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INTRODUCTION

Problematics

The choice of the present subject matter attempts to
rehabilitate the contribution of grapho-phonological analysis to
reading comprehension in English as a Foreign Language (E.F.L.).
So far, credit has been granted to the only contribution of syntactic
and semantic information provided by written discourses to reading
comprehension in a teaching situation. Consequently, the latter
contribution has been much described, analyzed and exploited
in professional literature. The former received little attention.

Rarely has it been the object of indepth investigation.

In fact, grapho-phonological information refers to letter
and sound relationships which is admitted to be of capital importance
at the very first stages of learning to read. At an advanced level,
the reader relies on more sophisticated analyses to retrieve infor-
mation from a text; the grapho-phonological analysis is thus said

to be carried out "below the level of conscious awareness". (1)

Widdowson's assumption seems to me more valid for the
native reader of English than for the EFL reader. In fact, as a
reader, the adult native speaker is supposed to have internalized
the systemic level of his mother tongue. As a result, in
complying with the finality of the reading skill, namely accuracy,
fluency and speed, he becomes unaware of the sounds oneration
in the process of reading. In other words, ideas, relationships

and messages are what he is concerned with while reading.

(1) H.G.Widdowson, Learning Purpose and Language Use .
London, Oxford University Press, 1983, p.38.




The EFL student needs several years of studying
English to master the constituent parts of the language. However,
It would be a wrong assumption to believe that mastering these
leads the student to disregard them as an underlying system:
one student whose third taught language is English and who has
been studying it for five years in secondary school, and for
three years at the University (1), told me that English pronun-
ciation and spelling are still 'traumatic' for him, especially in
reading.

This remark led me to observe more closely my students'
reading processes, both at the level of pronunciation through
oral reading and at the level of comprehension through silent
reading. I concluded that the English grapho-phonological system
restrains and somehow bridles the fluent process of reading.
Consequently, less comprehension is achieved and less information
extracted.

It is also to be mentioned that most of first-year students

did little or no phonetics in secondary school. English had been
taught to them through the orthographic system. However, those
who took some sort of phonetics lessons have not memorized the
mechanism of the grapho-phonological system, have not liked the
way rules have been presented to them (too abstract and dull
theoretical arguments) and the way the application of the rules

has been done ("Listen, Repeat, Respond" way).

I have therefore concluded that too many theoretical
arguments often spoil the teaching of phonetics. More to the point,
the teaching of phonetics has become inaccessible to those students
whose first language is Arabic, for which linguistics in general and
phonetics in particular are practically new scientific fields that are
not part of the mother tongue's curriculum.

(1) Institute of Interpretation and Translation
University of Algiers




On the other hand, a close look at need-analysis, or
at what the students really need to do in the English language
while studying it (during course) and what they will do with it
after the course is finished has determined the following fact:
the students are taught and drilled to be prospective translators
(written and oral modes) and/or interpreters (simultaneous and
consecutive interpreting, the former mode includes a translation
at sight of written tests). Thus, in the learning and training
phases, the teaming-up of the four basic skills - Listening,

Speaking, Reading and Writing - is more than a must.

However, as a language teacher, and considering the
teaching task imparted to me in the Institute of Interpretation
and Translation, I have been forced to realize the high demands
put on the students' visual, auditory, acoustic and articulatory
abilities in word identification or recognition at sight. In addition,
high demands are also made on the reading skill. In fact, reading
is a prerequisite for several ensuing class activities such aé
"Read and Answer", "Read and Discuss", "Read and Write", and

"Read and Translate".

Therefore, although the four language skills are thought
to be mutually supportive and interdependent in language develop-
ment for translating or interpreting, it is the reading skill that
appeared to me of central importance not only as a classroom

activity, but also as a real-life ongoing activity.

It is also to be emphasized that although I devote some
space to developing the recent trends on the study of reading
skills, the subject matter of my research is not the reading skill.
Rather, reading is perceived as a means for students to understand
a printed message and retrieve information using the fewest possible

indices - grapho-phonological, syntactic and semantic.




Approach

The emphasis I shall put on the grapho-phonological
contribution to reading comprehension obviously meets technical
criteria inasmuch as grapho-phonological analysis contributes
to the students' mastery of word recognition at sight through
letter-sound relationships. It also appeals to the students'
auditory, acoustic and articulatory aptitude for an accurate,
fluent and speedy reading. But inasmuch as the grapho-phonological
contribution to reading comprehension meets communicative criteria,
emphasis will be put on printed materials that convey thoug:hts,
ideas and social meanings through words which are similar, if

not identical, to oral speech.

Consequently the approach to this study will encompass
theoretical and practical perspectives on the subject. The pres-
criptions and propositions are, to a large extent, the product of
several years of teaching English as a Foreign Language, observing
the students' pronunciation difficulties in reading and witnessing
their reluctance towards phonetics and related areas. This is
mainly why my approach will attempt to locate the study of
phonetics and phonology in much wider teaching and learning
contexts than is usual.

Summary

The study consists of four parts and the plan is as
follows:

PART ONE deals with the theoretical aspects of the
subject. In Chapter One, I analyze the reading skills and the
reading processes as they appear in professional literature.
The main objective in dealing with this subject in detail is to‘

show evidence of the great interest aroused so far for syntactic,




semantic, cultural and mentalistic input to the reading process

in preference to the grapho-phonological input.

Much of Chapter Two deals with what phonetics and
phonology studies represent in the bulk of linguistic theory.
However, my approach concentrates only on a limited number
of points that seem to be of central importance to grapho-phono-
logy as related to reading comprehension. This further emphasizes
how much the literature on the subject minimizes the grapho-

phonological contribution to meaning and information extraction.

Chapter Three develops the notion of communication
as related to language teaching. It also focuses on highlighting
applied linguistics' new directions in the teaching field. Insights
into both the notion of communication and applied linguistics' new
directions aim at showing that a radical change has been brought
in the procedure of teaching target language items, whether they
are phonological, lexical or syntactic. Consequently, this chapter
devotes a large space to expliciting the claims of the communicative
approach to language teaching for real uses of language as they
appear in a real social environment: to share information through
human, social and cultural experiences, understand messages,
express thoughts, generate authentic conversation, discover
situations and solve problems while practising target language
features.

PART TWO is a comprehensive study of the reasons that
have dictated the choice of this thesis' subject matter. It makes up
my corpus. The latter is threefold. It consists of a description of
the idiosyncrasies of English spelling and pronunciation, of a
questionnaire whose aim is to point out some students' characteristics
and concerns on the subject matter, and finally of a content analysis
of the survey type. The latter is followed by a number of concluding

remarks directed towards remedial teaching approaéhes and goals.




PART THREE is both a descriptive and prescriptive
study. As a descriptive study, it analyzes current aspects of
the grapho-phonological system of English. It also stresses those
phoneme-grapheme correspondences, graphic and phonemic syllabic
units and aspects of stress variations, placement and levels that
generate pronunciation problems and hinder comprehension.

As a prescriptive study, Part Three presents generali-
zations about the system in diagrams. It also proposes discussions
on those pronunciation points that theoretical hypothese overlook,
because these points do not emerge from fundamental principles,
but rather from on the ground teaching and learning facts and
experiences. The study also establishes a near-to-exhaustive
corpus of high and low frequency words presenting pronunciation

idiosyncrasies or difficulties.

PART FOUR is a practical prescriptive study. In view
of the complexity of the grapho-phonological system of English as
described in Part Three and of the difficulty of finding a comple-
mentary communication channel to help students memorize and
hopefully internalize the systemic level of the English language,
I have thought of utilizing types of speech which offer contexts
based on social communication, socio-cultural insights, kinesic
behaviour and a fair amount of linguistic features. In fact, in those
stretches of speech, the linguistic form is frequently not dissociated
from its communicative form. The presence of phonemes, redundant
phonemic patterns and phoneme strings, sound-sense association and
their phonatory effect on the message, or on the meaning of the
message, are so apparent that their exploitation as an instructional
device renders the task practical and natural. In some ways, these
types of speech attract the learner's attention to the operation of
the language's systemic level while safeguarding the schematic level

where thought, ideas and the message remain dominant.




Thus, in the first Chapter I shall analyze some types
of dialogues that are based on essential notions related to speech-
act theories and in which target grapho-phonological features can
be embedded.

In the second Chapter, I shall consider a limited category
of poems that lend themselves very well to grapho-phonological

analysis.

The third Chapter will deal with discourses such as
limericks and tongue twisters. These emphasize the absurd and
ludic functions of language by utilizing puns and spoonerisms in

which the phonological game is particularly dominant.

Proverbs will be dealt with as axiological stretches of
speech that deliver relatively sensible arguments with a minimum

of words and a maximum phonological game.

Chapter Four will concentrate on stretches of speech
that are based on the theory of professional communication and
information. They are namely: newspaper headlines, commercial

and political slogans.

Finally, Chapter Five will deal with cartoon-strips as
discourses assisted by visual; cartoon-strips conduct verbal and

non-verbal communication whose linguistic aspects is worth studying.

The use of these materials in class instruction is not
new. The interest I accord them is due to the fact that some of
them have not yet found a real place and real application in language
teaching. On the other hand, theoretical or pedagogical analysis,
if any, have not consistently shown what those materials can really
teach.



On the whole my analysis of these materials hopes to
dynamize the teaching of phonetics through some aspects of the
grapho-phonological system of the English language. My personal
hopes for the use of such materials in class instruction are for
teachers and learners to meet affective needs in a foreign language
class. My conviction is that these materials do help students to
re-establish confidence in the grapho-phonological system of English,
for they give the System a degree of reality, believability and
affectivity, in a teaching process that is no longer manipulative
but communicative. '




PART ONE

THEORETICAL STUDY

PURPOSE CHAPTERS
1. Aspects of Reading in the Literature.
ilil. Aspects of Phonology in the Literature.

ill. Aspects of the Communicative Approach to
Language Teaching in the Literature.




CHAPTER ONE

Aspects of Reading in the Literature

In defining the psycholinguistic nature of reading,
C.A. Lefevrel writes that to be truly comprehensive the
study of reading must also encompass important elements
of anthropology, literature, philosophy and sociology.
Such a multi-disciplinarity of the reading theory being
far beyond my aim in developing this thesis, I shall only
try to define and describe the reading skill through
approaches embedded in a psycholinguistic perspective. In
the first I shall attempt to define what reading is; in
the second I shall study teaching devices and in the

third I shall classify learning strategies.
A. What is Reading?

From L.B. Huey2 to modern specialists of reading3 it
has been difficult to find an accurate definition or
description of this skill. Answering the question 'What
is Reading?"may be done through an overview of the

evolution of reading in the professional literature.

(1) LeFevre,"A Multidisciplinary Approach to Language and to
Reading: Some Projections, in K.S. Goodman, ed. The
Psycholinguistic nature of the Reading Process, Detroit,
Wayne State University Press, 1973, p. 291.

(2) L.B. Huey, The Psychology and Pedagogy of Reading, New
York, Macmillan, 1922, ‘

(3) K.S. Goodman, ed., The Psycholinguistic Nature of the
Reading Progress, Op. Cit. Ph. Pigallet, L'art de Lire:
Principes et Méthodes, Paris, ed. E.S.F., 1984. H.G.
Taschow, The Cultivation of Reading Teaching in a Language/
Communication Context, Teachers College Press, Columbia
University, 1985.




10

s General Considerations
a) Prerequisites for Reading

Reading requires a concept of print conveying
thoughts through words which approximate the oral speech,
a knowledge of the grapho-phonological system of the
language and the ability to focus the eyes according to
the direction of the orthography. The eye-focus from left
to right required to read English is supposed gradually
to become a top-to-bottom movement with proficient readers
using thus peripheral visionl

b) Reading English as a Foreign Language

Some considerations appear to influence EFL
reading ; they involve mainly the reader's reactions to
the reading experience.

The reader's reactions are characterised by his
emotion, cognition and psychomotor abilities:

i. Emotion

Emotion is "... the reader's interest in, attitude
toward, motivation for, and spontaneity in grasping
the psychological context communicated"”.

If related to EFL reading, interest in, attitude toward and
motivation for reading are connected with the choice of
English as a second language of study in the learner's
career and also with the place the reading skill occupies
in the teaching of the English language as a whole. For

(1) D.L. Bouchard, V. Douroudous, J. Motta, Reading English as a
Foreign Language, English Teaching Division, TCA, USIA,
Washington, D.C. 1979, p. 3.

(2) H.G. Taschow, The Cultivation of Reading, p. 24.
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example, Taschow suggests that if listening, speaking
and writing are considered more important skills to
acquire, the learner may lack the desire to g0 into
indepth processes to learn how to read understandingly.
On the contrary, if reading is given the same importance
as the other language skills and shown to strenghten and
reinforced them, the emotional participation of the
learner is supposed to be assured !,

Spontaneity in grasping the psychological context
communicated in English is mainly linked to the reader's
ability to conceptualize in that language. It is gene-
rally assumed that the reader's ability to read a foreign
language is somehow related to the amount of formal read-
ing training he has received in the native languagez.
Conceptualizing and reacting spontaneously to foreign
language materials depends therefore on the level of form-
al education the learner has achieved in the native lan-
guage. Reading in a foreign language is a transfer of
skills.

Many linguists agree that the emotional attitude
of the reader is rooted in his background exXperiences.
Background experiences determine the way reading a
foreign language evolves. They are related to the

reader's life eXperiences and his social, cultural and

(1) H.g. Taschow, The Cultivation of Reading, p. 24.

(2) D.E. Eskey, "Model Program for Teaching Advanced Reading to
Students of English as a Foreign Language", Language Learning,
23, 2, 1973, pp. 169-184, H. Aron, "The influence of background
knowledge on memory for reading Passages by native and non-
native readers", Tesol Quarterly, 20, 1, 1986, pp. 136-140.
U. Cannon. "Recall of text: differences of first and second
language readers", Tesol Quarterly, 18, 2. 1984, pp. 239-256,
P. Johnson, "Effect on reading comprehension of building
background knowledge". Tesol Quarterly, 16, 4, 1982, pp. 503-527.




12

linguistic knowledge. These help him to make assumptions,

predictions and to confirm hypotheses
ii. Cognition

As a characteristic of the reader's reaction to

reading, cognition

"Is the act of knowing, perceiving, recognizing,
conceiving, judging, and reasoning, all of which

lead to understanding"

To understand the content of a selection a reader
uses cognition processes in order to organize his
thoughts and reorganize the thoughts and ideas gained
for reading. According to Taschow and Widdowson, '...the
process of adaptation is most important in the reader's

attempts to understand what is being read"3.

Both authors emphasize the fact that reading is
a new learning situation which modifies the reader's
mental structures. Subscribing to J. Piaget and Inhelder's
concept they admit that the reader's adaptation to the
new knowledge gained from reading results in the form of
"assimilation" or "accomodation' : either the reader
assimilates the received information and submits to it,
adding it to his already acquired knowledge, or, if the

information is incompatible with his schemata, the

(1) J.C. Anderson and A.H. Urquhart, eds., Reading in a Foreign
Language, Longman, London, 1984, Reviewed by D. Cohen in
Tesol Quarterly, 20, 4, 1986, pp. 747-751.

(2) H.G. Taschow, The Cultivation of Reading, p. 31.

(3) IBID., and H.G. Widdowson, Learning Purpose and Language Use,
London, Oxford University Press, 1983, p. 67.




13

reader will try to adjust it, either accomodating the
writer or asserting himself over himl. The best reading
reaction remains, however, a fair equilibrium between
these processes; adaptation to new learning environments
can only be achieved on concessional grounds.

1id. Psychomotor Abilities

Along the line of piaget and Inhelder, Taschow
defines psychomotor abilities in this way:

"Psychomotor abilities are characterized by
reading certainty, reading fluency, and reading
speed, which define the reader's state of being
almost free of doubt in processing grapho-

phonological, syntactic and semantic information"2

This definition fits only partially the EFL reader's
psychomotor abilities. However, it should remain the

ultimate target aimed at in EFL teaching of reading.

Certainty, fluency and speed develop within the
EFL reader when he is at an advanced level of reading.

They are dependent on several factors:

The first factor involves peripheral vision which
means the ability to focus the eyes on groups of words at
a single glance and in the greatest number. Phrasing
properly is the second factor. It supposes seeing combi-

nations of words as meaningful grammatical units, that is,

(1) J. Piaget, and B. Inhelderg, The Psychology of the Child,
translated by H. Weaver, New York, Basic Books, 1969. In
H.G. Taschow, op. cit. p. 32.

(2) H.G. Taschow, The Cultivation of Reading, p. 34.
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phrases, sentences, clauses, and not seeing words in
isolation. This ability clearly increases reading speed
and extraction of meaning. Finally, the rate of thinking
and comprehension keeps matching the first two abilities
to engage the reader in an organizational and flexible

reading1
iv. Oral knowledge af English

A native reader interprets written discourse in
terms of the spoken language. An EFL reader is also
supposed to interpret written discourse in English in
terms of the English Spoken Language. In the words of
Bouchard, et al., "An oral knowledge of the English
phonology, grammar and vocabulary is an efficient basis
for the reading of English”z. In fact, a building up of
oral/aural skills contributes to enriching the EFL
reader's shemata in the English language and thus helps
him understand what is being read in the appropriate
concepts of the English language. ‘

Thus, the reader's emotional, cognitive and
psychomotor assets are that makes him psychologically
and mentally ready to read. However, some more particu-
lar and direct implications of the reading procéss

should be considered.

2. Particular Considerations

The particular considerations about reading
include an analysis of reading through four language

aspects:

(1) D.L. Bouchard, et al., Reading English as a Foreign Language,
pp. 34-36.

(2) IBID; P« 3.
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a) Reading as a Part of Language Development

As is well known, the four basic language skills
contributing to language development and maturation are
Listening, Speaking, Reading and Writing. Although
canonic, this order does not set firm boundaries in the
language learning hierarchy. On the contrary, modern
trends consider the four skills mutually supportive and
interdependent.

Usually, Speaking and Writing are regarded as
productive skills in the sense that they are "produced
and expressed'. Listening and Reading are rather received

and consumed and for this reason are labelled "receptive
skills"l,

As regards reading, the recent literature tends
to assimilate it to a productive ability. The arguments
put forward are expressed through the contrast between
perception and production of language skills.

i. Reading as a Perceptive Skill

Fifteen years ago, reading was perceived as a
language skill by which the reader retrieves information,
gains new social and cultural insights, builds up vocabu-
lary and expands his ways of thinking. Reading as a
perceptive skill helps readers to acquire "concepts,
attitudes, understanding and values"l. These are valuable
facts that generations of linguists and readers regarded

(1) H.G. Taschow, The Cultivation of Reading, p. 3-4.

(2) C.A. Lefevre, "A Multidisciplinary Approach to Language
learning", p. 292.
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as the products of reading. However, in the teaching
task, the products of reading were acknowledged in the
usual "Read and Write", "Read and Answer", "Read and
Translate'", and "Read and Discuss" procedures, consigning
reading to a mere pretext for ensuing class activities,

Thus confining reading to the perceptive phase of
other language skills means that reading is "a special
point of view" and not a "total process"l, Stressing
the instrumentality of reading in this perspective,

Ph. Pigallet says: "La lecture n'est pas seulement un
outil d'information ou de connaissance"z, and puts for-
ward reading as a reflexive, productive and communicative
process.

: & P Reading as a Productive Skill

Considering reading a productive skill implies
considering it a total Process. As such reading is not
limited to decoding linguistic forms but is impregnated
with a desire for communication and creation of meaning3.
Communication and creation of meaning in their turn make
reading a dynamic process ; the reader reacts to the
reading material, assimilates, accomodates Or rejects new
information. Reasoning\and thinking are in the heart of
the reading pProcess. Reading as a total Process takes
into account the reader's mental energy, cognitive
efforts, vigorous and disciplined attempts to return the
consumed product into production4.

(1) .J.8. Alderson, A.H. Urquhart (eds), Reading in a Foreign

Language, Pp. 747-751.
(2) Ph. Pigallet, L'Art de Lire, p. 32.

(3) 1IBID, p. 53.
(4) IBID, p. 60,
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How this is done can only be explained by
mentalistic data

b) Reading and Mentalistic Data

In the early 80's, Mentalistic data as a part of
process-oriented research have become increasingly
popular as a means of studying foreign language learning
processes and measuring students' aptitudes and problems.
The first research of this kind applied to Readind re-
ceived the Tesol Research Interest Section/Newsbury
House Distinguished Research Award at the 1986 Tesol
Convention. It used Thinking Aloud protocoles, a version

of verbal reports and description in which participants
state out loudly their thoughts and behaviour while in

the process of reading: what they do as they read, what
goes on their mind when they don't understand, the con-
text clues they use to derive meaning, the whys of their

stops and hesitationsl.

This approach, exploiting internal processes and
based on the readers' accounts, is supposed to direct
educators to designing reading programmes according to
real reading problems and difficulties and not according
to data based on intuitions and guesses about students'
problems and difficulties.

c) Reading as Communication

Being a part of human communication, reading pre-

supposes a triad composed of a sender, a message, and a

(1) H. Block, "The Comprehensive Strategies of Second Language
Readers", Tesol Quaterly, 20, 3, 1986, p. 463.
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receiver, as first described by F. de Saussure . Reading
establishes a process of communication between author
and reader through language '"to share common social and

cultural experiences"Z.

Three major components enter in the process of
such communication: competence, concept development and
understanding print. The following diagram illustrates
how these components interrelate 3 :

External Internal Phonology Syntax Semantics

Stimuli Stimuli
Concept Development Language Competency
——

Word Identification 6_

— Understanding Print -

The concept development and language competence
that lead to understanding print correspond to what H.G.
Widdowson calls the "schematic and systemic levels of

n Undoubtedly, this sets up a close

language use
relationship between the reading skill and language use.
Both these imply communicative abilities which establish
meaning as the indispensable target at all language and

concept development levels.

(1) F. de Saussure, Cours de Linguistique Générale, Paris, Payot
S5eme ed., 1955,

(2) H.G. Taschow, The Cultivation of Reading, p. 5.

(3) D.L. Bouchard, et. al., Reading English as a Foreign Language,
Ps la
(4) H.G. Widdowson, Learning Purpose and Language Use, p. 57.
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d) Reading as an Author - Text - Reader

Interaction

The interaction between the author of a text and
the reader further extends the idea of reading as a
communicative process in which meaning is the central
unit. J.C. Alderson and A.H. Urquhart, when they suggest
that ''texts must have readers and readers must have
texts to read and reading is necessarily an interaction”l,
stress the contribution of the author, the text and the

reader to the act of reading.

15 Contribution of the Author .

In writing about a subject destined to be read,
authors transmit, consciously or unconsciously, their
approach to, attitude towards, opinion of and intention
in the subject matter. This is exactly the "author's
world" about which Pigallet says: 'Le monde dont parle
1'auteur est different de celui ot évolue le lecteur"?.
Consequently, through his writing, the author provides
insight, information and messages that may be different
from the reader's knowledge of the world. This difference
of points of view is supposed to trigger interaction

between author and reader.

(1) J.C. Alderson and A.H. Urquhart, Reading in a Foreign
Language, p. 748.

(2) Ph. Pigallet, L'art de Lire, p. 69.
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11 Contribution of the Text

It has been assumed by P.T. Johnsonl and H.G.

Taschow2

that the cultural origin of the text has more
effect on comprehension than the level of semantic and

syntactic complexity,

Thus if a text is based on cross-cultural data,
it is supposed to facilitate interaction and meaning
extraction. The text also contributes to making commu-
nication possible and the extraction of meaning easier
when it has a good dimension of rhetorical organization.
The reader must be able to recognize the different
stages of an argument and the logical order of sequences
of events in time and space, as suggested by B. Laufer
and D.D. Sim3. Coherence and cohesion in a text are
important factors regulating comprehension.

iii. Contribution of the Reader

Ph. Pigallet admits that "il y a autant de lecteurs
qu'il y a d'écrits"4, suggesting that each reader has his
own way of reasoning and judging, and evaluting a message.
In fact, the personal input of mental and cognitive
effort on the part of the reader in order to negotiate
meaning is different from one reader to another. Each
reader facing a particular text is a particular processor
of a particular meaning.

(1) P.T. Johnson, "Effects on Reading Comprehension of Language
Complexity & Cultural background of a Text", Tesol Quarterly,
15, 2, 1981, pp. 169-181,

(2) H.G. Taschow, The Cultivation of Reading, pp. 192-193.

(3) B. Laufer and D.D. Sim, Reading Comprehension Course: Selected
Strategies, London, Collins, 1982, pp. 62-65.

(4) Ph. Pigallet, L'Art de Lire, p. 46,
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To conclude this section, reading is a skill which
has basic prerequisites: concept of print, thinking and
eye-focus. EFL reading, however, is tributory of the
reader's emotion, cognition and psychomotor gbilities.

It also requires a good knowledge of oral English. Some
more particular considerations emphasize the fact that
if reading is to contribute to the maturation of the
English language as a whole, it should be conceived as

a project in its own right. As a thinking incentive,
reading establishes a process of communication between
author, text and reader for the creation of new meanings.
For this reason, in very recent perspectives, reading is
not only a perceptive skill such as listening, but a
productive one as well, much like writing, for the search
for meaning and the construction of signification it in-
volves. Mentalistic data can tell a great deal about the
reading process: if educators "look closely at what
students can do when they read, they can decide what to
teach them" l.

B. The Teaching of Reading

When D.E. Eskey says that reading "is a natural
skill, like walking or talking, that is, a skill which
virtually anyone can learn but which no one can teach"?
in the ways described by linguists and pedagogues, he
stresses the complexity of the teaching of reading. The

reason is perhaps contained in Ph. Pigallet's assertion

(1) H. Block, "The Comprehension Strategies of Second Language
Readers", Tesol Quarterly, p. 463.

(2) D.E. Eskey, A Model Programme for Teaching Advanced Reading,
p. 169.
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that reading "est un comportement associé a divers
aspects de la vie (et c'est pour cela qu'il) ne peut étre
réduit & un savoir scolaire, par des séries de techniques
La lecture n'est pas congue comme le résultat d'un
enseignement. L'acquisition du mécanisme existe: la ques-
tion est celle de 1'évolution de la maniére de lire'"l.

EFL teachers of reading are well aware that their
students possess strategic reading resources acquired in
the native language which are transferred to the foreign
language. The problem is that not all students are aware
of these resources and not all of them are ready to
transfer them.

The following sections deal with aspects of the
teaching of reading which help to strengthen in the
student the existing resources for reading or to awaken
those resources which are dormant so that they can be
applied systematically and consciously in the reading
task.

1. Approaches to the Teaching of Reading

The primary aim of reading is to comprehend. For
years, reading has been regarded as an instrument of
information and knowledge, and reading passages as a
lexical supply for the ensuing book review, composition,
translation, conversation or comprehension questions. This
kind of instruction has been referred to as "Comprehen-

sion Assesment" and not as 'reading Comprehension" ,

(1) Ph. Pigallet, 1'Art de Lire, pp. 45-46.
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by D.A. Durkinl. Henceforth a comparative parallel
between these instructional devices can be drawn.

a) Comprehension Assessment

According to Durkin, comprehension assessment
focuses on the product of reading. Since students can
read, they can understand and apply the new information
and knowledge gained from the reading to some other
language tasks. The assessment is directed toward what
the student has learnt from the text about the author ;
what he does not know or should know about a particular
topicz. This approach puts forward the traditional
questions accompanying reading passages which emphasize
the author's relationship with the text and his expe-
rience of the world. The part of the reader is thus
limited to observing and reporting about such relation-
ship and experience. The result of such an activity is
what is being assessed.

b) Reading Comprehension

Reading comprehension is often mistaken for com-
prehension assessment. Thus it has never been taught.
To teach reading comprehension supposes instructional
procedures which focus on the process and not on the
product of reading ; this process re-establishes the
reader in his rightful role of active participant in
the author-text-reader interactionB.

(1) D.A. Durkin, "Reading Comprehension Instruction in Five
Basal Readers Series", Reading Research Quarterly, 1981,
16, 4, pp. 515-544.

(2) IBID. p. 517.

(3) D.A. Durkin, "Reading Comprehension Instruction", p. 518.
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H.G. Taschow suggests that instruction in reading
comprehension should include teaching students a certain
number of techniques and strategies to improve their
comprehension, recall power and memory retention. Stu-
dents should be taught how to inspect a text, how to
question it to find out the desired information and then

how to organize this informationl.

What further confirms the reader as an active
participant in the reading task is a change in the usual
questions following a reading passage. Most of the ques-
tions should be student-centered and not author-centered.
H. Block suggests that the questions should be about the
interest and motivation of the reader in the text. They
should ask reader if he accomodates, assimilates or re-
jects information and why. They should finally attempt
at relating the text to the external world?.

1, Objectives of the Teaching of Reading

In defining the objectives of the teaching of
reading, one cannot omit H.G. Widdowson's definition of
the objectives of language teaching and learning as a
whole or "the purpose' and "aims" of such a task3. The
question to be asked is 'Why teach reading at all?". The
following points define and describe objectives.

(1) H.G. Taschow, The Cultivation of Reading, p. 128.

(2) H. Block, "The Comprehension Strategies of Second Language
Readers", p. 477.

(3) H.G. Widdowson, Learning Purpose and Language Use, Pp. 6-7.
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a) The Purpose of the Teaching of Reading

The purpose of reading courses should be, to give

a general example,

- to teach reading or improve Or consolidate the

reading skills ;

- to identify the reading level as primary,

medium or advanced ;

- to specify the appropriateness of the task: Is

reading appropriate

for classroom purposes: (to back up other
language skills)?

- for academic or professional purposes?
- for literary purposes?

- for real-life purposes (newspapers, magazines,

cartoon-strips, thrillers, publicity)?:

- for nonverbal communication (the kinesic
system or the body language including gestures
and movements)l? For the wordless reading of
the expressive and receptive language of
signals, and visuals such as paintings, photo-
graphs, graphics, charts, diagrams, tables,

mapsz?

- to delineate the content of the course in terms

of techniques and strategies.

(1) A. Scheflen, "Body Language and Social Order", in H.G. Taschow,
The Cultivation of Reading, p. 4.

(2) H.G. Taschow, op., cit., pp. 6-7.
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b) The Aim of the Teaching of Reading

According to H.G. Widdowson the aim of language
learning is "the purpose to which learning will be put
after the end of the course"l. Applied to reading, this
definition would consider:

- phonetic accuracy, either internalized or
spoken (a later section about silent and
oral reading will clarify the point) ;

- mastery of spelling ;
- reading flexibility.;
- reading comprehension.

Students should gain from the teaching of reading a
capacity for adjusting comprehension skills to various
kinds of materials and for matching a thinking rate
with a reading rate in order to maintain meaning and
practical communicationz. This can be done through a
series of learning strategies.

C. The Learning of Reading

I shall now move from the teaching of readiﬁg to
the learning of reading. My main intention in this
change is to stress not the teaching input in process-
ing meaning from print but the learner's resources,
cognitive effort and personal involvement in deriving
meaning from print. This section is directed towards
Practical strategies that should be used by the learner
to achieve maximum comprehension in a limited time.

(1) H.G. Widdowson, Learning purpose and Language Learning, pPp. 6-7.

(2) D.L. Bouchard, et. al., Reading English As a Foreign Language,
p. 36.
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1, Deriving Basic Information From a Text

Basic information is generally acknowledged to
be processed thanks to three strategies: previewing,
scanning and skimming.

a) Previewimg: previewing is a teaching device
which prepares the reader to the content of the
text before the latter is handed out in order to
be read. The teacher is expected to ask questions
about the text as a '"warm up" and set psycholo-
gical conditions before the reading. This way, it
is said, the reader has something to look forward
to as he will read with a special purpose and

readiness in mindl.

b) Scammimg: scanning is used after the learners
have had an overall reading of the text. The
reader is supposed to glance through the text to
find the relevant parts in a quick search for
particular informationz. Scanning, therefore, is
a simple factual discrimination of information
which is generally explicity stated in the text.
The reader is then able to answer any "who, what,
where and when'" questions about the text.

(1) H.G. Taschow, The Cultivation of Reading, pp. 141-142,

(2) G. Larocque, "using a Grid in Beginning Reading", Tesol
Newsletter, 19, 2, 1985, pp. 1-4,
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¢) Skimmimg: skimming is perusing the text,
picking out words and ideas here and there, which
might indicate the content and build up an over-
all picturel. At this level the reader has a
clear impression of those events in the text
which are explicity or specifically described.
After skimming a text, the reader should be able

to restate orally what was read?.

Scanning and skimming refer to two meaning levels
in relation to knowing and comprehending. They are sup-
posed to be done without noting details. Many authors
assume that scanning and skimming will be made easier and

quicker if the teacher has previewed the textd.

2. Deriving Advanced Information From a Text

Advanced information is retrieved from a text
thanks to syntactic and semantic indices. After skimming
the text, only a much closer examination leads the reader

to a more complex processing of meaning.
a) Indepth reading and syntactic Information:

J.R. Bormuth assumes that some syntactic difficul-
ties remain insuperable for EFL readers simply because

"there is a considerable amount of inappropriate and/or

nh'

inaccurate use of linguistic knowledge This means

that contextual syntactic clues are not being efficiently

and systematically exploited to derive meaning.

-

(1) D.L. Bouchard, et. al., Reading English as a Foreign Language,
p. 29.

(2) 1IBID.

(3) Namely K. Perkins & B. Jones, ''Measuring Passage Contribution
in ESL Reading Comprehension", Tesol Quarterly, 19, 1, 1985,
p. 137 ; H.G. Taschow, The Cultivation of Reading, p. 128.

(4) J.R. Bormuth, 'New Measure of Grammatical Complexity", in

K.S. Goodman ed., The Psycholinguistic Nature of the Reading
Process, p. 239.
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Therefore, the reader must learn how to process
meaning from syntactic clues in the total sentence and
paragraph environment. Generally, relationships are
established between the words in the same sentence or in
the various sentences of a paragraph by means of:

- sentence patterns, or the placing of words in
the right order. EFL students should learn to recognize
the surface and the deep structure of a sentence plus
the system of rules which permits the infinite transfor-
mation of thesel, such as: phrase signals, clause signals,
question signals, negation signals, intensifying signals
and coordination conjunction signals”.

- Ppattern markers, or structure signals: root words,
inflectional endings, prefixes, and suffixes, compound
. s 3
words, contractions and abbreviations™.

- word functions through word signals: noun, verb
signals and adjectival and derivational suffix signals
(adverbial and adjectival comparative and superlative
signals)a.

- the function of punctuation: punctuation signals

assist in making meaning clearer.

- the organization of paragraphs is another pattern
marker which yields syntactic informations. It helps
interpret and evaluate changes of ideas or changes of
thought: the visual signals of indentation and the number
of lines left between paragraphs are structural data that

help maintain cohesion and coherence between ideas.

(1) N. CHOMSKY, "Aspects of the Theory of Syntax'", in H.Q. Taschow,
The Cultivation of Reading, pp. 100-102

(2) D.L. Bouchard, et al., Reading English as a Foreign Language,

pp. 25-27.
(3) 1IBID.
(4) 1IBID.

(5) H.G. Taschow, op. cit., p. 102.
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However, learning how to extract syntactic information
does not always contribute to the deep meaning of what is
being read. Ph. Pigallet mentions cases of syntactic ambi-
guities that cannot be solved unless the reader appeals to
his background knowledge, knowledge of the world or common
sense

b) Indepth Reading and Semantic Information

This is the most important system of indices that
favours comprehension by the reader. The reader should
therefore learn how to organize his faculties of compre-
hension. The reading literature proposes various taxono-
mies which classify meaning strategies and meaning levels.
In my opinion the most concise and comprehensive is D.L.
Bouchard, et al'sz. This taxonomy includes meaning stra-
tegies and meaning strategic levels which expand from
word identification to the evaluation of discourse. It
is totally reproduced here.

MEANING STRATEGIC LEVELS

kkkkkkkhkkhkhhkhhkkhk

KNOWING
Knowing word Recognising Knowing word
structure word structure function
Knowing the Knowing Recalling
function of denotative specific
punctuation meaning information

(1) Ph. Pigallet, 1'Art de Lire, p. 34.

(2) D.L. Bouchard, et al., Reading English as a Foreign Language,
pp. 20-34.
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COMPREHENDING
Explicit understanding Restating
of the message
APPLY ING
Forming generalizations Making interferences and
drawing conclusions
ANALYZING
Identifying Identifying Detecting connotative
sequences main idea meaning
Identifying figurative Discovering relationship
language
SYNTHESIZING
Creating new ideas
EVALUATING
Self Judging information Evaluating information
appraising valid or invalid as fact or opinion
Assessing propaganda Evaluating the quality

of written word
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To conclude, there are six meaning strategies. Within
each of these strategies there are meaning levels which
readers must use to achieve comprehension and have access
to the author's message. However the author's message may

be blurred by complex cultural data.
¢) Indepth Reading and Cultural Information

Some authors admit that the cultural origin of a text
has more effect on reading comprehension than the level of
syntactic or semantic complexityl. It is quite true that
most EFL readers face severe comprehension problems with
culturally oriented passages. Usually there is a potential
mismatch between the background culture of the reader and
the culture predominating in the passage, resulting in an
irrelevant learning experience. This is why EFL réaders
often read with a lack of confidence in the foreign lan-
guage. On the other hand, if the cultural experience of
the foreign language is missing, how can EFL students
enlarge cultural schemata and concepts in the foreign

language?

It is not the purpose of this section to discuss such
a debatable problem. It is sufficient to recall that learn-
ing a foreign language is "a cultural acquisition”z, and
that the cultural aspects of the text should not be too
far beyond the readers' actual knowledge of the foreign

language culture.

(1) Namely K. Perkins & B. Jones, "Measuring Passage Contribution in
ESL Comprehension", pp. 137-153 ; P. Johnson, "The Effect on
Reading Comprehension of Language Complexity and Cultural Back-
ground of a Text", pp. 169-181 ; H.G. Taschow, The Cultivation

of Reading, p. 193.

(2) H.G. Taschow, The Cultivation of Reading, p. 190.
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Conclusion:

As can be seen, whatever the literature's attempts
to define what reading means, to reveal teaching devices
and to classify learning strategies in a taxonomic way,

research in the field is still inconclusive.

This chapter has covered some of the most relevant
aspects of the reading skill. The main purpose of dealing
extensively with this subject is to show evidence of how
much importance the literature has given so far to menta-
listic and cultural data and to syntactic and semantic
information as input to reading comprehension in detri-
ment to the grapho-phonological input. The art concerning
the grapho-phonological input to the reading process will

be discussed in the next chapter.
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CHAPTER TWO

Aspects of Phonology in the Literature

The study of phonology is a vast subject. In this
section it is impossible to mention all possible aspects
of phonology in the literature, let alone give a useful
treatment of each of them. Hence, I shall concentrate on
a number of points that seem to be of central importance
to phonology as related to language teaching and omit
all the others, however interesting and useful they may
be. My project thus is to survey the literature on pho-
nology and indicate the contribution of phonology to
reading comprehension.

A. What the Literature Says

It would be arduous to give a clear and short sum-
mary of what phonology represents in the bulk of linguistic
studies. Since Ferdinand de Saussure's Cours de Linguisti-

que Généralel, in which he developed his theory of the lin-

guistic sign, much has been said about "langue’  and
"parole'". The Saussurian terms, much used in English,
roughly correspond to Chomsky's terms 'competence' and
"performance'"”. Saussure's distinction imposes the idea
that '"langue', a social system with rules that determine
the use of sounds, forms, syntactic and lexical means of
expression, conditions '"parole'. Therefore, the latter
can be considered as the execution of '"langue', the

sonorous and meaningful flux so necessary to oral/aural

(1) Fifth Edition, Paris, Payot 1955 (lst Ed., 1916).

(2) J. Lyons, General Linguistics, Introduction to Theoretical
Linguistics, Cambridge, C.U.P., 1968, p. 41.
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communication between humans in social life. As research
on the subject is still inconclusive and Saussure still
criticizedl, I shall henceforth refer to "langue" and
"parole" as '"language' and "speech". In addition, I
shall only consider the aspects of language and speech
that are relevant to the defence of my study.

1 General Considerations

a) Language

According to Rudigoz's analysis of Saussure's theory
of the linguistic sign, language consists of thought and
knowledge embedded in a phonic substance:

"La langue est encore comparable & une feuille de
papier: la pensée est le recto et le son est le
verso ; on ne peut découper le recto sans découper
en méme temps le verso ; de méme dans la langue, on
ne saurait isoler ni le son de la pensée, ni la
pensée du son ; on'y arriverai que par une abstrac-
tion dont le résultat serait de faire de la psycho-
logie pure ou de la phonologie pure... Le linguiste
travaille donc sur le terrain limitrophe ou les

o . 2
éléments des deux ordres se combinent'”.

This is the starting point of phonology, or the science
that describes the sounds of a given language, and the

(1) E. Beneventiste, R. Jakobson, L. Hjelmeslev, N. Chomsky in
C. Rudigoz, Les Jeux du Signifiant dans le Discours, Cours de
Tronc Commun du D.E.A., Théories et Pratiques des Discours, UER
des Sciences et UER des Langues Vivantes Etrangeres, Universite
de Caén, 1986-1987, respectively, p. 12, 14, 15, 32.

(2) C. Rudigoz, LesJeux Signifiant dans le Discours, p. 17.
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way they combine together to form words. What is relevant
to indicate here for the purpose of my study is that from
Troubetzkoy1 to modern linguists the sounds of a given
language are referred to as the units of the inferior le-
vel of language expression that have no other function
than combining together to form the units of superior le-
vel, namely words, whose form and combination (into syn-
tagms, propositions and phrases) is described by grammar.
Semantics, for its part, describes the meaning or content

of these words and the units they form2

Widdowson also stresses the idea that phonological
systems are formed by a static inventory of items that
have no dynamic life by themselves: ''The phonological
systems have no executive function in language use but
simply serve to give substantial existence to meanings
signalled in syntax and semantics”3. Jakobson, for his
part, admits that sounds or phonemes participate in gi-
ving meaning ; but they by themselves have no proper
meaning

b) Speech

Languages that are primarily spoken consist of speech
sounds, produced by the organs of speech and perceived by
the human ear5. Thus, speech is regarded as a phonetic,

(1) N.S. Troubetzkoy, Principes de Phonologie, trans. by J. Cantineau,
Paris, Klincksiek, 1949.

(2) J. Lyons, General linguistics, p.44.

(3) H.G. Widdowson, Learning Purpose and Language Use, p. 38.

(4) R. Jakobson, Essais de Linguistique Générale, 2€ partie, trans.
by N. Ruwet, Paris. Ed. de Minuit, 1963, pp. 163-165.

(5) J. Lyons, op. cit., p. 50.
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articulatory and accoustic phenomenon necessary to oral/
aural communication. Communication aims at transmitting
information and meanings. However, very often in speech
acts, in trying to concentrate on meaning, one forgets

the linguistic signals that help to construct meanings:

"Quand nous écoutons un discours banal... notre
attention se porte davantage sur le signifié que
sur le signifiant, de telle sorte que ce dernier
se réduit au rdle subalterne de relais entre le
contenu de pensée du locuteur et notre pensée
d'auditeurs... Si les signifiés sont mis en mé-
moire plutdt que les signifiants, c'est assure-
ment parce que, 4a notre insu sans doute, nous
établissons une hiérarchie entre les signaux qui
nous sont transmis et le sens de ces signaux:
pour nous l'essentiel c'est le sens, non les

; " ; 1
signaux qui permettent de construire ce sens'' .

In Saussurian terminology ''signifiés" are abstract
classes of meaning that belong to 'langue" and thus de-
pend, to be understood, on the speaker's or listener's
language competence. On the contrary, "signifiants" are
abstract classes of phonations that belong to 'parole"

2
or performance .

What should be noted here is that the discrimination
between "signifiés" and "signifiants'" is not important at
the level of language competence ; for as a concrete
1

entity, the union of "signifiés'" and "signifiants" is

5. g ; 3 . .
indissociable”. However, if one departs from Sausurian

(1) C. Rudigoz, Les Jeux du Signifiant dans le Discours, pp. 40-41,

(2) 1BID, p. 29.
(3) 1IBID, p« 39.
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theory because it refers to a linguistic theory of '"langue"
and not to a linguistic theory of "parole" one may agree
with Rudigoz's statement. In fact, Rudigoz attempts to des-
cribe "discourse' as approximately Saussure's "parole”1
consequently, any discrimination or hierarchy of relation-

ships between "signifiés" or meanings and "signifiants" or

phonations becomes pertinent.

What is relevent to emphasize for my present purpose
is that in EFL teaching speech-sounds tend to be disre-
garded and their contribution to meaning extraction is
minimized, except in the teaching of phonetics. in this
case, though, speech-sounds are taught mainly for the pur-
pose of having students memorize the grapho-phonological
system of the language. Their importance is rarely brought
up to the student's attention as relevant for understanding
special meanings, messages, or intentions of a significa-

tion, or simply an attitude, in speech or in reading.
Some particular considerations may clarify this point.

v 1 Particular Considerations

In the literature, some linguists put forward somewhat
debatable views concerning the place of phonology in lan-

guage teaching.

a) Contribution of Grapho-phonological Constituents

to Language Aquisition

Most linguists agree that the phonological system of
English is less important than the syntactic and semantic
ones in helping process meaning from print. The informa-
tion it provides, they say, is very basic. here are some

points of view:

(1) C. Rudigoz, Les Jeux du Signifiant dans le Discours, p. 39.
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i. Widdowson's Point of View

Widdowson's point of view is essentially directed
towards the communicative approach to language use. For
this reason he distinguishes two basic levels of language
use: the systemic and the schematic.

- The systemic level of language use:

In the previous chapter, we saw that Widdowson con-
siders the phonological constituents of English, namely
speech-sounds and their representative orthographic shapes,
as a part of the systemic level of the language that has
"no dynamic life'" and no "executive function" in language
use. These items, he adds, "serve to give substantial exis-
tence to meanings signaled in syntax and semantics" . He
further states that '"these skills have to be learnt in
order to be disregarded, since to be aware of their opera-
tion would be to discrupt normal communicative behaviour"
Two remarks can be related to these assumptions: first, the
sounds of our speech pass unnoticed as mere sound ; they
are perceived only as signals making comprehension possi-
ble. Second, speech is ascribed a high degree of utility
- we speak either because we need useful information or
because we reply to a request for information, or because
we have an order to give, a wish or fear to express, etc.

A resulting question to these remarks is: "What about the
phonetic quality of speech and the strictly individual
choice of words and phonations that determine ways of ex-

pressing needs, wish, fear, information and messages?".

(1) H.G. Widdowson, Learning Purpose and Language Use, pp. 34-38.
(2) 1IBID.
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- The schematic level of language

We have already been acquainted with the term schemata
referring to mental structure. In Widdowson's conception,
schemata "can be defined as cognitive contructs which allow
for the organization of information in long-term memory and
which provide a basis for prediction”l. In another section
of his work, the author refers to schemata as ''stereotypic
patterns derived from instances of past experience”z. The
schematic level of language use thus described is given
much more importance than the systemic level. Hierarchi-
cally, "it is the first that serves as the main source of

reference in language use"3.

Therefore, it appears that
knowing the systemic level of the language does not prepare
EFL students to use the language. Language competence in

English depends to a great extent on pragmatic knowledge.

My remark here is that pragmatic knowledge is realized
in an act of communication through speech and that speech
has no regid and fixed expressive boundaries. For example .,
we do not only speak to establish or maintain personal and
social equation. We also speak to share pleasurable or
ludic experiences in which the phonetic quality of words is
dominant and may even play a central role in getting the
message across.

ii. Pigallet's Point of View

Pigallet's also stresses the predominance of the syn-
tactic, semantic and schematic levels of language over the
phonological. In his analysis of reading he insists more
on the graphic system of the language than on the phono-
logical one, of which he scarcely says a word. For exam-
ple, in dealing with the phonic decoding of the written

(1) H.G. Widdowson, Learning Purpose and Language Use, P. 34.
(2) 1IBID., p. 37.
(3) ‘IBIDwy D« 5ls
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word, he only writes that it consists '"a attribuer une
sonorité aux signes écrits afin de retrouver la langue

orale”l.

All the remaining remarks are centered around
the graphic system. One of them is "une analyse precise
de la graphie d'un mot est rarement necessaire sauf en

cas d'ambiguité lexicale”z. In this case, he adds, "l'or-
thographe peut revendiquer ses droits"3 and he gives the
examples of "tant/temps ; et/est ; and di/du'. The English
illustration of these would be, for example, hour/our,
know/no and sea/see. Finally, Pigallet admits that '"la
connaissance de 1l'orthographe ne permet pas non plus de
saisir toujours le sens de ce qu'on 1it"q. Rather, he
writes, the reader must appeal to his past experience,

common sense and context to find out about meaning5.

Thus, in the reading skill, Pigallet considers only
the graphic constituents of the language and their visual
perception. The phonological constituents and their pho-
natory, articulatory and acoustic effects in the reading

act are ignored.

What is interesting to say here is that both
Widdowson's speech acts and Pigallet's reading acts con-
centrate on perceptions of meanings rather than on per-
ceptions of graphic or phonic items. This may be natural
for native speakers or readers. For EFL learners, one
wonders how they can have a full grasp of the syntactic
or semantic aspects of a conversation or a text when at
the same time they are literally assaulted by a sonorous
flux and/or a crop of graphic patterns in geometric forms.

- - -

(1) Ph. Pigallet, 1'Art de Lire, p. 26.
(2) 1IBID, p. 32.

(3) 1IBID.

(4) IBID.

(5) 1IBID, p. 33.
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iii. Taschow's Point of View

In his remarkably comprehensive publication on reading,
Taschow has a section entitled: '"What are the roles of
words, syntax, and semantics in reading?'". The subtitle
encompassing the answers is "Basic Knowledge in Understand-
ing Reading"l. The role of phonology as a basic requirement
in understanding reading is not mentioned in this section
which describes a part of human communication. It is, how-
ever, dealt with in a further chapter entitled "Basic Infor-
mation in Reading in the Teaching Context"z. For Taschow,
therefore, phonology enables the reader to extract basic
information from print in order to arrive at meaning. How-
ever, Taschow's description is directed to native language
teaching of phonology and stresses the fact that phonolo-
gical information is just "useful to readers, both children
and adults".

In general, Taschow insists on the importance of
grapho-phonological information mainly in beginning reading
instruction. After this stage, he writes, readers are able
to "identify words more rapidly and appear to extract mean-
ing mainly by visual recognition plus occasional phonologi-
cal recoding"a. This assumption confirms the conviction
that in teaching reading, to natives or EFL learners, the
graphic constituents of the language are given a larger

space than the phonological.

To conclude this section, it appears that the grapho-
phonological analysis of the language is considered to

contribute to reading ability at the primary stages of

(1) H.G. Taschow, The Cultivation of Reading, p. 20.
(2) 1BID, p. 79.

(3} I1BID, p. B5,

(4) 1IBID.
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language acquisition. As the learner becomes more profi-
cient in the language, he relies on more sophisticated
language levels to extract meaning such as the schematic,
syntactic and semantic ones. These are referred to as
"the higher things”l

A study of some practical aspects of the English
grapho-phonological system may show what, in the teaching

situation, helps students acquire reading abilities.

B. Practical Aspects of Teaching English Grapho-phonological
System

This section is twofold: it will discuss the issues
of teaching the grapho-phonological system at the immediate
levels of language acquisition and then at the advanced

levels of language competence.
1e Immediate Levels of Language Acquisition

Here I shall deal with auditory and visual discrimina-
tion, pronunciation, spelling and phonetic script which
constitute the immediate levels of language acquisition

facilitating reading.

a) Auditory Discrimination

Auditory discrimination is a matter of phonology.
Phonemes, not graphemes, are thus concerned. Listening to
sounds, which the recent literature traces back to the "in
utero" life of human beingsz, is threfore what facilitates

learning and communication.

(1) H.G. Widdowson, Learning Purpose and Language Use, p. 31.

(2) H.G. Taschow, The Cultivation of Reading, p. 15.
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For Giméon, auditory discrimination is the receptive
phase of language learning ; for this reason any approach
to it should be perceptive, that is, it should rely heavily
on training the earl. As concerns EFL learners, Gimson
goes on, they should be trained to perceive the differences
between the sounds in order for them to achieve minimum

§
comprehension .

Another author, P. McCarthy, considers the education
of the ear to be "a prerequisite for efficient foreign lan-
guage study" and advises, as far as auditory phenomena are
concerned, "a sufficient repetition (as) the only way to
ensure their retention'. In a further statement, McCarthy
assumes that the aim of such teaching is 'to train, not to
test" so that a student can "exercise his auditory judge-
ment and gain confidence and reassurance from discovering
the extent of his powers of recognition, identification
and discrimination"3. However, the study of sound discri-
mination is indissociable from the study of the letters
representing them. Therefore, sounds have to be recognized
in graphic forms too.

b) Visual Discrimination

In the students' acquisition of the auditory skills
there is necessarily a conflict between audition and vision
which is of some relevance to pronunciation and spelling

and thus to speaking, reading and writing.

Asher says that transfer from audition to vision is
weaker than from vision to auditiona. He means that visual

habits acquired through graphemes first are difficult to

(1) A.C. Gimson, An Introduction to English Pronunciation, E. Armnold,
London, 1970, p. 1.

(2) 1IBID, p. 2. .
(3) P. McCarthy, The Teaching of Pronunciation, C.U.P., 1978, p. l4.

(4) J. Asher, "Vision and Audition, Perceptual and Motor Skills",
Language Learning, 19, 1964, pp. 255-300.
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transfer into auditory habits. Indeed, we teachers know
well the case of those students who are unable to accept
remedial correction in the pronunciation of words with
silent letters, such as '"lamb" and "Thames', once they
have "seen" them first and only then '"heard" them. Thus,
for the purpose of phonological accuracy, audition should
intervene first. Audition first is supposed to be far
more effective than spelling in crystallizing in the

students the correct pronunciation of words

c) Spelling

Spelling "is the process of representing language by
means of a writing system or orthography"”~. It therefore
depends on the training of the visual discrimination of
graphemes and also on the training of "visual memory”3.

We have already seen how interdependent letters and sounds
are. This is where the problem lies ; it is common place
that the conventional spelling of English is inconsistent,
and therefore unreliable as a guide to proper sequences

of sounds. Bouchard, et al., assert that the English lan-
guage contains 44 sounds which can be spelled in 2,501 ways
employing 26 1ettersq.

The disproportion between sounds, letters and spell-
ing induces a whole crop of mispronunciations and misin-
terpretations of words. Only appropriate teaching appro-
aches may resolve the problem. The recent literature

proposes the following advice:

(1) J. Asher, "Vision and Audition, Perceptual and Motor Skills",
Language Learning, 19, 1964, pp. 255-300.

(2) H.G. Taschow, The Cultivation of Reading, p. 173.

(3) P. McCarthy, The Teaching of Pronunciation, p. 64.

(4) D.L. Bouchard, et al., Reading English as a Foreign Language,
p. 8.
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Not to attempt to teach the sounds from their
spelling, but to describe the spelling of words
in terms of their sounds

Avoid teaching the spelling of words in isolation
and rather relate it to reading and writing abi-
lities ; this is supposed to develop in the stu-
dents a '"'strong sight—vocabulary"z. Sight-words
are those words recognized or identified as whole
words by the readers: 'the reader uses the confi-
guation of the word rather than generalizations
about the sounds which are represented by the
letters"3. However, the authors of this statement
admit that some sight-words are recognized from

habit, because read or used frequently.

The fact of subordinating the teaching of spelling
to vocabulary entails emphasis on meaning. "'spell-
ing/meaning patterns in words", should therefore
be connected for systematic development of word

knowledge4

Thus, the teaching of English spelling does not only

comply with sound/letter juxtaposition techniques. It also

appeals to the students' cognitive development of sight-

words, to the training of visual memory and to meaning

patterns.

d)

Pronouncing

The relationship of letter/sound sequences, when

: . e )
articulated, results in pronouncing and speaking

(1) P. McCarthy, The Teaching of Pronunciation, p. 64.

(2) H.G.
(3) D.L.
(4) H.G.

Taschow, The Cultivation of Reading, p. 174.
Bouchard. Reading English as a Foreign Language, Pl v
Taschow, op. cit., p. 175.

(5) P. McCarthy, op. cit., p. 64,
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i. Spelling and Pronunciation Relationship

Research has not yet answered conclusively the
following questions:

= Are spelling and pronunciation two different

matters?

- Should they be tackled separately or in terms
of each other?

It seems to me that this is a false problem. The
handling of the main features of sounds in sequences or
in connected speech is most valuable if the objective is
the mastery of the speaking skill. For this reason, I
subscribe to 0. Jespersen's opinion on this question: "It
is funny how humans tend to forget that language is pri-
marily speech, i.e., chiefly conversation, while the
written and printed word... Important things in speech
disappear in the comparatively rigid medium of writing,
stress, pitch, contour of voice, thus especially those
elements which give expression to emotions rather than
to logical thinking"l.

However, if the objective is reading, both spelling
and pronunciation have equal importance and should be
taught simultaneously through planned instruction. Even
though pronunciation is supposed to be internalized in
silent readingz, its role remains as important as the
role of spelling in reconstructing meaning from print:
incorrect pronunciation models may be a hindrance to
meaning in the reader's attempts to reconstruct, through
print, the spoken form of the languageB.

(1) 0. Jesperson, Essentials of English Grammar, University of
Alabama Press, Mass., 1966, p. 17.

(2) C. Rudigoz, In and Between the Lines: An Elementary Introduction
to the Analysis of Poetic Discourse, Vol. 1, UER des Langues
Vivantes Etrangéres, Universite de Caén & Institut d'Etudes
Anglaises et Nord Américaines, 1983-1984, p. 21.

(3) H.G. Taschow, The Cultivation of Reading, p. 85.
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ii. Speaking and Pronunciation Relationship

According to McCarthy, speaking and pronouncing re-
late to the same basic activity: "Pronouncing concentrates
on how the speaking is done, and speaking involves pronoun-
cing that accounts for what is said"'. In fact, what one
says and how one says what accounts for three necessary
points in a speech act: information, comprehension and in-
tention. These points interrelate in the same way in the
reading act.

iii. Spelling, Pronouncing and Reading

Taschow gives us an excellent reason to believe that
spelling, pronouncing and reading interrelate: '"If the
reader is lacking any degree of proficiency in either one
of them, certainty, fluency and speed in oral reading are
interfered with. Any slight speech impediment may make
the oral reader uncertain in pronunciation and intonation,
uneasy in the flow of words, and hesitant in proceeding to
the end of the sentence”z.

This position further emphasizes what was said in
chapter I about EFL students and their need for oral know-
ledge of English for a relevant and effective reading

instruction .

e) Phonetic Script

Phonetic script is the transcription system of speech
sounds, or the international Phonetic Alphabet, "I.P.A."

Let us study its uses and usefulness.

(1) P. McCarthy, The Teaching of Pronunciation, p. 7.

(2) H.G. Taschow, The Cultivation of Reading, p. 15.
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i. Phonetic Script and its Uses

Not much is said in the literature about phonetic
script and its uses in the study of English as a foreign
language. However, according to McCarthy, phonetic seript
"can be looked upon as visual aid to the study of spoken
1anguage"1. A looming question about phonetic script re-
mains whether teaching it to EFL students helps them pro-
nounce better the sounds of English. For McCarthy ''no
phonetic symbol can teach the pronunciation of a sound".
Thus, the teaching procedure should be to teach 'the
sounds first, the symbols after”z.

ii. Phonetic Script and its Usefulness in Class

Instruction.

In the literature, one finds no clear statement
about what phonetic script is useful for in class instruc-
tion. According to McCarthy, though, the usefulness of
phonetic script can be "assessed only in relation to the
purpose it is intended to serve and how well it achieves

this purpose"3.

In class instruction, teachers teach pho-
netic script and indulge, together with their students, in
phonetic transcriptions of words and sentences or in pho-
netic dictations. The main purpose of such activities is
for the students to avoid confusion between the sounds and
the letters of ordinary spelling in isolated words or in
connected speech. The materials concocted for classroom
usage show an over emphasis on a manipulative teaching of
grapho-phonological items that defeats teaching and learn-
ing goals. For example, the contexts in which grapho-pho-

nological items occur are unnatural. As a result, students

(1) P. McCarthy, The Teaching of Pronunciation, p. 29.
(2) 1IBID, p. 30.
(3) 1IBID, p. 29.
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perceive these as manifestly artificial and out of reality
tokens of the language system. They do not perceive them
as contributing to the realization of meanings. In other
words, rarely do teachers attempt to have students trans-
cribe sequences of genuine poetry, prose, newspapers head-
lines, commercial ads and political slogans. These mate-
rials are authentic and operate on large schematic units.
Grapho-phonological features are thus embedded in highly
organized but natural pieces of language. Thereby, trans-

cription activities are made more meaningful and useful.

On the other hand, after the phonetic course and the
related transcription activities are over, the main utility
of what students were taught is projected either in an aca-
demic interest in phonetics or in an interest in the dic-
tionary use as related to other language areas, or in

real-life use of the dictionary.

- Conventional Dictionaries

In real-life, as well as in class instruction, the
use of the dictionary is essential to reading comprehension.
Readers do not only check accepted definitions or meanings
but also accepted spellings and pronunciation rules. Not
all dictionaries, though, comply with the I.P.A. principles
and make use of only their authorized symbols. Each dic-
tionary, very often, even when it uses the I.P.A., chooses

its own key to symbols.

In this country, the book market makes two broad
types of English dictionaries available: the British and
the American. They use different phonetic script, spelling,
hyphenation and stress placement. These circumstances cer-
tainly do not facilitate the tasks of the EFL student who
wants to check the pronunciation of words he does not know

or he is in doubt about.
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A third consideration also enters into play: the
reference dictionary for pronunciation may be monolingual
or bilingual. We teachers assume that bilingual dictiona-
ries are more concerned with translation of meanings and
definitions than with accurate types of pronunciation and
their corresponding phonetic transcription. Monolingual
pronouncing dictionaries may be preferable to bilingual

dictionaries.
- Pronouncing Dictionaries

Pronouncing dictionaries deal with only the standard
pronunciation of words and their phonetic transcriptions.
"they are quick and easy to refer to" as Windsor Lewis puts
itl. They generally skip the long word lists and cross-re-
ferences used in general dictionaries which are admitted to

result in a waste of time.

Nevertheless, even pronouncing dictionaries are not
free from criticism. In the preface to his unique pronoun-
cing dictionary prepared for users of English as a foreign
language, Windsor Lewis writes: '"the question will no doubt
be asked why a new dictionary has been prepared when we
already have such excellent reference works as the Daniel
Jones English Pronouncing Dictionary and the Kenyon and

Knott Pronouncing Dictionary of American English. An imme-

diate answer is that neither of these was planned solely for
the benefit of users of English as a foreign or second lan-
guage. Each is offered as "a record of fact" and these can
be of such complexity that an interpretation and to some
extent simplification of these facts in the form of a limi-

, 2
ted set of recommendations can be of value to the learner"”.

(1) Windsor Lewis, J., A Concise Pronouncing Dictionary of British and
American English, O0.U.P., 1972, p. viii.

(2) IBID, p. vi.
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To conclude this section, phonetic script.is impor-
tant to teach not for its own sake, but as a means to an
ends ; phonetic script is to be used and deciphered all
one's life to check pronunciation and to distinguish bet-
ween British and American standards. For this purpose,
pronouncing dictionaries are more reliable guides than

general dictionaries.

As can be seen, auditory and visual discrimination,
spelling, pronunciation and phonetic script are merely pre-
requisites using the grapho-phonological system of English
at an immediate level of language acquisition which faci-
litates reading. After that, reading requires a more
advanced level of language¢ competence.

2. Advanced Levels of Language Competence

Knowing the grapho-phonological system of English
using the immediate language levels described previously
helps EFL readers to acquire significant language competence
and oral language facility. It does not, however, make them
fluent readers. This can be done by reading, namely oral

reading and silent reading.

a) Oral Reading

In the literature, oral reading has constantly been
discredited as a means of learning to read. The two argu-
ments put forward are that oral reading helps vocalization
and vocalization hinders comprehension. Pigallet calls
vocalization a '"parasitage du sens'" in the sense that it

; . —
impedes the flow of meaning extraction

(1) Ph. Pigallet, 1'Art de Lire, p. 26.
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For Juel and Holmes, reading aloud, despite slowing
down reading pace, focuses the students' attention on indi-
vidual words, and single sounds. In trying to pronounce
them painfully, the student may lose all sense of meaning
and isolate the words as a whole, leading to less
comprehensionl

For Chomsky, "minimizing the pronunciation stage
becomes a basic part in encouraging efficiency in reading”%
which of course is the same as saying that students should

be discouraged from reading out loud.

However, these arguments against reading aloud,
formulated by Applied Linguistics theoreticians, seem to be
in contradiction with the arguments formulated by most ins-
tructors and teachers. The latter assume that reading out
loud is the mode of reading predominantly adopted in class
instruction, where '"reading appears to be reading only when

it involves a grapheme-phoneme translation">.

This presupposes that the oral stage in reading is
a stage at which readers ascertain meaning through speech
sounds, a controvertial supposition, much debated in the
professional literature.

b) Silent Reading

Silent reading earns the approbation of most spe-
cialists. In reading silently, a student is expected to
follow a direct process of meaning extraction, as

illustrated by Goodman

(1) C. Juel and B. Holmes, "Oral and Silent Reading of Sentences",
Reading Research Quarterly, 16, 4, 1981, pp. 545-568.

(2) N. Chomsky, "Reading, Writing and Phonology", Harvard Reading
Research Review, 40, 1970, p. 290.

(3) H.G. Taschow, The Cultivation of Reading, p. 83.

(4) K.S. Goodman, The Psycholinguistic Nature of the Reading Process,
pe 15,
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GRAPHIC CODE - DECODING - MEANING

which skips the intermediate steps of pronouncing, a more
roundabout process to arrive at meaning:

GRAPHIC CODE - PRONUNCIATION - DECODING - MEANING

This point of view assumes that meaning is derived directly
from print, not from speech sounds, and thus appeals to

visual recognition, not to the reconstruction of the spoken
language.

Taschow argues that only proficient readers choose
the direct route from print to meaning. He advises that
beginners and intermediate readers cannot help reading out
loud or vocalizing when reading silently a difficult passa-
ge. He also acknowledges that this occurs more with a
desire to reconstruct the spoken form of the language read-
ers are familiar with than a desire to ascertain meaning
Meaning is better ascertained through a knowledge of the
structural elements and vocabulary than through speech-
soundsz. Another position advocates that speech-sounds re-
main a basic reference to extract meaning in silent reading.
Speech-sounds are said to be internalized in silent reading,
as perceiving letters is permanently accompanied by per-
ceiving sounds which do not result in oral output3. In this
case, we teachers may say that silent reading may expose
non-proficient readers to incorrect internalized models: si-
lent reading cannot be interrupted and thus allows miscues

to go uncorrected.

Finally, fluency in reading may require competence

in reading, both orally and silently.

(1) H.G. Taschow, The Cultivation of Reading, p. 86.
(2) D.L. Bouchard, et al., Reading English as a Foreign Language, p. 5.

(3) C. Rudigoz, In and Between the Lines, p. 21.
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c¢) Bridging the Gap

Total mastery of the English grapho-phonological system
should consider oral and silent reading as two distinct but
complementary skills, each one with its utility in the task
prescribed and the purpose for which it is taught.

Some remarks about these two skills may help bridge the
gap with confidence:

- Oral reading prepares the reader for phonolo-
gical accuracy while silent reading prepares

him for a mastery of spelling.

- Oral reading may be considered a school acti-
vity, a learning device and reading silently
an acquired skilll.

- Oral reading is used to share information with
other participants while silent reading is used
"to enter the writer's thoughts"z. However, to
enter the writer's thoughts, a certain type of
prose and selection is better read aloud than
silently ; certain nuances of meaning are elu-
cidated by oral reading, otherwise, they are
lost to the students.

- Both sorts of reading are real-life activities:
oral reading is essential to reading drama and
poetry, in public meetings, announcements and
conferences, and thus requires phonological
accuracy. Silent reading, on the other hand,
is essential for reading newspapers, novels,

forms to fill out, letters and magazines, etc.

Reading out loud and silent reading should therefore
be regarded as two interdependent and complementary skills.

- ——

(1) D. Williams, "Developing Reading Comprehension Skills at the Post-
Primary Level", English Teaching Forum, XXI, 3, 19683, p. 1l:

(2) H.G. Taschow, The Cultivation of Reading, p. 163.
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Conclusion:

In surveying some aspects of phonology in the litera-
ture, I have been led to make some general remarks about
language and speech and what they imply. The particular
considerations mostly concentrated on several specialists'
opinions concerning the contribution of grapho-phonological
analysis to the reading process. In my opinion, this has
been too much played down in relation to the contribution
of other language skills.

In a second step, a study of some more practical as-
pects of teaching the English grapho-phonological system
has been attempted through the immediate and advanced le-
vels of language acquisition. In research into both the
reading process and phonology as related to reading com-
prehension, the area of grapho-phonological information
was touched upon only as a basic element contributing to

reading comprehension.

The recent research made round the theory of commu-
nication as applied to language teaching has shown new
teaching orientations towards grapho-phonological analysis.

This is the purpose of the next Chapter.
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CHAPTER THREE

Aspects of the Communicative Approach to Language Teaching

in the Literature

In the following sections I shall try to present aspects
of the development of the communicative approach to language
teaching. I shall then underline the pedagogical claims
advocated for such an approach.

A. Evolution of the Notion of Communication

The following authors contributed to promote the notion

of communication in language teaching:

1. Saussure and Bloomfield

Beginning with Saussure1 and Bloomfieldz, language was
defined as a system of vocal symbols by means of which
communication is achieved. Thus language, by definition, is
seen as a means of communication. One can assume that a se-
cond or foreign language is taught with the aim of enabling
learners to communicate in the taught language. However,
teaching was based on the audiolingual approach essentially
derived from structuralist linguistics and behavioural psy-
chology. These suppose that language learning means habit
formation. Therefore, most publications made by the struc-
turalists and behaviourists on language teaching and

learning were based on substitution and transformation of

(1) F. de Saussure, Cours de linguistique Générale, 5e edition, Payot,
Paris, 1975, (lere edition, 1916).

(2) B.L. Bloomfield, Language, New York, Holt, Rinehard and Winston,
1933.

(3) E. Sapir, "The Status of Linguistics as a Science", in Landmark
of American Language and Linguistics, F. Smolinski ed., Usia,
Washington, D.C., 1986, pp. 9-13. C.C. Fried, English as a Foreign
Language, Ann Arbor, University of Michigan Press, 1955. R. Lado,
Linguistics for Language Teachers, University of Michigan Press,
1957.
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patterns and structures of language, repetition and memori-
zation of set pronunciation in isolated phrases or sentences.

In other words, language structures were manipulative.

2. Chomsky

In his "Review of Skinner's Verbal Behaviour"l, Chomsky
stresses the failure of the structuralist audio-lingual
approach to enable language learners to communicate in the
target language. He denounces the behavioural-structural
model of language and language acquisition. Chomsky's idea
is that learners of a foreign language cannot be manipulated
like laboratory rats. Rather, EFL learners should be taught
to find for themselves the words and structures to express
themselves. Chomsky further emphasizes the idea that con-
tent and meaning, not selective mechanisms, should be given
primary importance in language learning. His generative
grammar and its implications imposed the notions of "per-
ception and production"2 of the language and the 'creative

aspect of language use"3.

3 Practor

Clifford Practor is the first American methodologist
to propose that learners of a foreign language use materials
that are meaningful to them. They should be involved in
activities "designed to encourage the free communication of
thought', for "communication is an essential component of
language' without which language "is not language at all

Hl}

but mere parroting .

(1) N. Chomsky, "A Review of Skinner's Verbal Behaviour", Language,
35, I, 1959, pp. 26-58.

(2) =—————————- , "The Current Scenes of Linguistics: Present Directions",
College English, 27, 8, 1966, pp. 587-595.

(3) —————————— , "Linguistic Theory" (1966), F. Smolinski ed., Landmarks
of American Language and Linguistics, USIA, Washington, D.C. 1986,
p. 264

(4) C. Practor, "Development of manipulative Communication Scale,
F. Smolinski, ed. Landmarks, pp. 248-249.
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[ Hymes

In the 60's, Dell Hymes, a linguist and anthropologist,
coined the phrase 'Communicative Competence", further con-
tributing to the decline of the audio-lingual approach. He
enlarged the idea of learning in order to communicate in the
foreign language, to knowing the social and socio-linguistic
factors that govern a speaker's ability to use a language

appropriately in specific contextsl.

B4 Mumby, Breen and Candlin, Candlin

More recently interesting work has come out of Great
Britain regarding both communicative syllabus design and the
development of a communicative approach to language teaching.
However, this work represents theoretical models constructed
by Applied linguists2

6% Abbot, Joiner, Olsen

These authors definitely marked the move from communi-
cative theory to communicative activities, and practice was
successfully developed and employed in their language

3
classrooms™ .

(1) D. Hymes, "The Ethnography of Speaking'", in T. Galdwin and
W. Sturtevant, eds., Anthropology and Human Behaviour, USIA,
Washington, D.C., 1962.

(2) J. Numby, Communicative Syllabus Design, London, C.U.P., 1978.
M. Breen and C.N. Candlin, "The Essentials of a Communicative Curri-
culum in Language Teaching", Applied Linguistics, I, 2, 1980, p. 89.
C.N. Candlin, The Communicative Teaching of English, London, Longman,
1975.

(3) J. Abbot, "Teaching the Language to Ask for Information", Tesol
Quarterly, 14, 1, 1980, pp. 5-16. E. Joiner, "Communicative Acti-
vities for Beginning Language Students", English Teaching Forum,
15, 2, 1977, pp. 8-10. J. Olsen, Communicative Starters and Other
Activities for the ESL Classroom, The Alemany Press, San Francisco,
1977.
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Thus, as can be seen, the notion of Communication has
been associated with Linguistics and Language Teaching since
approximately 1930. At the present time it appears as a new
priority in Language Teaching and Language Learning. On the
whole, surveying the publications quoted, the Communicative
Approach appears to promote the real uses of language as
they occur in a social environment: information to transmit,
messages to understand, situations to discover, solve pro-
blems and finally share human, social and cultural experien-
ces. Thus defined, the Communicative Approach to Language
Teaching does not appear to be an isolated trend. A parallel
development in Language Teaching methods is due to Applied
Linguistics' new orientations. The next section deals with
these.

B. Evolution of the Notion of Applied Linguistics

Twenty five years ago, Applied Linguistics was related
only to language teaching. Nowadays, it includes various
disciplines: theoretical linguistics, educational research,
material programme designing, need-analysis, second language
teaching and learning, bilingual education, discourse ana-
lysis, language testing, methodology, didactics and
stylistics

As a consequence, research into the field has taken on
several directions, three of which are of relevance to this
study: namely, discourse analysis, material designing and
need-analysis. In several ways, these directions are related

to the communicative approach.

(1) Stipulations of the Journal of Applied Linguistics, in R.P. Kaplan,
"Applied Linguistics: The State of the Art", English Teaching
Forum, XXIII, 2, 1985, pp. 3-4.
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1. Need - Analysis

Need-analysis is the determination of what a group of
students need to know about the foreign language and to do
in/with itl. It seems quite a complex task to deal with
unless teachers and learners together define the objectives

and the aims of the learning process.

a) The teacher

i. Asking the Student

It is the teacher who is acknowledged to perceive best
students' needs. He is thus supposed to analyze the assumed
needs of his students before any course designing. The
question that arises is "How can a teacher determine his
students' present and future communicative needs in relation
to learning the language and to using it?"z. Balet assumes
that the best way to determine such needs is to ask the
students themselves. However, assuming the students' pre-
ferences and interests through questionnaires and indivi-
dual, or collective interviews, and having them state why
they are learning the language and for what purpose are
not sufficient to determine needs. Nor are the teacher's

intuition and experience.
ii. Defining Objectives and Aims

Need-analysis, to be complete and efficient for sylla-
bus designing, according to Widdowson, requires the teacher
to "define objectives" or "the intention of" a course within
the period of that course", and "aims" or "the purpose to
which learning will be put after the end of the course"B.

(1) S. Balet, "A Functional-Notional Syllabus Developed by the
Students from Their First Language", World Language English, 3,
4, 1984, pp. 245-246.

(2) 1BID.
(3) H.G. Widdowson, Learning Purpose and Language Use, pp. 6-7.
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This statement implies that if the purpose of the course

is the linguistic knowledge of the language, and the aim of
course is for the students to be able after the course to
speak about the language or to compare its morphosyntactic
categories with another language, or to teach it, the needs
of the students can be decided by the course designer on
the basic of a structural description of the target langua-
ge. On the contrary, if the purpose of a course concerns
the criteria of communication, and if the aim is the use

of language '"as communication"l, the syllabus should be

functional-notionalz.

iii. Example of the Present Study

In the following parts of this study, namely the des-
criptive and the prescriptive parts, the description of
structural target features is intended to develop in the
students sight-word identification and recognition using
grapho-phonological analysis through communicatively-based
materials. These contain discrete target grapho-phonological
features which are not destined to be rehearsed and memori-
zed in a controlled manipulative way. Neither are they
destined to be learnt in order for the students to pass an
exam. Rather, the objective is to raise students' reser-
vations or inhibitions, resistance or uneasiness towards
pronunciation. It also aims at altering favourably the stu-
dents' perceptions of and behaviour to phonology by invol-
ving them in a communicative experience and a linguistic
experience in which thoughts, ideas, intentions and deduc-
tions are hung. Consequently, the objectives and aims of
the teaching propositions I shall make in order to achieve

(1) H.G. Widdowson, Learning Purpose and Language Use, p. 3l.

(2) That is a language course based on functionsand notions of the
language in a context of language use in which communication is
emphasized. The general assumption for functional-notional and
communicative syllabi can be found in D.A. Wilkins, Notional
Syllabuses: A Taxonomy and its Relevance to Foreign Language
Curriculum Development, O0.U.P., London, 1976.
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this task will tend to hit a compromise between what theore-
tical materials propose to teach and possible adaptations of
existing language resources that best suit students' needs,
namely, needs of associative habits proper to language per-
formance instead of needs of theories and rules proper to
language competence.

2. Material Designing
a) Teacher-Made or Ready-Made Materials?

Materials designed by teachers do not often find imme-
diate and consistent applications in classrooms. Without
willing teachers and a minimum equipment support, a personal
approach to material designing may take years to work out.
This is why teachers cannot afford to design materials and
at the same time find possible applications that work and
suit their own students' needs. Their task is more produc-
tive if they concentrate on selecting and adjusting ready-
made materials and on helping the students themselves adjust
to theml. EFL students should be helped to adjust to func-
tional-notional or communicative materials because usually
these present various levels of language complexity regard-
less of a clearly defined progression or order of language
items - the aim not being the complexity but the communi-

cative intent they perform

Concerning this, theoretical perspectives tend to in-
tegrate communication to discourse analysis and semantics
rather than to the progressive presentation of language

items.

(1) S. Salimbene, "From Structurally Based to Functionally based
Approaches to Language Teaching", English Teaching Forum,
XXI, I, 1983, pp. 4-6

(2) 1IBID., pp. 2-3.
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3. Discourse Analysis and Semantics

Communicatively-based syllabi and materials are decla-

red to revive interest in discourse analysis and semanticsl.
a) Some Basic Notions of Discourse
i. Definition

Cripper and Widdowson adopt as their definition of
discourse ''the relations between sentences and social mean-
ings and actions”z. What is confusing in this definition is
the restrictive term "sentences'. For this reason Sharma's
definition appears to be more appropriate. He views as dis-
course any piece of language with a pattern of linguistic
behaviour based on '"social conventions"B.

It is usually admitted that the real type of discourse
is communication in "presentia', a dialogue, for example.
However, any series of enunciations or statements is regar-
ded as discourse insofar as "information is sought-given,
advice is offered, comments are made, decisions are commu-
nicated, matters are thrashed out, personnal differences
are voiced and resolved"h.

ii. Discourse as Content

This definition roughly describes discourse as content.
This puts in focus "what" communication carries out. Modern
issues on the subject interpret discourse both as content
and forms.

(1) C. Cripper & H.G. Widdowson, '"Sociolinguistics and Language Teach-
ing" in Papers in Applied Linguistics, J.P.B. Allen and S.P. Corder,
eds., Oxford, 0.U.P., 1975, p. 200 ; also in M.A.K. Halliday, Explo-
rations in the Functions of Language, London, E. Arnold, 1973, and
in D. Wilkins, Notional Syllabuses, Oxford, 0.U.P., 1976.

(2) 1IBID., p. 200.

(3) R.S. Sharma, "Dialogues and Dialogues Teaching", p. 2I.

(4) 1IBID., p. 23. ‘

(5) J. Caron, "Stratégies Discursives dans les tests Projectifs" in
Stratégies Discursives, Actes du Colloque du C.N.R.S. de Lyon,

20-22 Mai 1977, PUL, 1978, p.l181.
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iii. Discourse as Form

Let us assume that language is not only a means to
express ideas through verbal or written communication. Body
language or the kinesic features of head, finger, hand, foot
and shoulder gestures, facial expressions, posture, time and

space considerations, a class of vocal sounds such as "'mmm”,
"er", "uhuh", etc., silences of various kinds, and contour
of voice, stress and intonationl represent a significant
part of communication. They essentially lay emphasis on '‘how"

communication is carried out.

iv. Discourse and its Implications in the
Teaching Field

In the teaching field, the communication conventions
as defined through the notion of discourse made educators,
materials writers and teachers realize the artificiality
and abstractness of linguistic models in traditional appro-
aches. Hence, the first implication of discourse analysis
in the teaching field has been the designing of materials
that reflect, imitate or approximate real types of discourses
with a focus on normal purposes of language in particular

communication situations”.

v. Discourse Analysis

In analyzing discourse, several levels of analysis
can be considered, namely the syntactic, socio-pragmatic,

semantic, logical and rhetorical levelSB. However, to admit

(1) J. Gosling, "Kinesics in Discourse", Coulthard & Montgomery, eds.,
Studies in Discourse Analysis, London, 1981, pp. 158-184.

(2) W.M. Rivers, "The Natural and the Normal in Language Learning",
Language Learning, Special Issue, 4, 1, 1976, pp. 1-8.

(3) A. Berrendonner, "Avant Propos'", in Stratégies Discursives, p. 7.
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that discourse analysis concerns the structural result of

syntactic, socio-pragmatic, semantic, logical and rhetorical
rules and relations, is the same as to admit that only the

deep structure of discourse is worth analyzing. Here again,
phonology "that involves the speech sounds as they relate to
the surface structure of printed sentences composed of visu-
al symbols”1 is ignored. Why this discrepancy? If one consi-
ders what Chomsky and Halle postulated in The Sound Pattern

of English, one realizes that a syntactic component of gram-

mar assigns to each sentence a surface structure, which de-
termines its phonetic form or total sound pattern and which
gives access to the deep structure of the sentence. Conse-
quently, the syntactic component consists of the surface

structure and the deep structurez.

It appears that only recently, when discourse analysis
has turned into semiotic analysis, whose main purpose is to
explore the conditions of signification and to examine what
makes meanings possible in read, heard or produced discour-
ses, both the levels of surface and deep structures are said

to contribute to analyse '"how the text says what it says”3.

What is interesting to underline here for my purpose
is that whether at sentence level or discourse (or text)
level, surface structure analysis determines meaning effects
through the rules of phonetic organization, or the rules of
sound-meaning correspondences ; it lays emphasis on the form

of meaning. Deep structure analysis, on the other hand, de-

termines meanings through a network of relations and opera-

tions between syntax, socio-pragmatics, logic, rhetorics and
: : ’ —

semantics ; it lays the emphasis on the content of meaning'.

(1) H.G. Taschow, The Cultivation of Reading, p. 83.

(2) N. Chomsky & M. Halle, The Sound Pattern of English, New York,
Harper and Row, 1968, p. 6.

(3) Groupe d'Entrevernes, Analyse Sémiotique des Textes, Introduction,
Théorie et Pratique, Lyon, Presses Universitaires de Lyon, 1984,
ppl 7"9-

(4) A. Berrendonner, "Avant Propos", in Stratégies Discursives, p. 7.
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In relation to my descriptive and prescriptive stu-
dies both the surface structure and deep structure at word,
sentence and discourse levels will be dealt with, with the
objective of emphasizing the emotive, or expressive function
of language - what is being said, read or heard ; how this
is said, read or heard ; the way implicit intentions are
communicated or perceived, how the subjectivity and personal
involvement of the locutor or the writer are expressed in
order to produce meaning.

b) Semantics

Jakobson, Halliday and Chomsky postulated that seman-
tics is the basis to any theoretical model of language. Their
contributions to the semantic process were investigated in
infancy first language acquisition or in native speakers'

language competence.

i. Jakobson's Contribution

In his studies on child acquisition of the phonolo-
gical system, Jakobson related this acquisition to the acqui-
sition of a semantic system. Meaning is not concerned with in
the child's early acquisition of the language's vocal and
consonantal sounds. At that oral stage, the utterances pro-
duced have no utilitarian or communicative function ; the
child indulges in the pleasurable experience of babbling and
repeating speech sounds or phonations for the sake of sounds,
irrespective of the meaning they are supposed to convey. But,
real phonations, and later on, the complete acquisition of
the phonological system occur when the child realizes his
utterances may serve useful purposes such as asking for food,

calling for help, etc., or may express social meanings

(1) R. Jakobson, Child Language, Aphasia and Phonological Universals,
The Hague, Mouton, 1972, in C. Rudigoz, Les Jeux du Signifiant dans
le Discours, pp. 59-63.
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The learning of language as related to the learning
of a semantic system is further emphasized by Halliday:

ii. Halliday's Contribution

By declaring that learning a language means learning
a semantic system and that the child learns "how to mean" a
long time before he utters the first word or adopts a lexi-
cal mode to realize meanings, Halliday imposes semantics as
an underlying system of the child's language. He also tou-
ches upon the child's capacity of internalyzing meanings
without being aware of the factl.

iii. Chomsky's Contribution

In defining Generative Grammar, Chomsky points at the
native speaker's abstract underlying mental structure which
determines meaningz. In another publication Chomsky writes
that meaning is permanently 'present in the mind" of the

native speaker in the form of unconscious, latent knowledge%

These approaches influenced works on EFL learning and
teaching. For example, semantic notions and discourse ana-
lyses have found a field of application in the communicative
approach to language teaching4. How the communicative appro-
ach to language teaching exploits discourse analysis and
semantic notions will be studied through some pedagogical

claims for such an approach.

(1) M.A.K. Halliday, Learning How to Mean: Explorations in the Develop-
ment of Language, London, E. Arnold, 1975, p. 9.

(2) N. Chomsky, "The Current Scenes of Linguistics", p. 589.
(3) —————————— , "Linguistic Theory", p. 264.

(4) C. Cripper & H.G. Widdowson, "Socio-linguistics and Language
Teaching", p. 200.
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C. Pedagogical Claims for the Communicative Approach

In the previous section, we saw that the communicative
approach to language teaching favours natural discourses and
semantic notions. Materials that take into account both the
prerequisites for a communicative approach (discourses focu-
sed on a substantive message and a semantic network) and the
prerequisites for linguistic needs (what students need to
know and for what purpose in the curriculum) are scarce. De-
signing them is not always an easy task. Neither is it easy
to find materials offering communicatively-based activities
with a focus on phonetic features.

Current activities following phonetic lessons usually
present pronunciation patterns, reading passages or dialogues
or listening sequences as if they were a repository of inert
items. On the contrary, communicatively-based materials in-
tend to give life to phonetic target features by inserting
them in complex semantic networks.

Two pedagogical necessities have to be teamed up in
communicatively-based materials: the communicative structure
or context, and the manipulative structure or linguistic

knowledge.

1s Communicatively-based materials and context

Communicatively-based materials give great importance
to the nature of the context in which the target teaching
features will be practised. On the whole, linguistic re-
search into the field tends to prove that self-assurance in
language learning, and language mastery comes not from mani-
pulating pieces of language but from understanding what is
meant, and from a lot of practice in doing itl.

(1) K. Bailey, "An Observational Method in Foreign Language Classroom:
A Closer Look at Interaction Analysis", Foreign Language Annals,
1975, pp. 335-344,
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Here is a discussion on context and some related areas
that back up and encourage linguistic knowledge.

a) Context and Meaning

A communicative context is supposed to trigger the
learners' mental activities involving the use of thought,
reasoning, logic and memory. Bailey says that these mental
activities engage ''the process of guessing, predicting, de-
ducing and making inferences"l. Indeed, this process is a
direct route to understanding what is meant rather than a
route to memorize a particular language target feature. For
this reason, there should be substantive messages accompan-
ying language target features. These messages are supposed
to involve the learners in natural and meaningful activities
such as checking hypotheses, perceiving and interpreting
ideas, assimilating or rejecting information and comparing
cultural data. Even curriculum designers put forward con-
tent and meaning, not theory and rules in the heart of any

true teaching

b) Context and Emotion

According to Taschow, emotion in language learning
means "'interest in, attitude toward, motivation for, and
spontaneity in grasping the psychological context communi-
cated"”. Consequently, selective communicative materials
should provide content that not only trigger the learners'
thoughts, reasoning, logic and memory but that should awaken
the learners' emotion as well. To comply with this, commu-
nicatively-based materials offer sets of skills to be prac-
tised, and linguistic knowledge to be acquired, in language

selections with a rich potential of contextual associations.

(1) K. Bailey, op. cit., p. 333-

(2) D. Barnes, From Communication to Curriculum, Middlessex, England,
Penguin Books, 1976 ; E. Hawkins, Modern Language and the Curricu-
lum, London, C.U.P., 1981 ; J.C. Littlewood, Communicative Language
Teaching, Cambridge, C.U.P., 1981.

(3) H.G. Taschow, The Cultivation of Reading, p. 24.
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My own feeling is that authentic materials adapted
from literary works, poetry, the language of the press, and
from human experiences such as those perceived in maxims,
proverbs, famous statements formulated by famous public fi-
gures, and political slogans appeal to learners' emotional
and intellectual association habits. Even out of context
some ordinary English words, just by themselves, have a
greater potential for eliciting associations. These are
words such asl "babble", "cackle'", "dodder", "gurgle', "mur-
mur', "pop'". Some other words and phrases are to be found
in the standard variety of English or in colloquial English,
such as "itsy-bitsy", '"teeny-weeny'", "wishy-washy'", 'blah-
blah", "blubber", '"choo-choo", '"cuchoo'", "giggle', "shush",
"hush", '"cock-a-doodle-do", '"quack'", "woof", "meow", "oink",
"neigh'", "moo", '"baa'". Some of these are onomatopeias, some
others deserve the name of onomatopeias ; exclamations such
as wakey! wakey! wow!, blast! ouch!, woops!, crumbs!, etc. ;
last but not least, commonplace comparisons and stock phrases
like "cool as a cucumber", '"by means fair or fool", "by hook
or crook'", etc., besides their association value, they pre-
sent sound patterns that can be practised instead of the
meaningless logatoms and nonsense syllables generally propo-
sed by materials on pronunciationz, which of course is a

defeating process for drilling adults in pronunciation.

To some extent, communicative contexts that stir the
learners' emotion strings are those that reflect real expe-
riences of life and real uses of language. But these will

remain disembodied experiences if teaching selections do not

(1) Some of these examples have been borrowed from J. Tournier, Recher-
ches sur la Lexicogenese de 1'anglais Contemporain, pp. 120-146. In
C. Rudigoz, In and Between the Lines, p. 13. Some others from M.
Lewis, Out and About, a Course to Encourage Fluency for More Advan-
ced Students, Brighton, Language Teaching Publications, 1982, p« 28,
from English Teaching Forum, XXVII, 1, 1989, p. 21.

(2) Namely, A.C. Gimson, An Introduction to English Pronunciation and
P. McCarthy, The Teaching of Pronunciation.
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consider the paralinguistic side of learning. Rudigoz em-
phasizes the importance of physical reactions as behavioural
signals resting with most individuals as part of their emo-
tion: "En apprenant notre langue maternelle, nous n'avons
pas seulement appris un code linguistique ; nous avons éga-
lement interiorisé un ensemble de jeux de physionomie et de

gestes qui ont tous une force signifiée

c) Context and Experiential and Discovery
Learning

"Language must not remain an end in itself, but must
be coincident with, or even incidental to, some other educa-
tional aims"z. Some 35 years ago this idea by Keller found
no echo in the teaching field. Now, it is gaining ground in
the light of the communicative approach to language teaching
and learning. By this, one may understand that other '"things"
than mere linguistic knowledge should be taught, learnt and
discovered. Communicative materials are supposed to provide
contexts that take the learners beyond rules and theories to
the experience and the discovery of a cultural system. Re-
search into cultural data3 in language teaching and learning
emphasizes that selected contexts should discard the static
mold of linguistic manipulation in order to extend cultural
frontiers. Undoubtedly, these enlarge imaginative possibili-
ties and create a new thrill of discovery. In other words,
the aim of such contexts is to provoke reactions and respon-
ses in order to have learners internalize and assimilate not

only a linguistic knowledge but a pragmatic knowledge as well.

But beyond cultural data, from a linguistic point of
view proper, texts destined to help experiential and disco-
very learning are those that permit the learner to exploit

(1) C. Rudigoz, Les Jeux du Signifiants dans le Discours, p. 231l.

(2) H. Keller, The Story of my Life doubleday, New York, 1954, p. 317.

(3) Namely in The Psycholinguistic Nature of the Reading Process, by
K.S. Goodman, ed., op. cit.
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the field of possible hypotheses and to make inferences and
predictions. If the linguistic context is highly organized
for that purpose, it normally contains a few indices that
infer the meaning of unknown words, for example, or that per-
mit to construct meaning through language redundancies or
through other language facilities such as a particular choice
of words, comparisons, contrasts, time and space projections,
cause-effect relationships, etc...l.
On the whole, both at the level of cultural data and
at the level of linguistic data, communicative contexts aim
at communicating a fairly balanced amount of expected and un-
expected information. This is intended to reduce the learn-
er's uncertainty while maintaining in him a questioning power

and a desire to find out.

d) Context and Interactive Exchanges

In the contrived setting of EFL classrooms, language
is an abstract model proposed by linguists ; only discourse
(Saussurian '"parole") is a realityz. For this reason, in a
communicative approach, the context in speech or writing
should put emphasis on communicative or interactive exchan-
ges as they appear in real-life.

The relationships between communication and interaction

is as follows:
i. Communication

According to Bailey, there can be no communication
without the triad of communication as ever referred to in

; . 3
the literature: sender - message - recelver .

(1) Ph. Pigallet, 1'Art de lire, pp. 32-60.
(2) C. Rudigoz, Les Jeux du Signifiant dans le Discours, p. 65.
(3) L. Bailey, "An Observational Method", p. 340.
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ii. Interaction

On the contrary, someone may initiate interaction
" " . ' " !
without achieving or receiving communication™. Therefore,

interaction means the way communication is achieved.
iii. Miscommunication

Initiating interaction without achieving or receiving
communication may result in miscommunication. Miscommunica-
tion is quite common in real speech: a conversation is not
always smooth and logical and does not always entail imme-

diate and accurate comprehension.

Imitations and exploitation of such aspects of commu-
nication and interaction are fostered in communicatively-ba-
sed materials ; whatever the teaching target features, the
text and context should favour the real functions of langua-
ge, intentions and attitudes, as can be seen in the following
examples.

iv. Examples

Example 1

A: Hallow (sic)
B: (Silent)

A: 1I've been asleep

B: (Silent) engaged in work)

A: Funny thing. I went out like a
light. How do you feel?

B: (Silent), quiet activity)

(1) L. Bailey, "An Observational Method", p. 340.
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A: What's happening? What's the

plan?

B: (silent, turns head away)

A: 1I've made it up with Rachel and C. I suppose
it's going to take a good deal longer with

you. Well, I suppose we can just sit here.

This examplel shows an aspect of interaction in which
the power of directing conversation rests with one of the
interactants. The other remains silent (zero response). How-
ever, B's attitude, if not interactive, is still communica-
tive as it conveys both meaning (B is in bad terms with A)

and firm intentions (no speaking).

The example also shows how phonological target items
are naturally and meaningfully inserted in the selection.

Example II

A: That's the telephone

B: 1I've just arrived

Example III

A: That's the telephone
B: I'm in the bath
A: OK

In these examplesz, there are missing propositional

links, here between brackets:

(1) S.R. Sharma, "Dialogues and Dialogues Teaching", p. 24.

(2) H.G. Widdowson, Teaching Language as Communication, London, O0.U.P.,
1978. 1In English Teaching Forum, XXV, 1, 1987, p. 6.
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1 N B: (I don't know, because) I've just arrived.

III. A: (Can you answer it?)
B: (No, I can't, because) I'm in the bath.
A: OK. (I'll answer it).

This aspect of interaction underlies the basic notions
of communication related to speech-act theory and discourse
analysis. Thus Widdowson's intention in these examples is to
emphasize coherent/non-cohesive interactive exchanges such as
they occur in everyday life. Stereotypes of this kind need
to be taught too, if not for their linguistic input, for
their input in concept development. For example, one can see
that examples I, II and III offer contexts that arise a num-
ber of authentic questions, comments and arguments. Supplying
the missing clauses and answers or deducing attitudes will
certainly involve the students in the meaningful task of dis-

covering not only meaning but intentions as well.

e) Contexts and Variety

In real-life there are uncountable varieties of commu-
nication acts that can be imitated in the classroom. In real-
life, communication '"in presentia', a conversation, for exam-
ple, "is probably the best form of communication in human re-
lationships". 1In the classroom, it is the dialogue, 'proba-
bly the oldest of all language-teaching aids”1 that is

profusely used.

The problem, however, is that for a long time the dia-
logues proposed in textbooks have '"the linguistic fluency of

2
a sermon or lecture'"® and thus sound unnatural.

(1) J. Dobson, "Dialogues: Why, When and How to Use Them", Guideposts
in TEFL, USIA, Washington, D.C., 1986, p. 7.

(2) R.S. Sharma, "Dialogues and Dialogue Teaching", p. 23.
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This is why dialogues, and other communicative mate-
rials must be as varied as can be and reflect real functions
of language to let students see situations that may come up
in the real world.

More generally, variety in language activities, in
texts and contexts, and in the situations they describe is
supposed to trigger the learners' mental activity, to arise
emotions, to construct motivations, to enlarge schemata and

to lead to experiential and discovery learningl.

Materials based on communicative processes do not
dispense students with the assimilations of manipulative

linguistic knowledge.

2, Communicatively-based Materials and Linguistic
Knowledge

Pedagogically, in communicatively-based materials the
problem remains how one can adjust manipulative target fea-

tures to communicative contexts.

Inserting manipulative items in contexts such as those
described in the previous section may seem easy if the mani-
pulative items are grammatical or lexical ones. If they are
phonological, with an accent on pronunciation, the task is
more complex. One problem remains: "How can one introduce
manipulative items in communicative tasks and stress their
importance for linguistic accuracy without making them the

point in the task?"

(1) J. Deese, The Psychology of Learning, 2nd edition, London,
McGraw Hill, 1958, pp. 327-332.
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a) Knowledge of the Systemic Level of Language

i. Native Speakers

In an earlier section of this study, I discussed
Widdowson's point of view on the teaching of the language
systemic level. As a reminder, Widdowson argues that with
native speakers '"the discrimination of sounds or orthogra-
phic shapes is carried out below the level of conscious
awareness, thereby normally leaving the mind free to engage
with higher things. Such skills have to be learnt in order
to be disregarded, since to be aware of their operation

would be to disrupt normal communicative behaviour"

With EFL students, however, the problem is posed in
a different way.

ii. EFL Learners

It takes a long and arduous time for learners of Eng-
lish as a Foreign Language to carry discrimination of sounds,
articulations in word forms or in connected speech down the
level of consciousness. Pronunciation remains a permanent
trauma, even at advanced levels. It is often pronunciation
that prevents students from "engaging in higher things" and
that annihilates "normal communicative behaviour'". 1In fact,
there is one reason to believe that EFL students’lack of pre-
paredness for language use is not only due to deficiencies in
the "schematic level" but to deficiencies in the systemic

level of English.

(1) H.G. Widdowson, Learning Purpose and Language Use, p. 31l.
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Many points in the phonological system of English re-
main obscure in the students' mind, because not enough impor-
tance has been given to pronunciation ; current theoretical
materials destined to EFL students have not thoroughly and
systematically described and analysed pronunciation difficu-
lties. Perhaps EFL students will tend to approximate the
native speakers'attitude towards the phonological system
- namely,"learn it in order to disregard it and be unaware
of its operation in communicatioﬁl, if it is taught in a
comprehensive way and learnt in the context of language use,

as is usual in the native language.

b) Learning the Grapho-Phonological Constituents
of the Language

In Language Purpose and Language Use, Widdowson assu-

mes that "although they (sounds and orthographic shapes) can-
not, therefore, figure explicity in the presentation of lan-
guage as communication, they have a crucial role to play in
the learning of language for communication”z. This statement
sums up what seems to be a linguistic conspiracy avoiding or
guarding against the use of a category of literary excerpts,
poetic discourses and other genres that exploit the absurd
and/or the ludic functions of language - including the con-
temporary uses of language by the media, as drill materials
for the acquisition of language skills in EFL classes. The
main reason advocated by many teachers I have asked is that
language and these genres cannot be given equal importance
within the same course, and that the latter should be defer-

red until a fair degree of mastery of the language skills

(1) H.G. Widdowson, Language Purpose and Language Use, p. 3l.

(2) 1IBID.
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has been achieved. For my part, I have always taught lite-
rature and poetry to strengthen language skills in Oral Ex-
pression and Comprehension, to the greatest interest, enjoy-
ment and involvement of my students. Yet, it has been a
different matter to teach them in order to have students as-
similate and internalyze the grapho-phonological system of
English. The following is suggestive approach to the dis-
crimination of sounds and orthographic shapes that figure
explicity in the presentation of language.

i. Suggestive Approach

There are many uses to which the English language can
be put, among them its literary, poetic, imaginative and in-
formative functions as a communication medium. The imagina-
tive function - in which ludic and/or absurd elements are
dominant, and the informative function have been dealt with
by M.A.K. Halliday in relation to the child's production or
perception of 1anguage1. In relation to the adult's percep-
tion and production of creative language, these language
functions provide types or stretches of speech that do not
dissociate linguistic forms from their communicative intent.
In them the discrimination of sounds and orthographic shapes
is deliberatly or undeliberately made so apparent that their
exploitation renders instruction in pronunciation worthwhile
and natural. Examples of these types of speech will be ana-
lyzed in a further part of this study ; for the purpose of

this section they may be exemplified as follows:

(1) Learning How to Mean: Explorations in the Development of Language,
op., cit.
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- Prose excerpts (literary function)
- Poems (poetic function)

- Limericks, tongues twisters and cartoon-

strips (ludic and/or absurd function)

- Professional communication types of speech,
namely newspapers headlines, commercial
advertisements and political slogans.

- axiological types of speech such as proverbs.

This choice is not random. It obeys the conviction that
these types of speech can lead to the dynamic use of lan-
guage, for they contain life and reality in a very well or-
ganized system of verbal relationships. The discrimination
of sounds and orthographic shapes, phonemic patterns and
word strings do not only figure explicitly and naturally in
the presentation of language, as a game of chance as much
as of skill, but they also figure as dominant components
with desired or fortuitous sound effects that suggest or
seem to suggest what they mean. One may even assume that
the sound effects serve a semantic purpose. For this rea-
son, I believe this material to prevail pronunciation prac-
tice over the level of the disembodied utterances and enun-

ciations of pattern drills.
ii. Learning Implications

The above stretches of speech lend themselves very

well to natural practice, reinforcement or discovery of the
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systemic level of language by the students. These will not
have to rehearse rules and then attempt to identify the ap-
plications to the rules in totally manipulative language
drills. Furthermore, the students will learn that the per-
ception and awareness of sound-letter relationships in a
given stretch of speech are often crucial to the perception
and awareness of how effectively certain messages are conve-
yed and for what purpose. On the other hand, such types of
speech communicate subjective experiences that are part of
life experience ; used in class instruction they put empha-
sis on the emotional and affective side of learning, which
are of the most observable tendencies in recent educational

theoryl.

On the whole, the pedagogical claims for a communi-
cative approach to language teaching and learning are pres-
criptive of communicatively-based materials that emphasize
linguistic knowledge embedded in relevant contexts and, at
the same time, that focus the students' attention on messa-

ges, ideas, intentions, attitudes and feelings.

(1) See Humanistic Approaches to Language Teaching/Learning,
namely, Human Teaching for Human Learning: An Introduction
to Confluent Education, by George Isaac Brown, New York,
Viking Press, 1971.
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Conclusion:

My attempt at a communicative approach to language
teaching and learning is based on the notion of communica-
tion as applied to the teaching or learning of language, and
on recent notions of Applied Linguistics. As already descri-
bed, these notions emphasize new directions in the teaching
field, of which syllabus and material designing, need-analy-
sis, and discourse analysis with a focus on semantics, con-
centrate on real language use and creativity in language
learning. I have also attempted to base my approach on some
assumptions made by sociolinguists about the child's acqui-
sition of language and the native speaker's language compe-
tence. Looking into these - though in a lapidary way, for
beyond the scope of this study, it appears that normal lan-
guage acquisition and use is related to instrinsic mental
properties, no to learning sets of skills through rules only.
As concerns EFL acquisition and competence, this relationship
is best achieved if rules and linguistic knowledge are embed-
ded in genuine stretches of speech that are real examples of
creative language and social meanings. Thus, communicative-
ly-based materials are those that help EFL students to deve-
lop schemata in English through appropriate contexts and
through a linguistic production that is close to natural

production of language.

Learning a foreign language being a matter of mental
properties, linguistic knowledge and transfer of skills
- from the native to the foreign language, it seems worth
looking into the learners' characteristics and into the lear-
ning problems they face in the particular area they need to
be taught. The following corpus may highlight these points.



PART TWO

THE CORPUS

PURPOSE CHAPTERS

1. The ldiosyncrasies of English Spelling and

Pronunciation.

IiI. The Students' Characteristics.

I1l. Answers Content and Content Analysis.
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INTRODUCTION

The concluding remarks appearing in the previous Cha-
pter on the place phonology occupies in the reading-concept,
in phonetic studies and in the communicative approach to lan-
guage teaching and learning have resulted from Applied Lin-
guistics' theoretical analysis. For this reason, they have
only partly dictated my choice of this thesis subject matter:
this was also motivated by some personal and practical points
of scrutiny of the English grapho-phonological system and by
constant observation of students' reactions to it. Conse-
quently, the following chapters hope to demonstrate some as-
pects of the subject matter as related to the students' per-
ceptions of the grapho-phonological system and to their own
characteristics as learners. Analyses resulting from these
will concentrate on teaching approaches and goals in the par-

ticular context of classroom management.

On the whole, this part of my work forms a corpus of
particulars that describe, in the first chapter, the idio-
syncrasies of English spelling and pronunciation that affect
EFL learning ; in the second chapter, the corpus presents a
questionnaire whose main aim is to highlight the students'
characteristics as individuals and as learners, which of
course is hoped to yield complementary information on the
students' reactions to and attitudes towards language study
in general and phonetics in particular ; chapter three sums
up results and conclusions.
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CHAPTER ONE

The ldiosyncrasies of English Spelling and Pronunciation

The idiosyncrasies of English spelling and pronunciation
will be studied through a poem illustrating the defectiveness
of the English grapho-phonological system. Beyond the. poem,
the complexity of English words' surface and deep structures
will be dealt with.

A. Defectiveness of the System

The grapho-phonological system of English is defective
in the sense that the English language contains 44 sounds or
phonemes that can be spelled in 2,501 ways employing 26 let-
tersl. This discrepancy between graphemes, phonemes and spel-
ling makes the grapho-phonological system of English appear
unreliable to EFL students and creates unpredictable difficu-

lties in pronouncing and reading.

1 The Poem

The poem speaks for itself. It was presented under the
headline "Hints on Pronunciation for Foreigners'. They are
hints only for the layman. For EFL students and EFL teachers,
they are real blatant descriptions of what causes learning

uncertainty and discomfort in EFL classes.

(1) D.L. Bouchard, et al., Reading English as a Foreign Language, p. 8.




Hints on Pronunciation for Foreigners

A poem illustrating the idiosyncrasies of
English spelling:

I take it you already know.
/nav/

Of tough and bough and cough and dough.
/enf/ /bav / /k>£/ /dav/

On hiccough, thorough, lough and through.
/hIknp / /®@3rav/ /1oX/ legru: f

Well done. And now you wish perhaps
/dan/ /nav/ /pahaeps /

To learn of less familiar traps.
/13:n/ /traeps/

Beware of heard, a dreadful word,
/bIwea/ /h3:d/  /dredfall hwz:d/

That looks like beard but sounds like bird,
/bIad/ /bz:d/

And dead: it's said like bed, not bead -
/ ded/ /se d/ /bed/ /bi:d/

For goodness sake don't call it "deed".
/di:d/

Watch out meat and great and threat
/mi:t/  /grelt/ /Bret /

(They rhyme with suites and straight and debt)
/swi:ts/ /strelt / /det /

A moth is not a moth in mother
/mne / /mAaB/ /mA%BT /



Nor both in bother, broth in brother,
/bave/ /b>%3/ /bra26/ /br>%a/

And here is not a match for there,
/hIga/ /5ed/

Nor dear and fear for bear and pear.
/d13/ /£18/ /bea/ /pea/

And then there's dose and rose and lose -
/davs/ /ravz/ /lu:z/

Just look then up - and goose and choose.
1V k/ /gu:s / /tju:z/

And cork and work and card and ward,
/k>:k/ Jw3 :k/ /ka:d/ fw>:d/

And font and front and word and sword ;
/£ant/ /frant/ /w3:d/ /so>:d/

And do and go and thwart and cart -
[du:/  [gav/ /8w>o:t/ /ka:t/

Come, come, l1've hardly made a start.
/kAm/ /sta:t/

A dreadful language, Man alive.
/alalv/

I1'd mastered it when I was five
/falv/

87

T.S. W. Sunday Times, 3-1-1965.
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The poem's key words are transcribed for a better

appreciation of spelling and sound idiosyncrasies1

Relationships between these are as follows:

- The group of letters "ea'" in twelve words are

represented by six different sounds:

/3: /) - /jel - /13 - Joif - [ex] - [€3/.

- The groups of letters '"ea', "ai', "e'", are

represented by one single sound /e/.

- The letters '"ea'", "ee', are also represented

by one single sound /4:/.

LA n

- The letters '"ere" are either pronounced
/13/ or /ed/.

- The letters "eaer'" are either pronounced
/13/ or /€3/.

- The letter "o" is either /A/ - [@v/ - /D] -
/o0 - v/ - [u:/.

- The letters "ar'" are either /D:/ or /a: /.
- /s/ - /z/ idiosyncrasies.

- /®/ - /% / idiosyncrasies.

- Silent letters: "gh" in "bough', '"dough",
"thorough", "through" and "straight".

1IbH ln "debt", lttl'l in "matCh”, 'Ilk|l in 1lknowll

and "w" in '"'sword".

For practical typing reasons only slants will be used. As a reminder,
square brackets [] are usually used for phonetic symbols and slants
for phonological symbols. Ref: J. Lyons, General Linguistics, Intro-
duction to Theoretical Linguistics. op., cit., p. 87.
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Ly Beyond the Poem

Yet, the poet has indeed "hardly made a start", for be-
yond the poem, sound/spelling idiosyncrasies inherent to the
English grapho-phonological system, and those produced by
EFL learners, are far more complex.

Spelling/sound idiosyncrasies can be located at various
language levels. At the level of vowel patterns, as a gene-
rally acknowledged example, /i:/ is represented by eight
vowel patterns such as they appear in the following words:

l‘b%“ - llbelieVell - legil - "receive" - Iflﬁvell =

llmachinel'l' - ITSl_l_itel| - llkgzll.

At the level of silent letters, one realizes that these
are far more numerous than one may expect. Broad generali-
zations mention target silent letters such as "b" in "debt" ;

"c" in "scent" ; '"d" in handkerchief" ; gl dn Ygnu® 3 "E* In
"hour" ; "k" in "know" ; "1" in "calm" ; "n" in "autumn" ;
"p" in "cupboard" ; "t" in "listen" ; "w" in "write". But

these examples are presented to the students as exceptions

to the rule ; only two or three high-frequency words follow-
ing the exceptions are brought to the students' attention. My
remark here is that exceptions should be exhaustively stated,
either in high-frequency or low-frequency words. The latter
are often exempted of exemplification on the grounds that
students will never use them as active members of their vo-
cabulary. This makes students think that the examples men-
tioned are the exception. As a result, they fail to genera-
lize the exception to other words that present the same gra-
pho-phonological particularity. For example, the words
"lamb" /laem/, "thumb" /6Am/, "dumb" /dAM/ are the commo-
nest words quoted as illustration of silent "b" when it

occurs after "m". But when students meet 'womb", "aplomb",
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"crumb", "tomb", etc..., they pronounce them * /wu:mb / -
faplomb/ - /Keamby - /twimbs/ . In addition, theoretical
materials do not systematically mention those semantically
or graphically or phonetically-related derivatives of words
that have a silent letter. In such derivatives the silent

letter is either maintained silent or sounded as exemplified
in:

”bom?” /b:>nx/ - ”bomEer" /bamba /
"debt" /det/ - "debtor" /data/
"damr_l” /deaem/ - "damt_led" /éla,E’,mc\ / -

"dam?_able" /d 3 mnabe/

"impugn" /Im'pju:n /- "impugnable" /Im'Pju:nabl
"design" /dI'zaTn / - ‘"designated" /'dezT gnert y
- ¥

Silent letters do not only occur in English words. They also
occur in a great number of foreign words which are much used
in the English language. But these have often been under-
treated in the presentation of language and their pronuncia-
tion hardly brought to the students' appreciation . For
instance:

"t" is sounded in "buffet" (strike, English word)

/'BAfTE Y

but "t" is silent in "buffet" (food, French word)

/’bU%eI/

* Wrong alternatives.
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"t" is sounded in "bonnet" /bo ntt/

but "t" is silent in "beret" /'berery

sounded in "ducat" /dAK3t/

t
H
0

but "t" is silent in "debut" /'deibu:/, etc...

At several other levels many English or Foreign words defeat
rules, generalizations, common sense and guesswork by their
unpredictable pronunciation, such as the following, which

: 1t
students mispronounce:

"Da Vineci" /cl‘a'vrnt_y]‘, f = Pemap"™ JFLGACR)Y . -
"Czeck" /’tIEK /

"Celtic" /'KeLEtIK / - "cello" /'tjeﬁav /-
"cellophane" /'SEEQ%QIYI/

"wictuals" /'VIt'E'L/ - '"indicte" /In’cj art, -
"chore" /Ii‘.j:).' (r) /J

"chord" /'KDiCP)Cl/ - "Gerald" /'c‘:z)er\a@c{/ -
"Gilbert" /'gﬂ’_bat/

"French" /‘gwenj / - "Champagne" /Jn,e_m'pun/

These are often pronounced wrongly:

% fdatvinst / or /davrn(I/ - /tzetey / - /seltIk/ - /5eday/ -
/'farnd 7 - 1o emd 7 - pn'dIkE /- ferke[vate/ - /’djxﬁbat/ .
/%nentj/ - /tjcm.m‘peIn/.
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Finally, students still stumble over the pronunciation
of a fair number of problem-consonants such as "s", "w'", "x"

"h", "g'", and "r'". At this level, students are not absolute-
ly certain about sounding or not sounding "h" in some high-
frequency words such as "human', "vehement", or "vehicle'.
They cannot decide whether "x" is to be pronounced /z/ -
/eks/ - /gz/ - or /ks/. The choice between /s/ and /z/ for
the letter "s" is still problematic.

Both the above idiosyncrasies and those revealed by the
poem are classical nuisances in EFL pronunciation and reading.
Only a much detailed grapho-phonological analysis of English
words may account for the number, nature and category of idio-
syncrasies that are inherent to the English system. In fact,
grapho-phonological interpretations of such idiosyncrasies can
be traced back to the evolution of old English to Middle and
Modern English. However, the forbidding and extremely resented
Certificate of English Philology - indispensable for a sound
knowledge of the English language, is no longer a part of the
"licence" of translation and Interpretation. What remains for
teachers to compensate for this shortcoming are some personal
and practical approaches to English words' idiosyncratic
spellings and pronunciations. My study attempts at describing

these exhaustively without entering into philological details.

But, correct pronunciation is not only hindered by pro-
blematic letter-sound relationships ; sometimes it is hindered
by whole words through their grapho-phonic compositions ;
words shape and length may cause pronunciation distortions
when they are read in isolation, in phrases or in sentences1
This leads to the study of English words' surface and deep
structures.

(1) H.G. Taschow, The Cultivation of Reading, p. 82.
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B. Complexity of English Words' Surface Structure

In the previous section we saw some familiar traps in
English spelling and pronunciation through mono or bisyllabic
words with minimal differences or similitudes. The pronun-
ciation of longer words is much dependent on how letters and
sounds are blended togetherl. Consequently, the following

grapho-phonological identifications are necessary.

- the placement of consonants in initial, medial

or final position in the word ;

- their being silent when followed by certain
other consonants ;

- their being voiced or voiceless ;

- the quality of adjacent vocalic segments

preceding or following them ;

- the syllable division of the word and stress

placement in the word ;

- the syntactic and/or semantic nature of the

word

D.L. Bouchard, et al. consider such identifications of words'
surface structure the primary step that helps students develop
sight-vocabulary, "an ongoing process that continues through-
out the reader's life"“. Yet, the specific features of words'

- - - -

(1) H.G. Taschow, The cultivation of Reading, p. 92.

(2) Reading English as a Second Language, p. 7.
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surface structure are underlied and partially determined by
the words' deep structurel.

C. Complexity of English Words' Deep Structure

Picking up letter clusters and letter patterns with
their corresponding sounds in words is not reading unless
meaning is attached to them. Yet, meaning at word level may
not be sufficient to understand a particular message. Words'
spelling, pronunciation and meanings are best grasped 'in a
particular phrase, sentence or paragraph environment. Here
the reader is concerned with meaning in connected speech. In
the latter oral patterns are different from written ones
- oral patterns rely on the voice to achieve appropriate into-
nation, pitch, stress and pauses, while written patterns re-
quire visual markings such as punctuations, paragraphs, inden-
tations, capitalizations and white spaces®. Thus, in reading
students must also consider the deep structure of words at
word, phrase and sentence or paragraph levels through.the syn-
tactic, the semantic, the pronunciation and the intonation
patterns of the language.

In conclusion, what is interesting to emphasize for my
purpose is that in view to the defectiveness of English sys-
temic level, of the complexity of English words' surface and
deep structures, EFL students are not consistently and fully
prepared to read with flexibility and automaticity. There is
a potential mismatch between the reality of the reading act,
with its load of hesitation, stumbling, regressions and/or
uncomforting long silences or disruptions, and what, how and

(1) H.G. Taschow, The Cultivation of Reading, p. 100.
(2) IBID, p. 99.
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for what purpose we teach the systemic level of the English
language. In my opinion, on the grounds that EFL students
need not know that much, too much important information about
English words' spelling, pronunciation and meanings have been
ignored in theoretical materials destined to EFL students. In
addition, the general outcry raised against word lists in the
past decades has confined vocabulary building up to notional
or content-area vocabularies. These can be immediately reco-
gnized or identified in context and then practised or used in
a variety of applicable exercises. The problem is that no-
tional vocabularies are restrictive vocabularies ; they do
not represent all categories of words a reader is susceptible

to meet in reading.

In my opinion again, and along the lines of H.G.
Taschow, the effectiveness of word lists '"depends on the pur-
pose for which they are used"l. Whether in isolation or in
their contextual settings of phrases, sentences or paragraphs,
words are what a language is made of. Consequently, if word
lists do not serve the purpose of immediate practice and use,
they may help students store words in their long-term memory ;
just in case these words are met, they can be correctly reco-
gnized or identified with little or no delay. One important
factor to respect, though, is that meaning, spelling, pronun-

ciation and stress be taught as integral parts of the words.

(1) The Cultivation of Reading, p. 99.




96

CHAPTER TWO

The Students' Characteristics:

The students' characteristics contribute further to

highlight the choice of this thesis subject matter. These cha-

racteristics, brought to light by an informal questionnaire,

show the students' personal information on their perceptions

of language study in general, of reading and of phonetics.

I have to mention that my attempt at the question-

naire was limited to four participants only. It may be argued

that this number is too restrictive to fulfill validity and

reliability criteria in such an enquiry. Several reasons can

be put forward:

I wished the questionnaire to be informal and

conducted under the form of an interview.

Time constraints would not have permitted me
to cope with a larger number of participants

and complex questionnaire's content analysis.

In ten years of teaching English as a Foreign
language at various teaching grades, English
levels and subject skills, one becomes cons-
cious of teaching problems and difficulties
and can perceive them or predict them with a
high percentage of accuracy.

The questionnaire is thus supposed to confirm
my own perception of, observations on and
beliefs in the subject matter I am dealing with.

Consequently, the questionnaire is to be seen as an

appended document that yields complementary information on

the subject.
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Questionnaire

Personal Information

Name

Surname

Sex 3F. 1M.

Age 20 - 30 - over 30

Native Language Proficiency
Learnt Language Proficiency

Time spent studying English in Secondary School
Time spent studying English at the University
Oral knowledge of English

Undergraduate 1

Graduate 1
Post-Graduate 2

Language Learning Concerns

1,

EFL

Do you feel that your language skills improved
as a result of the language programmes at the
University?

If you could have dropped/added a class, what
would you have dropped/added? Why?

If you could have made changes, what would you
have changed?

Have the languages taught helped you in your
- academic needs

- professional needs

- social needs

- other needs

Classes and Language Skills Areas

What language skill(s) contributed most/least

to your language improvement?

According to interest and utility, what skill(s)

area(s) did you prefer?
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Which skill(s) did you find
- difficult. Why?

- easy. Why?

- interesting. Why?

- uninteresting. Why?

What skill(s) were not given the importance you
think it (they) deserve(d)? Why?

Phonetics, Pronunciation and Reading

1.

~ W

What place did phonetics occupy in the curriculum?
What did you learn from the phonetics' programme?
Can you state the nature of phonetic exercises?

Was the time devoted to phonetics' instruction
about right or would you have wished more or less

time devoted to it?

What language skill(s) do you think improved your
pronunciation?

What place did reading occupy in the curriculum?
How was the reading task conducted?

Do you think that a faster improvement in pronun-

ciation would have resulted from:

- more reading in class?

- more phonetics in class?

- more reading outside class?

- different approaches to reading? How?

- different approaches to phonetics? How?
- interaction with natives?

- 1interaction with the teachers?

Do you rather think that pronunciation improved
systematically through the teaming of the four
basic language skills (listening, speaking, reading

and writing) to the exclusion of phonetics?
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Did you often check pronunciation in the pocket
dictionaries which students usually take with
them to class or did you rather ask the teacher?

Why in either case?

What did you exactly check when you looked up a
word in the dictionary?

What did you think of the use in class of
dictionaries in general?

V. Academic Concerns

What language skill(s) did you feel most necessary

and mostly used in your academic classes?

Where did you situate the difficulties you
encountered in your academic work? '

Did you have constant recourse to the dictionary
to check the pronunciation of known/unknown words?

IV. Real-Life Concerns

L.

How much English do you use out of the University

and for what purpose?

How much English do you read? What exactly do you

read or wish to read?

When you speak English with natives or non-natives,
do you sometimes feel that the message does not get

across because your pronunciation is wrong?

Do you often check the pronunciation of unknown

words that you have heard or met in your reading?
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The Language Teachers

1. What personal characteristics did you appre-

ciate in your language teacher(s)? With
regard to your pronunciation, was s/he/they:

- patient?

- easily irritated?

- helpful?

- indifferent?

2. What professional characteristics did you

appreciate in your language teacher(s)?

- did s/he/they perceive your pronunciation
difficulties?

- what was his/their professional expertise?

reading skills?

phonetic skills?

language work?

oral expression and comprehension?
listening comprehension?

writing?

other expertise?

3. How did you perceive her/his/ their corrective

behaviour?



101

B. Intentiomns

The questionnaire was established according to
several concerns:

I. The questions on language learning concerns were
intended to have the participants inform me about

their perceptions of language study in general.

II. The second set of questions dealt with EFL classes
and language skills areas. I expected the parti-
cipants to rank language skills preferences, de-
grees of difficulty, easiness and interest, toge-
ther with language skill degrees of contribution

to language improvement.

ITI. Questions on phonetics, pronunciation and reading
were supposed to make the participants verbalize
about the relationships between the three skills
areas, their impact on other language skills, the
procedures followed for their teaching and the

participants' reactions to these.

IV. By questioning the participants on academic con-
cerns, I was interested in knowing what language
skill(s) were most necessary and mostly used in
academic classes and where the participants situate

their difficulties when using English.

V. The section reserved to real-life concerns involved
answers from the participants on what helps them
maintain or improve their English, how much English
they use out of the University and/or out of the
professional premises, and for what purposes. This
section also supposed answers on how much English
they read and what.
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VI. The last set of questions was hoped to inform me
about the language teachers' attitude towards the
control of pronunciation, their corrective behaviour

and their professional expertise in language skills.

C. Procedure

In dealing with the questionnaire, I took into
consideration the following factors:

1. The participants

I wished the participants to be a good source of infor-
mation about their past, present and future needs of and
interests in what they believe contributed more to their
language learning in general, and to improving pronunciation
and reading in particular.

The participants were chosen on the basis of their mo-
ral integrity, their capability of language learning and
social behaviour among peers, teaching corps and administra-
tive personnel. They were able to give a retrospective point
of view about their beliefs, which I think is freer of sub-
jectivity than a point of view from participants still living
the situation of being taught the language. Age, language
maturity and distance with respect to the teaching/learning
environment were supposed to enhance objectivity of judgment.

2. Mode of Data Collection

The oral mode of data collection is thought to be more
reliable for stating spontaneous beliefs and opinions than
the written one. I therefore conducted the questionnaire

under the form of an informal, non-standardized interview,
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I did not systematically respect the order of question
such as they appear in the questionnaire to allow for a freer
and wider type of answers in the participants' terms and

opinions.

Encouragement to discuss further the answers, or a mild
prompting, was attempted only to suggest more appropriate
answers when those given were irrelevant or non-satisfactory.

Finally, I used the French language as a means of commu-
nication during the interview. I felt that using French, a
language commonly spoken for academic purposes, was more re-
assuring for the participants than using the English language
to speak about the English language. My belief was that the
participants would concentrate their attention on conceiving
effective answers in French rather than on finding the right

expressions to answer the questions in English.

3. Space

The interviewing took place at my home, in turns and on
a different day for each participant. This interview was
friendly and not committed with any personal biases within

the University premises.

4, Time

No time prescription was taken into consideration and
no rush was put on the answers. The participants could check

and revise previous answers as they wished.
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CHAPTER THREE

Answers Contents and Content Analysis

A.

Answers Contents

Inconsistent answers, unanswered questions and some

other answered questions will not be dealt with here ; they

were or will be indirectly touched upon in various sections

of this study. As to the following answers they are not a

case by case analysis. Neither are they a content analysis

of separate sets of questions. Rather, it is a compilation

of answers, remarks and perceptions that ended up in the

following generalizations:

English orthography, not English sound system was
the starting point in the language learning.

The participants do not give much credit to

phonetic studies and related areas.

They were and still are reluctant towards phone-
tics because taught for the sake of phonetics ;
interest, if any, was/is arisen by taking and
passing the compulsory examination at the end of

the course.

However, the participants had great fun with

phonetic transcriptions.

Pronunciation was assessed through listening and

comprehension exercises.

Phonetics was not taught to meet reading goals.
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Pronunciation is always unpredictable in English.
The participants check a word's pronunciation only
when the word comes up several times in a text and
when its meaning remains unclear. Otherwise the

participants make random guesses at words.

It is sometimes quicker for the participants to
check words in the dictionary than to attempt to
identify them through a conscious grapho-phonolo-
gical analysis.

The participants have never been made aware of the
many identification potentialities provided by pho-
netic analysis in order to understand the meaning
of words.

The participants admitted that classmates are sel-
dom equal in their knowledge of English or phonetic

and reading abilities.

The participants admitted that the learning of the
speaking and listening skills contributed more to
improving their pronunciation than phonetics or

reading.

This is mainly because reading has never been tau-
ght as a total process but as a subsidiary activi-
ty necessary for the achievement of other language
skills.

For this reason, the students were rarely made to
feel strong reading materials-student relation-
ship ; they read a few sentences and passed on the
reading to someone else. Consequently, they have
no time to think, reason or solve problems as their
attention is disrupted by the various changes of

untroubled, unconcerned and indifferent readers.
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Phonetic courses have always ended up in practical
applications through the listening, speaking and
comprehension skills ; they have found no appli-

cation in the reading skill.

With respect to this, the participants put forward
the idea of "controlled" and 'guided" reading
instruction.

As regards phonetic theoretical materials, much
criticism was made: they were not successfully
adapted to EFL learning in the particular Algerian
environment ; they presented disheartening charts
and diagraphs ; too many complex theoretical argu-
ments were developed instead of clear and intelli-

gible points relevant to the students' needs.

Generally the participants think that either the
published materials or the revised and summed up
versions provided by teachers do not help better
understand the systemic level of English, nor do
they help use the language.

As concerns the teachers' expertise and the tea-
ching of phonetics, the Institute of translation
and Interpretation has this peculiarity: trans-
lators teach translation, interpreteré teach in-
terpretation and language teachers teach language,
whatever the language skills. For example, phone-
tics was taught by the teacher who was in charge
of the Oral Expression and Comprehension Course:
the teacher had no clearly defined expertise in

phonetics.
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- Finally, the participants admitted they were
puzzled by English varieties and the clash bet-
ween the British and American standard pronuncia-
tion and spelling. They wished they could hold
more instruction on these.

These answers, remarks and beliefs attained various
degrees of importance and insistance. In the following sec-
tion I shall discuss some points that were consistently and
repeatedly touched upon, with a view to elucidating problems,

mismatches and beliefs in relation with my subject.

B. Content Analysis

In order to meet the students' needs and teaching
approaches and goals the following points resulting from the
participants' answers will be analyzed: bridging the gap
between phonetics and the students, combining phonetics with
related skills areas and defining the objectives of teaching

phonetics.

1. Phonetics and the Students: Bridging the Gap

In teaching phonetics, the primary task is to re-es-
tablish the students' confidence in the grapho-phonological
system of English. This can be done in several steps.

a) Sensitizing students

The first step is to sensitize reluctant students
towards grapho-phonological analysis in reading. If
students are told that phonetics is not taught for
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the sake of phonetic rules but for the sake of mee-
ting reading goals and if these reading goals are
clearly explained, they will give more cxedit to
phonetic studies. They will mostly understand that
phonetic instruction is only a transitory step

towards learning how to read.

b) Persuading Students

The second step is to persuade students that pro-
nunciation is important in a way that a small dif-
ference in sound and stress can and does make a

big difference in meaning.

c) Restoring Confidence

The third step is to restore confidence both in the
spelled and oral forms of words in those students
who had English orthography, not the English sound
system, as the starting point in learning English.
Common and exceptional grapho-phonological idiosyn-
crasies should be emphasized in the most exhaustive

way possible.

d) Relieve Pronunciation Trauma

The fourth step is to teach students to practise
pronunciation in the most automatic way possible ;
not to rely on too long descriptions of accurate
phonetic rules. These are endless, confusing and
sometimes contradictory. They are difficult to
learn and easy to forget. For this reason, the
best short-cut to theoretical rules is teaching ge-
neralizations and exceptions with instruction words
selected from the students' vocabulary. Also, a
constant corrective behaviour is often more useful

than recapitulating the rule.
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2. Phonetics and Related Skills Areas

According to the participants two language skills con-
tribute to phonological accuracy - listening and speaking.
One may add the contribution of the reading skill and that
of phonetic theoretical materials. '

a) Theoretical Materials

According to the participants in the questionnaire,

the phonetic theoretical materials available in this country
are inaccessible to most students. Even those destined to
EFL teachers appear too complex for EFL students to consult

- they put forward too many abstract arguments in a speciali-
zed terminology, as already mentioned in the questionnaire's
answers. In my own point of view, what students wish to con-
sult are some ordinary materials adapted to students' levels
and needs which may help them clarify and reinforce the re-
vised and condensed versions of course provided by the tea-
cher. Either published or revised, phonetic handouts should

have the following qualities:

- clarity in the presentation and terminology so as to
be consulted and understood without the help of the
teacher.

- understandable diagrams and charts.

- additional "notes" and "advice' related to possible
differences or similitudes between English and the

mother tongue or the other learnt languages.

- prescription of immediate and direct application
exercises - In the participants' words, practice
takes place only after a long theoretical section

on phonetics was dealt with. This delay between
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theory and practice allows students to think that
there is no relationships between theory and the

exercises proposed as illustration.

In fact what students wish to have at hand are phonetic
manuals and guidebooks with an Algerian immersion taking into
account the learning problems of Algerian Students with a
French linguistic history. '"Guided phonetics" is not so bad
an idea ; since students are already used to '"guided composi-
tion", "guided comprehension" and "guided dictations".

b) Listening

Most often, the participants said, listening comprehen-
sion practice favours understanding over auditory discrimina-
tion. When this is assessed, it is in a high correlation
with comprehending. 1In fact, students do not contest that
auditory discrimination and comprehension are highly correla-
ted skills ; they merely wish some listening materials that
emphasize auditory discrimination and the picking up of the
right pronunciation. But listening materials destined to
auditory perception and discrimination often appear boring,
pointless, too easy and too manipulative to adult students.
To be interesting and to lead to increased attention, this
material should be adapted to the age, sex, class maturity
and needs of the learners. This is why listening materials,
with a view to teaching pronunciation are of concern. When
the materials exist, teachers often need to adapt and supple-
ment them in order to meet teaching objectives. Adaptation
and supplementation , in their turn, do not work systemati-
cally. It is often better to design one's own materials
than render printed materials inappropriate by destroying

their main features.
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In this country the task is very difficult to carry
out. Teachers can neither survey the book market looking for
publications susceptible of covering the teachers and stu-
dents' needs, nor keep up to date with published catalogues
as a reference for their own designing of materials.

The alternative that remains for teachers who wish to
design their own materials is for them to see that teacher-
made materials look like professional materials ; for this
purpose, the active help of native-speaker professionals and
a minimum equipment granted by the teaching institution - a
language laboratory or a high quality copier, an overhead pro-
jector with transparencies and tape-recorder, are requisites.
On the other hand, for teachers who wish to adapt and supple-
ment existing materials, the main requisite is that the
latter do not end up less good than the published or taped
alternatives.

On the whole, either published, taped, adapted or tea-
cher-made, listening materials that emphasize auditory discri-
mination and pronunciation should be relevant to the students'
needs, related to other taught skills, brief, manageable, re-
flect natural speech, pauses, rhythm and intonation, and pre-
sent clearly target phonological features. My remark here,
is that most frequently, listening materials with a focus on
phonological items have too simplified a vocabulary and gram-
mar. Listening sequences must have enough meaningful content
in terms of grammar, vocabulary and point to approximate stre-
tches of speech in real-life. On the other hand, listening
sequences should not be piled up with a crop of similar target
phonological features, on the basis that repetition may help
memorization. On the contrary, if too many similar target

features are presented together, the selection will sound
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unnatural ; and if too many different target features are
presented together, students will concentrate their attention
only on one part of them and will disregard the other part.

Listening materials are a must in mastering the English
sound system. But just exposing the students to the English
sound system through listening is not sufficient to learn it.
It is necessary for the students to be able to practise the
language through the speaking skill.

c) Spreaking

The participants mentioned the speaking skill as con-
tributing more to improving their pronunciation than theo-
retical materials and listening pattern drills. Yet, the
general impression I have had from the participants is that
the speaking skill is one of the hardest skills to be maste-
red in EFL classes. This contradiction can be explained by

the following arguments put forward by the participants:

- The teaching of phonology emphasizes more the au-
ditory and comprehension skills than the speaking
skills.

- No efficient background basis of the English spoken
language has ever been given.

- The students' ability to listen and to understand
is greater than their ability to speak, mainly be-
cause speaking occurs essentially during oral in-
terviews, role-playing and when delivering a paper
previously prepared at home to the rest of the class.
This is of course a self-defeating attitude towards
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the speaking skill: the students are asked to inte-
ract in order to be tested and given a mark ; it 1is
not the speaking skill that is assessed but a
particular subject matter.

- As students preparing a '"licence' in translation
and interpretation, the participants said they did
not benefit from a sound programme in speaking voca-
bulary ; a lack of active vocabulary is that blocks
interaction and communication in the classroom and
also a lack of activities that allow for interaction

and communication.

- Translation exercises are believed to promote passi-
ve vocabulary expansion but this vocabulary does not
find immediate use in the classroom or in the out-
side world. Consequently, the stock of acquired
vocabulary remains dormant in the students' memory
and is rarely transformed into a stock of speaking

vocabulary.

- The participants assumed that, in general, students
have very few opportunities to use the language out-
side the university and even outside the classroom.
Chances to speak the language with natives are sca-
rce indeed and linguistic stays in countries where
the language is spoken are not considered at all by
the teaching institution, except in post-graduation
cases. Private initiatives of linguistic stays are

near-to-non existent.

My remark here is that our failure as teachers in hav-
ing students speak is mainly due to the fact that we do not

give them enough autonomy in their learning experiences. In
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the classroom, besides the usual activities of reporting,
story-telling, role-playing, statements or proverbs to com-
ment on, posters to analyze orally and oral book reviews,
more spontaneous activities should be inserted. For example,
students should be encouraged to talk to one another about
what they understand or don't understand. They should be
taught to share problems and knowledge. Communication in
English between all the members of the class, including the
teachers, is a necessity. Why silence them? Communication,
plus constant corrective behaviour is that builds up the
students' confidence in the pronunciation of English and
gradually strengthens in them pronunciation associative
habits in speaking or in reading.

d) Reading

According to the participants, most students in the
classes they attended were poor readers on a double plane:
poor readers in class and poor independent readers. The

arguments given are as follows:

- Reading instruction was sorely lacking ; since
students could listen, speak and write, it was

assumed that they could read.

- The sole opportunities to read were those leading
to some ensuing activities: reading a text and
then discussing it, reacting to it or translating
it.

- Less or no emphasis was put on literary reading. As
a result, no motivation was awakened for reading

novels or short stories in real-life.
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- Reading and phonetics were not associated: Phone-
tics was a part of oral expression and comprehension
courses and thus related to speaking, listening and
comprehending. Consequently, phonological accuracy
through reading was not assessed.

- With respect to this, students would have wished a
closer association between phonetic practical exer-
cises and the reading skill. For example, instead
of the manipulative sentence patterns or paragraphs
with target phonological items, students would have
wished to transcribe more independently words or
expressions from real literary excerpts, which of

course is more meaningful and useful to them.

It appears from the participants' remarks that teachers
failed in meeting the students' needs and concerns. Yet, as
EFL teachers we often suppose that our students' cognitive,
learning and reading styles have been acquired and success-
fully developed in the mother tongue ; for this reason we do
not often feel responsible for making instruction in reading
a target in the curriculum. In a language classroom it is of-
ten difficcult to provide time, select appropriate materials
and create a "social environment' for reading for the sake of
reading. Something has to be done, though, to help students
acquire interest in and motivation for reading in English ;
for this, we teachers should be prepared to give instruction
in reading that extends the often-narrow scope of reading in
class - aloud for phonological accuracy, silently for visual
discrimination and for the rapid perception of concepts, cues,
words, etc..., to that of reading that continues successfully
outside the classroom and whose accepted goals are comprehen-

sion, concept and cultural development.
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The next point is an attempt at defining some- teaching
objectives.

3. Defining Objectives:

In defining the objectives of phonetic teaching, three
main concerns should be considered: the teacher, the English

variety, and the finality of teaching phonetics.

a) The Teacher

In teaching phonetics, the instruction, the exercises
and the other activities in class or laboratory should be
done in English. The choice of English as the instruction
language will certainly minimize possible forms of native
language interferences in concept development. Moreover, the
use of English will create and strengthen in the students the
associative habits which underline the English language.

For this reason, the teacher himself must be apt to

teach phonetics. What is required from him is:

mastery of the language to be taught ;

- knowledge comparable to that of a native educated

speaker ;

- experience, both as a linguist and pedagogue ;

- he must avoid personal, isolated and uncontrolled
"methods". As Bloomfield puts it, "phonetics does
not accept amateurs'

(1) L. Bloomfield, "The Teaching of Languages" from "An Introduction to
the Study of Language" in F. Smolinski, ed., Landmarks of American
Language and Linguistics, USIA, Washington, D.C., 1986, p. 3.
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b) English Varieties:

In teaching phonetics, it is important to keep one sin-
gle model of production in class. It must necessarily belong
to standard pronunciation. However, perfect pronunciation
cannot and should not be the teaching goal. To emphasize na-
tive speaker's pronunciation may carry the students' attention
away from the very purpose of teaching pronunciation in rela-
tion with EFL learning, which is for the learners to be able
to listen, speak read and comprehend.

The aim of instruction should remain correct articula-
tion and pronunciation without difficulty or hesitation, and
correct auditory discrimination.

On the other hand, one cannot confine students to the

"

only standard English "good" pronunciation, when in the media
the American and British geographical varieties of English are
being used in the most anarchic way ever, and when the sour-
ces of information are as varied as can be. For this reason,
students should be made to appreciate as many varieties of
English pronunciation as possible in, for example, listening
comprehension practice. In teaching varieties of pronuncia-
tions, the teacher should emphasize the idea that through
these varieties intelligibility and content is what is aimed

at, not the ways of pronouncing™.

(1) M.A. Dwyer, "Some Strategies for Improving Reading Efficiency"
English Teaching Forum, XXI, 3, 1983, p. 5.
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c) Finality

Instruction in phonetics for a better reading compre-
hension should concentrate on the reading triad:

CERTAINTY FLUENCY SPEED

These are psychomotor abilities which should intervene after
all the levels of reading comprehension have been mastered,
that is, mastery of the grapho-phonological, the syntactic
and the semantic systems of English™.

Coming first, mastery of the grapho-phonological system
of English appears to pave the way to certainty, fluency and
speed in reading. The definition Taschow gives of these abi-
lities further confirms the importance of a good knowledge of
the grapho-phonological system of English. He assumes that
reading certainty is the level at which a student has 'no
doubt in recognizing the grapho-phonic system of English" ;
that fluency is the acquisition of a '"cohesive, coherent and
smooth pronunciation ; and that speed is 'reading flexibility",
that is, a stage at which the reading rate matches the thinking

rate in order to maintain meaning

Although these abilities cannot be acquired until the
students are at an advanced level of reading competence, they

should remain the goal at which phonological accuracy aims.

(1) H.G. Taschow, The Cultivation of Reading, p. 34.

(2) 1IBID, pp. 34-36.



119

Conclusion

In this corpus, I have attempted to cover the main rea-
sons that dictated my choice of this thesis subject-matter.
The digcrepancies and shortcomings revealed by the professional
literature regarding the contribution of grapho-phonological
analysis to reading comprehension, on the one hand, and the
idiosyncrasies of the English grapho-phonological system, on
the other hand, led me to investigate some students’reactions
and attitudes to the problem. The information gained through
the questionnaire permitted me to delineate students' needs,
problems, beliefs and hopes concerning the teaching of
phonetics and related-skills areas.

The points analyzed and discussed in this corpus also
served as incentives to describing some grapho-phonological
idiosyncrasies that are frequently overlooked by theoretical
hypotheses or that have not been exhaustively dealt with.
Therefore, the following part of my study will be a descrip-
tion and a discussion of these idiosyncrasies ; it hopes to
provide students with a near-to-exhaustive corpus of words
whose spelling and pronunciation are misleading. Students
may also find the following descriptions and discussions par-
ticularly helpful in re-interpreting, re-evaluating and
synthesizing already known grapho-phonological rules,

generalizations and exceptions.



PART THREE

DESCRIPTIVE STUDY OF ENGLISH GRAPHO-PHONOLOGICAL

SYSTEM

PURPOSE CHAPTERS
I.  Grapheme-phoneme Correspondences
Il. Syllabification

1. Stress
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INTRODUCTION

Approach

With the following description of the grapho-phonolo-
gical system of English T do not pretend to an exhaustive
description as it may appear in theoretical reference books.
Most phonetics and grammar books offer excellent descriptions

of the system. Some of them have been planned with arranged

descriptions for the benefit of users of English as a Foreign
Language. All descriptions serve the useful function of sup-
Plying hypotheses about general principles established
through theory for the learner to understand and to apply.
They also help organize factual information about the langua-

ge's system and to lend coherence to the system as a scienti-
fic discipline.

However, very few descriptions actually arrive at cove-
ring all possible aspects of the systemic level of the Engli-
sh language which EFL students are confronted with in class,
in academic concerns or in real-life environment. Students,
and teachers, keep on discovering '"things'" about the systemic
level of English of which theoretical hypotheses have hardly
said a word. More to the point, we, and by that I mean stu-
dents and teachers, now and then get a number of "shocks"
when we find out that we have been mispronouncing some words
for years simply because their pronunciation was taken for

granted and that it had never occured to us to look it up in
the dictionary.

"Taking for granted" the pronunciation of a category of
words may mean to join other people in their pronunciation,

to assimilate words' pronunciation to the pronunciation of
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cognates in the mother tongue or in other learnt languages,
or simply to assimilate by analogy the pPronunciation of
these words to the pronunciation of other English words. As
learners of English we can also consider ourselves the vic-
tims to such "advice to the learner" as "Remember that the
more common the word is the more ilmportant it is to get it
right, the more unusual the word is the less you need to
worry about it”l.

Unfortunately, as the students advance in their learning
experience they do not meet common words only ; knowing the
general principles of the systemic level of English and hav-
ing internalized the pPronunciation of those common words,
either at intermediate or advanced levels of proficiency,

students go on hesitating on, stumbling over, vocalizing,
and mispronouncing unusual words.

The participants in the questionnaire agreed that what-
ever they say or read aloud (the feeling may be similar when
they read silently) results in the impression of saying or
reading something wrong. This feeling never leaves them,
they said, when they happen to meet unknown words or those
words which they recognize - from the habit of seeing them -
and which they are unable to identify. Should the pronuncia-
tion of unusual words that come out by surprise in a text re-
main guesswork? Reading, as a total process, can be guess-
work for the anticipatory predictions it involves ; pronun-
ciation cannot. Pronunciation can be guesswork in beginning
reading only and students may have great fun at such tries.
However, at intermediate or advanced reading levels, random
guesses at pronunciation can be a tremendous waste of time

jeopardizing reading accuracy, fluency and speed.

(1) J. Windsor Lewis, A Concise Pronouncing Dictionary, p. viii.
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The present part of my study hopes to reconcile stu-
dents with word lists. These will be presented in contrast
to emphasize spelling, pronunciation and meaning idiosyncra-
sies. My main purpose in using word lists - a much eritiei-
zed procedure to teach vocabulary out of context, is not for
students to be confronted with low and high-frequency voca-
bulary, but for them to build up word-recognition at sight.
This is supposed to help students store the words together
with their pronunciation, transcription and meaning in "all
three memory 'banks' involved - the visual, the auditory and
the muscular"”. I have already used word lists for this pur-
pPose, pinning them on the blackboard or on the wall for stu-
dents to look at, or to photocopy.

This part of my study will therefore concentrate on
those essential points that theoretical hypotheses overlook
because, rightfully, they emerge not from general Principles
but from teaching and learning experiences on the ground and

which, unlike most theories, are supported by a wide variety
of teaching evidence.

The grapho-phonological analysis of the English system
will deal with the following points:

- grapheme-phoneme correspondences
- syllabication

- stress

The first point will emphasize the classical grapheme-phoneme
correspondences students can identify on their own through

(1) J. Windsor Lewis, A Concise Pronouncing Dictionary, P vddd,




123

generalizations presented in a diagram. A discussion follows,
stating those grapheme-phoneme correspondenses students can-
not identify on their own or apply generalizations to. These
include such pecularities as exceptions to the rule or to the
generalization, foreign words pronunciation and a near-to-

exhaustive corpus of high and low frequency words presenting
idiosyncratic pronunciation.

The second point will deal with the graphic and phonemic
identification or recognition of syllabic units, and with
clues in syllabication that may help students extract meaning

from words , pick up the right pronunciation or decide on
stress placement.

The third point is a study of aspects of stress varia-
tions, stress placement, stress in words as related to
pronunciation, syntactic and semantic clues.

As can be seen, the common feature to these three
points is grapho-phonological analysis as related to word
identification or recognition at first sight in reading, that

involves, at the same time, an identification and recognition
of words' meaning.

Relatiom to Theoretical Materials and Referemces

Most theoretical definitions and arguments in this des-
criptive study are based on Randolph Quirk, Sidney Greenbaum,
Geoffry Leech and Jan Svartvik, A Grammar of Contemporary
English l, A.C. Gimson, An Introduction to English Pronun-
ciation 2, Daniel Jones, An Outline of English Phonetics3,

(1) London, Longman, 1972.
(2) London, E. Arnold, 1970.
(3) Cambridge, C.U.P. 1975.
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J. Windsor Lewis, A Concise Pronouncing Dictionary of British

and American English1 and Longman Concise English Dictionary2

All other practical details and notations are owed to
personal research and observation, specially the elaboration

of word lists and the idiosyncratic pronunciation features
the words involve.

Symbols Used

For practical reasons, and also because grapho-phonolo-
gical analysis is related to reading comprehension, and thus
to the visual identification of words, phonetic transcription

will not appear systematically ; it will be made use of only
in descriptions calling for it.

With respect to phonetic symbols, the phonetic trans-
cription employed is fully in accordance with the principles

of the International Phonetic Association (I.P.A., reference
Gimson).

The description will make use of some other kind of
symbols:

- Slants, not square brackets, will be used for prac-
tical typing reasons, even when the transcription
of words calls for square brackets.

- The Signs + and - appearing under target consonant
letters mean respectively "sounded" and "silent".

(1) London, 0.U.P.s 1972,
(2) London, Longman, 1985.
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Syllable division is indicated by a blank space.
Similarly, two consonants separated by a blank space
mean that they belong to two separate syllabic units.
On the contrary, when no such space appears, it

means that the two consonants are part of the same
syllabic unit.

Syllabic division by a blank space will also appear
in the phonetic transcription, as quite often the

phonetic and the graphic division of syllables do
not correspond.

- @ : accounts for silent letters

- # : different from
Terminology

I have tried to simplify phonology and syntax termi-
nology and classifications as far as possible, not only for
readability but to stick to classroom habitual terminology.
In this study, the terms "phonetic'" and "phonological" may be
used interchangeably as often done in the literature. However,
it seems worth mentioning that theoretical linguisticians use
the term "phonetic" when they refer to the substance or phy-
sical entity of any language's sounds. They use the term

"phonological" when they refer to the form and pertinent
function of sounds

(1) J. Lyons, General Linguistics, p. 77.
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Abbreviations

Adj: adjective
Phon: phoneme

VL: voiceless
VD: voiced

N: noun

V: verb

F: French

LV: long vowel
SV: short vowel
Ad: adverb

C: consonant

- Der: derivatives
Sing: singular
Plur: plural




127

CHAPTER ONE

Grapheme/Phoneme Correspondences

The English alphabet can be divided into two catego-
ries: letters which represent consonants and letters which
represent vowels. These are clues to identify their parti-
cular corresponding phonemes. The following section is a

description and a discussion of these clues.
A. Consonants

Consonants are devided into single consonants,
digraphs and clusters.

1. Single Consonants

Problem-single consonants are about twelve: b-c-d-g-
h-k-1-n-p-r-s-t-w (for the purpose of this section, "w" will
considered as a consonant) and x.

All these consonants have been proven to cause pronun-
ciation difficulties at several varying levels. Generaliza-
tions about them can be stated as follows:

b. The letter "b" is pronounced /b/ in all positions
within the word. The letter "b" is generally silent when
preceded by the letter "m" in the same syllable. However,
when letters "m" and "b" occur in different syllables, the
letter "b" remains sounded. Occasionally, letter "b" is
silent when preceded by "t" in the same syllable. A diagram
may illustrate this generalization:



DIAGRAM
Positiom
1| all letters
2 m+ b
3 m+ b
4 b + t
Discussiomn:
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Pronunciation Examples
/b/ bad, about, grab
+ + +
/mb/ am ber

+

/m/ lamb

[t/ debt

Most words in the English language including the let-
ter b fall in case 1 and 2. In this description I shall deal
only with problematic cases such as 3 and b,

Those words belonging to 3 and 4 are presented toge-
ther with their derivatives1 or compounds in order to show
pronunciation idiosyncrasies.

List - Case 3.

Words Derivatives Compounds

lam? lam Easte lam Eent lamPskin lam?swool
lamEing lam Erequin

comb

thumb

numb benumb

(1) Here, "derivatives" include both semantically and graphically

related words.
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aplomb
wom@
bomb bom bard bom ber
- + i
dum? dumbEell dumb found
dum?-waiter
limg lim Eer / lim 90
climg clim?er / clim@ing / clim@—down
climgable
crum? crum Ele
plumb plumber / plumbing plumb-line
plum Rago/plum Eic
tom? tom Eola tom@stone

List - Case 4.

deEt de@ter
dou@t dou@ter

Note: '"climb" /claim/ is note to be confused with "clime"

/claim/ and "limb" /lim/ with "lime" /laim/.

c. The letter "c" is represented by the sound /s/ when
followed by vowels i, e, and y, and by the sound /k/ when
followed by the vowels a, o, and u. In combination with other
consonants or groups of consonants, it is either associated
with the sound /k/, /s/, /ks/, or /sk/.



DIAGRAM
Position
1 c + i,e,y
2 ¢c + a,o,u
3 c +
e + g
c+c¢c+ a,o,u
4 c + c i,e,y
s c a,o,u
3 s +c+i,e,y
DISCUSSION
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Pronunciation Examples
/s/ centre
/k/ cake
block
/k/ acquaint
/k/ accord
[ks/ accident
/sk/ scold
/s/ scent

This generalization is accurate enough to be applied to

most words in the English language.

be set.

No lists of words are to

However, some exceptions are worth mentioning.

In case 1, there are a few exceptions to the
generalization:

¢ + e are pronounced /k/ in "celt" / "celtic"

c + e are silent when "s" follows as in

"Leicester" / "Worcester" / "Gloucester'" / "Bicester".

c + e are pronounced /Q[/ in "cello" / "cellist". Attention:

the word 'cellophane'" maintains /s/.

¢ + i are often pronounced Af/ in most words ending in "cia"

or "cious" or "cient", (T

"efficient".

"acacia", '"capacious",
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In case & some foreign words have distinctive pronun-
ciations. For example:

ci" in "Da Vinei" is /j/.
cz" in "czar" is /z/.

in "Czeck" is /tj/.
Also in case 4 :

¢+ c+y 1is pronounced /ki/ in the word "baccy".
Finally, the letter "c¢" is silent in "victuals" /vitlz/ and

in "indicte" /1Indart/ most probably because of the influence
gf £,

In case 5 one exception deserves to be mentioned:
"sceptic" and its derivatives. Thus:

s + ¢ + e are pronounced /sk/ in '"sceptical" but /J1/ in
"crescendo".

In s + ¢: "¢" is silent in the word "muscle".

It is also silent in the word '"suspiscious".

d. The letter "d" is represented by the sound /d/ in
all positions. However, after voiceless consonants in the
same syllable it is pronounced /t/ as in "talked". '"d" is
silent when it occurs before letter "g'", "k" or "s"

, in the
same syllable.
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DIAGRAM
Position Pronunciation Examples
1 d /d/ door bed address
+ + 7%
2 VL.C. + d { By talke§
3 d +g /d / gadget
d + k /k/ handkerchief
d + s /s/ handsome
b n+ d /n/ Wingsor
Discussion
In case 1, "d" is exceptionally silent as in the three
words: ‘"handsome'", "handkerchief" and "Windsor".

The difficulty in case 2 can be solved by having stu-

dents memorize the nine voiceless consonants in the order
indicated:

/p, t, k, £, O, s,j,tj i Bl

In case 3, all English words falling in the category

of "gadget" have a silent "d". Therefore, a list of those
words seems unnecessary.

g&. The letter "g" is one of the most complex problem-
consonants. This letter is associated with the letter i i
and thus is pronounced /dj/ when followed by i, e, y in all
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positions. In certain words, however, and under the same
conditions, the letter '"g" is associated with the sound /g/.
It is also /g/ in all positions when followed by any conso-
nant including the letter "g". When preceded by letter "n"
in the same syllable, the comprehensive sound of '"n + g'" is
/g /. Nevertheless, when "ng" occurs in different syllables,
each letter is sounded.

The letter "g" is often silent when followed by let-

nm__n m_n

ters 'n” or "m", except when each of them occurs in different
syllables.

DIAGRAM
Positiomn Pronunciation Examples
1 g+ i,e,y id -/ gin, magician, apology,
éill, (measure).
2 gti,e,y /g/ gyny, get, give,
Eill (of fish)
3 mo——— /g/ big, fi%’ dig
C nt b. [ G d! ’
A b aonioni s fal igger Go meagre
¥ e %ame, EUt
+ 1
5 n+g /h ong
6 n+g /Ug/ lon ger
/n/ gnat
7 g+ m /m/ flegm

8 g tn /gn/ cog nate
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Discussion

It is obvious that 1 and 2 are the cases which are

bound to cause pronunciation troubles. There are no accu-

rate rules for the students to decide whether g + e, i, y
will be realized as /d3/ or /g/. A corpus of all possible
words susceptible of being mispronounced seems a good at-

tempt to solve the problem. The words may be presented in

contrast, as in the list below, together with the meaning

of the words as in most cases meaning helps to determine
pronunciation and vice-versa.

Words in category 3 and 4 are in the majority. They
need not be listed. However, words in categories 5, 6 and

7 are few. They can be memorized, together with some
exceptions,

List 1: Categories 5 and 6

To determine if "ng" will be realized /y/ or /ng/, the
following rules of thumb have proven trustworthy:

/| occurs usually only after a vowel and /§ g/ occurs only
before a vowel or /{/.

m/ /v 8l
lin gual
long ring lon ger fin ger
sing bing sin ger trian gle
being among sin gle lin ger

fling bring min gle lin go



List 2: Category 1 and 2
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High-frequency words such as "get", "give", Lottt

"gent" ; French and English cognates such as
"generation" and derivatives such as

"general",

"gym" / "gymnastics",

do not appear in this list because their pronunciation is

rather automatic. Thus,

the following corpus presents only

some low-frequency words and foreign words.

/d3/
Gerald
gill (measure)
gyro
gee-gee
gist
gemini
gibber
gibblets
Gibralter
gym
gibbet
gin

gelid
gesso
gib
gipper
gimbal
gerb
germ

girbil

gem

/g/

Gilbert
gill (fish)
gynycologist
geese

gift
gimlet
gibbon
giddy

gild
gimecrack
gimmick
Gingham
gear