a sacrosanct text, besides being
simply bad taste.

How does this work with Indian texts? Ancient Indian yojanas remain
yojanas and it is difficult to imagine a context that would justify otherwise.
Translating them into miles or kilometres is again a case of aggressive
overlaying—and thus forging—a temporally and spatially remote culture with
the comfortable self-evidence of one’s own. How long is a yojana anyway? It
was never standardized and could extend to 2.5, 4, 5, or even 9 miles (Monier-
Williams 2002: 858). Which is what makes up footnotes and other kinds of
extratextual material, to be discussed at greater length further in the text, the
more unavoidable. Moving to our own times, | guess the vast majority of
those who read modern Indian literature, in a culture with the metric system,
does not know if in present-day India they use miles or kilometres, pounds
or kilograms. These readers will not stumble on the latter as being culturally
misplaced. Although, as time goes by, I myself have felt the latter increasingly
unconvincing. [ now feel that translating or not translating miles and pounds
is not quite the same thing within the American or Indian scenario. The USA,
being a British derivative, has been comfortable with its measures ever since
its foundation. In India, on the other hand, the British element has been felt as
intrusion into a fully developed culture ever since its appearance, so keeping
their measures in a translation, however these may have become naturalized—
that is, culturally neutralized—to the Indian context, might be felt as paying
respect to their imperialist origin. I can easily imagine a politically delicate
text in which such things would matter.?

general and in the particular samples they are working on, and stand up for their own
arguments, at least in translations signed by their own names.

2 In literature, there are few things that can achieve so much in saving the flavour of the
original geographical and cultural settings as retaining some source idiosyncrasies,
such as measures. By not reducing the steppe to a familiar word for flat grassland,
and by counting its distances in versts, instead of miles or kilometres, translations
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An Indian peculiarity far more engaging than the expected measuring
differences are the quantifying expressions such as lakh and crore, meaning
100,000 and 10,000,000 respectively, which, to make things “worse”, when
written as numbers are actually given as 1,00,000 and 1,00,00,000. What to do
in such situations? Again, advising that they should be routinely domesticated
into the parameters of the target text is the comfortable way out, but, once
more, it is also too easily sacrificing the nuances to the alleged hard stuff
that only matters. Of course, if these numbers are found in a scholarly paper
or newspaper article, which are all about communicating information, and
as smoothly as possible, they are to be flattened into expressions familiar to
the target readership with no second thought. But the moment we come to
literature, the poetic language, which is not just a medium (and is primarily
not a medium) to convey some content outside itself, it is again all up to the
translator’s sensitivity and sensibility. He or she is to carefully judge whether
in the particular situation keeping such expressions might be profitable
towards keeping the flavour of the source culutre, or they can be translated
with no great loss, given the context, expected readership and the like. For
instance, reading in the translation that “all went well until he was fined
for exceeding the speed limit with his brand new twelve-lakh car” can do
wonders in shocking the dozing reader back into the awareness that he or
she is in India, that Mohan is not being fined by a blond policeman stepping
out of his Chrysler, but—stereotyped as it might be—by a khaki-uniformed
moustached avatar of the god of the roads, with a hard bamboo lathi dangling
at his waist, amidst a general hullabaloo of lorries, buses, cars and scooters
hissing at one another and deafening the reader with the simultaneous hooting
of their horns. And this is no small gain. On the other hand, the translator‘s
worthiness may equally be proved by translating, and if necessary adapting,
such an expression. Thus crore should become million if the text alludes to the
planetary popular television quiz show Who Wants to Be a Millionaire, whose
Indian incarnation is called Kaun banega karorpati. Karorpati, literally lord
of crores, functionally equals here millionaire, though, in all mathematical
exactness, actually amounts to an owner of tens of millions. The idea to be

have greatly contributed to our feeling a specifically Russian natural environment,
just as keeping the samovar, instead of melting it into some tea urn or kettle, has
done an immense job in signalling the presence of a peculiarly Russian, not English
or French, salon, thus participating in making the world(s) of the great nineteenth-
century Russian novel truly different, truly other.
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conveyed is simply “a rich man”, and to save the hint, what we need here is
dynamic, not formal equivalence.

In another situation, however, [ would advise a middle way. In an American
film I saw many years ago a character coughing. Another character offers
her a mint, saying: “Take an Eclipse, it’ll help you.” The Croatian subtitle,
translated back to English, said: “Take a Bronhi, it will ease your breathing.”
Now, at the time Bronhi was a sweet brand very popular in Croatia, and the
Croatian subtitle was simply a quote of its television commercial. There is
charming wit to such a ruse, but after all is said and done it is a ruse, and the
copying of a peculiarly Croatian slogan into a specifically American situation
produces nothing but a ludicrous effect. On the other hand, keeping the original
American brand in the translation would have meant nothing to a Croatian
spectator (at least I am not aware of the specific candy’s presence in the
Croatian market; it must also be said, however, that even reproducing Eclipse
in the caption would not have been simply amiss, given that the spectator
could easily have produced the meaning against the visual component of the
film medium). Personally, I would opt for a translation that avoids names, but
keeps the basic common characteristic of the two brands, which is affecting
the breath: “Take a mint, it’1l help you”.

It may have become clear by now that I certainly prefer formal, not
dynamic equivalence. 1 favour preserving the inspiring, exciting, mind-
broadening specificity of the source text to its comforting and comfortable,
lazy appropriations by the target text. As a rule of thumb. So, yes, I believe
a gecko should remain a gecko, because only as such it readily brings to life
the pale reptile with bulging eyes, immovable on a fan-beaten Indian wall
waiting to be whitewashed, instead of smuggling to our imagination a tawny,
sunburned western lizard. And, yes, an ashoka tree should remain ashoka, just
as, always generally speaking, [ want a peepul (or peepal [pipal]) remain what
it is, rather than making it a fig, just for the fact that in the West it is commonly
known as Indian or sacred fig. The word fig also immediately makes a western
reader see a Mediterranean fig, which is not only different in its leaves — this
being the least of our worries — but has absolutely no religious connotations,
so unavoidable at the mere mention of peepul. Adding Indian to fig would be,
if not simply ridiculous (what other kind of fig should I expect in India?), then
at least encumbering the translation with botanical meticulousness. Adding
sacred to fig would make one understand it as descriptively qualifying the
specific tree, rather than technically referring it to the kind it belongs to. (The
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footnote option is going to be considered further in the text.) However, if it is
a children’s picture book you are translating, fig will certainly do, and perhaps
even just tree, depending on the target age, I expect. You go to meet other
climates and cultures only after you have sufficiently interiorized your own.
One of the many related things to be aware of while translating is that
words are not just their ready-made meanings (actually, the more a translator
is literature-sensitive the more he or she understands that, in literature, words
tend to produce meanings least of all from what follows the dictionary
entries). This is a point highly relevant to Croatian translators from Hindi. At
the conference presented in this volume KreSimir Krnic from the University
of Zagreb touched on his experience in translating Saadat Hasan Manto’s
stories (and let me here point out that for a language as small as Croatian
a direct translation from such an “exotic” language as Urdu is a first-rate
cultural event.) He talked of many situations in which an adequate lexeme
was missing in his target language, typically because of cultural differences.
A member of the audience suggested Bosnian as the language that resolves
many of the problems. Now, Bosnian is a language very kindred to Croatian,
so much so that not everybody agrees the two are separate languages in the
first place. The most striking difference is the marked presence, in Bosnian, of
words derived from Turkish or—and this is probably much more frequent—
only mediated by Turkish from Arabic and Persian (this is due to over four
centuries of Turkish rule in Bosnia, which considerably changed its religious
and cultural identity). Consequently, Urdu and Bosnian share a very great
number of words. Even when some words are different, the cultural concepts
behind them are still common to both so, again, you have the right word. But,
as | have already said, words mean much more than their lexical meanings.
In answer to the above suggestion from the audience Krnic said that as a
matter of fact he would have preferred to translate Manto into Bosnian, but
as the two of us readily agreed during the session break this would also have
required publishing the translation in Bosnia. There is in language something
called register, and it has to do with the right stylization of your discourse. It
is not enough that there exists the word you need; it also has to fif the situation.
While the vast majority of the words Krnic could have used were naturalized
into Bosnian centuries ago and are thus stylistically neutral, just like in Urdu,
in Croatian they would be experienced as stylistically charged loanwords,
turning a Croatian text into Bosnian. Instead of translating from Urdu, the
reader would have to translate from Bosnian (both stylistically and for the
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fact that only a modest number of such words is at all known to the average
Croatian reader). This does not mean that the translator should avoid all words
of Turkish origin or mediation, or that he or she should paraphrase or footnote
all of them. It is once again appropriate to say that the right translator can feel
what words, and how many of them, can, rather than produce a stylistically
wrong translation, create a right cultural flavour to it.?

Footnotes

It is time to outline one of the most tortured issues in the vocation of translation,
one that by now we have been led to more than once in this paper. As noted by
J. Levy (1982: 117), the great Czech translation scholar, not only do footnotes
discontinue our reading, but, even more importantly, “a semantic unit, an
organic component of the work, is hereby taken beyond its boundaries and
thus made part of the editorial apparatus of the book.” I could not agree more.
Footnotes, of the kind we are discussing here, are alien to the proper text and
witness to the translator‘s interference into and diversion from the original
texture. So, yes, in a literary translation footnotes are to be kept on a very,
very short leash. But how do you then cope with situations that obviously
require some comment for an outside reader?

3 The kind of situations as delineated here becomes worse with the widening of the
cultural gap between the source and target languages. The standard Italian-Croatian
dictionary (Deanovi¢-Jernej 1990) offers four “solutions” for the Italian exclamation
bravo. The first is bravo. The word is quite common in Croatian (much more so than
in English), but the translator might have (justified) methodological qualms about
translating an Italian word by not translating it (given that the word belongs to the
language the translator is supposed to translate from). The second is vrio dobro. In
principle, this is a (or even the) true Croatian translation, meaning “very good”. The
third is aferim. And the fourth is evala. Again, the two, being Turkish loanwords,
could be used by a Bosnian translator with no stylistic ado, but to have Giovanna say
either of the two to Francesco in a Croatian translation is a hilarious mismatch that,
even if not going as far as veiling Giovanna under a burka, certainly produces a fez-
wearing Francesco.

4 A translator from classical Chinese and professional sinologist once told me that all
the books on translation he had read helped him nothing with the problems actually
arising in the living encounter with the text to be translated. His words struck a
sympathetic chord. Levy‘s book is therefore to be the more warmly recommended
as a truly useful guide to literary translation, with much food for thought based on
specific practical situations. The English version is titled The Art of Translation.
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I part company with Levy when, continuing from the above quote,
he suggests incorporating an explanation into the text itself, as a kind of
intervening extension. Again, while this can be perfectly legitimate in a text
designed just for communication of information, the literary text is word-
sensitive and any intrusion into it is a matter not of exegesis but poetics. Are
you really so self-confident to believe that you can expand the author’s text in
his or her style, as he or she would have written it? Secondly, there is always
the danger of the explanation becoming over-explanatory, unjustified by the
context. I guess most readers are familiar with the stories in children’s comics
starting with a character sunbathing on board a cruiser and saying to his
neighbour “It was so clever of you to tell your uncle the car factory owner that
you had been swindled in your business affair so that with the money he gave
you we can now afford this dream voyage”—meant exclusively to inform
the young reader about the Vorgeschichte, the part of the story preceding the
actual beginning as presented in the strips. While we may expect a child to
be too young and story-ridden to notice the unnatural verbosity that spoils the
poetics of the storytelling, the translator may not turn the reader of an adult
text into a second child with analogous ““solutions”.

If, now in a translation of an Indian novel, a footnote is the only alternative
to having a teenage Sunil shouting “I am so excited we are only a day away
from Holi, the popular Indian festival celebrating spring and the victory of
good over evil when people sprinkle and powder each other with all kinds
of colours...” (or even some less colourful intrusion)—I feel bound to give
an unwilling welcome to the footnote. Especially since there are a number of
ways to make footnotes less visible and, consequently, less aggressive. You can
relegate them all to the end of the text, to a separate glossary, to be consulted
only by readers who really need them.’ I never get tired of wondering at
Indian novels written in English with no accompanying footnotes or glossary,
which is mostly not the case with English translations of Indian novels writen
in another language. Unlike the latter, however, the former are the ones that
are published by big houses and reach a worldwide readership. And yet, they

5 Tam here skipping the frequent, but superficial, objection that in the age of the Internet
you do not need any such glossary inside the book. Not only — strange as it may sound
to many — can we imagine readers with no internet access at the moment of reading,
but a reader, particularly if searching the net in a language other than English, is
likely to be diverted from the text much more than in the case of a properly designed
footnote within the book itself.

&3



Igor Grbié

are not not commented on, as if the peculiarities were a matter of language,
not culture.

Such a glossary may then also accomodate the words we have already
met here, such as lakh, crore, ashoka and peepul, to be looked up as a matter
of option. Even if one does not find un unfamiliar term in it, this is always
to be preferred to glossaries or footnoes compensating for a reader’s lack of
general culture. When an item does get admittance, it should be carefully
calibrated in order to fit the specific needs of the specific text. Explaining
that Chanakyapuri is the main diplomatic enclave in New Delhi is welcome
only if the information is judged to be a necessary part of the context, not of
a New Delhi Baedeker. The need for a commentarial apparatus is in itself bad
enough and one should definitely not make things worse by turning it into an
educational programme. There are other kinds of texts devised for such goals.
Depending on the translator and the particular situation, kajal may stay kajal,
or it may become collyrium, but if the text implies its decorative, hygienic
and/or magic function, the unaware reader who has never seen the substance
is entitled to an explanation. It will not help in the least to introduce a footnote
saying that kajal is made by mixing lead sulfide and other ingredients.

Let us consider the fuller implications of the translator’s choice on the
following example. A chataka (cataka) may stay chataka, for the mentioned
sake of keeping the flavour of the source geography and its climate. It may
become cuckoo, which it ornithologically is, but then one has to consider
possible negative transfers stemming from automatically identifying the bird
with the western cuckoo, such as seeing it as the harbinger of spring (while in
India it announces the coming of the monsoon) or being reminded of it laying
its eggs in the nests of other birds (which, while technically true of the chakora
[cakora], too, is not, to my knowledge, such a prominent element in the Indian
imagination of the bird). Opting for Jacobin cuckoo might look helpful, but
at second glance it results unconvincing in its exaggerated exactness (and
we can easily imagine it will be the more so if found in a simple dialogue).
Again, if translating for children, bird will most likely be just enough. In very
many situations not to be bypassed is the elegant option of simply juxtaposing
bird as apposition to chataka: a chataka bird has the grace of the original,
while not sacrificing the information (it is a bird) and requiring no additional
explanation. If this is not what is in fact required. No good can come out of a
footnote or glossary entry telling you that chataka is Clamator jacobinus (so
what?), but “forgetting” to highlight its intimate and here already mentioned
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connection with the so desperately awaited monsoon rains, so much so that
ever since ancient mythology and literature it has been fancied as feeding
on raindrops—without which knowledge the imagined bit of our imagined
translation remains obscure, “as if something was missing”, indeed.

Not all unfamiliarities, however, can be reduced to single terms, to be
neatly listed in a glossary. What if in the novel I am translating a character
starts crooning merd jutd hai japani? I may just resort to a generalization and
say that the character is humming a popular film song. That seems correct
enough. I do not think it is correct to simply drop that part of the sentence,
because the previous idea has not occurred to me, and I want to avoid a
footnote. But the precise title of the song may well be worth saving, if I judge
this will contribute to the overall effect. The song comes from the 1955 Shree
420, one of the greatest Bollywood hits of all times, featuring the iconic
chaplinesque Raj Kapoor in the main role. It is his song (as is the habit of
Indian cinematography, it is actually sung by Mukesh, a professional singer).
The character in the novel may be trying a new pair of shoes while evoking
the popular song, which gives a charming touch to the scene (the song means
“My shoes are Japanese™). Or he may be a police inspector going through the
freshly received forensic report stating that the burglar’s shoeprints have been
identified as belonging to footware manufactured in Japan, which makes the
inscpector’s song mockingly triumphant. Or it may be unconsciously sung
by the archetypal innocent countryman, after a two-month stay in a big city,
in which case the song may be ominously suggesting that his pure soul is
falling prey to the first corrosive consequences of metropolitan wickedness,
just as in the case of the film’s protagonist. In all of these cases the song is, in
its exactness, a valid contribution to the markedly poetic effect of the scene,
which is lost by making it anonymous. To save it for my less aware readers, |
can still use the benefits of a glossary and include the title of the song into it.

But what if the thing to be explained goes under no name? What if it is a
cultural fact? As a reader of Rushdie‘s Haroun and the Sea of Stories 1 would
have been far more appreciative of the rhymed road signs appearing throughout
the novel, and as its translator would have excitedly passed my appreciation of
the mimetic play to my own readers, had I known that in the sub-Himalayan
and Kashmir region (which actually underlies the fictional location of the
novel) the signs warning drivers to drive carefully and respect the rules indeed
are given in amusing rhymed couplets. But the novel’s apparatus did not offer
such a clue, I myself visited the area only years later, and I thus missed the
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opportunity. Unnecessarily. Consider also the following case in point. Two
characters in the novel, both males, are walking in the street, holding hands.
While this immediately suggests their homosexuality, in the West, in India it
is just a friendly gesture. How to avoid the wrong associaton in readers of the
translated novel?® There are basically three options. First, I can just drop the
nuisance. Second, I can translate even such things, not by translating word for
word, but concept for concept. I will then think along the line of J. B. Phillips,
who in his 1958 version of the New Testament softened Saint Paul’s injunction
to the Roman community to salute one another with a holy kiss (Romans 16:16)
into “Give each other a hearty handshake”, and conclude that if a clergyman
could thus meddle in sacred scripture I am most certainly allowed to have
the two men walk down the street “in the spirit of truly amiable friendship”.
Or, option number three, I will say a helpless yes to a footnote (or endnote,
unmarkedly attached to the main text as a comment for the needy), in the belief
that here the most important is to give my readers another opportunity to go
beyond their small homophobic world and become aware of the fact that any
community’s norms are just cultural relativities, not God-given absolutes.

A translator cannot know everything

No, not even in the age of the internet can a translator know everything. (In
fact, the internet’s all too easy omniscience makes them know less and less.)
However, what the age of the internet does make possible—and in the case of
the translator, among others, actually mandatory—is to check and learn what
one does not know to an extent unimaginable only a few decades ago. (The
fact that in practise it is often not like that again goes hand in hand with the
mental inertia created by the internet.) Ideally, of course, one translating an
Indian text should be acquainted with all kinds of India. If one is not, there
are sources to be consulted, including people in flesh and blood, experts in the
area, because not everything is on the web. It should never have happened for
the generally disastrous Croatian translation of Rushdie‘s Midnight Children

6 Now that I come to think of it, I can hardly recall having ever found this common
sight from Indian streets in the many novels by Indian writers in English, no matter
how close to the world’s realities they tend or even claim to be. I suspect this might be
a case of massive autocensure: all of these writers know they will be read mostly by
non-Indian readers so they themselves cut out whatever might become a concomitant
disturbance to these readers’ sensibilities.
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to go as far as making Shiva—a god I would have guessed was known even
to lay westerners—a goddess (presumably because, in Croatian(!), nouns
ending in -a are typically feminine in grammatical gender). However, much
more important for a translator than knowing a lot—and I cannot stress this
enough—is knowing there is something unknown. Recognizing the suspect
points. Especially in cases when things do not make sense if understood in
the way the translator understands them. What greater warning could one
wish for? I remember finding in a Serbian translation of a book on Jung and
the tarot a reference to Tomasov gospel. In Serbian (as in Croatian) this can
mean only gospel music by T(h)omas (whoever he may be). This too should
never have happened. The translator’s unforgivable mistake was not that she
had never heard of the apocryphal Gospel of (Saint) Thomas, which did make
perfect sense in the context, but that she acquiesced to a “solution” which made
absolutely no sense, only because there were such meanings of the individual
words that made the lazy combination possible, instead of looking up possibly
other meaning(s), such as would fit the context (of the entire book, as a matter
of fact). One final example of things that should never happen is the Croatian
translation of a modern Indian novel featuring a kvalitetan covjek, which
means “man of quality, high quality man”. But the man appears only in this
short moment of the novel, captured as a picturesque detail of an always busy
Indian street! What sense does it make to morally qualify a character the novel
will never again mention? However, there is one more thing we learn about
the man: he sells icecream. This clears up the blunder. The expression in the
English original is obviously Kwality man. Again, the translator is not expected
to know of the famous Indian icecream brand, but in no way should she have
ignored the peculiar spelling, the capital letter, and the nonsense resulting
from the ignorance. The only right thing was to do some research—which
sometimes may take more time than translation proper—and come out with
a satisfying, meaningful solution. Sladoledar, for instance. “Icecream man”.

Some final remarks

The issues analyzed in the present paper are, of course, only a minute part of
what awaits one when doing literary translation. And the more so the more
the culture in question and its language are different from the target ones. It
has been my intention to offer very specific examples and, starting from sound
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theoretical considerations, outline the practical ways of approaching them.
They can be applied to a gamut of similar situations. Also, with due adaptations
they can be profitably applied to very many situations only seemingly remote
from the ones here presented. Eventually, the overall translation strategy will
more often than not be affected by factors extrinsic to translation proper, such
as the policy of a particular publishing house or the general translation and
linguistic trend in a particular country, but it is part of the translator‘s vocation
to fight as much as possible for realizing a translation according to criteria
intrinsic to the profession, such as the translator’s own translation poetics,
the target readership, the kind of text, its (and its culture’s) relationship to the
target culture and so on. Sometimes even sacrificing the surface content, and
not just form, of the original may prove beneficial for saving the depth form
or content, that is, for preserving the intuited essence of the text and the way
it functions as a whole.

Ideally, and generally speaking, doing and reading a translation is not just
an invitation to a two- or three-hour fun reading, but to a widening of one’s
own, always insufficiently comprehensive, perspective, and, consequently, a
lifelong transformation of one’s own self. As stressed by A. Berman (Berman
1984) , there is a vital ethical dimension to translation, that demands of us
substituting, whenever possible, la visée réductrice de la culture, the reductive
intention of culture, accomodating everything to its own norms and values,
with la visée éthique du traduire, the ethical intention of the translation
job itself, aimed at edifying, ennobling, deepening the target readership.
Translating the language only is so much less humane than translating also
its culture.
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KRESIMIR KRNIC

The Role of Extra-textual Elements in
Understanding Literary Text

Abstract

When we think about linguistic and stylistic limitation that the target
language puts in front of us, there is another aspect which makes
understanding of the text in foreign language demanding for the readers—
in our case our students—and which can make their life difficult and their
understanding and translations of given texts less than perfect. This is what
we call extra-textual element in translation process. In present chapter,
another one highlighting challenges of translation, but this time with
specific reference to an example from Hindi literature, i.e. two Partition
stories by Bhisham Sahni (1915-2003). The author is most famous for his
novel Tamas from 1974, which focused on the riots and upheaval during
the Partition of India and which was later transformed into successful
television series in 1988. But apart from this iconic novel, Sahni wrote also
two well-known short stories about Partition, Pali and Amytsar a gaya hai.
Both stories are language-wise of medium difficulty, but they have their
own peculiarities that might pose a hinderance to readers not familiar with
the political situation and some cultural stereotypes, or else might limit the
depth of their understanding. While scrutinizing these issues, the chapter
aims at elucidating the necessity of sensitizing Hindi language students, as
possible future translators, to the extra-textual elements in translation.

Towards the curricular standardization

Literature is enriching our life. In aesthetic and epistemic sense. We enjoy
its aesthetic beauty, and we learn about people, peoples, ideas, about human
behaviour and innumerable other things. The level of the enrichment we
will attain to, very often depends on our extra textual knowledge, on our
overall level of education and on development of our literary taste through
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our reading routine. In our own language we are not only linguistically more
competent, but also we have more extra-textual information inherited from
our education and cultural setting we live in, which enables us to understand
the text in proper way. Sometimes, maybe, we even ask ourselves, when
reading literature in our own language, is it even possible to translate it to
another language and if yes, what concessions we should make, where we
have to accept as normal that something will be “lost in translation*. Mostly,
when we think in along these lines, we think about linguistic and stylistic
limitation that the target language puts in front of us. But there is another
aspect which makes understanding of the text in foreign language demanding
for the readers—in our case our students—and which can make their life
difficult and their understanding and translations of the given texts less than
perfect. This is what I call extra-textual element in translation process.

In the present paper, to prove my point, [ will give example of the two
Partition stories by Bhisham Sahni (1915-2003), who was quite prolific
author in Hindi, his works ranging from novels, short stories, dramas, to
the screenplays. He is most famous for his novel Tamas, from 1974. which
thematized riots during the Partition of India and which was transformed to
successful and yet controversial television series in 1988. Sahni wrote two
well-known stories about Partition, Pali and Amytsar a gaya hai. Both stories
are language-wise of medium difficulty, but they have their own peculiarities
that might pose a hinderance to readers not familiar with the political situation
and some cultural stereotypes, or at least which can limit the depth of their
understanding.

Let us first briefly refer to the story Pali. The story revolves around the
life of two families and around the life of the young boy who at the time
of Partition was unintentionally left behind by his parents in what became
Pakistan. The Hindu boy, Pali, only four years old, was abandoned and for
four years lived as an adopted son with the Muslim couple who didn’t have
children of their own. He called his foster parents mother and father. He
was properly converted to Islam, and got his Muslim name, Iltaf. After the
first stress of being in new family and new cultural milieu, the boy quickly
assimilated and lived the life of the young pious Muslim boy.

His real parents were at the end of their wit, and his real father, after
moving to India never gave up search for his lost son. After four years, with
the help of searching committee and social workers, he located his son and
in the turn of events got him back. Then the boy, transplanted to India, once

92



The Role of Extra-textual Elements in Understanding Literary Text

more had to go through conversion process so his family and community can
re-Hinduise him. For an experienced reader of Hindi literature, familiar with
the circumstances of the Partition, the story might be easy to understand and
to translate. But those who have only good language proficiency and lack
of extra-textural knowledge, some sentences and expressions might pose a
challenge.
Let us look at some examples:
aur akhirt din bare sahar ka Saranarthi sivir khali hone laga tha, aur
Saranarthi phir apne gatthar-potliyd uthde kaimp ke bahar nikal rahe the,

tak le jane ke lie kharar thi.

On the last day the refugee camp at the side of the big city started to empty
up. The refugees once more were gathering their bundles and leaving the
camp, a long line of trucks was waiting on the other side of the street to take
them to the dividing line.

skeksk

sabht hindi-sikh ghar-bahir chorkar cale gae ha.

All the Sikhs and Hindus have left abandoning their houses and properties.
ek

darvaze ke piche pulis ka havaldar nahi tha, bacce ke ma-bap bhi nahi the.
mota-sa latth uthdae ek darhi vale maulvi sahab khare the.

Behind the door there was neither a police constable, nor the boy’s parents.
It was bearded maulvi holding the thick stich in his hand.
skeskek

kafir ka bacca yahd kaun layd hai?

Who brought infidel’s child here?
sk

kya iski sunnaté karavai hai? isse kalam parhvaya hai?

a. Have you performed his circumcision? Has he pronounced the declaration
of faith? |

b. Have you performed his sunnat? Has he read kalam?
sk
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sunnaté hone ki der thi ki maulvi bhi bacce ko dularne laga, ab to pali dard
se cikhta hua ‘pitdji, pitajt’ pukarta to bhi maulvi ko burd nahi lag rahd
tha, balki vah hams-muskara raha tha.

The circumcision procedure was already delayed enough, so the maulvi
started to fondle the boy, and even pain tormented Pali’s screeming ‘Father,
father!” didn’t irritated the maulvi who was just smiling and laughing.

(*here the choice of word for ‘father’: pitaji could be the source of maulwi
anger or irritation)
SRS

Jjab ramazan ke din de to agan ke bicobic khard hokar, tin ka khali kanastar
baja-bajakar zor-zor se avaz lagane laga— “utho muslamano, roza rakho

..o..el”

In the days of Ramzan, he would stand in the middle of the yard and
drummed on the empty canister he would loudly call—“Wake up, Muslims,
observe the fast, oh, eh!

skeksk

ab yah din kabil kar cuka hai, tum samajhati ho, ham ise kafiroé ke hath
mé jane dége?

Now he has already accepted the (proper) faith, do you think we will just
give him to the infidels’ hands?
ek

yahd mamla choti-moti risvat ka na tha, god lie bacce ko lautdne ka bhi na
tha, mamla to din ka banta ja rahd tha, bacce ko na bhejna din ki khidmat
ka tman aur sabab ka kam tha.

It was not a matter of a big or small bribe, or of giving back the child which
was adopted, it was more and more becoming the matter of faith, and not
sending him back was an act of belief and of pious deed, both in the realm
of religious service.

sk

manohar lal svayam apne bacce ko pahcan nahi paya. ath baras ka larka,
unicd kad-but, sir par riumi topi, nice malmal ka kurta aur salavar.

Even Manohar himself couldn’t recognize his own child. Eight-years old
boy, tall and well built, with a fez on his head, and below muslin kurta
(shirt) and salvar (throusers).

feksk
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cupcap uth khara hua aur daé hathvalt kothri mé jakar sighr hi ek catar
utha laya aur use agan ke ek or bichakar bheja hai. us par dojanii hokar
baith gayd aur namaz parhne laga.

He stood up silently and went to the small cottage at the right side, quickly
he took a mat and spread it at one side of the courtyard. He kneeled on it
and started to perform namaz (dayly prayer).

sk

mullé ne iske zehan mé tassub ka zahar abhi se bhar diya hai.

The mullas have already filled his brain with the poison of tassub
(fundamentalism).
skeskek

buldo pandit ko aur nat ko.

Call the pandit and the barber. (two persons needed to perform a Hindu
ceremony of ritual purification properly)

sk
thort der bad yuva brahmacari ke ves meé balak yasapal doné hath jor apne
pitd ke sath satkar dvar ke pas khard ghar mé ae mitr-sambandhiyé ko vida
kar raha tha...

A bit later in the appearance of the young brahmacari boy Yaspal standing
at the door with folded hands, together with his father and bidding farewell
to friends and relatives who had come to their house.

In the quoted examples, it is clear that text presupposes that the reader is
familiar with the events that followed the Partition of India in 1947, with the
process of regaining lost relatives and property, with the fact that even Delhi
was full of refugees, and that generally at some moments it was complete
mess in the situations when people were moving from one country to another.
Otherwise, for example a sentence such as vastav mé ek chote-se bacce ka
kho jana kaun-sa bart bat thi (‘In reality it was not a big deal to lose a small
child.”) might sound a bit awkward.

However to understand the story properly certain familiarity with the
basic concepts, or rather rituals, of Islam and Hinduism is required. The
reader should know what is namaz (the obligatory daily prayer practices
for Muslims); what is rami topi (fez, a type of cap worn by Muslims) and
how it identifies the character of the story; who is maulvi (respected Muslim
religious scholar or Islamic religious authority in the community) and what
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is his role in society; who is kafir (‘infidel’, non-Muslim when referred to by
Muslims); what is sunnat (circumcision) and what is it’s religious significance
in the Muslim society; what does it mean kalma parhvana (‘to make someone
recite/repeat the holy expression’ as the confirmation of adherence to Islam
in other words to convert); what is tassub (fanaticism, bigotry) to grasp the
Islamic undertone of some portions of the story. All this terms the reader
should recognize as culturally significant and as demanding good thought on
translation. At the other hand, he or she should recognize meaning of mantras
(prayers, holy sayings, meditation supporting formulas), shaving of hair,
putting on the sacred thread and becoming brahmacharin (becoming a proper
member of the Hindu community and start to learn the holy scriptures).
There is also skilful application of language to denote two contrasted

communities, for example in the situation where Pali/Iltaf has to recognize
his parents from the photograph:

citr apne samne pakar bacca der tak use dhyan se dekhta raha, phir apnt

tarjni uthdkar citr par rakhte hue urici avaj mé bola:

“pitajt!” aur phir tarjni ko kausalya ke cehre par rakhkar ust tarah cillakar
bola: “mataji!”

The boy attentively observed the photo put in front of him, and then he
lifted his forefinger and put it on the photograph saying loudly: “Pitaji
(father)!”, and then he pointed at Kausalya face and said in the same loud
voice: “Mataji! (mother)!”

ek
majistret ne disra citr bacce ke samne rakh diya. bacce ka cehra khil utha
aur vah cahakkar bola:

“abbaji | ammi !”

Magistrate placed another photo in front of the boy. The boy’s face lit up
and he warbled: “Abbaji (father)! Ammi (mother)!”

Adding to the use of different words for father and mother when designating
his Hindu and his Muslim parents, I may mention that such situations always
put the translator at pain when decisions should be made—to use normal
words in target language, and then explain the stylistic device in a footnote,
or use just words from the source language and then explain their meaning in
the footnote.

KoKk
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Let us look at some examples from another Sahni‘s story, the one with which
general reader is probably more familiar then with the previous one. The story
Amytsar a gaya hai (Amritsar has come/We arrived in Amritsar), deals with
the situation in the train heading from somewhere (most probably Rawalpindi)
in what was supposed to become Pakistan to India, some short time before
the declaration of independence and subsequent partition of the country.
The story itself is a literary masterpiece. Not only that in literary interesting
way it exposes the problem of multi-religious nation, but also at the level
of composition it drags the reader into its world and really produces what
classical literary theory would call rasas—feeling of disgust, fear, shame and
compassion in the reader. Putting aside this literary evaluation of the story let
me comment on it from the perspective of extra-textual knowledge necessary
for its full understanding.

First of all, we may not skip the notion that the whole story, the journey
from some peaceful surroundings through insecure and turbulent regions, to
another secure place is in fact allegorical representation of certain political
processes in Indian history. Sahni is achieving that by putting together people
from different religious groups in the same wagon of the train and by depicting
their interactions. In the beginning his method is quite simple, already in the
first paragraph of the story he familiarizes us with the characters who are a
bit stereotypical. (The narrator himself is one of the passengers). The author
is introducing us to a Sikh who talks about his war exploits, the three Pathan
merchants, one somewhat coy Hindu and one covered elderly lady of whom
we do not know much, but probably she is also Muslim, although she might
be Hindu (der se mala jap rahi thi ‘for a long time she told her beads’) or
even Christian. Already in the first paragraph the reader has to know what is
not explicitly said, but is implied: that sardar-ji is a Sikh, that Pathans are
Muslims and that babu is a Hindu. It is of course by itself understandable to
subcontinental reader, but not necessary to our students.

To understand the joking mood of some sentences the reader should be
familiar with the diet restrictions of a particular character,

phir vah hési-maiijak ke bic mert bagal mé baithe babii ki or bhi nan ka
tukra aur mas ki bott barhdkar khane ka agrah karne lagda tha—‘ka le,
babii, takt degi. am jaisa o jaega. bivi bi tere sat kus raegi | kale dalkor; ti
dal kata e, islie dubala e...’
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Then, in this atmosphere of teasing and joking, he started to persuade to eat
even the babiui who was sitting at my side, offering him a peace of nan and
a chunk of meat.—*“Eat, babi, it will give you strength. You will become
as we are. Your wife will be happy too. Oh, you lentil eater, you eat just
lentils, that’s why you are so weak.”

(Just as an additional problem in this example is how to translate Pathan’s
‘broken’ Hindi.)
Even very simple statements, understandable by themselves, may bear
more meaning if we read carefully “between” the lines. For example:
“o kitnd bura bat e, am khata e, aur tii amara mii dekhta e...” sabht pathan

magan the.

“Well, how sad it is: we are eat and you just watch us...” All the Pathans
were joyful.

In this sentence Pathans are in good mood, happy and prone to making jokes.
But it is in a way connected to the fact that the scene is taking place in the train
which has just passed Jehlam, it means still deep in the area where Muslims
feel at home and safe.

Author doesn’t miss the chance to characterize the Sikh as someone who
will give some simple and rational explanation and who will try to turn the
situation to fun.

“yah islie nahi leta ki tumne héth nahi dhoe hai,” sthilkay sardar ji bole
aur bolte hi khi-khi karne lage! adhlett mudra mé baithe sardar ji ki adhr
tond sit ke nice latak raht thi—“tum abht sokar uthe ho aur uthte ht potlt
kholkar khane lag gaye ho, isilie babii ji tumhare hath se nahi lete, aur
kot bat nahi.” aur sarddr ji ne meri or dekhkar akh mart aur phir khi-khi
karne lage.

“He is not taking it because you haven’t washed your hands,” said the
corpulent sardar-ji (Sikh) and started to laugh even while talking. His
huge belly was hanging below the seat as he was in half-sitting pose.—
“You have just woken up, and immediately you unfolded the bundle and
started to eat, that’s why babu-ji doesn’t want to take anything from your
hand, no other reason.” And sardar-j1 looked at me and winked his eye,
starting to laugh once more.

What does it mean to be the part of majority, and how is majority tending to
treat minority is very skilfully depicted in the following scene:
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Jitnt der kot musafir dibbe ke bahar khara andar ane ki cesta karta rahe,
andar baithe musafir uska virodh karte rahte hai. par ek bar jaise-taise vah
andar ja jae to virodh khatm ho jata hai, aur vah musafir jaldi hi dibbe ki
duniya ka nivast ban jata hai, aur agle stesn par vaht sabse pahle bahar
khare musafiré par cillane lagtda hai—nahi hai jagah, agle dibbe mé jao...

As long as some passenger was outside the wagon, trying as hard as he
could to enter, those who were sitting inside were trying to stop him. But
as soon as he somehow entered the wagon, all the resistance was over and
he became the member of the wagon’s community, and on the next station
exactly he was the one who would first start to yell at those outside—"“There
is no place here, go to the other wagon...”

The scene is very nice example of group psychology but it also rings a bell if
we know a little bit about the Partition. Among other reasons for the Partition,
one of the main reasons was fear of the Muslim population of united India
that after the end of the British rule, Muslims, would became the second
class citizens of the Hindu majority country. The option of having their own
independent country in which they would be majority sounded more appealing
to many Muslims. The scene of one powerful community (those inside the
wagon) being hostile to the other which is not in power (those outside the
wagon), is allegorical depiction of what was to happen in India.

There is also the scene of a man who desperately tries to board the train
with his wife, daughter and luggage. No compassion is shown by those who
have comparatively comfortable situation being in the wagon from before:

“aur kot dibba nahi mila? aurat jat ko bhi yahd utha laya hai?”’
“What, is there no other wagon? He has brought even the womenfolk here?”’

There were more unpleasant scenes with people trying to push out the
newcomers. Nevertheless, amidst that mess and violence, a peace and non-
violence promoting elderly lady mentioned from time to time throughout the
story is unsuccessfully appealing for compassion. Familiarity with political
protagonists of the Partition period might be useful to reader to draw some
parallels...

keval kone mé baithi burhiya karlae ja raht thi—“e nekbakhto, baithane

do. d ja beti, tii mere pas a ja. jaise-taise safar kat lége. choro be jalimo,

baithne do.”
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Only the old lady murmured—"“Oh, fortunate ones, let her sit. Come on,
my daughter, come beside me. We’ll manage somehow this journey. Let
her be, you bullies, let her sit.”

After her effort proved unsuccessful, the lady declares:
“bahut bura kiya hai tum logo ne, bahut burda kiya hai.” burhiya uca-
unica bol raht thi— “tumhare dil mé dard mar gaya hai. choti-st baccrt uske

s

sath thi. berhmo, tumne bahut burd kiya hai, dhakke dekar utar diya hai.’

“Well, people, you did a very bad thing, a very bad thing.” The old lady
was talking loudly—“The compassion has died in your heart. A litlle girl
was with her. You merciless people, you did very bad by pushing her out.”

The train moves on. People are trying to figure out where they are. Their mood
depends on that. The atmosphere grows tense. After being informed that they
are in Vazirabad, Pathans are suddenly relaxed, but Hindus and Sikhs are even
more worried. The man on the platform informs the passengers that there
were massacres previously. No detail is given, but it is obviously expected
from the reader to know what happened sometime in the Partition period
with trains transporting Hindus and Sikhs from Pakistan, and Muslims from
India... Without that knowledge the behaviour of the Hindu who lays down on
the floor in next scene is not easily understandable for the reader. The same
knowledge is necessary to grasp the heaviness of the situation in the sentence:

kabhi gayi ki raftar sahsa titkar dhimi pay jati to log ek-diisre ki or dekhne

lagte.

If they felt that the speed of the train would suddenly reduced, they would
start to look at each other.

The mood in the wagon changes as the train is getting closer to region which
is safer for Hindus and Sikhs. But extra-textual knowledge is needed to
understand that:
sahsa dublda babii khirki mé se bahar dekhkar uiici avaz mé bola—
“harbansapura nikal gaya hai.” uski avaz mé uttejna thi, vah jaise cikhkar
bold tha. dibbe ke sabhi log uski avaz sunkar caunk gaye. usi vakt dibbe ke
adhikds musafird ne mano uski avaz ko hi sunkar karvat badli.

Suddenly, the feeble babii looked out through the window and said
loudly—*“We have passed Harbanspura.” There was some eagerness in his
voice, as if he was screaming. All the people in the wagon have startled
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at his voice. At that moment the majority of the passengers in the wagon
turned to another side hearing his voice.

Complete change of the babu, previously coy Hindu character is taking place
when the train reached Amritsar. Being in what he considers completely
safe zone, he starts to be extremely aggressive, prone to physically injure or
even to kill his Pathan co-travellers. He didn’t succeed in this, since Pathans
changed the wagon, they went to another one with other Pathans. The other
communities in the train started to do the same. Once mixed and intermingled
“nation” of the train, started to disintegrate into many smaller communal
groups. The allegory is transparent, but again, familiarity with the events
leading to the Partition and the Partition itself helps a lot.

The train proceeds further to Delhi. Militant babu didn’t manage to hurt
the Pathans who have changed the wagon, but he nevertheless found the
candidate for his evil intention. During the night, when the train is slowly
advancing toward its destination, he, for no obvious reason, killed the Muslim
man who tried to board the train at one station. Babu, as many who know how
to use the situation of crisis for their evil intentions, just took advantage of
disinterested passengers who fell asleep, and committed the crime for which
he will never be punished.

Getting closer to the end of the story, Sahni ends the night of terror with
complete change of the atmosphere, almost as if he is depicting someone
(individual or community) coming to senses after being in the nightmare for
a while:

dhire-dhire jhutputa chantane laga, din khulne laga. saf-suthri-st rosni
cdré or phailne lagi. kist ne zaiiziv khifickar gari ko khara nahi kiya tha,
char khakar giri uski deh milé piche chiit cuki thi. samne gehil ke kheté mé
phir se halki-halki lahriyd uthane lagi thi.

Slowly the dawn started to break, and the day opened up. The clear light
started to spread around. No one has dragged the chain and stopped the
train. He received a blow and his body was already miles behind. Before
them the wheat fields were again swinging in mild waves.

Ending the story somewhat ironically, Sahni put the sentence in Sikh’s mouth.
He is innocent and wanted to make fun, and he is not aware how much the
sentence he uttered hit the truth.

“bare jivat vale ho babi, dubale-patle ho, par bare gurde vale ho. bart
himmat dikhayi hai. tumse dar kar hi ve pathan dibbe mé se nikal gaye.
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yahd bane rahte to ek-na-ek ki khoprT tum zariir durust kar dete...” aur
saradar ji hasne lage.
babii javab mé musakaraya—ek vibhats-si muskan, aur der tak saradar ji
ke cehre ki or dekhata raha.

“You are really courageous, babi, feeble and slim, but you have the guts.
You showed great courage. Being scared by you these Pathans have left the
wagon. Should they stay here, you would definitely break their skulls one
by one to cure them.” And sardar-j1 laughed.

Babi just smiled—with some disgusting smile, and just stared at sardar-ji’s
face for a long time.

It is really just a small selection of examples from this excellent story. It shows
how already exceptional story starts to shine in full light only when we, or
our students, have enough extra-textural information to grasp its complete
meaning. It might be that exactly this extra-textural knowledge is the decisive
step which makes our students capable of understanding the text we read as
true literature.

Conclusion

So, what this text has to do with general aim of our annual conferences
which started with an idea to share experiences and hopefully to improve our
cooperation, or at least to find some points of mutual interest when thinking
about the teaching process? I’'m often reflecting about overall (meaningfulness)
usefulness of the curricula we are developing in our study programs, about
overlapping of the different subjects we teach and about the profile of our
graduates. [ know that for some it would sound like a kind of heretic question
when asked about such an exclusive field as Hindi language and literature (or
Indology in general for that matter), but I will nevertheless ask: why? Why
we are teaching what we are teaching and why our students are studying what
they are studying? The ultimate answer would be (as for many humanities’
sub-sections): because we and they like it. Fair enough! But for how long we
can survive with this ultimate answer in the world which is bending under the
sway of pragmatism and utilitarian approach to which university education is
not immune?
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Reconsidering the answer to the question why, it seems to me that there are
basically two main reasons why it is plausible to teach and study Hindi. First is
linguistical reason—if you are a linguist, deep knowledge of any language is
immense asset to your professional development, not to talk about knowledge
of such a widely spoken language as Hindi! The second reason has to do
with literature. Understanding and translating Hindi literature is still greatly
unexplored field and the field in which there is still much to be done in the
decades to come. There are other reasons of course, mentioned very often, as
for example the fact that Hindi is “fourth most spoken language in the world”
or that India is fast-growing economic power, and golden area for those who
know Hindi is, well, just around the corner. But such arbitrary statements,
although attractive to hear, are more the wishful thinking of scholars than the
reflection of the real situation.

So, let me go back to the first two reasons, which I hold more appropriate
and plausible, since they have more to do with our thinking about the
knowledge sets our students should be equipped with to became competent
linguists, translators, literary critics etc. Here I can also refer to the question
a colleague Mandar Purandare from Poznan asked: How much Sanskrit for
a Hindi student?, and add another one: How much culture and history for a
Hindi student? And the answer to this question is dependent on the profile
of “Hindi specialist” we want to educate. If we want to educate competent
translators, critics, editors we should put more stress on culture and history,
very often on modern history. If we want to educate a linguist, we should put
more stress on Sanskrit (and other languages of the Subcontinent). Such an
approach can also be the instructive in modular curriculum development.

I will conclude with a question to all of you, and maybe with an idea to be
reflected upon. The question is whether you think that it would be possible
to make a tentative list of canonical writing in Hindi that we can expect with
reasonable hope the student from Poznan and student from Sofia, student
from Budapest and Vienna, would be familiar with. And besides, do you think
it would be possible to make a list of the literary works that would cover
a considerable number of cultural and historical check-points, accompanied
by the reference materials with the aim to give the prospective students of
Hindi satisfactory level of extra-textual knowledge to start her or his life as
a competent translator, literary critic or any other professional attached to
literature.
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Translating Hindi Words — Some Difficulties
and Possible Translation Techniques

Abstract

Even though the translation can rarely be reduced to a mere replacement
of isolated lexical units of the source language with the closest linguistic
equivalents of the target language still, ignoring for a moment the
complexities of a language, the focus of the paper will be exactly on the
smallest lexical units, i.e. words. The paper provides a short survey of the
concept of equivalency and then proceeds to present some types of non-
equivalency occurring at the word-level. Additionally, the paper introduces

several potential translation techniques.

Introduction

Theoretical discussions and writings on problems a translator might experience
while translating a text from a source language (SL) into a target language (TL)
go back, according to some theoretics, to ancient Romans or, more precisely,
to 1st century B.C. In what might be the first written remarks on the process
and the aim of translation, both Horace and Cicero postulate the difference
between word for word translation and sense for sense translation (Bassnet
1996: 43-44). Since those times, diverse translation theories appeared and
were discussed but it was only in the 1950s that the first attempts were made
to establish a separate discipline with the theory of translation as its own and
primary subject, having a distinguished methodology and nomenclature (Ivir
1995: 517).! Today, especially under the influence of globalization, translation
studies, as commonly known,> witness the growing number of authors,
researches, and theories. It is the indicator of the importance of translation in

1 For the history of translation practice and theory see also Munday 2009: 1-5; Bassnet
1996: 39-75; Pym 2010, and Gentzler 1993.

2 The name of the discipline was proposed by James Holmes during the Translation
Section of the Third International Congress of Applied Linguistics, held in Copenhagen
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the world whose inhabitants get into contact with each other no matter how
great the geographical or linguocultural differences might be. The following
paper is a modest attempt to bring Hindi and Croatian, two geographically
distant and in many respects different languages, a bit closer by presenting
some difficulties which might occur while translating from Hindi into the
Croatian language. Following Baker’s thought that “it is sometimes useful to
play down the complexities of language temporarily in order both to appreciate
them and to be able to handle them better in the long run” (Baker 1992: 12),
the focus of the following paper will be on the smallest lexical units—words.
Even though the translation is the process which can rarely be reduced to
finding out the lexical definition of an SL word and then replacing it with
the closest equivalent word in TL still, by presenting some of the difficulties
occurring at the word-level, as well as by offering some of the possible
translation solutions, the author hopes to modestly contribute to the field of
translation studies involving Hindi language. The first chapter will present a
few prominent authors who took the notion of equivalence as the subject of
their scientific interest, while the second chapter will present some types of
non-equivalence occurring at the word-level. The third chapter, followed by
concluding remarks, will present different techniques that may prove useful in
the process of translating Hindi words into the Croatian language.

1. Equivalency and translation.

The theory of equivalence is a part of structural linguistics which was founded
by Ferdinand de Saussure at the beginning of the 20th century. According
to him, language is a structured system consisting of differential elements
called linguistic signs. These are composed of the signifier (sound image)
and the signified (concept) (Saussure 1966: 67). De Saussure writes that a
word, as a part of a system, is “endowed not only with a signification but also
and especially with a value, and this is something quite different” (ibid. 115).
Since the words do not stand for pre-existing concepts, they cannot, claims de
Saussure, have precise equivalents in meaning from one language to another
(ibid. 116). However, beginning with the 1960s, new lines of translation
theories appeared which partly rejected some of de Saussure’s conclusions.

in 1972. The modified version of his paper was publised in 1987, in Indian Journal of
Applied Linguistics. See Holmes (1987).
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The concept of equivalence came into focus and became “one of the most
controversial issues discussed in translation studies, where scholars disagree
on its validity and usefulness” (Munday 2009: 185). Among prominent
authors who took the notion of equivalency as integral to linguistics was
John Catford who in 1965 published a book titled Linguistic Theory of
Translation, aiming at providing a linguistic approach to translation. He
distinguishes between textual equivalency and formal correspondence and
defines translation as “replacement of textual material in one language by
equivalent textual material in another language” (Catford 1965: 20). He
points out that translation is not always about finding the exact equivalent but
that it sometimes presupposes replacing SL text material by a non-equivalent
one (ibid.). Popovic also considers translation as more than mere replacing
SL lexical and grammatical items with corresponding TL items. He makes a
distinction between linguistic, paradigmatic, stylistic, and textual equivalence
and sees expressive identity between two texts as the final goal of translation.
According to him, that goal can sometimes be achieved only by moving
away from close linguistic equivalence (Popovi¢ 1975, in Bassnet 1991: 25).
Neubert distinguishes between translation as a process and translation as a
result, seeing the theory of equivalence as the connection between the static
and dynamic translation model. For him, translation equivalency is a semiotic
category, consisting of syntactic, semantic, and pragmatic components
(Neubert 1967, in Bassnett 1991: 25, 27). One of the most prominent authors
with an interest in the problem of equivalency was Eugen Nida who, in his
book Towards a Science of Translating (1964), claims that since no absolute
correspondence between two languages is possible, no translation can be
exact in each detail, so a translator can only aim at reaching closest possible
equivalent (Nida 1964: 159). He speaks of two types of equivalency, namely
formal and dynamic equivalency. Formal equivalence translation is “source-
oriented; that is, it is designed to reveal much as possible of the form and
content of the original message” (Nida 1964: 165), while dynamic translation
is oriented towards the receptors and has as its aim finding the closest natural
equivalent to the source-language message (Nida 1964: 166). In other words,
dynamic translation is directed “primarily toward equivalence of response,
rather than equivalence of form” (ibid.). Munday writes that equivalence can
be described in terms of:

(a) whether it relates to words, phrases, clauses, sentences or entire texts, (b)
the types of meaning lexical items can assume (denotative, connotative), (c)
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the communicative effect produced by equivalence (dynamic equivalence), (d)
the similarity of linguistic features (formal equivalence) and (e) the situation,
i.e. purpose, function, audience, and so on, of a translation (functional
equivalence) (Munday 2009: 186).

This short survey of some of the prominent authors in the field of translation
studies is by no means exhaustive but, hopefully, it still offers some insights into
the complexity of translation theories regarding the concept of equivalence.

2. Non-equivalence at the word-level.

Even though deeper analysis involving phonetic, phonological, lexical,
orthographic, morphosyntactic, and semantic levels of lexical items would
demand a different approach than one given in the following subchapters,
still I hope to at least scratch the surface of the subject which in Croatia has
not been treated before. Hindi words given below as examples appear without
a context and are meant only as an illustration of some of the possible types
of non-equivalency. The meaning of given Hindi is reliant on Oxford Hindi
English Dictionary (McGregor 1993). When listing types of non-equivalence,
I follow Baker (1992) and Pavlovi¢ (2015).

2.1. Culture-specific words.

When dealing with a text in a language that belongs to a significantly different
culture, a translator must expect that, sooner or later, he or she will come across
a culturally specific word. In other words, a translator will have to deal with
concepts unknown or incomprehensible in the culture of the target language.
E. A. Nida wrote that “differences between cultures may cause more severe
complications for the translator than do differences in language structure”
(Nida 1964: 130). Culture-specific concepts can be enumerated under different
categories. For example, Newman, following and adapting Nida, lists five
typical: 1. ecology (flora, fauna, winds, plains, hills, etc.), 2. material culture
(food, clothes, houses, transport), 3. social culture (work and leisure), 4.
organizations, customs, activities, procedures, concepts, and 5. gestures and
habits (Newman 1998: 95). Other categories, of course, could be proposed.
When it comes to translating from Hindi language, a representative of India
and its notoriously known and extremely rich cultural diversity, a translator
is likely to experience, to borrow Nida’s words, severe complications. Hindi
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language, understandably, abounds in culture-specific words such as, for
example, dharma. It is a complex concept woven out from the centuries-long
history of philosophical and religious thought and it is present in many aspects
of Hindu society. It is quite obvious that translation of such a concept demands
on the part of a translator a solid knowledge and familiarity with the culture
to which it belongs, as well as careful consideration of the context in which
the word is met. Complex, intangible or abstract concepts are usually more
difficult to translate especially if they are unknown in the culture of the TL but
abstract concepts such are dharma, sruti/smrti, samskar, bhakti, lila, darsan,
rasa, moksa, jhiitha, etc. are not the only ones causing difficulties. More solid
and visually available cultural items such are, for example, different types of
clothes (dhoti, salvar, curidar, ackan, etc.), food (roti, paratha, nan, kacaurt,
laddii), jewelry (jharijhan, sarpec, kara, candrahar, hathphiil, pazeb), musical
instruments (tabla, dhol, dholak, sambal, mydang, pakhavaj, damrii), marks
indicating one’s status or membership of a specific group or religion (¢ilaka,
tika, bindft, sindiir) or rituals (pitja, candrayan, upanayana or janeii, ardti) can
also be problematic for the translator who, depending on the type of the source
text, the purpose of translation, expected knowledge of the target audience,
etc., will have to decide which translation technique to adopt.

2.2. TL lacks a lexeme denoting SL concept.

While the culturally specific concept refers to a concept that is not known or
understandable in the TL culture, some concepts are easily understandable to
the TL audience but are not lexicalized. Few random examples will suffice.

Saheli — a woman’s female friend. The Croatian language distinguishes
between a male friend (prijatelj) and a female friend (prijateljica) but it
makes no distinction between a female friend of a man and a female friend of
a woman.

Pota/poti, nati/natin — son’s son/daughter, daughter’s son/daughter. The
Croatian language makes a distinction between unuk (Engl. grandson) and
unuka (granddaughter) but it has no means to distinguish between son’s and
daughter’s child.

Silvar — the cost of, or price paid for sewing. While there are Croatian direct
equivalents for Hindi silna (to be sewn), silai (sewing), sina (to sew), still
there is no lexeme corresponding to Hindi si/vai even though commonly used
Croatian suffix -arina forms a derivative in the meaning of ‘cost of/price paid
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for’. For example, the meaning of mostarina, from Croatian most (bridge)
and the suffix -arina, is the price paid for crossing the bridge; cestarina, from
Croatian cesta (road), is the price of using the road, and postarina, from posta
(post), is a price paid for postal services. Nevertheless, as earlier said, Croatian
language does not provide a direct equivalent of Hindi silvai.’

Virahi/virahini — adj. separated (as from a loved one); love-sick, lonely,
a lover suffering pangs of separation. While the feeling behind Hindi virah,
namely the ‘anguish of separation’ from the loved one is experienced by many
people and can be most probably understood even by those who have never
suffered from it still, there is no lexeme in Croatian language describing the
person in a specific state described and well known in Indian poetics.

Anijali — the pressing of the hands so the palms are touching with fingers
close to the chest and pointing upwards. Even though people easily recognize
and commonly use this posture of the palms, still the Croatian language lacks
a specific word describing it.

2.3. The SL word is semantically complex.

There is always a possibility that a translator will come across a word which
expresses a complex concept. Baker states that “[IJanguages automatically
develop very concise forms for referring to complex concepts if the concepts
become important enough to be talked about often (Baker 1992: 22). Given
below are some examples of semantically complex Hindi words that have no
direct equivalent neither in English nor in the Croatian language. All of them
could also be enumerated under the category of culture-specific words.

Ballai — a village workman who cuts wood and maintains the village
boundaries. Croatian word drvosjeca (Engl. woodcutter) only partly
corresponds to Hindi ballat since it does not imply that the person belongs to
the village or that he maintains the village boundaries.

Siitak — a state of ritual impurity existing after birth, or in a household after
the death of one of its members. The Croatian language possesses the word
referring to the period after birth in a household (babinje), and the period after
death in a household could be translated as razdoblje Zalovanja (Engl. the
period of mourning). Still, the proposed translations lack the most important
element of ritual impurity. Speaking of sitak, one also finds the word sutika

3 The same goes for Hindi dhulai (the sum paid for washing) and tulvar (price paid for
having something weighed).
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—a woman who has recently given birth. The Croatian language has a word
denoting a woman who gave birth for the first time (prvorotkinja), and who
delivered a child multiple times (viserotkinja) but lacks a word which refers
to a woman who recently gave birth. Same as in the case of siztak, the element
of ritual impurity is absent in both words.

Candrayan — religious observation or penance in which the amount of food
taken daily is reduced gradually to zero and then increased, in step with the
waning and waxing moon. Croatian word post (Engl. fasting) does not imply
any connection whatsoever with the lunar phases nor with penance.

Pind — cake or ball of meal, flour or rice offered to spirits of ancestors;
oblation to ancestors offered by nearest surviving relatives. In Croatia, the
same as in most Western world countries, there is a custom of bringing flowers
and candles to the grave of deceased ones but there is no single word referring
to those offerings or one which implies that the offerings are made by the
deceased’s relatives.

Punyar — a virtuous act of which the reward is to be received in a future
rebirth. The first problem arising when dealing with punyat is the fact that the
concept of multiple past and future rebirths is not part of the general Croatian
culture. While Christianity allows that there is some kind of a single afterlife
(in heaven, purgatory, or hell), still the Christian view of the afterlife does
not correspond to the Hindu one. The second problem lies in the fact that
the Croatian language lacks a single word for a deed that leads to a “good”
afterlife, even though there is a word grijeh (sin), which implies the deed
leading to the afterlife in purgatory or hell.

Sanjhi — designs traced out by women and girls on the floors of temples
and houses (esp. in the dark half of the moon Aévin) with colored powder,
grain, flowers, and leaves. The act of the intentional or purposeful making of
designs on floors, especially with powders or grains, is not a part of Croatian
culture. Understandably, the Croatian language does not have an equivalent
lexical item.

2.4. Different distinctions in meaning.

Some words belonging to SL can have the same propositional but distinctive
expressive meaning. To illustrate it, I propose the verses met in Bollywood
blockbuster Devdas:*

4 https://www.imdb.com/title/tt0238936/ (May, 2020).
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pvar atma ki parchhai hai ishq isvar ki ibadat aur mohabbat zindagi ka
maksad.

Pyar (love, affection), isq (love, passion), and muhabbat (love, aftection) all
have as their primary meaning ‘love’. Along these, there is also prem (love,
affection, kindliness). Croatian language has /jubav (love), but other nouns
that can be taken into account are dragost (kindliness), strast (passion),
privrezenost (attachment, devotion), and zaljubljenost (infatuation, the state
of being in love). To translate faithfully the above-given verses in Croatian,
one should provide three different words that match those in Hindi source
text. Ljubav (love) is the closest equivalent for all three Hindi words, strast
(passion) does not necessarily imply the feeling of love, dragost (kindliness)
is quite a “weak” word that does no justice to neither of Hindi words,
privrezenost (attachment, devotion) could be also based on the feeling of
respect, friendship, duty or dependence, while zaljubljenost (infatuation,
the state of being in love) can sometimes have even depreciative meaning.
Hindi words in the given example, however, mean /love, graded according to
the capacity, profoundness, nobleness, or purity of one’s heart or intention.
Furthermore, pyar and prem can mean simply love, a feeling that can be
addressed to family members as well as to a lover, while isq and muhabbat
are never used to express the feeling of love towards family members and are
impregnated with a sense of burning passion.

Hindi words jal and pani also illustrate the difficulty appearing when
dealing with the words which have the same propositional but different
presupposed meaning. The translation of both words in English and Croatian
is water (Croatian voda) but there is a slight difference between Hindi words
which is not conveyed by their translation either into English or Croatian. For
example, a Hindi speaker will never ask for a glass of water using a word jal,
nor he or she will refer to the water of Ganges as Garnga pant.

2.5. Differences in form

During translation, difficulties may arise from the lack of suitable forms in TL.
As an illustration, I propose two sets of Hindi examples. 1. kachud and kachui
(male and female tortoise), and 2. mali (gardener) and malin (gardener’s wife)
/ lohar (blacksmith) and loharin (blacksmith’s wife).
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When it comes to deriving feminine nouns from masculine nouns denoting
animals, Croatian language possesses few morpheme suffixes productive in
motal word-formation. These are -ic-, -k-, -ac- and -ic-. For example:

lav (Engl. lion)/lavica (Engl. lioness); tigar (Engl. tiger)/tigrica (Engl.
tigress); fazan (pheasant)/fazanka (phasianid); vrabac (sparrow)/vrabica

ON

On the other hand, certain nouns denoting animals have feminine grammatical
gender and do not have their motal masculine pair. Among them is kornjaca
(tortoise) which means that while translating Hindi masculine kachua, a
Croatian translator will either have to use a grammatically feminine gender or
translate it with muzZjak kornjace (the male tortoise).

When it comes to the derivation of feminine nouns that refer to a woman’s
marital status, the Croatian language posses the suffix -ica. For example
kapetanica (wife of a captain) from Croatian kapetan (captain); majstorica
(wife of a craftsman) from Croatian majstor (craftsman), and generalica (wife
of a general) from general (general). The first problem lies in the fact that
the meaning of those derived feminine nouns (wife of) was common in the
times when women did not participate in public services and were named
according to their husband’s profession.® In modern times, however, the first
association upon reading or hearing kapetanica, majstorica, or generalica
is quite unlikely to be ‘the wife of’. Rather, the given feminine nouns will
be understood to mean ‘a woman-captain’, ‘a woman-general’ and ‘woman-
craftsman’. That can be further illustrated by the example of Hindi mali
(gardener). The Croatian language distinguishes between vrtlar (gardener)
and vrtlarica (female gardener) but the female counterpart of masculine vrtlar
is never understood in the meaning of ‘wife of a gardener’ but of a ‘female
gardener’. The second problem is the inability and/or uncertainty on how
to form a feminine noun.” Hindi lohar (blacksmith) has its direct Croatian
equivalent in kovac but the Croatian language does not provide a way for
derivation of a feminine noun.

2.6. Differences in frequency of using specific forms.

5 Bari¢ et al 2005: 316.
6 See Piskovi¢ 2011: 111.
7 See Bari¢ 1987: 14.
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The conjunctive participle in -kar is frequently used in Hindi to link two
subsequent actions performed by the same subject. It corresponds to Croatian
past verbal adverb, formed by adding the ending -vsi/-avsi to the infinitive
stem of a perfective verb (otiSavsi ‘having gone’ from ofici ‘to go’; vidjevsi
‘having seen’ from vidjeti ‘to see’). While it is possible to translate every
Hindi participle in -kar with Croatian past verbal adverb, still the frequency of
Hindi participle both in formal and informal, oral and written communication
does not correspond to the frequency of Croatian past verbal adverb. This
type of Croatian adverb is more common in literary texts, in a certain degree
it is stylistically marked, and is not met in everyday speech and less formal
communication. Even if one was to translate a Hindi short story or a novel,
insistence on direct translation of each Hindi participle in -kar with Croatian
past verbal adverb ending in -vsi/-avsi would likely result in unnaturalness of
the language.

2.7. The use of loan words in SLL

Hindi language, especially the language of every day and technology-mediated
communication, is saturated with English words. Free code-switching
between Hindi and English is usually covered by the term Hinglish.® Leaving
aside the reasons for overwhelming usage of English words not only among
Hindi speakers but among speakers of the great number of other languages,
it is worth mentioning that English words are used not only in the place of
missing Hindi lexemes or for referring to modern concepts, but also in the
place of perfectly common Hindi words. Some titles of Bollywood films can
serve as an illustration:

Pyar impossible,’ Hello zindagi,"° Prem ka game," Break ke bad," Ist life
mé,'3 Sadr ke side effects,* Life mé twist hai'.

All the English words present in the above-given movie titles have their
common Hindi counterparts. Still, the deliberate choice of using English

8 Other variants include Hindish, Hindlish, and Henglish. See Lambert 2018: 25.
9 https://www.imdb.com/title/tt1351224/ (May,2020).

10 https://www.imdb.com/title/tt1625331/ (May, 2020).

11 https://www.imdb.com/title/tt1610418/ (May, 2020).

12 https://www.imdb.com/title/tt1578261/ (May, 2020).

13 https://www.imdb.com/title/tt1781838/ (May, 2020).

14 https://www.imdb.com/title/tt3302962/ (May, 2020).

15 https://www.imdb.com/title/tt10006510/ (May, 2020).
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instead of easily available Hindi words, indicates that the movies mentioned
above have as their plot themes which are not considered traditional, and have
modern, western-orientated, and usually economically higher class setting.
All of the given titles are easily translatable into the Croatian language,
but using Croatian words in the place of English ones will neutralize their
purposeful use. On the other hand, there is plenty of English words that were
borrowed into the Croatian language, especially in recent times. Many of
them went through the process of adjustment and became the part of Croatian
lexical repository. The usage of English words in everyday speech, especially
among younger and media-oriented populations became quite common, but
the Croatian language is highly inflected so the adjustment of English words
to Croatian orthographic and inflection norms will often yield dubious results.

The more literary example is provided by the title of Phani$var Nath
Renu’s (1921-1977) short story Pariclait. Composed of two nouns; paric (five
and a council of five men) and /ait (light), it refers to the German Petromax
lamp or lantern which started to be distributed all over the world around
1916. In Renu’s story, the use of the English word ‘light” implies the prestige
of paiicayat, which owns a modern, western-type lamp. Leaving aside the
problem of translating a culturally specific word denoting council of five
distinguished village men, we are left with the word ‘light’. If translated with
the Croatian words lampa or svjetiljka (lamp, lantern, light), the wordplay and
the allusion to the prestige present in Hindi will be lost.

2.8. The problem of false friends.

The common definition of false friends or faux amis du traducteur describes
them as a pair of words belonging to different languages, having the same
form and etymology but different meanings.'® A great majority of false friends
are internationalism, and the difference in meaning results from the fact that
two languages borrowed the same word from a third language (when it comes
to European languages the word is most commonly borrowed from Greek or
Latin), but the word was borrowed into two languages either with a different
meaning or the different meaning developed over time.

Words pajama (loose cotton trousers) and zulf (lock of hair, locks) were
borrowed into Hindi from the Persian language. However, these words came
into Croatian through the influence of the Turkish language. Croatian pidzama

16 See, for example, Ljubici¢ 2003; Rifelj 1996.
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(pajamas) does not mean loose trousers as in Hindi but, same as in English,
clothes worn for sleeping. Hindi zulf is rendered in Croatian as zuluf or soluf
and does not mean lock of hair but a sideburn worn by men. Hindi cay (tea,
borrowed into Hindi from Persian) is also an example of internationalism.
The Croatian language has caj (tea) and this word is, naturally, suitable for
translating Hindi cay. However, the translation can mislead a Croatian reader
into thinking that people in India drink the same kind of tea as they do in
Croatia. Hindi cay denotes a drink made from a mixture of spices and milk
and it is nothing like the cay people drink in Croatia where it is made by
pouring boiled water over a teabag usually containing herbs.

3. Some of the possible translation-techniques

In their pioneer work Stylistique comparée du francais et de [’anglais (1958),
Vinay and Darbelent listed and described seven basic techniques that can
be employed to overcome translation difficulties: borrowing, calque, literal
translation, transposition, modulation, equivalence, and adaptation. The first
three techniques, only possible when two languages are lexically, structural-
ly, and morphologically comparable, are listed under the category of direct
translation. The last four belong to the category of oblique translation, which
is necessary when the direct, word for word translation is not possible. The
authors further proposed other, complementing techniques: compensation,
concentration/dissolution, amplification/economy, reinforcement/condensa-
tion, explication/implication, generalization/particularization, and inversion.
Even though Vinay and Darbelent’s work was highly influential, it caused
certain confusion regarding the definition and distinction between technique,
method, and strategy. According to Molina and Albir “translation method re-
fers to the way a particular translation process is carried out in terms of the
translator’s objective, i.e., a global option that affects the whole text”, while
the strategies are “the procedures (conscious or unconscious, verbal or non-
verbal) used by the translator to solve problems that emerge when carrying
out the translation process with a particular objective in mind” (Molina and
Albir 2002: 507-508). Strategies affect the choice of techniques which are un-
derstood as a ““suitable solution for a translation unit”. In other words, “strate-
gies are part of the process, techniques affect the result” (ibid.). The following
subchapters are mostly based on Baker’s proposals who listed several ways
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of dealing with non-equivalence at the word-level (Baker 1992: 26-42). It
is worth mentioning that she does not discuss the confusion in terminology
and uses the term strategy to refer to different types of translation solutions.
Since examples given below refer to the result of translation, in this paper the
term technique is used. Also, it is important to stress that chosen Hindi words
appear in isolation so the chapter on translation techniques is only meant as
the illustration of some of the possible ways of dealing with words that have
no direct equivalent in the Croatian language. The context and the type of
source text, as well as the expected profile of the target audience and purpose
of translation, affect the choice of translation technique. In other words, what
can be an appropriate translation technique in one case, does not have to be
appropriate in another. For the same reason, no attempt was made to relate a
specific difficulty or type of non-equivalence to the specific technique. The
problem of translating culture-specific lexical units is complex and deserves
special attention. Since it has not been treated separately in this paper, I re-
fer the readers to several authors such are, among others, Nida (1964), Ivir
(1987), Rubel and Rosman (2003), and Kramsch and Zhu (2020).

3.1. Translation by a more general word (superordinate).

Baker writes that translation by a more general word is one of the most
common strategies for dealing with diverse types of non-equivalency. Given
below are some examples of replacing Hindi words carrying distinctions in
meaning by a more general Croatian word.

tabla, dhol, dholak, sambal, mrdang, pakhavaj, damrii — bubanj (Engl.
drum)

potalpott, nati/natin — unuk/unuka (grandson/granddaughter)

jal, pani — voda (water)

pvar, isq, muhabbat, prem — ljubav (love)

ciri, kangan, hathphiil — narukvica (braclet)

sahelt — prijateljica (female friend)

3.2. Translation by a more neutral/less expressive word.

sitak — Zalovanje, oplakivanje, babinje (mourning, grieving, childbed)
candrayan — post (fast, fasting)
pind — prinos (oblation)
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bhakti — predanost (bogu) (devotion (to god))
punyai — zasluga, dobro djelo (merit, good deed)

3.3. Translation by paraphrase using a related word.

loharin — kovaceva supruga (wife of a blacksmith)

pativrata — zena Ciji je zavjet odanost i vjernost suprugu (wife whose vow
is loyalty and faithfulness to her husband)

Jjivanmukti — oslobodenje od nuznosti ponovnoga rodenja (the release
from the necessity of future birth)

3.4. Translation by paraphrase using unrelated words.

salvar — Siroke, pamucne hlace (loose, cotton trousers)
ackan — dugi sako na kopcanje (long, buttoned jacket)
roti — tanka, beskvasna pogacica (thin, unleavened round cake)

3.5. Borrowing (using an SL word without explanation).

Some words can become known to the TL audience through, for example,
mass media or the presence of SL speakers and their culture in TL countries.
Below is a list of some Hindi words that can be left untranslated. Among them
are bazar and zulm which were borrowed into Hindi from Persian and Arabic
respectively, but these were adopted into the Croatian language through the
influence of the Turkish language. There is also riksa which was adopted into
Hindi from the Japanese language. Some words are adjusted to the Croatian
orthographic norms. "

mantra — mantra (mantra)

yoga — joga (yoga)

riksa — riksa (rickshaw)

zulm — zulum (wrong-doing, wickedness)
guru— guru (guru)

bazar — bazar (bazaar)

jangal — dzungla (jungle)

avatar — avatar (avatar)

17 Notice that all HindT words except zulm were also borrowed into English.
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3.6. Using an SL word with an explanation.

An SL word an be used together with an explanation. This is especially
suitable if the word is often used in a source text or if it refers to a culture-
specific lexical unit. In that case, the explanation can be provided when the
SL word is used for the first time in the source text, either in brackets, by the
SL word, or in a note.

Example: ganga tat par mangalvar ki sam kathak ki jadi bikhara."®

Translation: Carolija kathaka, indijskoga klasicnoga plesa, u utorak se
navecer nadvila nad obalom Gangesa.

Back translation: The magic of kathak, Indian traditional dance, on Tuesday
night spread over the bank of Ganges."

3.7. Translation by cultural substitution.

In some cases, a translator will have to find a corresponding cultural
substitute for replacing the SL word. A good example is provided by Hindi
idiom X ko ullii banana (lit. to make someone an owl). If the meaning of an
idiom (‘to make a fool out of someone’) is to be translated into Croatian, one
should replace Hindi u//ii with Croatian magarac (donkey), majmun (monkey)
or budala (fool) since Croatian idioms ‘napraviti <koga> magarcem’ (lit.
to make someone a donkey), ‘napraviti majmuna <od koga>’ (to make a
monkey out of someone), and napraviti <od koga> budalu/napraviti <koga>
budalom (to make someone a fool/to make a fool out of someone) have the
same meaning as Hindi idiom. In Croatia, as well as in the majority of the
western-world the owl is a symbol of wisdom, not ignorance or stupidity so
the Hindi word ullii has to be replaced with the Croatian cultural equivalent.

Another example can be provided by Hindi bir7 (a twist of tobacco rolled in
a tobacco leaf). Even though bir7 resembles more to cigarillo, a type of cigar,
still cigarillo is not a suitable equivalent. The word cigarillo has been adopted
into the Croatian language through Spanish language and cigarillos are easily
available for purchase in Croatia. Still, it is not so common to see someone
smoking a cigarillo. Moreover, cigarillos are usually associated with a higher
social status, some special occasion, and perhaps even with an exhibition of
some sort of extravagance. In contrast, biri is a cheaper, commonly used, and

18 https://www.livehindustan.com/tags/ganges-river/18 (May, 2020).
19 1 have translated the given Croatian translation back into English as literally as
possible, ignoring the norms of the standard English language.
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more traditional substitute for the western type of cigarette and is by no means
associated with high status or extravagance. Thus, it would be more suitable
to replace Hindi bir7 with Croatian cigareta (cigarette).

Hindi apsara (beautiful celestial female spirit of the clouds and waters
in Hindu and Buddhist culture) can also serve as an illustration for this type
of solution. It can be translated into the Croatian language by the words vila
(Engl. fairy), and andeo (Engl. angel). None of those two words directly
correspond to Hindi apsara, but both of them partly capture the connotations
behind it. Croatian vila denotes a mythological being, depicted as a female
of extraordinary beauty, usually inhabiting the forests. Since it is associated
with beauty, it can be a suitable substitute for apsara. Croatian andeo denotes
a winged being inhabiting the heavens and associated with pureness. Even
though it is often met in the Christian context, the beauty and, more importantly,
the heavenly abode of these beings make them a possible solution for apsaras.

3.8. Translation by neologism.

Translation by neologism is a relatively rare technique since neologisms
demand a higher level of translator’s creativity and can turn out to be
incomprehensible or seem unnatural to the target audience (Ivir 1987: 43, in
Pavlovi¢ 2015: 81). In certain cases, neologisms can be accepted and included
in the linguistic repertoire of the target language (Pavlovi¢, ibid.). Neologisms
are often formed by analogy with already existing words. For example, Hindi
silvat (the price paid for sewing) can be translated into Croatian as Sivarina.
The word Sivarina is formed on the analogy with preexisting words such are
mostarina (sum paid for crossing the bridge), cestarina (sum paid for using a
road), and postarina (sum paid for postal services).

3.9. Translation by omission.

Often considered as the least desirable technique, translation by omission can
be valid. Baker writes that omission may sound rather drastic, but in fact, it
does no harm to omit translating a word or expression in some contexts. If
the meaning conveyed by a particular item or expression is not vital enough
to the development of the text to justify distracting the reader with lengthy
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explanations, translators can and often do simply omit translating the word or
expression in question (Baker 1992: 40).%°

For example, Hindi particle j7 when used as an honorific can be translated
into the Croatian language as gospodin (Sir), gospoda (Madam), postovani/
postovana (respected, estemeed, m. f.), etc. Nevertheless, in a certain context,
it can be omitted so that the naturalness of TL is preserved. For example,
“Mere pita ji par nibandh” can be translated into the Croatian language as
Esej na temu “Moj posStovani otac” (Essay titled “My esteemed father”). Yet,
to the general Croatian audience, this translation may seem archaic and overly
formal. So, unless the given Hindi sentence is met in a somewhat archaic
context and the translator wishes to retain the sense of archaicity in his
translation, or he/she wishes to retain the sense of SL culture, the particle ji, in
this particular example, can be left untranslated. The second example is taken
from Yaspal’s story Pahar ki smyti:

Example: kavi log kahte hai ki virah prem ka jivan aur milan ant.*'

Translation: Pjesnici kazu da je razdvojenost Zivot ljubavi, a [da je] susret
kraj.

Back translation: Poets say that the separation is the life of love and [that
the] meeting [is] the end.

In the above-given sentence, Hindi noun /og (m. f. pl. people, folk, members
of any particular group) is met. When used in the meaning of ‘members of any
particular group’, it often demands an omission in the Croatian translation.

Conclusion

As mentioned earlier, the process of translation is complex and involves on
the part of a translator not only the mere knowledge of the source and target
language but also the competence in dealing with multilayered difficulties
that may occur as well as awareness of the numerous factors which affect its
final result. This paper was an attempt to isolate and draw attention to some
types of non-equivalency that might occur at the word-level while translating
from Hindi into the Croatian language. Also, several translation techniques
were listed that may prove useful when dealing with certain difficulties. The
listed types of non-equivalency and mentioned translation techniques are

20 See also Dimitriu 2010.
21 Jain and Schomer 1999: 103.
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illustrative and by no means exhaustive. Also, it should be kept in mind that
the same problem will often demand a different approach, depending on a
context, type of the source text, profile of the expected audience, aim of the
translation, etc.
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Khiin for rakt and duniya for samsar.
A Cognitive Approach Based on Word
Embeddings to Sanskrit and Perso-Arabic
Loanwords in Hindi

Summary

Hindi literary texts abound in parallel use of Sanskrit and—partly through
Urdu—Perso-Arabic loanwords of similar meaning. Understanding and
translating such counterparts by the same lexical units can result in the loss
of shades of meaning that may be intended by the author when applying
different registers. In particular, lexemes inherited from different languages
can embody a different linguistic worldview (henceforth referred to as
LWV) which can influence their meanings and/or include a shade of meaning
related to their origin. Recent advances in quantitative linguistics—and in
particular in natural language processing—make it possible to test theories
formulated decades ago by other linguistic schools. Potentially one of the
most interesting is the theory that the language spoken by a user reflects the
worldview of their community (Wierzbicka 1997, Goddard & Wierzbicka
2014, Bartminski 2007, Niebrzegowska-Bartminska 2021). Productive as
it is, however, this theory lacks rigorous empirical validation. Nevertheless,
recent methods that foreground latent semantic relations between words
in a corpus, such as word embeddings, could potentially allow this theory
to be verified. Provided that the ‘worldview in the language’ hypothesis
is true, these methods could provide a unique opportunity for scholarly
insight into the content of that LWV. Moreover, they may prove to be an
effective tool for research at the crossroads of ethnolinguistics and cultural
studies, based on precise, objective, and quantifiable data. In this paper
I investigate the possibility of applying the concept of LWV, along with
quantitative corpus based approach and word embeddings, to the study of
the meaning of such words.
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1. The Linguistic Worldview

Generally speaking, the Linguistic Worldview is a mental representation, an
interpretation of reality which is embedded in every language. It does not
have to be conscious, rather it is a deep structure, formed over the centuries
by depositing historical layers—past generations and cultures. Over time,
these layers merge into one whole (Steiner 1975) and transform into a cultural
prism through which we perceive and categorize the world around us (Cassirer
1944). Foreseen by Aristotle as loci communes, the LWV can be considered,
from a sociological point of view, as a kind of collective memory (Halbwachs
1925).

Thus, in such a cognitive approach the meaning of a word is enriched,
unlike in the structuralist approach, with an element of psychology, and takes
into account the concepts and values which are associated with it in a given
culture and language. In other words, how a given community perceives the
element represented by a given lexeme, i.e. the mental state of the speakers
associated with the expressions used. As it is highly culturally dependent, the
mental state will vary depending on the linguistic and cultural community one
belongs to. This means that in cognitive terms, the meaning of a word is far
more complex than it would seem from its strict dictionary definition.

Indeed, as noted by Langacker “meaning is far more complex than grammar,
and far more difficult to study and describe” but also “complete semantic
descriptions cannot realistically be envisaged.” Thus, “any actual description
must limit itself to facets of the total meaning that are either central or
relevant for a specific immediate purpose. If they are principled, linguistically
revealing, and empirically supported, even partial characterizations are
valid and useful”. That means, that “for a given lexical meaning, certain
specifications are so central that they are virtually always activated whenever
the expression is used, while others are activated less consistently, and others
are so peripheral that they are accessed only in special contexts” (Langacker
2008: 11, 39). Consequently, word meanings in the mental lexicon are tightly
linked to the world knowledge contained in the human long term semantic
memory (Quillian 1966).

The above considerations show that words have a more elaborate and
complex meaning and do not only play the role of signs bound to a designated
element. Their meaning is cultural and influenced by all their previous
uses. They have a rich network of connections, allusions, and metaphors
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characteristic of a given LWV. Their meaning is more encyclopedic than
dictionary based, which has been described as an opposition between
the dictionary view of linguistic semantics and encyclopedic semantics
(Wierzbicka 1995). In this approach, a lexical meaning resides in a particular
way of accessing an open-ended body of knowledge pertaining to a certain
type of entity, and this knowledge, as previously noted, will depend on the
cultural context.

For instance, as described by Wierzbicka, words referring to basic core
cultural values such as friendship, freedom, family, homeland or other terms
of the absolute will have different shades of meaning, connotations and
will appear with a different frequency in different languages. It also seems
accepted that vocabulary “occupies a privileged position in ethnolinguistic
research, as it constitutes a classificatory network for the social experience of
people speaking a given language” (Wierzbicka 2013, 137).

All these considerations lead us to the conclusion that, in such an approach,
vocabulary and its meaning can be the key to the ethnosociology and
psychology of culture (Wierzbicka 1997), making ethnolinguistics a science
at the crossroads of multiple fields including corpus and cognitive linguistics,
distributional semantics, and cultural studies. The question then arises: how
can we capture something so volatile, elusive, subconscious, broad and
complex as word meaning and all the stereotypes and world knowledge (i.e.
the LWV) associated with given words?

2. Distributional Semantics

Distributional semantics has a relatively long history, dating back to the
beginning of the 20th century and philosophical work by Ludwig Wittgenstein
and Bertrand Russel, among others. It led to the realization of the importance of
textual contexts to define the meaning of particular words. As Firth famously
said, “You shall know a word by the company it keeps” (Firth 1957)," which
allowed for further elaboration of the distributional hypothesis—namely, that
word meanings are influenced by their usage patterns (Harris 1954, Firth 1957,
Sahlgren 2008). Consequently, “words which are similar in meaning occur

1 Wittgenstein reached a similar conclusion when he wrote: “The meaning of words lies
in their use” and “One cannot guess how a word functions. One has to look at its use,
and learn from that” (Wittgenstein 1953).
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in similar contexts” (Rubenstein & Goodenough 1965); and “words with
similar meanings will occur with similar neighbors if enough text material is
available” (Schiitze & Perdersen 1995).

Thus, individual words do not function in isolation, their meaning is
associated with the meaning of co-occurring words and we can infer, at least
to some extent, the word meanings from their lexical co-occurrence patterns.
This also means that the meaning of a word contains information about the
concept it refers to—its designational meaning—but also about concepts with
which it is likely to combine when used in a text (Quillian 1966, 31).

All of this leads us to the distributional hypothesis, according to which “the
degree of semantic similarity between two words (or other linguistic units)
can be modeled as a function of the degree of overlap among their linguistic
contexts.” (Harris 1954, Miller & Charles 1991, Baroni & Lenci 2010). In other
words, the greater the similarity of words, the greater is the convergence of
their contexts. Furthermore, according to the same hypothesis, it is possible to
show, by means of the neighborhood of given words, the connotative meaning
of particular words. Recently, sophisticated neural-network algorithms, e.g.
Word2 Vec, allow semantic relations to be identified between any set of words.
And this leads us to Word Embeddings.

3. Word Embedding Algorithms.
3.1. Word embeddings—words as vectors.

Generally speaking, a word embedding is a word representation. Usually, it
consists of a single dense vector of floating point values with several hundred
dimensions (the so-called “word vector space®). Each vector is supposed
to represent the meaning of a word and its context in the vector space. It
is calculated by taking into account the words surrounding each word and
therefore, unlike in the “bag-of-words” approach, does not ignore how
neighboring words can influence meaning.

Therefore, instead of a one-to-one mapping between an element in the
vector space and a word, the representation of a word—and also its meaning—
is spread across all the dimensions in the vector space and each dimension
contributes to the definition of many different words. As a result, a word will
be represented in an abstract way as point in a multi-dimensional space that
represents the entire vocabulary in use in a given corpus, with all dimensions
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contributing to its meaning. Furthermore, the dimensions of that space will be
defined by the contexts used to build the distributional model (Harispe et al.
2015, 46)—it will contain a subset of semantic memory reflecting the word’s
meaning.

Most importantly, and this is probably the key point in our study, in
accordance with the distributional hypothesis these context vectors should
represent word meanings in a way that allows us to measure the semantic
similarity between different words. Indeed, words that share many linguistic
contexts are located nearby in the vector space, while words which have very
different contexts are located at a greater distance from each other. In other
words, the geometric proximity between vectors increases when the semantic
context of the corresponding words becomes more similar; words that are
closer in the vector space are expected to be similar in meaning or at least
semantically related. This means that words that share similar contexts will
have similar embeddings, that is, their vectors also will be similar to a certain
extent (Goldberg & Levy 2014).

This means that, based only on the lexical context, word embedding
algorithms are able to capture semantic similarity between words, allowing
us to determine what relationships may exist between words as well as how
the concepts they represent are perceived and linked to other ideas by a given
community (Kozlowski et al. 2019). Moreover, research has shown that these
“inter-words distances in word embeddings correlate with human ratings of
semantic similarity. [..] These results demonstrate that, by simply tracking co-
occurrence statistics, a machine with no a priori concepts can obtain a lexicon
that contains certain kinds of semantic memory” (Grand et al. 2022).

This is crucial, because it means that this vector space to some extent reflects
our knowledge of the world and how it is organized in the human mind. Since
the input stream to our vectors is a large collection of texts with local word
associations a human might learn through ambient exposure to the language,
we can assume that this vector space contains—at least contains traces of—
subtle and complex cultural associations and the knowledge entrenched in
these texts (Kozlowski et al. 2019). So—starting from the assumption that our
linguistic corpus represents a certain state of knowledge of its authors, who
are embedded in a given culture and its realities—our vector space is coherent
not only from the point of view of semantics, but also our knowledge of the
world. In a sense, it seems to represent a simplified picture of our LWV.
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The question that then arises is how to measure distances between words
in order to evaluate their semantic relatedness. As words are represented as
points in a multi-dimensional space, we will consider their corresponding
vector and, therefore, compare them through vector similarity measures. In
our case we will use the cosine similarity which is based on the cosine of the
angle between the vectors. Thus, the similarity is inversely proportional to the
angle; the more similar are the words, the smaller is the angle between them
(Harispe et al. 2015, 46).

3.2. Corpus Linguistics and individual worldview.

The methodology of corpus linguistics has already been used to trace an
individual’s worldview. Among other findings, psycholinguists observed that
different personalities are reflected through the usage of pronouns (Pennebaker
2011). Other research shows that minute differences in the distribution of the
most frequent words might betray some differences between male and female
authors (Katz et al. 2017, Rybicki 2015, Weidman & O’Sullivan 2017).
Importantly, the difference between male and female language has also been
traced by using distributional semantics methods (Schmidt 2015; Caliskan
2022), giving us priceless hints as to its advantages and limits.

Some research shows that word embeddings are not objective, but can
inherit, encode, and reproduce well-known social biases like racist, sexist,
classist, community or ageist worldviews; this provides us with further
evidence that language stereotypes and associations can be successfully
extracted from texts (Swinger et al. 2019). This means that in order to extract
correct language stereotypes, we need to operate on meticulously prepared data
and use a balanced corpus of texts—or conversely, extract the characteristic
features of certain authors from collections of their texts. Nevertheless, this
also confirms that word embeddings can extract traces of the subjective reality
embedded in linguistic corpora.

3.3. Corpus Linguistics and Linguistics Worldview.

Language holds a central position in the study of culture. Texts contain a
vast amount of information about words and their usages and therefore, as
previously mentioned, a part of our knowledge of the world. Since a linguistic
corpus is a large collection of text and/or spoken utterances (i.e. linguistic
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utterances), it can be assumed to represent—to some extent—the language
and its use patterns; but more than that, a part of the LWV embedded in the
language (i.e. collective knowledge, stereotypes, etc.).

Furthermore, by examining a sufficiently large corpus of texts and
combining semantics with geometry, word embeddings allow us to capture
the relationships between words, and through that to extract the LWV, certain
entrenched cultural associations, beliefs and stereotypes (or at least a trace
of them) of given words, by means of relationships that occur between their
contexts, in a surprisingly expressive way. These realities are sometimes
unknown or unnoticed even by native speakers. From a diachronic point of
view they can also be of help to capture possible semantic drifts (Hamilton et
al. 2016).

Word embeddings can, therefore, be helpful in partially reconstructing, or
more precisely perceiving, the trace of the LWV contained in the examined
body of texts, of course provided that the “worldview in the language”
hypothesis is true.

3.4. Word2Vec.

Although the idea of word representations is not new, with one of its earliest
uses going back to 1986 (Rumelhart et al. 1986), a breakthrough in the field
occurred a decade ago.

In 2013 Mikolov et al. introduced the Skip-gram model, an efficient
method for learning high-quality vector representations of words from large
unstructured text data, designed to improve search engine performance. The
goal of the Skip-gram model was to find word representations useful for
predicting the surrounding words in a sentence or a document (Mikolov et
al. 2013a). The same researchers introduced the Word2Vec algorithm as an
extension of the original Skip-gram model, improving both the quality of the
vectors and the training speed. Significant speedup and more regular word
representation was obtained by subsampling frequent words, which appeared
to be an alternative to the hierarchical softmax, called ,negative sampling’
(Mikolov et al. 2013b).
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4. Peculiarity of Hindi language.

A distinctive feature of the Hindi language is that its vocabulary is drawn,
among other sources, from the Sanskrit tradition and from Perso-Arabic
one. However, the Perso-Arabic words did not always replace the words of
Sanskrit origin. Sometimes, words of both origins function in parallel. Thus,
from a dictionary point of view, they are synonyms, but despite their semantic
proximity they can be carriers of different cultural stereotypes and exhibit
different cultural association, connotational meaning, stylistic distribution,
frequency occurrence (Urdang 1978), and also a different semantic prosody
(Louw 2000). As a consequence, despite the fact that their referential meaning
is the same, they are not functionally identical, and occupy a slightly different
semantic field with a different range of application.

Language users are often not aware of the origin of the words they use.
However, due to their structure, which can often be quite different from native
or well assimilated words, some “foreign” words require greater perceptual
and cognitive effort than words that sound more familiar. Thus, less common
words may be perceived as less established, and therefore evoke different
associations and connotations. However, through a process of gradual fixation,
even complex structures can be thoroughly mastered, to the point that using
them requires little conscious monitoring (Langacker 2008: 16).

For this reason, in the case of literary works, where the vocabulary is
meticulously selected, careful examination of these words seems justified.
Furthermore, for some authors the Urdu language and the richness of Persian
vocabulary were relevant in forging a style of their own in Hindi. Translating
their works without taking this important aspect of their work into account
would lead to distortion and impoverishment of the translation.

Christine Everaert points out such conscious use of both registers in
“Tracing the Boundaries between Hindi and Urdu”, where she emphasizes
that authors can consciously borrow words from both cultural contexts and
use these borrowings to individualise their personal characters or create a
certain atmosphere, sometimes using so little popular vocabulary that they
themselves add a more familiar equivalent.? Using Urdu vocabulary can also
be a way to provide additional information without directly mentioning it.

2 “There is one more reflection on conscious language usage: Hindi and Urdu authors
can also borrow from the cultural heritages and use these cultural borrowings to
typecast characters in the stories and conjure up certain atmospheres. For translators,
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For example, it can be used to imply the context or origin of some personal
characters.’

5. Analysis with Word2 Vec.

For the purpose of this short demonstration I used the Hindi Monolingual
Corpus provided by the Indian Institute of Technology Bombay made of
roughly 44 million Hindi sentences (Kunchukuttan et al. 2018). However, two
aspects are worth noting about the use of linguistic corpora with Word2Vec.

First of all, a lemmatized corpus would give better results. This is
especially the case with highly inflectional languages, or for languages with
large vocabulary and many rare words. Secondly, it should contain no spelling
errors. Such errors are quite common in Hindi especially because of the
misspellings of the length of vowels. Words which appear in the corpus under
different inflected forms or with spelling variations are interpreted as different
lexemes. As a result, distinct vectors are assigned to each version of a given
word, even the misspelled ones, which can greatly influence the final result.
Even simple lemmatization would not suffice, as it would not be able to unify
spelling variants.

The Hindi Monolingual Corpus is not lemmatized, and so in order to get
more accurate results the different inflected forms and spelling variants of
the analyzed words have been reduced to standard lexical forms. The words
analized here are limited to the pairs of synonyms for WORLD (samsar/
duniya) and BLOOD (rakt/khiin), which were chosen as words referring to
basic and universal core cultural values.

the use of concepts linked to the cultural heritages poses the problem of cultural
transposition” (Everaert 2010: 218).

3 “On a lexical level, the ‘line of divide’ between the two languages is not simply to be
drawn on etymological grounds. Some Perso-Arabic words are used more frequently
in Urdu than in Hindi; some are more connected with the Muslim background of the
author or character in the story. The same is true for Sanskritic words in relation to
Hindi and Hindu writers. Most of the words are however part of a continuum of words
that are used both in Hindi and in Urdu, and are also a tool for typecasting, used to
portray characters and setting.” (Everaert 2010: 218).
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6. The world: samsar and duniya:

According to the lexical meaning, the pair of synonyms samsar (Sanskrit
origin) and duniya (Arabic origin) has roughly the same dictionary meaning:
‘world’.* Some of the most similar words to them are presented below, with
semantic similarity coefficients:’

samsar

brahmand universe 0.6884
systi creation 0.6831
bhimamdal globe 0.6435
duniya world 0.6170
Jivan life, existence 0.6170
manusya human being 0.6134
bharatvars India 0.6097

J soul 0.57

duniya
samsar world 0.6170
world,
kaynat existing 0.6051
things, capital

des country 0.5703
visva world 0.5611
zindagi life 0.5547
mulk country 0.5153
yirop Europe 0.4676
kaum community 0.4787
zamand time 0.4512

In the examples above we can see that the word samsar tends to be
semantically related to other words of Sanskrit origin and with quite a high,
even transcendental register i.e. the whole Universe, the Creation, the human
being or the soul; meanwhile the word duniya is barely associated with other
words of Perso-Arabic origin and tends to be very realistic and less elevated.
It should also be noted that the meaning of samsar is much wider and strongly

4 The Urdii-hindi sabdkos presents them as synonyms and states that duniya is of Arabic
origin (Sacchidaanand 2017: 191).

5 A similarity coefficient of 1 means that the words are semantically identical, while 0
signifies semantic opposites.
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connected to the Hindu philosophical and religious context. Therefore, the
appearance of synonyms from Sanskrit around this word does not come as
surprise. Likewise, duniyd has also a wider set of meanings and implies a

different context.

7. Blood: rakt and &hﬁn:

According to the Urdu-Hindi dictionaries, both rakt and khiin are synonyms

for “blood”.®
Some of the most similar words to them are presented below:

rakt
rudhir blood 0.8203
miitr urine 0.7289
yukrit liver 0.7005
slesma phlegm, 0.6931

mucus
glikoz glucose 0.6849
himoglobin | hemoglobin 0.6802
dhamant artery, vein 0.6785
khiin blood 0.6738

khiin
laha blood 0.8047
lohii blood 0.6175
gost meat, flesh 0.5770
amsii tear 0.5730
mavad pus 0.5718
Jism body 0.5699
pasind sweat 0.5666
rakt blood 0.5620

On the basis of these results, we can see that the Sanskrit rakt tends to be used
in a more medical context and may be associated with words with religious

connotations.

6 The Urdi-Hindi shabdkosh presents them as synonyms and states that khiin is of

Persian origin (Sacchidaanand 2017: 100).
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On the other hand, the lexeme khiin tends to be used with other words of
Perso-Arabic origin and in a more realistic and down-to-earth way (meat,
sweat). However, the system detected that raks and khiin are semantically
related, but did not assign a high coefficient to this relationship.

Thus, we can see that a word of given origin tends to be used with other
ones of the same provenience. Furthermore, in the context of these two pairs
of words, the Sanskrit word is used in a higher, that is allegorical, metaphorical
register with sometimes a religious connotation, whilst the Urdu one tends to
be more realistic and sometimes maybe with a more negative connotation.
However, a lemmatized corpus and further analysis of most similar words
(not limited to the top 10) would give more accurate results.

8. Conclusions.

These preliminary results seem to confirm that large text collections contain
traces of the cultural associations, language stereotypes, linguistic worldview,
and interpretations of reality which are—even unconsciously—embedded in
the language we use. Although conceived for a different purpose, and despite
many flaws, word embeddings prove surprisingly effective for extracting
these stereotypes and LWV. The few examples above, along with previous
work, provide us with concrete examples of such use.

Thus, modern word embeddings methods offer us a unique opportunity
for scholarly insight into the content of collective world knowledges by
examining huge text corpora without being limited by the pace of human
reading. Moreover, such results can be statistically authoritative, precise
and objective, as they are based on extensive amounts of data from diverse
sources, without relying upon the analyst’s skills and intuition. At the same
time, they verify via an empirical approach the ‘worldview in the language’
theory that has been intensively developed during recent decades.

Furthermore, word vectors may prove to be an effective method to detect,
confirm, and better describe the elements that make up the LWV. They may
help to understand how societies see and understand the world around them,
thus becoming an important and powerful tool in the field of ethnolinguistics
and cultural studies. When comparing corpora from different cultural contexts,
they can highlight differences between different social groups. In a contrastive
diachronic approach, when used with corpora from different time periods, they
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may make it possible to trace and highlight how cultural associations change
in a given society. If one is aware of their limitations, they can also prove
useful in the process of learning and “feeling” Hindi and Urdu vocabulary,
and help to gain intuition about the cultural load and complex associations of
common pairs of Sanskrit and Perso-Arabic synonyms. Finally, they can also
be useful when translating texts from Hindi to other languages, by helping the
translator to capture these rich, connotative meanings.

This research was financed in whole by the National Science Centre,
Poland, grant number 2021/43/0/HS2/02392
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The Hindi Gender System

Abstract

One of the hardest parts of language learning is mastering the gender
oppositions. Hindi has two grammatical genders, masculine and feminine,
which are partly semantic, partly phonological and partly arbitrarily
assigned. The Hindi gender system has been researched to some extent, but
only a few assignment rules have been extracted and most Hindi students
still learn gender of nouns by heart. In order to facilitate teaching and
studying this part of language, I extracted as many assignment rules as
possible by using the TLex dictionary software and a wordlist containing
more than 7000 Hindi nouns, taking into account both phonology and

etymology of words at stake.

1. Introduction

Hindi has two grammatical genders, masculine and feminine, which are partly
semantically, partly phonologically and partly arbitrarily assigned (Gnanam
1998: 286). The Sanskrit three gender system — masculine, feminine and
neuter — which persisted through Middle Indo-Aryan, has been later reduced,
so that the majority of New Indo-Aryan languages, just as Hindi, have only
two genders. Other languages have either kept the neuter (e.g. Marathi and
Guyjarati), formed a distinction between animate and inanimate (Singhalese), or
discarded all distinctions of grammatical gender (Bengali, Assamese, Oriya).
Since the early distinction between animate and inanimate in Indo-
European has been weakened and has lost its importance in Sanskrit, there is
a constant morphological opposition of masculine and neuter genders to the
feminine, except in the direct cases (Bloch 1965: 149-150). This has also led
to hesitation between masculine and neuter in many Sanskrit thematic stems,
such as akasah, akasam ‘sky’; pustakah, pustakam ‘book’; and their latter
merging (Bloch 1965: 150; Masica 1991: 221; Oberlies 2005: 12). Although
the neuter has disappeared in the majority of modern languages as a distinct
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grammatical gender, it has left certain traces in distinguishing animate and
inanimate nouns (i.e. an additional instrumental and locative case in the
singular of inanimate nouns in Singhalese; a choice of different postpositions
for animate, personal or inanimate nouns in Kashmiri) (Bloch 1965: 151).

Another phenomenon that has appeared is the alternation of gender of
particular nouns, especially due to long and short -7 and -u stems drawn closer
to each other and the development of word finals in Apabhram$a and New
Indo-Aryan (Bloch 1965: 151; Oberlies 2005: 12). This is why, for instance,
the Sanskrit masculine noun agni ‘fire’ appears as the feminine @g in Marathi,
Gujarati and Hindi, @g’ in Sindhi, jag in Romani and agg in Panjabi and
Lahnda; and the Sanskrit neuter aksi as the feminine nouns @k in Gujarati
and Hindi, akkh in Panjabi and ak%’ in Sindhi (Bloch 1965: 151-152).

The change of gender happens also in loanwords during their appropriation
in a new language, where many of them lose their original gender. Examples
of such loanwords are the Arabic kitab and Sanskrit pustak, both meaning
‘book’. The Sanskrit word pustika ‘book’ and its Prakrit derivative potthia are
feminine, as well as the derived Hindi form pothi. The word kitab is masculine
in Arabic and pustak neuter in Sanskrit, but both have become feminine in
Hindi, analogously to the feminine pothi (Chatterji 1942: 231).

Besides denoting the semantical gender of male and female beings,
another function of gender in New Indo-Aryan is denoting enlargement and
diminution. Augmentatives and diminutives are formed by noun derivation,
forming masculine nouns as augmentatives and feminine as diminutives
(Bloch 1965: 152). Thus the diminutive of the masculine Hindi noun bag
‘large garden’ is bagiya ‘small garden’, which is feminine. The Hindi word
rassi ‘string’ is feminine and has developed from the masculine Sanskrit
noun rasmi. Its augmentative in Hindi is rassa ‘cable’, which is masculine
(Bloch 1965: 152). Many nouns denoting feminine beings are formed through
derivation as well, such as baghini ‘tigress’, from bagh ‘tiger’, or sethani
‘wife of a merchant’, from seth ‘merchant’ (more on this in the following
sections) (Bloch 1965: 152; Masica 1991: 218).

As shown above, the Hindi gender system has been researched to some
extent, but only a few assignment rules have been extracted and most Hindi
students still learn the gender of nouns by heart. Based on the research of
a wordlist containing more than 7000 Hindi nouns, this paper attempts to
show as many gender assignment rules as possible, taking into account both
phonology and etymology of the words in question. This may be helpful to
students in learning the gender of Hindi nouns.
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2. The Ways of Gender Assignment

Generally, there are three ways to determine the grammatical gender —
semantic, morphological and phonological. The semantic way is based on the
meaning of'anoun, i.e. the physical gender of a person or animal being signified
(Audring 2016: 15). An example for that is the word mantri ‘minister’, whose
grammatical gender depends on the gender of the signified person. Hence the
noun mantri can be both masculine and feminine and signifies both male and
female minister. Another example is the word mahila ‘“woman’, which is only
feminine because it signifies only females.

The morphological way of recognizing grammatical gender is based on the
declension system (Audring 2016: 18). For example, kitabé ‘books’ ends in
-¢, the ending for the nominative plural form of feminine nouns, which shows
that kitab ‘book’ is feminine. The gender is generally most apparent in the
nominative plural form.

The phonological way of gender assignment happens by determining the
gender of nouns through their ending syllable (Audring 2016: 18). As the focal
point of this paper this approach will be explained in detail in the following
sections.

However, the morphological way can be used only during reception
(through listening or reading), where there are given forms that can be
grammatically analysed, but not in production (speaking or writing) where
one has to know the gender of nouns in advance. Also, there is a huge
number of nouns whose grammatical gender cannot be determined simply
by their meaning. Many of them signify non-living things and their gender is
arbitrarily or phonologically assigned. Therefore, focusing on phonological
rules, especially in combination with the semantic ones, could be very useful
for gender assignment.

3. Research
3.1. The Corpus Material

This research is based on the ongoing project of making the first Hindi-
Croatian dictionary led by Katarina Katavi¢, Bharat Singh and KreSimir Krnic
using a software called TLex. There is a complete wordlist of 10 000 main
entries with information about the part of speech and origin. More than 7000
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of the entries used for this analysis are nouns. The software has different filter
options enabling the user to extract words of a particular part of speech, origin
and with particular endings, as well as allowing them to see the particular
statistics. However, because the wordlist does not cover the entire lexicon of
Hindi, it gives us just an approximate insight.

3.2. The Results

According to the wordlist, most of the nouns ending in - are masculine. Many
of them, including nominal adjectives, are tadbhava i.e. New Indo-Aryan,
e.g. andha ‘blind, blind man’, used both as an adjective and as a noun. There
are also Arabic and Persian loanwords, for example, amla ‘worker’ or maza
‘pleasure’. Even without knowing Arabic or Persian, some of the loanwords
can be recognized by their phonology. They can contain phones such as fa, za,
kha, ga and qa (written as %, &, &, I and & in devanagarT).

Masculine Sanskrit loanwords, i.e. fatsama, ending in -@ are for example
vakta ‘speaker’ and abhineta ‘actor’. The Sanskrit stems of these nouns are
vakty and abhinety. The ending -t signifies a doer of an action while -#4 is the
ending of its nominative singular form in Sanskrit. Such nouns have a special
Hindi declension which is different from the declension of nouns such as kela
‘banana’ or lar“ka ‘boy’. Their oblique forms are neither vakte* and abhinete*
in singular nor vakto* and abhineto* in plural, but vakta and abhineta in
singular (same as nominative) and vaktao and abhinetdo in plural. This also
applies to nouns with other kinds of stems such as raja ‘king’ (Skt. rajan).
What such nouns have in common is that they are Sanskrit and in Sanskrit
they have a complex declension, with two or three different stems, while their
Hindi stem is simply the Sanskrit nominative singular form. This is the reason
why these Sanskrit nouns are masculine despite ending in -d.

Sanskrit loanwords whose Sanskrit stems end in -@ are feminine in Sanskrit as
well as in Hindi, e.g. agya ‘order’, spardhd ‘competition’ and bhasa ‘language’.
Sanskrit loanwords can be recognized by their phonological structure as well.
They can contain specific Sanskrit phones such as 7, sa or s, or consonant
clusters like j7ia (pronounced as gya in Hindi), ksa, tra, rdha and others.

Many feminine nouns ending in - contain suffixes like the Sanskrit suffix
-ta, which signifies abstract nouns, such as prasannta ‘happiness’ and mitrata
‘friendship’. Also the suffixes -iya and -ika, which signify small things or
female living beings, e.g. bagiya ‘small garden’, cuhiya ‘(female) mouse’,
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gujariya ‘Gujar woman’, natika ‘small drama’, misika ‘(female) mouse’ and
gayika ‘(female) singer’.

Furthermore, all nouns in the list ending in -/ are Sanskritisms, such as pati
‘husband’, ravi ‘the sun’ and sasi ‘the moon’. But most of those nouns, namely
83% of them in the wordlist, are feminine, like bhimi ‘earth’, murti ‘statue’,
sakti ‘power’ and smyti ‘memory’. In this case there are no recognizable rules
for determining their gender, but there is a high probability that a noun ending
in -i is feminine.

Many nouns ending in -7 are nominal adjectives containing the adjective-
forming suffix -7, such as ajnabi ‘unknown; unknown person, stranger’ and
panjabi ‘having to do with Panjab; person from Panjab; the Panjabi language’.
There are also Sanskritisms such as vidyarthi ‘student’ or aparadhi ‘criminal’.
Their Sanskrit stems are vidyarthin and aparadhin, which are masculine, while
vidyarthi and aparadhi are their Sanskrit nominative singular forms (the same
case as already mentioned abhineta and vakta). Nominal adjectives made by
the suffix -7 and nouns originated from masculine Sanskrit stems ending in -in
(in Hindi ending in -7) can be both masculine and feminine, depending on the
semantic rule (see section 2). Therefore, cini denotes both Chinese man and
Chinese woman, and vidyarthi can mean both a male and a female student.

Despite such Sanskritisms being used in Hindi for both genders, their
Sanskrit feminine forms ending in -ini (or -ipi), which in Hindi are of
course only feminine, e.g. vidyarthini ‘female student’ (Skt. vidyarthin + 1),
aparddhint ‘female criminal’ (Skt. aparadhin + 1), grhini ‘housewife’ (Skt.
grhin + 1) are also in equally frequent use.

Some feminine nouns ending in -7 also contain the suffix -ani (or -ani)
signifying a female person, e.g. sethani ‘wife of a merchant’ and ksatrant
‘Kshatriyan woman’. The suffix -#77 signifies a female performer of an action,
e.g. vaktri ‘female speaker’ (masculine vakta), abhinetri ‘actress’ (masculine
abhineta), vidhatri ‘female creator’ (masculine vidhata). There are also
abstract nouns derived from adjectives or other nouns, e.g. mithar ‘sweetness’,
from mitha ‘sweet’, or dusmani ‘hostility’, from dusman ‘enemy’. Most of the
nouns ending in -7 are feminine, as much as 84% of them in the wordlist.

Of the nouns ending in consonants (or silent -a@) 75% are masculine and
most of them are Sanskritisms. Of all nouns ending in consonants (or silent
-a) 41% are masculine Sanskrit loanwords, which in Sanskrit are in most
cases either masculine or neuter, e.g. anutap ‘sorrow’, sanksep ‘summary’,

prabhed ‘distinction’, ddes ‘order, command’.

147



Katarina Katavic¢

Most of the nouns ending in -k are masculine in Hindi. Many of them
contain suffixes such as the suffix -ak (Skt. -aka), forming masculine adjectives
and nouns in Sanskrit, e.g. ghatak ‘deadly; killer’, anuraksak ‘protecting;
protector’, anuvadak ‘translator’. Same as the suffix -ik (Skt. -ika), i.e. sainik
‘military; soldier’, darsanik ‘philosophic(al); philosopher’.

The number of masculine and feminine nouns ending in -¢ is almost the same
but there are no recognizable assignment rules except that nouns containing the
suffixes -hat and -vat are feminine, e.g. cillahat ‘screaming’, khan‘khandahat
‘clinking, jingling’, banavat ‘structure’, rukavat ‘obstruction’. Most of the
nouns ending in -d are masculine Sanskritisms ending in the consonant cluster
-nd, e.g. khand ‘part’, dand ‘punishment’. There are twenty-one nouns in the
list ending in -¢, which is not much, but nineteen of them are masculine.

Most of the nouns ending in -r are masculine. Suffixes which appear in
such words are -dar, as in ristedar ‘cousin’ and dukandar ‘shopkeeper’, and
-kar, which signifies an action or a person who does the action, as in up®kar
‘favor’ and kalakar ‘artist’. The wordlist contains 79 nouns ending in -b. Out
of these, 60 are masculine and out of these 50 are Arabic or Persian loanwords.
That means most of them are masculine and Arabic or Persian.

Every tatsama inthe listending in -d is masculine, e.g. prabhed ‘distinction’,
samsad ‘parliament’, anuvad ‘translation’. 139 nouns are ending in -d. Only
43 of them are feminine, of which 33 are of Arabic or Persian origin, e.g. amad
‘arrival’, yad ‘memory’, immid ‘hope’. Anyway, there are also 36 Arabic and
Persian masculine nouns.

Many words ending in -¢ are Sanskritisms such as adjectives derived from
the Sanskrit past passive participle and masculine nouns, i.e. afit ‘gone; the
past’, samapt ‘finished; the end’. 352 nouns end in -z. 174 are Arabic and Persian
loanwords, of which 151 are feminine. There are only 23 masculine nouns of
Arabic or Persian origin. This means that 87% of Arabic and Persian loanwords
ending in -¢ are feminine, such as adat ‘habit’, muhabbat ‘love’, aurat ‘woman’
and mulaqat ‘visit’. In Arabic grammar -at (3-) and -at (\=-) are feminine endings.

Most of the nouns in the list ending in -§ are masculine. There are 84
nouns, of which 58 are masculine and among them 13 are of Arabic or Persian
origin. Only 28 nouns are feminine and all except one are Arabic or Persian.
The only noun which is feminine but not Arabic or Persian is the Sanskrit
noun apabhrams ‘Apabhramsa language’ which can be both masculine and
feminine in Hindi because of its syntagmatic connection with the feminine
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noun bhasa ‘language’. That means that all non-Arabic and non-Persian
nouns ending in -s are masculine.

80% of nouns ending in -n are masculine, i.e. anuman ‘estimate’, darsan
‘philosophy’, pan ‘betel’. There is a small number of feminine nouns but some
of them end in the suffix -in, i.e. panjabin ‘Panjabi woman’, majdirin ‘female
worker’, baghin ‘tigress’. 93% of nouns ending in -y are masculine, from which
almost all are Sanskritisms, e.g. nyay ‘justice’, karya ‘duty’, gadya ‘prose’.

99% of nouns ending in -v are masculine (124 out of 126). Many of them
contain the suffix -av, like dikhav ‘appearance’ and dabav ‘pressing; pressure’,
and the suffix for abstract nouns -tva, like astitva ‘existence’ and mehettva
‘importance’. The only feminine nouns in the list are n@v ‘boat’ and niv ‘base’.

All nouns ending in -7 except one are masculine. Only kiran ‘beam, ray’,
which is masculine in Sanskrit, is feminine in Hindi, while saran ‘shelter’
can be both masculine and feminine. All nouns ending in -s in the list are
masculine Sanskritisms, e.g. dves ‘hatred’, paks ‘side’, purus ‘man’.

4. Conclusion

The conclusions shown in the previous section are, as already mentioned,
based on a wordlist made for a dictionary. The following table shows some
rules extracted from them.

Masculine

Feminine

Almost all nouns ending in -z and -s

All nouns ending in -@hat or -avat

Almost all non-Arabic and non-Per-
sian nouns ending in -§

Almost all Arabic and Persian nouns
ending in -¢

Nouns ending in -kar and -dar

Most Arabic and Persian nouns ending
in -§

Most nouns ending in -d, -n, -y, -v,
all ending in -av and -tva

Most ending in -i and -7 (especially
abstract nouns)

Most Sanskritisms ending in conso-
nants (or -a), especially -d

Ending in -ika or -iya (diminutives and
females), or -in (females).

Sanskritisms ending in -ak and -ik.

Ending in -ini/-int or -ani/-ani (females)

Sanskritisms ending in -7 (< Skt. -in)

Ending in -tr7 (< Skt. ty +7)

Sanskritisms ending in -#a (< Skt.
-1r)

Sanskritisms ending in -@ (feminine in

Skt.), especially -#a (abstract nouns)
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Most of these rules are not strict and there are almost always counterexamples.
Many of them are referring to loanwords and require knowledge of the word’s
origin, which still does not mean that only students of Sanskrit, Arabic or
Persian can master the Hindi gender system. The origin of some loanwords
can still be recognized by their phonological structure (see section 3). Even
without paying attention to the origin of loanwords, there are still rules and
statistics which students can use while taking into account only Hindi itself.
Any one of the regularities or statistical probabilities can be helpful to students
in learning the gender of Hindi nouns.
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Hindi Cardinal Numerals in a Historical and
Comparative Perspective

Abstract

This paper focuses on the sound changes governing the formation of
cardinals in Modern Standard Hindi. Sound changes belong to the different
MIA languages and their stages of development are distinguished from
developments that took place in the NIA stage where many special sound
changes appear. These changes display many irregularities that affect
only numerals. A close inspection of sound development will reveal that
not only sound laws participate in the formation of Hindi numerals, but
that different types of irregularities appear in many cases. Irregularities
include consonant doubling, loss of nasalisation and analogical
contamination that appear only in numerals. Of these irregularities,
analogical contamination played a crucial role. The unpredictability of
such analogical changes eliminates the possibility to predict the form
of the Hindi cardinals by relying on OIA and MIA material. Only one
thing appears to be quite certain regarding analogical contamination:
it appeared in the NIA period, after the Apabhramsa stage, probably at
some early date of the NIA period.

Introduction

Memorising numerals from one to one hundred is one typical task students
of Hindi are faced with. Cardinal numerals in languages students more
commonly encounter (i.e. classical and modern Indo-European, together with
the reconstructed Proto Indo-European, Hungarian, Finnish, or Basque) have
forms from 1 to 10 etymologically based on unrelated stems. The structure
of numerals from 11 to 19 in most languages is recognisable to some extent,
but they are often quite irregular. However, in most languages, cardinals from
20 to 99 are analytical formations with some regular, recognisable pattern;
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one must only learn the tens and master the rule of compound construction in
order to form them.

The situation is, however, completely different in New Indo-Aryan (=NIA)
languages. As in most other languages, cardinals from one to ten in the NIA
are based on unrelated stems; in the case of numerals from 11 to 19, the
system is recognizable to some extent. However, Hindi (and all the other NIA
except Romani') numerals from 20 to 100 are synthetic formations, developed
through sound changes from the Old Indo-Aryan (=OIA) through the Middle
Indo-Aryan (=MIA) languages and the older NIA dialects in different
successive stages. Therefore, sound changes have completely obscured the
previous OIA analytical formations.

I once heard a colleague claim that it would be easier for students to learn
sound laws and to derive Hindi numerals from the OIA forms than to learn
all of them by heart. This claim was, of course, made more as a figure of
speech referring to both the complicated course of sound changes in the Indo-
Aryan languages on the one hand, and to the great phonetic, phonological,
and morphological variety in Hindi numerals on the other. It is important to
emphasise that the same problem occurs in all NIA languages, while a large
number of doublets and dialectal variations further complicate the situation.

This paper will focus on the sound changes governing the formation of
cardinals in the Modern Standard Hindi (=MSH). The term MSH refers to the
standard (or normative) variety of Hindi language of the press, administration,
school instruction, and modern literature. The cardinal numerals considered in
this paper are those presented by authoritative grammars (Kellogg, Shapiro,
McGregor, Potizka), Turner’s (1966) etymological dictionary, and Berger’s
(1992) and Norman’s (1992) articles. The term Hindi as used here shall refer
to the broader network of dialects and literary languages (including the MSH)
that fall under the Hindi umbrella.

Sound laws that belong to the different MIA languages and stages of
development will be distinguished from developments that took place in the
NIA stage. A close inspection of sound development will reveal that not only
sound laws participate in the formation of Hindi numerals, but that different
types of irregularities appear in many cases. Of these irregularities, analogical

1 Romani numerals were destined to develop in a different fashion than other NIA
numerals; cardinals from ‘one’ to ‘six’, ‘ten’ and ‘hundred’ were derived from OIA,
while the rest of the numerals are formed through new analytical formations or
borrowings.
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contamination played a crucial role. The unpredictability of such analogical
change will, of course, immediately eliminate the possibility of being able to
predict the exact form of the Hindi cardinals by relying on the OIA and MIA
material.

The MIA and MSH cardinals: general remarks

The MIA numeral system represents a phonological development of the OIA
numeral system. However, some forms that developed from the OIA forms are
not attested in the extant OIA material. An example of this is the is MSH terah
‘thirteen’ that developed from the MIA (Pali, AMg., JMah.) terasa, which
does not come from the OIA trayodasa. The origin of the MIA forms may be
either *tredasa (<*trayadasa) (Berger 1992:251) or *trayédasa, according to
Turner (1966:342).

As the MIA sound system’s development is essential to an understanding
of the evolution of the New Indo-Aryan, a detailed outline of sound laws
governing the MIA forms that are still visible in the MSH forms will be
outlined in the following passages.

The OIA vowels and their reflection in the MIA and MSH

The initial e- in all numerals beginning with the OIA eka(-a)- ‘one’ is
retained, or it becomes i- in the MSH. The development of e > i reflects the
MIA shortening of the long OIA vowel e- (>¢-) in front of a geminate cluster.
This € sometimes weakens to > (Pischel 1900:73—74 §84; Bloch 1965:42-42):
ekadasa ‘eleven’ > AMg. éggarasaliggarasa (MSH igarah, gyarah), OIA
ekavimsati ‘twenty-one’ > AMg./JMah. ékkavisam, egavisa (MSH ikkais). In
the MSH variants ekais, ekis (Avadhi ekais), e- is retained, possibly because
it developed from some non-geminated MIA form.

After the loss of anusvara (-m-) in the twenties, thirties, and forties, the
preceding -i- is compensatorily lengthened: OIA frimsat ‘thirty’ > (Pali timsa,
timsati) AMg. tisam, tisa (MSH fis).?

2 OIA mleccha > AMg., JMah., Saur. méccha > AMg. miccha; OIA ksetra > Mah.
chétta, AMg. chitta etc.
3 Misra (1967:158-159) notes that this change is quite rare in early MIA.
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The sequence -aya- is contracted to -e- in numerals that contain traya-
(Pischel 1900:115-116, §153; Misra 1967:118-119): OIA trayastrimsat
‘thirty-three’ > Pali tettimsal/tettimsati; AMg., JMah tettisam; Ap. tettisa
(MSH tetis).

Consonants in free positions in the OIA and their reflection in the
MIA and MSH

Initial consonants in the MIA and NIA numerals remain unchanged. The
only exception to this might be the initial MIA and NIA ch- in numerals
developed from the OIA sat- ‘six’. There are, however, two explanations of
this ch-. According to Pischel (1900:152—153, §211), the initial OIA sibilant is
sometimes aspirated in the MIA into $ha-, sha-, and sha-, all of which become
cha-. The second explanation, advocated by more recent scholars, maintains
that the initial ck- could not have developed from -, but rather from some
underlying, presumably the dialectal OIA form not attested in the extant OIA
material. This dialectal form is thus adopted in many MIA and NIA languages,
including the MSH. According to Turner (1962—-1966: 743), the OIA *ksat-
/*ksvat- must be assumed. This form corresponds to the Avestan xsvas and
the Iranian Sakian ksai. (Cf. Berger 1992:248; Norman 1992:204). Bubenik
(1996: 64-65) begins from the PIE *kswes, which yields OIA *ksas (through
RUKI, *e>a and cluster simplification). Further in the MIA, k- would be
palatalised to c-, and s would weaken into 4, resulting in the Ap. chah. In this
case, this is a change of a consonant cluster, not of a single consonant.

The final -¢ in the thirties, forties, and fifties is dropped in MIA (Pischel
1900:231, § 339): OIA paiicasat ‘fifty’ > Pali pannasa, AMg. pannasa, Ap.
pancasa (MSH pacas)*; OIA trimsat > Pali timsa, IMah. tisam, Ap. tisa (MSH
11s).’>

Consonants in the intervocalic position

Intervocalic unaspirated stops mostly disappear (Cf. Pischel 1900:137, §186;
Tagare 1948:60; 78). OIA caturdasa ‘fourteen’ > Pali cuddasa (with the

4 Ap. -iic- (MSH -c-) might have been restored by the influence of OIA pafica-.
5 OIA tavat > MIA (JMah, AMg., Saur.) tava; OIA abhiit > Amg. abhii; OIA pascat >
MIA (JMah, AMg., Saur.) paccha.
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contraction of -au- > -u- after -t- was lost), AMg. coddasa, cauddasa; Ap.
cauddaha (MSH caudah).® The intervocalic -#- disappears in all numerals
ending with OIA -ati and -iti. In the eighties and nineties in the MSH, the
final vowels are further contracted to -7 and -e: OIA asiti ‘eighty’ > AMg. asii
(MSH assi); OIA navati ‘ninety’ > AMg. naui’, Ap. navai (MSH nabbe)®.

In sound changes that affected numerals in the MIA, an intervocalic
voiceless stop (whether resulting from the assimilation or simplification of
the geminate cluster) could become -y-.° The sound -y- inserted in place of the
intervocalic -c- is apparent in the MSH bayalis ‘forty-two’, which developed
from the OIA dvacatvarimsat. The initial c- is retained in the MSH calis ‘forty’,
but OIA -tv- (Pali -#¢- cattarisa) is already lost in JMah, which preserves both
cayalisam and the contracted calisa (aya > a). In the IMah cayalisam/calisa,
the development of -tv- > -tt- > ¢ (?) > y > @ seems obvious."® Otherwise,
only traces of this MIA -y- remain in the MSH cardinals: OIA safa ‘hundert’
> AMg., JIMah. and Ap. saya; Mah. saa (MSH sau)," as opposed to the Pali
sata.

According to Pischel (1900:171-171 §245), -¢- could become -7- through
intermediate -d-. Pischel lists only numerals to illustrate this change: OIA
saptati ‘seventy’ > AMg. JMah. sattarim (JMah has sayari). This -t- > -r- is
still visible in MSH (satfar and all seventies compounds with -Aattar).

6 Loss of -#- is attested already in the Asokan inscriptions, in the Gandhart and Niya
Prakrits. Norman (1992:207) considers that the loss of intervocalic -z- is earlier in
numerals than elsewhere.

7 With weakening of the glide -v- and loss of intervocalic --.

In other numeral compounds -n(a)ve, -n(a)be.

9 Geiger (1916:55 §36) refers to this inserted -y- (and -v- in non-numerals) as hiatistilger.
For the discussion of these sounds see Pischel (1900:137, §187); Chatterji (1926:338—
339, §170) and Tagare (1948:60).

10 Catvarimsat > cattarisa > cayalisam > calisa.

11 Some NIA languages have an u- diphthong (Sindhi saii, Lahnda s4) that comes
from the MIA neuter ending -am (MIA saam). For the change am > u see Pischel
(1900:238-239, §351). Other NIA languages have an i- diphthong (Kashmiri, Nepali,
Bihari sai. According to Berger (1992:274) i- forms developed from MIA pl. saiim
(AMg. do sayaim ‘two hundreds’), while u- form developed from the singular MIA
form because Avadhi (Lakhimpuri) and Old Gujarati have singular with u-, and pl.
with i- diphthong,

oo
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OIA -d- from OIA dasa ‘ten’ is preserved in the initial position (MSH das),
but intervocalically in compounds it becomes -7-'2: OlA dvadasan ‘twelve’ >
AMg./Ap. barasa (MSH barah).

The voicing of the intervocalic voiceless stop is evident in OIA ekadasa >
AMg./JMah. egarasa (MSH igarah/gyarah).

The intervocalic -d- in OIA sodasa ‘sixteen’ becomes -/- (Pali, AMg.
solasa) as a general rule in the MIA (Pischel 1900:168 §240)." In JMah, -/-
can become -/- (solasa), which appears in the MSH solah.

The intervocalic -v- is retained in most MIA but is lost in Ap. and the MSH
numerals: OIA ekavimsati > AMg. egavisa, Ap. edisa; Avadhi ekais. MSH
ikkais, ikkis, ekis. It is interesting to note that in the MIA no reflexes of the
OIA dnavimsati ‘nineteen’ are recorded in the MIA, instead all MIA forms
trace their origin in the OIA navati. However, the NIA numerals mostly go
back to OIA #inavimsati.'* In the MSH unis ‘nineteen’, the intervocalic -v- is
lost, -a- and -i- are contracted, and -i- is compensatorily lengthened after the
loss of nasalisation.'?

The MIA intervocalic -p- > -v- change (Pischel 1900:143-144, §199)
is also visible in the MSH forms: OIA saptaparicasat ‘fifty-seven’ > AMg.
sattavanna, JIMah. sattavannam (MSH sattavan).'®

The MIA -s- into which all three OIA sibilants are merged is visible in the
MSH: OIA dasa- ‘ten’ > Pali, Amg., JMah. dasa (MSH das); OIA dvyasiti
‘eighy-two’ > Pali dvasiti, AMg. basiim (MSH bayasi).

12 Besides numerals, the -d- > -r- change appears in the MIA adjectival and pronominal
compounds formed with -drs, -drsa, -drks (Pischel 1900:171-172, §245). In the MSH
caudah ‘fourteen’, -d- is preserved because it comes from the geminate -dd-, which
comes from the OIA cluster -7d-. According to Bloch (1970:228-229 §221), an early
dissimilation of the intervocalic -d- against the initial d- of dvadasa and ¢- of trayodasa
should be assumed.

13 OIA garuda > AMg., IMah. garula; OIA guda ‘ball, globe’ > AMg., IMah. gula; OIA
amredita ‘reiterated, repeated’ > AMg. ameliya etc.

14 A number of NIA languages like Assamese (ekunavisati), Marathi, Sinhalese, and
others trace their forms from the MIA ekinavisati (cf. Berger 1992:253).

15 MSH caubris ‘twenty-four’ retained its intervocalic -v- because it is derived from the
cluster -rv- (OIA caturvimsati), which became -vv- in the MIA (JMah. cauvvisa).
MSH chabbis ‘twenty-six’ also retained it because the geminate -bb- is derived from
the OIA cluster -dv- (OIA sadvimsati).

16 OIA kopa ‘anger’ > MIA kova; OIA nrpa ‘king’ > MIA niva; OlA dipa ‘light’ > MIA
diva etc.
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The MSH -4 reflects the further weakening of the sibilant into a glottal
fricative s > s > h (Pischel 1900:182, §263, 1900:183-184, §265, Tagare
1948:77), which is present as of the MIA: OIA astasaptati ‘seventy-eight’ >
Pali atthasattati, AMg. atthahattarim (MSH athahattar) etc. Often, because
final vowels are dropped, -4 remains in the final position in the MSH teens
(gvarah ‘eleven’ barah ‘twelve’ etc.).

The typical Magadhian rotacism » > [/ (Pischel 1900:178, § 256) is still
visible in the MSH. OIA catvarimsat < AMg./JMah. cattalisam, Ap. calisa
(MSH calis) as opposed to Pali cattarisa.

Initial clusters

The simplification of the initial cluster is evident in words beginning with #7-
and dv-."7 The initial cluster dv- undergoes regressive assimilation through a
db- stage (dv > b) as attested in the numeral dbadasa (< OIA dvadasan) found
on the fourth rock edict of Asoka at Girnar.'® Thus, dv- in the OIA compounds
with dva- as the first member (dvadasan ‘twelve’; dvavimsati ‘twenty two’;
dvatrimsat ‘thirty two’ etc.) is reduced to ba- in some MIA languages; this
is retained in the NIA (MSH barah, bara ‘twelve’, Bengali, Assamese, and
Nepali bara, Gujarati bar etc.). Older Pali forms retain dv- in dvadasa, which
changed into barasa in later texts and in grammarians. AMg. and JMah. have
barasa”. The same assimilation of dv>db > b is evident e.g. in the OIA dvara
‘door’ > MSH bar.

The cluster ¢7- that appears in the numeral #ri- ‘three’ and compounds with
-trimSat ‘thirty’ and trayas- (trayodasan ‘thirteen’, trayas-trimsat ‘thirty-
three’ etc.) is reduced to ¢-: OIA trini > Pali tini, AMg., IMah., Ma, Saur. tinni
(MSH fin); OIA sattrimsat > Pali chattimsa(ti]; Amg. chattisa.”

17 Cf. Bubenik 1991: 9-10; 45. In numerals, the simplification of the initial cluster dv-
appears in compounds where the first member appears as dva-. The OIA cardinal
numeral dva- ‘two’ does not underlie the MIA do (or the MSH do), but *duvau attested
as an Rgvedic metrical variant of dvau. Thus d- in the MSH do ‘two’ is not the result
of the simplification of the initial consonant cluster dv-.

18 Hultzsch 1925: 7-8. This development appears only in western inscriptional Prakrits.
Cf. Bubenik 1991:9—-10; Hultzsch 1925: Ixi.

19 In addition to duvalasa.

20 Cf. Misra 1967: 134—135. OIA priya ‘dear’ > Saur. piya, pia (MSH pi, pia); OIA
prana ‘vow, promise’ > Saur. pana (MSH pan).
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Medial clusters

One of the most common MIA sound changes occurs in a cluster containing
two stops, where the last stop is assimilated into the first one (regressive
assimilation), resulting in a geminate cluster. Such a cluster appears in the
MSH chappan ‘fifty-six’, where MIA the geminate cluster -pp- (<tp) appears:
OIA satparicasat > Pali chappaniidsa; Ap. chappana. Ol A satsaptati ‘seventy-
six’ yields the MIA chassayarim with the regular assimilation of ts > ss; -ss- s
most probably simplified to *s*' and then weakened to -4- in Ap. chahattari.

The labial stop in the cluster -pz-, which appears in all numerals with the
underlying OIA sapta- ‘seven’, is also regressively assimilated, resulting in
the geminate -##- in MIA (Pali satta). In Ap., the geminate -t~ is sometimes
simplified to -#- (Ap. satatisa ‘thirty-seven’). However, the MIA geminate
-1t- s preserved in the MSH sattrah ‘seventeen’ (Ap. sattaraha) and sattavan
“fifty-seven’ (Ap. sattavani). In MSH, saitis ‘thirty-seven’ and saitalis ‘forty-
seven’? -¢- disappeared due to analogical contamination after the exemplar of
paitalis “fifty seven’ (Berger 1992: 261).

The cluster str- (catustrimsat ‘thirty-four’) yields the geminate -#z- in MIA
(Pali catuttimsa, AMg cauttisam) with the weakening of the fricative and the
progressive assimilation of -7-. Furthermore, the geminate -z~ visible in the
Pali catuttimsa is further reduced in the MIA to -7- in AMg. (cautisam besides
cauttisam) and in Ap. (cautisa). The MSH caiitis contains an analogical
nasalisation that will be discussed later in this paper.

In the cluster -tv- (catvarimsat ‘forty’ and compounds), the glide -v- is
assimilated into the dental stop, yielding the geminate -7~ in MIA (Pali
cattarisa). JMah. and Ap. have calisa, which is the closest MIA form to the
MSH calis. This form might have developed as a contraction of the AMg.
cayalisam (v < t < tf). In the other MSH forties, the cluster -fv- regularly
developed through MIA forms into -#- or -y-, except in caualis ‘forty-four’,
which obviously contains -t~ > -t- > -y- > @. This change had already occurred
in the Ap. stage. Pali catucattarisa, AMg. cauyalisam, Ap. caualisa.”

21 The geminate sibilant cluster -ss- is reduced to -s- in Old Hindi. OIA §7rsa > Saur.
sissa > Old Hindi sisa > MSH sis; OIA rasmi- ‘reins’ > Saur. rassi- > MSH ras.

22 si- in JMah. siala, the AMg. siyalisam developed from se < saya < sata < satta
(Norman 1992:217).

23 MSH uncas ‘forty-nine’, as did all MIA and NIA forms, developed from inaparicasat,
and not from navacatvarimsat.
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The liquid -7- that precedes nasals, dentals, and glides is also assimilated. In
the OIA caturnavati ‘ninety-four’, -r- is assimilated in the Pali (catunavuta),
while in AMg. The nasal is further cerebralized in caunaui[m]. In the MSH
cauranave, -r- developed due to analogy. The assimilation of -7- preceding
a voiced stop creating a geminate cluster appears in the AMg. cauddasa
‘fourteen’ (cf. MSH caudah) < OIA caturdasan.** When preceded by a glide
-v-, -r- is also assimilated: OIA caturvimsati ‘twenty-four’ > Pali catuvisati;
AMg cauvisam; Ap. cauvisa (cf. MSH caubis).

On the other hand, OIA anusvara (m) is lost when followed by a sibilant
with a compensatory lengthening of the preceding vowel in MIA, which is
still visible in MSH. The OIA vimsati ‘twenty’ > Pali visati; AMg., JMah.
visai (MSH bis); OlA trimsat ‘thirty’ > Pali timsa; AMg. fisa (MSH f#is).

The nasal in the cluster -7ic- (OIA paiica- ‘five’) is retained in Pali (pafica)
and AMg. (pamca); in the Old Hindi and the MSH, a trace of this nasal is
visible in the medial vowel, which undergoes nasalisation and compensatory
lengthening (pdc). In the OIA compounds with -paiica as their second member,
the palatal stop in the cluster -7ic- is assimilated, resulting in the geminate -7i7i-
in Pali (dvapaiicasat ‘fifty-two’ > Pali dvapafifiasa +), and -nn- in AMg. and
Ap. (bavanna). The nasal is still visible in the MSH (bavan ‘fifty-two’, tirpan
“fifty-three’, cauvan ‘fifty-four’ etc.).

The reflection of the OIA s¢ in the NIA stage appears as irregular as opposite
MIA where the change is regular. In Pali, -s¢- always yields -#¢4- in accordance
with the rule that the sibilant is assimilated yielding a geminate stop which,
if unaspirated, becomes aspirated (Misra 1967:142; Pischel 1900:140-142,
§193-196;207-208 §303). The MSH retained —[f]th-, which developed in MIA
in the numerals afthais ‘twenty-eight’, atthavan ‘fifty-eight’ and atthanave
‘ninety-eight’, although doublets with the non-geminate -¢4- simplified at the
NIA stage appear frequently in grammars and dictionaries.

The regressive assimilation of medial consonant clusters also appears
in a number of the OIA numerals. The clusters -/4s-, -ts- are reduced to -s-,
which further changes into -4-. This change also appears as of the MIA.
OIA catuhsaptati ‘seventy-four’ > Pali catusattati, JMah. cauhattari MSH

24 Cf. Pischel 1900:198-199, §288.

25 MSH, like most NIA languages, reintroduced the palatal in pacas (after the exemplar
of OIA) in forms developed from paiicasat ‘fifty’ (Pali pafifiasa, AMg. panndsa).

26 Kellogg (1893:142-146) lists only athais, athavan, athanave. Turner (1966:42) lists
Avadhi (Lakhimpuri) atthais; for the MSH, he lists both athavis (“ais) and atthavis.
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cauhattar.” The MIA -p- developed from the cluster -/ip- (OIA catubparicasat
“fifty-four’ > JMah. caupannam). The intervocalic MIA -c- (< OIA -sc-
) in catuscatvarimsat ‘forty-four’ > Pali catucattarisa) is then lost in MIA
(AMg. cauyalisam and Ap. caualisa; MSH caumtalis).® The cluster -dv- in
the OIA sadvimsati ‘twenty-six’ was assimilated into -vv- (AMg. and JMah.
chavvisam) and into -bb- in Pali chabbisati® Ap. has both -bb- and -vv- in
chavvisa, chabbisa; -bb- is retained in MSH chabbis®

The Middle Indo-Aryan to Modern Standard Hindi

Sound changes that affected the MIA forms are crucial for the shaping of
the MSH numerals; in late Ap., future Hindi numerals can already be clearly
recognised. However, in the NIA stage, another set of developments took
place that would finally shape the MSH numeral system. It is noteworthy that
a higher rate of irregularities appears in sound changes that govern the change
from the MIA to the NIA.

Vowels

The loss of the final vowel -a, which is not reflected in writing, is one of
the most remarkable features of the MSH forms evident in many ordinals.
The final vowels that mark the MIA forms are generally retained in the Old
Hindi*!, but are lost in the transition to the MSH (Misra 1967:216): Ap. parica,
pamca ‘five’ > Old Hindi paca > MSH pdc.; Ap. visai ‘twenty’ > bis etc.

27 In the MSH caiisath, -s- is retained. Cf. Ap. causathi; Avadhi (Lakhimpuri) caiisath’,
Sindhi cohathi. (< OIA catuhsasti ‘sixty-four’).

28 The Pali tetalisa ‘forty-three’ developed from the OIA ftricatvarimsat, and not from the
OIA trayascatvarimsat ‘forty-three.” The AMg. and JMah. teyalisam also developed
from tricatvarimsat. The MSH tétalis also follows the same line of development (with
analogical nasalisation).

29 More often, -v- is assimilated into the preceding stop: OIA kva > MIA kka; OIA kanva
> kanna; OIA prajvalati > pajjalai; jvalati > jalai etc. Pischel (1900: 205 §300) notes
that va behind da shifts to ba (dva > bba); dialectically tva becomes ppa, dva becomes
bba.

30 Bengall has chabbis, but Gujarati chavvis.

31 The term “Old Hindi” here refers to literary material in Braj, Bundeli, and the earliest
Khart Boli, as used by Misra (1967).
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The medial short -a- in the OIA satcatvarimsat becomes -i- (MSH chiyalis)
between two palatals which developed in MIA (initial § > MIA ch-, while -fc-
> -c-, but then -c- > -y- in AMg. chayalisam, AP. chayalisa).

The same vowels in sequence, long or short, result in a long vowel (Misra
1967: 204; Ucida 1977:77): AMg. atthastim, atthasii > MSH athast.

The old Hindi forms where the first syllable consists of two, and second
of three moras are sporadically contracted in a way that the second syllable
is shortened. OH battis ‘thirty-two’ > MSH battis; bais ‘twenty-two’ > MSH
bais.» Shortening also appears in numerals with structure (C)VCV and
VCCVC followed by a shift of accent (paccts > pdccis).*

The MIA vowel sequences -ai-, -ai- remain unchanged (Misra 1967:207):
AMg. sattavisai > Ap. sattatsa ‘twenty-seven’ > MSH sattais; Ap. atthavisa;
atthatsa > MSH atthais.

MIA aii regularly becomes au in NIA: MIA caiidaha ‘fourteen’ > NIA
caudah.

In the final position, the MIA -ai is contracted to -e, except in monosyllabic
words. This change affects all numerals from 90 to 99. MIA navar ‘ninety’ >
MSH nabbe (Ucida 1977:26)

Consonants

The first change that will be mentioned here is the simplification of the MIA
geminates into a single consonant with the compensatory lengthening of the
vowel: Ap. satta ‘seven’ > MSH sat; Ap. attha > MSH ath, Ap. satthi ‘sixty’
> MSH sath. This change took place in the Old Hindi (Misra 1967:195—
196).* When preceding a cluster with a nasal, nasalisation accompanies the
compensatory lengthening of the vowel: Ap. paiica, pamca ‘five’ > MSH
pac.®

32 Cf. U¢ida 1977: 18.

33 Ucida (1977: 36) cautiously remarks that regularity of this change is doubtful because
it takes place only in numerals where extensive dialectical mixture occurred.

34 Cf. Saur. difthi ‘seeing, sight’ > Old Hindi dithi > MSH dith; Saur. kotthaa ‘storeroom’
> the Old Hindi kotha > MSH koth.

35 In the OIA vimsati ‘twenty’, the compensatory lengthening had already occured in
the MIA (Pali visati, AMg. visam/visat, Ap. visai), so MSH bis is not nasalised. In the
MSH chabbis ‘twenty-six’, gemination took place, attested already in the MIA: AMg.
chavvisam; Ap. chabbisa.
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The MSH retroflex flap -r- occurs instead of the expected -t4- (< MIA -fth-)
in aratis ‘thirty-eight’, artalis ‘fourty-eight’, arasath ‘sixty-eight’. Normally,
the unaspirated retroflex flap -r- in MSH (and other NIA) is a reflex of the
MIA -d-. Berger (1992:266-267; cf. pp. 257-258, p. 261) explains that this
-r- originally arose in arasath ‘sixty-eight’ from -th- by dissimilation from the
-tth- of MIA -satthi (JMah. atthasatthi). This supposedly spread analogically
from arasath to aratis and artalis. However, Turner (1966:41) lists the Prakrit
forms atthayala, arayala ‘fourty-eight’, indicating that the change f¢4 > r had
already occurred in MIA. Norman (1992:217) lists forms with -dh- (AMg.
adhayalisam), with the note that the unaspirated -d- often occurs in texts
instead of -dh-. Thus, it is possible that the flapped -7- in artalis developed from
the MIA -d- (adayalisam).” To support this, we can cite Norman’s (1992:218)
note that even AMg. adhasatthim ‘sixty-eight’ is written adasatthim in some
texts, which can also develop in MSH arasath. 1f this is correct, -r- developed
through regular sound change, and not by analogical contamination.

The MIA cluster -fth- might also be retained in MSH instead of being
reduced into -th-. Thus, OIA astasiti ‘eighty-eight’ > AMg., JMah. atthdasii
> MSH athast, but OIA astanavati ‘ninety-eight’ > Ap. afthanavai > MSH
atthanavel/athanave.

The glide v, which is not dropped in MIA, becomes b in the intervocalic
position: Ap. cauvisa ‘twenty-four’ > MSH chaubis®®. In compounds with
the OIA -navati, the intervocalic -v- can be retained: MSH Ap. banavai >
MSH banave/banabe; cf. also Ap. navai > MSH navve/nabbe with irregular
doubling.

Common irregularities

Besides smaller irregularities and doublets mentioned in previous passages,
the doubling of consonants is a feature of NIA sound changes typical for

36 Turner (1926:38-39) ascribes this change to influences from the Munda and Dravidian
substrata. Chatterji (1923[1]:249) suggests that the Greek transcriptions of -d- and
-dh- as -r- show that the flapped pronunciation 7/rh in the intervocalic position had
already evolved in the early MIA period, or even earlier. OIA katukaphala ‘bitter fruit’
> MIA kaduaphala: Gr. kopvodpoAlov.

37 Normally, -dh- would become the retroflex flap -rA- in MSH.

38 Inthe Ap. cauvisa (AMg. cauvisam, cauvisd), -v- is not dropped because it developed
from the OIA cluster -rv- (caturvimsati).
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numerals. MSH ek ‘one’ < MIA ekka®; paccis ‘twenty-five’ (besides pacis)
< Ap. pacisa; asst ‘eighty’ < Ap. asii, asi; navve/nabbe ‘ninety’. A number
of regular doublings in the MIA is unexpectedly preserved in numerals as
opposed to other the MSH vocabulary: -##- in MSH seventies, -pp- in chappan
“fifty-six’, and -bb- in chabbis ‘twenty-six’. MSH sattar ‘seventy’ < MIA
sattari (Pali, AMg., JMah., Ap.; Ap. chappanna > MSH chappan; Ap.
chabbisa > MSH chabbis) etc. as opposed to other words where the clusters
-tt-/-pp-/-bb- would be reduced to -t-/-p-/-b-: MIA cittala ‘spotted’ > H. cital;
> MIA patta ‘leaf’ > Old Hindi pata, MSH pat; Saur. ratti ‘night’ > Old Hindi
rat, MSH rat (cf. U¢ida 1971/1972:257; Misra 1967:196; Masica 1991: 187,
192). However, some geminate consonants do exist in the MSH words apart
from numerals (cf. U¢ida 1971/1972:266).* After extensive consideration
of such words, Uc¢ida (1971/1972: 271-273) concludes that these might
have come from Hariyanavi and Kauravi (colloquial Hindustant) dialects of
Western Hindi that preserve geminates, as opposed to other Hindi dialects.*
Regarding the numerals with geminate clusters, it is hard to reach a verdict as
to whether they were taken from Delhi dialects (or from some Pafijabi dialect),
or if they represent some kind of irregular development that tends to occur
in numerals. Mewar1 (and Rajasthani) does not have the -#t- cluster (agotar/
ekotar ‘seventy-one’ [MSH ikhattar], but has -pp- (chappan) as opposed to
e.g. Maithili chapan ‘fifty-six’). On the other hand, Avadhi regularly retains
geminates (sattari, ekhattari, chappana etc.). The MSH geminate -cc- in
paccis (also pacis) ‘twenty-five’ is, according to Oberlies (2005: 27), brought
about by analogy from chabbis ‘twenty-six’, which retained its -bb-(-vv-)
from the MIA.

An irregular feature of the MSH pacas ‘fifty’ is the vowel that is not
lengthened and nasalised. In this numeral, cluster -7ic- was reintroduced,
most probably on the model of the OIA form, somewhere in late MIA (Ap.

39 Berger (1992:245) ascribes this gemination to the empathic pronunciation to which
numeral ‘one’ is subject (Cf. Berger 1958).

40 MIA kutta ‘dog’ > MSH kutta/kuttt; MIA khatta- ‘hole, ditch’ > MSH khatta.

41 Ucida (1971/1972:2773) actually refers here to previous claims (e.g. Turner [1966])
that the MSH words with geminate consonants are Pafijabi loanwords. U¢ida claims
that (a) “High Pafijab1” developed later than the geminates appear in Hindi dialects (by
Tulsidas), therefore this is not “Panjabismus” but rather the influence of the Paijab1
dialects; (b) words with geminates also appear in different Hind1 dialects located
around Delhi (Kauravi and Hariyanavi) that might have supplied such words to the
MSH.
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paiicasa as opposed to the older MIA forms — Pali pafifiasa, AMg. panndsa
with expected assimilation of the occlusive -c-).#

Concluding notes on the sound laws governing the formation of the
MSH ordinals

Now, if one would like to predict the MSH forms relying on the MIA while
applying sound laws, one would be successful in a number of forms. For
example, if we take the OIA astasiti ‘eighty-eight’, on the MIA level, -s7- would
yield -#th-, -s- would change to -s-, and the intervocalic -z- would be lost; thus,
atthasii would result, the form attested in AMg. Further, in the NIA stage,
-tth- would be simplified into -A-, and -7i- would be contracted into -i-; athast
would result, which is indeed the MSH form. However, if we take the example
of the OIA catustrimsat ‘thirty-four’ and apply the sound laws governing the
MIA forms (loss of the intervocalic -z-, -str- > -t-, loss of the final consonant,
loss of nasalisation with compensatory vowel lengthening) we would predict
cautisa, which is indeed confirmed in Apabhrams$a. By removing the last short
vowel, we would predict the MSH *cautis; however, an unexpected nasalised
diphthong appears in the MSH caiitis. This nasalisation is brought about by an
analogy that affected many the MSH (and other NIA) ordinals. Therefore, the
next chapter will briefly survey the analogical formations in MSH ordinals.

Analogy

One appropriate definition of analogy in historical linguistics is that of Hock
& Joseph (1996:154), who define analogy as a “change in phonetic structure
conditioned by non-phonemic factors... Analogical change, as defined
now, tends to introduce greater phonetic similarity between semantically,
formally, or functionally similar linguistic forms”. Furthermore, a few
different, but partly overlapping types of analogical change are distinguished
and categorised into two groups (Hock & Joseph 1996:153-176). The first,
“relatively systematic” group contains four-part (or proportional)*® analogy

42 Cf. Bloch 1970: 230; 1967:43; Oberlies 2005:27.
43 An example from English illustrates this well-stone (sg.) : stones (pl.) influenced cow
(sg.) : cows (pl.), which replaced the older pl. kine.
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and levelling.*# “Non-systematic” types of analogy include blending and
contamination. Contamination is the process that concerns us here because
it affects words that are often uttered in close succession.” The numerals
are learned and used in everyday communication, administration, and even
literature, often in a close, regular succession. It is no surprise that analogical
contamination, which depends heavily on the mental association of forms
with each other, affects numerals so strongly.

Analogical contamination affected a large proportion of Hindi cardinal
numerals from 1 to 100. However, it is difficult to provide a precise percentage
because of three factors. Some changes, such as the lengthening of the short
vowel, did not alter the form significantly, e.g. the long -a- in the MSH bais
‘twenty-two’ (<OIA dvavimsati, AMg. bavisa) influenced the lengthening
of -a- in MSH ikkais ‘twenty-one’ (OIA ekavimsati > AMg. ekkavisam,
igavisam).* This leads us directly to the second issue that many forms
affected with analogical contamination preserved doublets where analogical
change did not occur (MSH ikkis, ekis). For instance, the regular MSH banave
‘ninety-two’ has an analogically altered doublet hayanave, which developed
after the exemplar of bayasi ‘eighty-two’. The same is with regular pacis
‘twenty-five’ and analogical gemination -cc- in paccis. The third factor are
different interpretations of the history of some forms. Berger (1992:266-267;
cf. pp. 257-258, p. 261), for instance, explains that -7-, which originally arose
in the MSH arasath by dissimilation, spread to the MSH aratis and artalis.
However, -r- could have also developed from the MIA -d- by a regular sound
change. Another example is pandrah ‘fifteen’, which developed from the
Ap. pannarasa/pannarasa, where -d- does not appear. Berger (1992:252)
suggested that -d- is inserted in the same fashion as OIA vanara > MSH

44 Levelling is the elimination of morphophonemic alternation produced by a regular
sound change that takes place in the paradigm. E.g. alternations of s : 7 in Germanic
languages created by Verner’s Law are eliminated in English. In Old English curon
(past plur.), -r- becomes -s- in chose, or past participle (ge)coren becomes chosen
modelled on the pairs céosan (present) > choose, céas > choose (Hoch and Joseph
1996:155).

45 According to Hock & Joseph (1996:167), contamination most often affects antonyms
and numerals.

46 Regular forms like athanve ‘ninety-eight’ (< OIA astanavati), satasi ‘eighty-seven’
(< OIA saptasiti) etc. influenced analogical lengthening in: unanve ‘eighty-nine’ (<
OIA inanavati), cauranve ‘ninety-four’ (< OIA caturnavati). It is noteworthy that the
Bengali unanai ‘eighty-nine’ -a- did not undergo lengthening.
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bandar. However, Norman (1992:211) lists the MIA pamdarasa with the
suggestion that an early -ndr- cluster appeared in MIA; the MSH form may
have originated from such a form.

Nevertheless, it can be tentatively said that around one fourth of the
cardinal numerals from 1 to 100, or slightly more, underwent analogical
contamination. The following passages will describe noteworthy changes.

Analogical nasalisation

Nasalisation that arose from analogical contamination affected these MSH
cardinals: taitis ‘thirty-three’; cautis ‘thirty-four’; paitis ‘thirty-five’; saitis
‘thirty-seven’; taitalis ‘forty-three’; saitalis ‘forty-seven’; caiisath ‘sixty-
four’ and paisath ‘sixty-five’. In the Ap. stage, none of these numerals were
yet nasalised.” The model for this change is the cardinal paitalis ‘forty-five’ (<
OIA paricacatvarimsat). Nasalisation in paitalis developed through irregular
dialectical development in MIA (OIA parica > paniiaya-, pamya- > paim-),*
which is reflected in many NIA forms.* The expansion of this nasalisation
is curious, as it spread both “horizontally” (e.g. from ‘thirty-five’ — ‘thirty-
four’) and “vertically” (e.g. from ‘forty-five’ — ‘thirty-five’). Nasalisation
jumped ‘vertically’ from paitalis ‘forty-five’ to paitis ‘thirty-five’, from
whence it ‘horizontally’ affected caiitis ‘thirty-four’ and taitis ‘thirty-three’,
where the further spread halted. It should be noted that faitis has a regular
doublet teris.*® It is curious that paitalis affected taitalis ‘forty-three’ while
chaualis ‘forty-four’ was bypassed. On the other hand, paitalis ‘forty-five’
‘horizontally’ influenced saitalis ‘forty-seven’, bypassing chiyalis ‘forty-
six’. Paitalis ‘forty-five’ further ‘vertically’ influenced paisath ‘sixty-five’,
which influenced caiisath ‘sixty-four’. This nasalisation spread star-like in all
directions. The impression of the complete randomness of its spread is attested
in two of its features: (a) some numerals are bypassed in an unpredictable
way, (b) it is impossible to predict the reach of the range of influence.

47 Caiitis :: Ap. cautisa; paitis :: AMg., IMah. panatisam; saitis :: Ap. satatisa; taitalis ::
AMg. tettalisam; saitalis :: AMg. sivalisam; caiisath :: Ap. causatthi; paisath :: AMg.
pannasatthim.

48 Berger 1992:260.

49 Bengali pamyatallis, Bhojpurl paemtalis, Panjabi paimtalr.

50 Avadhi already has tétis, Ap. only non-nasalised form tetisa.
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Analogical spread of -(i)r- and -ay- and -i(y)-

These three analogical contaminations spread only ‘vertically’, affecting
compounds with ‘two’, ‘three’, and ‘six’. Thus, the -7- from caurasi ‘eighty-
four’ first spread horizontally to tirast ‘eighty-three’ (probably replacing some
form developed from the MIA *tiyasiti), from whence it took -i- and spread
as -ir- vertically to tiranave ‘ninety-three’.”' It also spread to tirasath (sixty-
three’ and tirpan ‘fifty-three’, surprisingly bypassing tihattar ‘seventy-three’.
In these numerals, the analogical formation tir- replaced the regular fe-/ti-. In
the MIA stage, te- is thoroughly preserved (JMah. tenaui; AMg. tesatthim;
IJMah. tevannam), so this change occurred early on in the NIA stage as it
affected many NIA forms including the Avadhi tirsath' >

From some numerals with a numeral word for ‘two’, an analogical -y-
spread vertically to other compounds with ‘two’. The sound -y- arose in
bayalis ‘forty-two’ (OIA < dvdcatvarimsat), where it developed regularly,
replacing the intervocalic -z- in MIA (AMg. bayalisam). However, it first
bypassed the regular bavan ‘fifty-two’, but affected the dial. bayasath ‘sixty-
two’, which preserved the regular doublet bdsath. The change then did not
affect the regular bahattar ‘seventy-two’, but it did affect bayasi ‘eighty-two’
and bayanve ‘ninety-two’, which also preserved the regular doublet hanave.
Again, this analogical appearance of -y- occurred in the NIA stage without
any trace of this development in MIA.

In a number of MSH numerals, -a- has been analogically replaced with
-i(y)-. The MSH numerals chiyasath ‘sixty-six’, chihattar ‘seventy-six’,
chiyast ‘eighty-six’, and chiyanave ‘ninety-six’ do not correspond to their
respective MIA forms chavatthi, chahattari, chalasii, and chanavai. The
origin of this contamination (ch)iy- is chiyalis ‘forty-six’, where -i- developed
from -a- between palatals (MIA siyalisa). Again, there is no trace of this
change in MIA.

Concluding remarks

The MSH cardinal numerals developed through a complex network of
interconnected linguistic phenomena. Three of such phenomena can be
possibly distinguished on the basis of material presented in the previous

51 MIA tenaur, tenauim.
52 Cf. Pafijabi taranve, Nepali tiranabe etc.
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passages. The first are regular sound changes mostly governing the formation
of the MIA forms from the OIA forms; a new set of rules govern the change
from late MIA forms to the NIA numerals, culminating in the MSH. However,
only roughly half of the number words from 1 to 100 may be regarded as
having developed regularly through sound laws. Even there, many special
sound phenomena appear, especially in the NIA stage, which displays many
irregularities and changes that affect only numerals. The second are irregular
developments like the doubling of consonants and loss of nasalisation, which
also appear only in numerals. The third is analogical contamination, which
deeply affected the system and made its final form unpredictable. These
analogical formations appear unpredictable and arbitrary. Only one thing
appears to be quite certain regarding analogical contamination: it appeared
in the NIA period, after the Apabhrams$a stage, probably at some early date
of the NIA period as it affected different languages in a fashion that was at
least comparable, if not quite similar. This loose uniformity might suggest
that some of the most remarkable analogical changes spread before further
differentiation in languages appeared. This late appearance of analogical
change is significant. If we take into consideration the claim of the 19" century
neogrammarians that analogy (“false analogy”, as it was sometimes called) is
a sign of decay and lateness, it might be suggested that some numeral forms
were so mutilated at the end of the Ap. stage that they lost their distinctiveness;
analogical contamination therefore appears to help in distinguishing amongst
the forms because of their eminent importance in everyday dealings. For
instance, it may be claimed that the Ap. bedsi ‘eight-two’ may have been
too similar to the NIA bis(a) ‘twenty’, and analogical contamination makes
bayasi more distinctive. But if this is true, why did analogy not affect paccis
‘twenty-five’ and pacas ‘fifty’, which serve as a possible source of everyday
confusion? Currently, I see no clear indication in the material to support the
explanation that analogy helps distinguish between forms, although the late
appearance of analogy still calls for an appropriate explanation.
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Abbrevations

MSH Modern Standard Hindi
OIA  Old Indo-Aryan

MIA  Middle Indo-Aryan
JMah. Jain Maharastri

AMg. Ardha-Magadhi

Ap. Apabhramsa

Saur. Sauraseni
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MILENA BRATOEVA

“The Text Within the Text”: Mapping the
Intertextuality in Kunwar Narain’s Narrative
Hiuen-Tsiang in Kucha

Abstract

Kunwar Narain (1927-2017) is considered an iconic figure in the
postmodern Hindi literature. He belongings to the most outstanding authors
of the Hindi-speaking world in the post-independence history of India.
It could be claimed that his literary works are marked by a noteworthy
intertextual circulation of codes, allusions and symbols, taken out of the
realm of Indian and World literature, art, history, philosophy etc. Focused
on the short story Kucha mé huen-tsang (Hiuen-Tsiang in Kucha) published
in author’s second Short Stories Collection, entitled Becain patto ka koras
(The Corus of restless leaves, 2018), the current paper aims at illustrating
how an intertextual approach to Narain’s prose can contribute to deeper
comprehension of the meaning of his works as well as of their aesthetic
capacity and impact. Examining the intertextual texture of a particular short
story and the intertextual links it can activate, I will try to prove that the
study of Narain’s works from an intertextual viewpoint could contribute
significantly to better understanding of the “postcolonial intertextuality”
(Trivedi 2007) and the role it plays in the Post-independence Hindi

literature.

Kunwar Narain (1927-2017) is considered an iconic figure in the postmodern
Hindi literature. He is one of the most prominent authors in the Hindi-
speaking world within the post-independence history of India. His literary
work! has been widely recognised not only as a remarkable achievement of

1 His most illustrious works include Chakravyith (Circular Siege, 1956), Apné Samné
(In Front of Us, 1979), In Dino (These Days, 2002), Atmajayi (Self-Conqueror, 1965),
Vajashrava Ké Bahané (On Vajashrava’s Pretext, 2008) etc.
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Indian literature, but also as a precious contribution to the world literature.?
Although he owes his fame primarily to his poetry, Narain has also authored
short stories, literary criticism, translations, essays on Indian music, world
cinema, and more. It could be claimed that a distinctive and noteworthy
characteristic of Narain’s literary work is the intertextual circulation of codes,
allusions and symbols taken up from the realm of Indian and World literature,
art, history, philosophy etc.

In his Introduction to the volume with Narain’s poems translated into
English entitled No Other World (2010) Harish Trivedi defines Narain as an
“embedded cosmopolitan” and writes:

“He is not the only modern Indian poet to have read English and world
literature, for throughout the colonial and post-colonial periods Indian
creative writers often read widely in English but wrote solely in their own
languages. What distinguished him is that is his case, this Western stimulus
is embedded in his assiduously cultivated knowledge of the 3,500 years-old
tradition of Indian literature, beginning with Sanskrit and coming down to
Urdu (the most recently born of the Indian languages, with a Perso-Arabic
genealogy). He thus possesses a poetic sensibility which is exceptionally
diverse culturally and historically, and out of these rich (re)sources, he often
digs out familiar casts in which to pour the new metal of his modern—and
partially modernist—sensibility” (Trivedi 2010: 9).

Taking into consideration this significant feature of Narain’s literary work
it seems to me reasonable to try to approach his poetry and prose in an
intertextual perspective.

In his article Colonial Influence, Postcolonial Intertextuality: Western
Literature and Indian Literature the above quoted scholar argues that “the
close study” of Nirmal Verma’s and Krishna Baldev Vaid’s work, but also
of many other Indian writers “may lead to a serious enrichment of our
understanding of both (colonial) influence and (postcolonial) intertextuality,
and possibly also a reformulation of the very meaning and definition of these
terms on the evidence of their modified function in a (post)colonial context,
beyond the ateliers of Western theory” (Trivedi 2007: 132).

2 He has been honoured with many national and international awards—the Jnanpith
Award, Padma Bhushan, Sahitya Akademi Award, Kabir Samman, Vyasa Samman,
Warsaw University’s honorary medal (Poland) and Premio Feronia (Italy) etc. Many
of his works have been translated into English, German, Russian, Polish, Italian,
Japanese etc.
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Sharing Trivedi’s conclusion I will try to prove that beside Verma and Vaid,
namely Narain is one of the most emblematic among the “many other Indian
writers” in whose works the intertextuality is “the function of a more deeply
permeating intermingling of two radically different cultures within the same
individual sensibility” (Ibid.).

In my view the analysis of Narain’s works from an intertextual viewpoint
could contribute significantly to better understanding of the “postcolonial
intertextuality” and the role it plays in the post-independence Hindi literature.

I have chosen to focus in the current article on the less studied prose of the
Hindi writer, because it provokes very interesting reflections on the essence of
the narration, the narrative structure, the internal mechanisms of narrative etc.

I will introduce a brief intertextual analyses of Narain’s only one short
story—Kucha mé huen-tsang (Hiuen-Tsiang in Kucha®) appearing in author’s
last Short Stories Collection, entitled Becaina patto ka koras (The Corus
of Restless Leaves, 2018) and published after his demise.* Interpreting the
narrative, I will try to illustrate that the sophisticated ‘“heteroglossia” is a
distinctive feature of his work revealing a complicated process of an inner
cultural hybridisation of author’s personality as well as of his worldview,
being simultaneously ‘“eastern” and “western”, traditional and modern,
metaphysical and rational.

On the Intertextuality—in brief

Intertextuality is a highly complex and multidimensional phenomenon,
often associated with postmodernism. Nowadays there isn’t one accepted
mainstream definition of intertextuality’ and the term is constantly being
transformed in the course of its usage. As pointed out by Allen it is “one
of the most commonly used and misused terms in the contemporary critical
vocabulary” (2000: 1). According to Moyise the term “has taken on a life

3 Kucha—an ancient Buddhist kingdom in Central Asia (now a part of northwestern
China), located on the branch of the Silk Road; an important centre of Hinayana
Buddhism.

4 Here I would like to express my gratitude to the son of Kinwar Narain, Apurva Narain,
who kindly presented me many of the books of his father and among them also this
one.

5 For detailed historical overview of the evolution of the theory on intertextuality see
Allen 2000.
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of its own” and should be used as an umbrella term for the complexity of
interactions between texts (2002: 429). The intertextuality has been discussed
predominantly in the field of literary criticism and linguistics but also in the
field of non-literary arts, especially in the last decades. Beside the traditional
approach to the intertextuality in the perspective of the literary theory and
linguistic, it has been explored also from a cognitive point of view, shifting
the attention to the reader and the mental processes taking place during her/
his interaction with the text. It is important to note that the awareness of the
intertextuality by the reader can contribute also to the better comprehension
of any texts and its relevant interpretation.®

As it is widely known, Julia Kristeva coined the term “intertextuality
in the late 1960s with reference to what Bakhtin® calls the dialogic aspect
of language and literature.” She used the term for the first time in an essay
introducing the work of the Russian scholar, whom she had read in Russian
while still a student in Bulgaria, before she settled in France.

The intertextual approach to literature reveals that no text is a complete
creation of its author, that it isn’t an independent unit of communication,
isolated from other texts, that everyone literary discourse depends on other
discourses. In this respect, Roland Barthes, Kristeva’s mentor, pointed out in
his emblematic article “The Death of the Author” (1977) that texts originate
not from their authors but from a plurality of voices. He argues that:

997

“a text is... a multidimensional space in which a variety of writings, none
of them original, blend and clash. The text is a tissue of quotations... The
writer can only imitate a gesture that is always anterior, never original. His

6 In this respect the intertextuality analysis could be successfully applied in teaching
literature in order to help students to understand better and deeper the meaning of the
literary texts they learn. More on this topic see Ahmadian and Yazdani (2013).

7 In the essays “Word, Dialogue and Novel” (1966) and “The Bounded Text” (1966-
67). Both essays have been published in her first volume of essays Recherches pour
une semanalyse (1969).

8 Mikhail Mikhailovich Bakhtin (1895-1975), a prominent Russian literary theorist,
semiotician and philosopher of language, one of the major figures of twentieth-century
literary theory. Among his most significant works are Problems of Dostoevsky s
Poetics (1929, 1963), Rabelais and His World (1965), and The Dialogic Imagination
(1975).

9 Apart from Bakhtin, Kristeva was also influenced significantly by Saussure’s idea of
semiology.
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only power is to mix writings, to counter the ones with the others, in such a
way as never to rest on any one of them” (Barthes 1977: 146).

Similarly, Umberto Eco stated: “It is not true that works are created by their
authors. Works are created by works, texts are created by texts, all together
they speak to each other independently of the intentions of their authors”
(Quoted in Haberer 2007: 57).

The intertextual approach seeks to reveal “the text within the text” if [ quote
the title of Lotman'®’s article published in 1981, originally in Russian (“TekcT B
tekcre ). Despite exploring this idea in the perspective of semiotics Lotman’s
ideas about “the structure of dual codes” is in some respects comparable with
Kristeva’s reflections on the very essence of the intertextuality'.

The structure of the text within the text implies a kind of mechanism of
the mirror inside the text. The mirror in the work of art redoubles the semiotic
process, which makes it a complex self-referential system.

Texts within Narayan’s texts

Narain’s short story to be interpreted is distinguished by a blending in a
harmonious whole the characteristics of an essay, a fictional diary and a short
story. This is specific for many of Narain’s narratives, namely that they could
be defined as a kind of bridge between different literary genres. The author
often applies the model of the so-called hybridization and genre mixing. As
he said in the Introduction of the Collection:
aj jo kahant likht ja rahi hai uska paramparik rip badal raha hai | gadya
ki vidhao ka mila-juld riip vibhinn tariko se katha-lekhan mé samil ho raha
hai. mujhe gadya ki adhikams vidhao ka uddesya ab ekdisatmak na hokar
bahuayami aur bahudisatmak hota lag raha hai. " (2018: 5)

10 Yuri Lotman (1922-1993), a Russian (Estonian) literary scholar, semiotician, and
cultural historian, the founder of the Tartu-Moscow Semiotic School, considered to
be the first Soviet structuralist.

11 First appeared in the semiotics journal of the Tartu school Sign Systems Studies —
Inewwtiko 14 (1981).

12 See Spassova 2018.

13 “The traditional form of the short story being written today is changing. Mixed
forms of prose genres are getting involved in story writing in various ways. I find the
purpose of most prose genres to be multi-faceted and multi-directional rather than
unidirectional” (My translation).
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Another significant feature of the text is the crucial narrative and aesthetic
role, played by the portrait/painting (chayacitr/citry—that of the famous
Chinese Buddhist monk Hiuen-Tsiang.'* The painting functions as “intertext”
generating from one side a distance between them and the texts but from
other—a discourse enabling the readers to perceive their own self from the
perspective of the other. It “comes to life” and traveling through time makes
the readers to reflect on important aspects and values of their own existence.
Kuccha mé huen-tsang begins with the following two sentences:
ek bar horhe luis borhes ki kahaniyo ki bhiilbhuleya mé ghiimte hue mai
acanak huen-tsang ki duniya mé ja pahuiica. bahut pahle ki parhi hut pustak
“di laiph aph huen-tsang” (Saman havurd lt) mé di hui antarkathd yad ane
lagr |"®
By quoting three names: a) of the renowned Argentine writer and poet Jorge
Luis Borges;'* b) of Hiuen-Tsiang—the famous Chinese Buddhist monk,
travelling in India during the VII century; c) the book entitled The Life of
Hiuen-Tsiang, translated into English by Samuel Beal, Narain shapes the
macro-intertextual level'” of his story composed as a kind of recollecting,
reviving of the memory (vad ane lagi). An important semantic core of the
story is the word “labyrinth™ (bhiilbhiileya) calling to the mind the title of
collection of Borges’s short stories translated into English.'® Borges himself
has been considered a writer of labyrinth. The narrator of Narain’s story—a
human being of 21th century (mai, ikkisvi sadi ka ek prani), is wandering

14 Another interesting example in this respect is also the narrative Monalisa ki iyart
At @ e (The Diary of Mona Lisa), published in the same volume. Its intertextual
texture is also very rich of implications and conclusions.

15 “Once upon a time while wandering through the labyrinth of Jorge Luis Borges’s
short stories I suddenly reached the world of Hiuen-Tsiang. I began to remember the
story given in the book “The Life of Hiuen-Tsiang” (Shaman Hwui Li) I had read long
ago”. (My Translation)

16 Narain was deeply interested in the literary work of Borges and translated into Hindi
some of his poems (7anav, 1987).

17 About the macro- and micro-intertextuality see Ahmadian and Yazdani 2013: 160-
161.

18 Labyrinths: Selected Stories & Other Writings. By Jorge Luis Borges. Edited by
Donald A. Yates and James E.Irby. A New Directions Book, New York 1962.
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actually in the labyrinth'" of his memory where he meets the Chinese Buddhist
monk and travels through time and space with him.

The macro-intertextual (horizontal) level of the story can be summarized
in the following way:

Hiuen- The Life of the
Borges . . Hiuen- . Buddha’s
Tsiang teaching

Tsiang

The indirectly suggested intersection point of the three quotes at the beginning
of the narrative is the Buddha’s teaching viewed by the way still in the title of
the story—Hiuen-Tsiang in Kucha.

The Buddhist topic is introduced in an original manner highlighting the
impact the Buddhist teaching has outside its homeland India as well as of
its historical time—on a “Western” modern writer of twentieth century, on
a Chinese (“Eastern”) Buddhist Monk of the seventh century whose life is
retold in The Life of Hiuen-Tsiang, translated into English by Samuel Beal,
one of the first prominent scholars in the field of Chinese Buddhism. That is,
it is about the circulation of Buddhist ideas in the world culture, about their
traveling through time and space.

Borges was very much interested in Buddhism and even published a book
entitled Qué es el Budismo? (What is Buddhism? 1976), co-authored by Alicia
Jurado. He gave also a talk on the Buddha and his teaching in 1977.% Basic
concepts and ides of Buddhist ethics and philosophy find their way into stories
and essays such as The Cult of the Phoenix, The Garden of Forking Paths, The
Library of Babel etc.?.

But even more important in respect to Narain’s short story is the fact that
the reference to Borges sets in motion the intertextual link to the magical

19 The labyrinth is an ancient, archetypical symbol depicting the way to the unknown,
the risk of the search, the danger of losing the way, the finding and ability to return.

20 The writer delivered a series of seven lectures in Buenos Aires, each one dealing with
a different theme. The fourth talk was dedicated to the Buddhism. The talks were
published as a separate book under the title Seven Nights three years later. See Borges
1984: 58-75.

21 More on this issue see Fishburn 2020: 211-218.
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realism and the fantastic genre in which the travel through time is viewed as
an important narrative strategy.?? I this respect the narrative strategy of this
text can be defined also as nonlinear.

Introducing the name Borges, Narain defines the intertextual frame of
the whole story focused on the travel back in the past by the narrator and
the Chinese Buddhist monk who “came to life” and stepped down from his
portrait:

viral samyog! saksat huen-tsang — itihas-prasiddh baudh vidvan. maf ikisvin

sadi ka ek prant satvi sadi ke harsakalin yug mé. romaricakari anubhiiti! ...

mat huen-tsang ke prasant cehre ko dekh rahd tha. kya ve jante hat ki mai
bhavisya ke kist sadt se unki sadi mé a gaya hii. kaun jane ve sab jo unke sdth
the kin sadiyo se akar us ek ksan mé ikatha ho gae the.”

The stepping down from the frame of the painting by Hiuen-Tsiang depicts
metaphorically the dynamic nature of human thought crossing easily the
limits of the historical timeline.

Further the author retells the dispute between Moksagupta and Hiuen-
Tsiang focusing on the nature of the truthful knowledge and wisdom. The
deep semantic structure of this passage is shaped by the means of a complex
chain of intertexts—titles of basic Buddhist canonical texts, Hindu treatises,
philosophical concepts (like nirvana and bodhisattva) etc. This chain of
intertexts draws up the micro-intertextual (vertical) level of his narrative:

22 In a lecture delivered in September 1949 Borges points out four devices of fantastic
literature: 1) a work of art within a work of art; 2) reality contaminated by dreams; 3)
travel through time; 4) the double.

23 Extraordinary chance! The famous in the history Buddhist scholar Hiuen-Tsiang in
flesh and blood! What a romantic experience! ... I was looking at Hiuen-Tsiang’s calm
face. Does he recognize that I have come into his century from any future century?
Who knows, from which centuries are all those who were with him now, gathered
together at that moment (My translation).
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Hiuen-

~| Hinayana —~| Mahayana
| stayin | travel to
Kucha India
Abhi- | Mahayana
dharma Yoga
canonical _
] _ — Yogasutra
sttras

In fact, Hiuen-Tsiang reported in his book that the Kuchean monks did not
show any respect to the Mahayana texts. Moksagupta, who was a Kuchean
noble monk and who studied Buddhism over twenty years,* told Hiuen-
Tsiang that it was not necessary to go to India since they had all the canonical
Buddhist treatises in Kucha. When Hiuen-Tsiang asked him if he has the
Yogasiitra®, the noble monk replied that this is an abominable text, which no
one true Buddhist disciple should study: “kya apke pas yogasiitra bhi hat,”
huen-tsang ne piicha. moksagupt ke cehre par ksobh ki lahar daur gat. *
This is a key-moment in the dispute between the two Buddhist monks
revealing the fundamental difference in their attitude to the means through
which one may accomplish the final spiritual perfection. Special characteristic
of the Hindu Yogasiitra tradition as well as of the Mahayana yoga schools
is their emphasis on meditation and on the in-depth psychological analysis.
Yogasiitra in this respect is one of the most significant intertext in the story.

24 According to the Chinese sources, retelling the biography of Hiuen-Tsiang.

25 The foundational treatise of Yoga philosophy and practice attributed to the sage
Patafijali and composed probably between 500 BCE and 400 CE. Further in the
narrative is mentioned the so-called Mahayana yoga or the Buddhist school Yogacara
(or Vijhanavada) founded, according to tradition, by the brothers Asanga and
Vasubandhu (4th/5th century CE).

26 “Do you have Yogasutra as well?”—Hiuen-Tsiang asked. A wave of outrage ran over
Moksagupta’s face.
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An important role in this process plays the central intertextual allusion of
travel/traveller (yatra/yatri)—the historical Hiuen-Tsiang travels to the holy
Buddhist places in India and back to China; Narain’s Hiuen-Tsiang comes to
life and stepping down from his contemporary portrait goes back in his time;
the narrator in the story, the man of 21th century, travels back in the time
of the Chinese Buddhist monk and the great Indian emperor Harsha?” who
also was deeply influenced by the Buddha’s teaching. In all these cases the
travelling is identified with the accumulation of wisdom and inner spiritual
experience, while the permanent dwell in one and the same place—with
scholastic, limited knowledge and even with ignorance. It is obvious that the
author takes advantage of the rich symbolic meaning of the notion of “path”
(marg) in the philosophical and religious teachings in India, including the
Buddhism.

Traveling through the labyrinth of his memory (smyti) Narain’s hero realizes
the importance of the personal experience, which is much more valuable than
the doctrinaire, theoretical knowledge. The real existence of every individual
is a never ceasing running in the labyrinth of the consciousness, of our inner
universe with its multiply dimensions of perceptions and cognitions, for life
and cognition are inseparably connected. In this way, running in the labyrinth
of the consciousness, we do realize that the time and space are not fixed
categories that we all live in a circular time as it is pointed out in the Buddhist
philosophy and psychology.

As Narain’s narrator says:

vah jo hamari smrti mé hai, jivit hai hamare vartaman mé bhi, hamarit cetna

se anupranit aur sacet kiya hua. vah jag rahd hai hamari kalpnd se jagaya aur

gatiman kiya hud. vigat, ek film ki tarah, agat kiya hua. vismyt bhi, yani bhula
hua bhi, samay ke akhand mé hai kahi maujid. pratyek ksan suraksit, avinast,

Jyo-ka-tyo. use bhi jagdaya ja sakta hai, uske kist bhi kalkhand ko aj aur abht,

yani trikal ko tatkal se jorkar sakriya jiya ja sakatda hai—punah punah vibhinn

samayd mé, vibhinn sthano me. unki buniyaddt urja ek hai; uske ayam aur
ripakar kat hai.*®

27 He ruled North India between 606 and 647 CE. According to Hiuen-Tsiang namely
the king was a devout Buddhist.

28 What is in our memory it is alive also in our present, animated and realised by our
consciousness. It is awakening, it was awakened and set in motion by our imagination.
The past, like a film, was made to come back. Even unremembered, that is, forgotten,
it is still present somewhere in the unbroken time. Protected in every one moment,
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Concluding remarks

The brief intertextual analysis of this narrative illustrates how Narain embeds
in his short story one literary or philosophical work within another and in this
way cuts the ties between the text and the external world. Thus, the narrative
becomes an entirely self-sufficient world in itself. Applying different types of
intertextual relations, the author opens the reader’s insight and makes him to
grasp the universal truth about his/her inner essence and existence as well as
to experience an extraordinary intellectual delight.

It could be argued that in general composing his literary texts,
Kunwar Narain consciously or unconsciously, often uses the potential of
intertextuality?®—through quotations, allusions and references he constructs a
complicated network of related texts and proves that “any text is constructed
as a mosaic of quotations; any text is the absorption and transformation of
another” (Kristeva 1986: 37).
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