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Section 1.1 ‘“The Place & Role of Pronunciation in&ond & Foreign

Language Teaching & Research

Appendix 1.1 ‘The Rise & Fall of Pronunciation: a Hstorical Review’

Introduction

This section focuses on the main language teachethods/approaches that emerged
from the middle of the nineteenth century and tgtmut the twentieth century. After
introducing each language teaching method or aphrdae main learning goal with
respect to pronunciation is identified, the maiomqumciation teaching techniques are
described and, where appropriate, each approacimeathod is exemplified and
critiqued.

“The mastery of the [second language] L2 sountksysvas considered to be
the first priority for teaching and learning duritige middle of the twentieth century”
(Saville-Troike, 2006: 142). In order to understavity and how pronunciation came
to occupy such an important place in the languagecclum at that point in time, |
need to take as my point of departure a descriptiothe late nineteenth-century
Reform Movemenn Europe in terms of its origins, principles anaplications for
language teaching. Thornbury (2006) defines theofRefMovement as “a pan-
European initiative aimed at a radical reform oisgrg language teaching practices

in schools” (: 95), namely th@rammar-Translatiormethod.

Towards the rise of pronunciation

Grammar-Translation
Grammar-Translation dominated European and for&agguage teaching from the

1840s to the 1940s (Richards and Rodgers, 2001t Wwas traditionally used for the



teaching of Greek and Latin in Europe but continteedrevail agnodern languages
such as French, German and English, began to #drgeschool curriculum in the
nineteenth century. One of the principal charastes of the Grammar-Translation

method is described by Richards and Rodgers (2&91dllows:

The goal of foreign language study is to learnrayleage in order to read its literature or in
order to benefit from the mental discipline andeilgctual development that result from
foreign language study. Grammar Translation is g @fastudying a language that approaches
the language first through detailed analysis ofyismmar rules, followed by application of
this knowledge to the task of translating sentemusand out of the target language.
Richards and Rodgers, 2001: 5

Since the fundamental purpose of teaching and ilgamwas to acquire a reading
knowledge of the target language, grammar and widaab were emphasised. The
typical grammar-translation lesson included “ondvas new grammar rules, a short
vocabulary list, and some practical examples toslede” (Howatt, 1984: 136).
Textbooks consisted of “abstract grammar rulets b$ vocabulary and sentences for
translation” (Richards and Rodgers, 2001: 4). Pngration received virtually no
attention (Larsen-Freeman, 2000: 16, 18). The pwnsdills to be developed were
reading and writing because literary language wassidered superior to spoken
language (Larsen-Freeman, 2000: 18). Thus, in thetegt of the Grammar-
Translation method speaking and listening were ewgtl. The “spoken language
was, at best, irrelevant” (Howatt, 1984. 135) amdal' work was reduced to an
absolute minimum” (Titone, 1968: 27), mainly comfthto learners reading aloud the
sentences they had translated into the target &gegu

Grammar-Translation was severely challenged froma thid-nineteenth
century onwards. One of the main factors that doumted to the reaction against and,
ultimately, the rejection of Grammar-Translationswidne demand for “utilitarian
language learning related to practical needs ateteasts” (Howatt, 1984: 129). For

example, developments in transport, that encouragsallity and brought people into



face-to-face contact over long distances, increaggabrtunities for communication
among Europeans (and not only) and created a defoarmactical competence in
foreign languages (Howatt, 1984: 139). The needofat proficiency in the target
language could not be met through the use of tl@@n@rar-Translation method as its
main goals of language study were reading compsterand appreciation of the
literary language. Moreover, “the industrialisatminthe second half of the nineteenth
century created a new class of language learner, tbat had not followed an
academic ‘grammar school’ education and thereforddcnot be expected to learn
foreign languages by traditional methods” (Howa®84: 139). Such factors created a
niche for ideas and proposals on how foreign laggsacould be taught and learnt

more easily and effeciently. As Howatt (1984) guts

Interest in improved methods of language teachinttpé nineteenth century was not confined
to the Reform Movement of its last two decadego#te steadily as the practical need for
foreign languages grew in importance, and the aibf the public education system to meet
the challenge became more apparent.

Howatt, 1984: 147

Even though the pre-Reform Movement writers deviéstnative teaching methods,
these did not gain acceptance and were not implEdenhe early reformers, namely
Jacotot, Prendergast, Gouin and Marcel, are destrily Howatt (1984: 147) as
“loners” because they lacked the means for dissatmom of their ideas and,
consequently, their ideas did not receive widespitention or support. “None of
them... attracted a following or founded a schoolttidught with a potential for

further development” (ibid: 147).

The Reform Movement
Conversely, the Reform Movement was a more contezféort and linguists and
teachers worked together to question and reject esthblished procedures. The

reformers laid the foundations for the developn@mew ways of teaching foreign



languages. This spirit of co-operation among théormeers and the wider
dissemination and acceptance of their ideas arearapp in Howatt's (1984)

introductory description of the Reform Movement:

The late nineteenth-century Reform Movement is wait language teaching history. For a
period of about twenty years, not only did manythe leading phoneticians of the time co-
operate towards a shared educational aim, butdbsgy succeeded in attracting teachers and
others in the field to the same common purposemFi882 onwards, there was a spate of
publications, beginning with pamphlets and artickesl, later, more substantial works like
Sweet'sPractical Study of Languagg4d899). Professional associations and societiag we
formed, notably the International Phonetic Assaoiat(IPA), and there were new journals
and periodicals, of which the best-known was th&'sR_e Maitre Phonetiquefirst published
under that title in 1899. The Movement was a remdlik display of international and
interdisciplinary co-operation in which the speisiaphoneticians took as much interest in the
classroom as the teachers did in the new scienpbarfetics. One of the reasons for this was
the fact that three out of the four principal phiizians — Viétor in Germany, Passy in France,
and Jespersen in Denmark — began their careershasltachers, though they went on to
other work later. The fourth, Henry Sweet, was théd man out’ in the sense that he
remained a private scholar for most of his life dngl life and his teaching was limited to
individual students. He continued to be respedtedvever, as the intellectual leader of the
Movement.

Howatt, 1984: 169

Howatt (1984) illustrates the scope of the Reformviment by outlining a ‘bird’s-

eye-view’ of its achievements “between 1882 whefirgt attracted attention, and
1904 when Jespersen summarised its practical iatfgits for the classroom teacher
in How to Teach a Foreign Langudge 170). Wilhelm Viétor, one of the pioneers of
the Reform Movement, wrote the pamphid¢r Sprachunterricht muss umkehren!
Ein Beitrag zur Uebereuerdungsfradeanguage Teaching Must Start Afresh! A
Contribution to the Question of Stress and Overwnorichools) and set the Reform
Movement alight in Germany in 1882 (Howatt, 1983338 In his work he criticised

Grammar-Translation by demonstrating its inade@gcio cite an example of his
attack of the method, | include the following quta&en from the second edition of

his pamphlet (translated by Howatt, Abercrombie Badhmann):

When it comes to foreign language teaching, theegdly accepted view is that the same
mistaken approach based on the written languagesaime kind of school grammars, will be
able to work miracles and teach a new languagey fibger have, and they never will. And
even if you actually succeeded in stuffing the psigieads with the best grammars and the
most comprehensive dictionaries, they still woutd know the language! As the well-known
philologist Sayce (1879) says:... ‘We shall neverbt to speak a foreign tongue by simply



committing to memory long lists of isolated wordsien if we further know all the rules of
the grammarians, we shall find ourselves unablkecimal practice to get very far in stringing
our words together or in understanding what is &aigs in return’.

Viétor, 1886 quoted in Howatt, 1984: 347

Given the purpose of this section of the thesiat i to account for the elevation of
pronunciation to the most important area in langutgaching and learning, | will
adopt a specific and therefore rather limited pecspe in my description of the
Reform Movement and the consequent developmentshen field of language
teaching. This brief and selective outline will ggaemphasis on the reformers’
struggle to promote the spoken element as partheftéaching and learning of
languages and will address those developmentseirfiekd of linguistics related to
phonetics. Throughout the review of the literatingill become clear how the 1940s
and 1950s saw the fruition of work that had begurnhie 1880s. In a nutshell, the
exponents of the Reform Movement reacted to hisibtinguistics, the analysis of
classical texts and the emphasis on the writtet) texcentrated on the spoken form
of language and fought battles to establish a plac@ronunciation in the teaching
and learning of languages; they won the argumerthenmiddle of the twentieth
century.

Howatt (1984: 171) identifies three major prinemplon which the Reform
Movement was founded: “the primacy of speech, @rality of the connected text
as the kernel of the teaching — learning procesd,the absolute priority of an oral
methodology in the classroom”. Viétor, Sweet anel dther reformers argued for the
primacy of the spoken language over the writtengla@age as well as for the
importance of oral methods in the language classrom other words, all the
reformers believed that the written language shaeldelegated to a secondary role
and the primacy of the spoken language should ftected in an oral-based language

teaching methodology. Sweet’s (1900) definitiorthed concept of language serves to
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illustrate how speech rather than the written fomust be perceived as the
fundamental element of language: “Language may dimed as the expression of
thought by means of speech-sounds” (cited in Heswaterl971: 5). The primacy of
the spoken language was the overriding theme otfoW# influential Language
Teaching Must Start Afrespamphlet. The emphasis on the spoken form in the
context of the language teaching lesson naturalllytb the consideration of issues
relating to learners’ pronunciation of the targatduage and pronunciation teaching
methods. We have already seen that the utilitdtiantion of modern languages was
recognised and the primary purpose of learningreida language was to be able to
speak it. Pronunciation, which had previously ocedpvirtually no place in the
language curriculum, suddenly became not only eglebut also very important.
Sweet (1899) draws attention to how accurate proation was instrumental in
successful communication in the target languageredseinaccurate pronunciation
would impede it: “even the slightest distinctions smund cannot be disregarded
without the danger of unintelligibility” (: 6). Fdyoth Viétor and Sweet, as well as the
other reformers, it was essential that the leasnpronunciation should be correct
before moving on to texts (Howatt, 1984: 172). Thtsp maintained that texts should
be printed in a scientifically accurate notatioartggularly for languages like English
and French where the standard spelling is extremedieading (ibid: 172).

Before moving on to the reformers’ expectationsardmng teaching methods,
it is important to examine the role that phonetithe science of speech-sounds”
(Sweet, 1890 in Henderson, 1971: 28), has playethenReform Movement. The
study of speech both physiologically and acoudticahs initiated in the second half

of the nineteenth century and revolutionised treddfiof linguistics. Sweet, who
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according to Onions (1885) “taught phonetics to dpef (Howatt, 1984: 332),

elaborates on his definition of phonetics as foow

From a practical point of view [phonetics] is tlaet of producing speech-sounds and
recognising them by ear. It describes the actionh @ositions of the vocal organs — throat,
tongue, lips, etc. — by which speech-sounds ardymed, and classifies sounds according to
their organic formation. This is th@rganic side of phonetics. Thacousticstudy of speech-
sounds classifies them according to their likertesthe ear, and explains how the acoustic
effect of each sound is the necessary result @irganic formation.

Sweet, 1890 in Henderson, 1971: 27-28

Viétor's Elemente der PhonetiElements of Phonetics), along with Sweet’s
Handbook of Phonetiogd877), is one of the founding classics of scienphonetics
(Howatt, 1984: 333). It was first published in 1884d enlarged and revised in 1893.
For Sweet, phonetics was, from a practical pointieW, “the art of pronunciation”
(1899 in Henderson, 1971: 28). The following quatdelong to Henry Sweet and
are taken from Henderson’s (1971) collection of &vgewritings. They serve to
demonstrate how phonetics and phonology were seémeandispensable foundation

of all study of language:

The importance of phonetics as the indispensabledation of all study of language —
whether that study be purely theoretical, or pcattas well — is now generally admitted.
Without a knowledge of the laws of sound-changersific philology — whether comparative
or historical — is impossible, and without phongtiheir study degenerates into a mere
mechanical enumeration of letter-changes. And nbat philologists are directing their
attention more and more to the study of living €lé& and savage languages, many of which
have to be written down for the first time, the @b necessity of a thorough practical as
well as theoretical mastery of phonetics become®rand more evident.
Preface toA Handbook of Phoneticd877: v-vi

The truth is that phonology is not only the indispable foundation of all philology, but also
that no department, from the highest to the loweaf) be investigated fully without it,
whether it be accidence, syntax, or prosody, onalie fundamental problem — the origin of
language.

Presidential address to the Philological sociedy, 71

The two main features of Storm’s method are thenmence he gives to the living language,
and his vindication of scientific phonetics as ithdispensable foundation of all study of
language, whether practical or theoretical.
‘The Practical Study of Language’, 1882 @ollected
Papers of Henry Sweet913: 35
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...phonetics alone enables us to analyse and registErus phenomena of stress, intonation
and quantity, which are the foundation of word-siiwn, sentence-structure, elocution, metre,
and, in fact, enter into all the higher problemdanfguage: a psychological study of language
without phonetics is an impossibility.
‘The Practical Study of Language’, 1882 in
Collected Papers of Henry Swe#§13, 39 — 40

It is now generally recognised, except in hopejesbkcurantist circles, that phonology is the
indispensable foundation of all linguistic studghether practical or scientific — above all, of
historical grammar.

Preface té\ New English Grammaf891.: xii

Phonetics is to the science of language generaiigtwnathematics is to astronomy and the
physical sciences. Without it, we can neither obxseror record the simplest phenomena of
language. It is equally necessary in the theoredicd in the practical study of language.

The Practical Study of Languagds99: 4

A knowledge of sentence stress and intonation isonty an essential part of elocution and
correct pronunciation, but is also an integral pdrthe syntax of many languages. In short,
there is no branch of the study of language whahafford to dispense with phonetics.

The Practical Study of Languagds899: 49

With what has been stated so far, it has been lettatl that phonetics was
considered to be the indispensable foundation lo§tatly of language. The reader
may, at this point, pose a question as to what ¢hisiled or meant in practice.
Phonetics offered both a scientific foundation theg reformers’ zeal in rejecting the
appalling teaching methods of the time and a prakctechnique for bringing about
the improvements in the classroom they were lookangHowatt, 1984: 177). All the
exponents of the Reform Movement shared the b#lefthe “findings of phonetics
should be applied to teaching and to teacher trginjRichards and Rodgers, 2001:
10). The message was clear; any teaching or leamigthods that did not employ
phonetics should be rejected and replaced by dvatslid. A notable example of this
stance is found in Viétor's (1882) pamphl@inguage Teaching Must Start Afresh
which | have already referred to. Viétor insistéa@ttreform must begin with the
provision of accurate descriptions of speech basethe science of phonetics, and
there must be a properly trained language teaghiofgssion (Howatt, 1984: 172).

Not only did he direct attention to the value @fiiing teachers in the new science of
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phonetics, he also produced work that was aimessisting teachers in this respect.
Walter Rippmann (1905) makes this point very cleathe preface oElements of
Phonetics: English, French and Germatich was largely based on ViétoKdeine
Phonetik:

This book will... first be used by teachers of Freraatd German, and to their notice it is
especially commended. Of late years, in every geritiscussion of the methods of teaching
modern languages, it has been urged that a trainipgonetics is not merely advantageous,
but essential, if the teachers are English menvamden, as they undoubtedly should be in the
overwhelming majority of cases.

Rippmann, 1905: ix

In a parallel view, Sweet (1899) highlighted thaqtical applications of phonetics in
the teaching and learning of languages in his isgve and classic work entitl&dhe
Practical Studyof LanguagesAccording to Sweet (1899), phonetics provided an
analytic framework and a practical methodology tloe acquisition of an accurate
pronunciation. It also offered a more reliable sgsf sound-notation than traditional
orthography and served as the scientific disciptinavhich a principled approach to
the training of language teachers could be buitivgkitt, 1984: 184). Sweet's demand
for a scientifically trained profession whose memsh&ould know the sound system
of their own language as well as that of the fardamguage they were responsible for
teaching was put very eloquently in his paper keatitOn the Practical Study of
Language’ in 1884. He further demanded that thehiea should understand how
sounds were produced physiologically and they shdwé proficient performers
themselves (Howatt, 1984: 179). The superioritytted phonetically trained non-
native-speaking teacher of the target language aocedpo the phonetically untrained

native-speaking teacher is underscored in hismygiiti

For teaching Germans English, a phonetically g@iGerman is far superior to an untrained
Englishman, the latter being quite unable to comirate his knowledge; and this principle
applies, of course, with equal force to the teagldf foreign languages in England.

Sweet, 1884 quoted in Howatt, 1984: 183
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As it emerges so far, the importance attacheddatastery of accurate pronunciation
made it imperative for both teachers and learresctjuire knowledge of phonetics.
Furthermore, Sweet enunciated that ordinary spgellimust be discarded and
substituted by a purely phonetic one (which wouidega genuine and adequate
representation of the actual language) in the tegcbf pronunciation (1882 in
Henderson, 1971: 31). Sweet developed the Broadid&kwanscription system using
Alexander Graham Bell's notation system called iMis Speech’ (1867) as a model.
Sweet’s ‘phonetic spelling system’ influenced theaf shape of the International
Phonetic Alphabet (Howatt, 1984: 177).

It would be unjust to leave this brief referencethe International Phonetic
Alphabet without stressing the greatness of Pas$ys contribution to the quest for
an accurate transcription system of the soundsyfanguage. Passy devised his own
phonetic alphabet and, impressed by its usefulmeise language classroom, set up
the Phonetic Teachers’ Association in 1886. Withifew months of its formation,
Jespersen as well as Viétor and Sweet became membie association was re-
named the International Phonetic Association (IPA)897 (Howatt, 1984: 178). The
International Phonetic Alphabet was designed bylf#e as a means of symbolising
the distinctive sound segments of any languageaerd. The aim of the notation was
that “there should be a separate letter for eagstindtive sound: that is for each sound
which being used instead of another, in the samgulage, can change the meaning of
a word” (Phonetic Teachers’ Association, 1888 citeBlinch, 2000: 47).

The phoneticians and spoken language enthusifiste dReform Movement
regarded phonetics as the foundation of all studylamguage and accurate
pronunciation as the foundation of successful laggulearning. They all shared the

belief that training teachers and learners in phosievould lead to the establishment
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of good pronunciation habits. The teaching andniegr of pronunciation occupied
the most prominent place in Sweet’s (1899) gradedaulum which he proposed as

part of his contribution to the study of languagaching methodology.

Sweet's Graded Curriculum
Stage 1 (Mechanical)the learner concentrates on acquiring a good m@ation and
becomes familiar with phonetic transcription.
Stage 2 (Grammaticalthe learner begins to work on the texts, gradubilitding up his
knowledge of the grammar and acquiring a basic valeay.
Stage 3 (Idiomatic)the learner increases his/ her vocabulary
These stages complete the basic course.
The following stages are university-level studiesated to literature and philology.
Stage 4 (Literary) and Stage 5 (Archaitinsition to standard orthography can be now made
as there is no risk that the learner’s pronunafatiay deteriorate.
Adapted from Howatt, 1984: 187 — 188

In addition to Sweet, the other reformers also ples¢ suggestions on how the
principles they advocated could be best appliedoteign language teaching and
learning. However, none of their proposals assuthedstatus of a method in the
sense of a widely recognised and uniformly implet@éndesign for teaching a
language (Richards and Rodgers, 2001: 10). Nevesheparallel to the ideas put
forward by the reformers, there was an interestemeloping principles for language
teaching out of naturalistic language learning;hsas are seen in first language
acquisition. The attempt to duplicate how childtearnt their first language led to
what have been termetatural methodsThese ultimately led to the development of
what came to be known as tb&ect Method(Richards and Rodgers, 2001: 12). The
Reform Movement served to underpin those new meathadthe sense that it
advocated innovations at the level of teaching @daces; “it is quite possible that

without [it] all ‘modern methods’ would have beersmissed as ‘just another fad

(Howatt, 1984: 202).
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The Direct Method

Lambert Sauveur and other believers in natural atstlargued that foreign language
learning should, in a way, resemble the proceswlingh children acquire their first

language. Consequently, the spoken language whe taught first, translation was
not allowed and meaning was to be conveyed dirdbtlgugh demonstration and
action. Richards and Schmidt (2002) sum up thecjoies upon which natural

methods were based as follows:

a. the use of the spoken language
b. the use of objects and actions in teaching the mgaof words and structures
c. the need to make language teaching follow the ahtprinciples of first language
learning
Richards and Schmidt, 2002: 352

As far as the teaching and learning of pronunamti@s concerned, this was given
great prominence; indeed, “speaking began with esyatic attention to
pronunciation” (Richards and Rodgers, 2001: 11).

The natural language learning principles providieel foundation for what
came to be known as the Direct Method, which referhe most widely known of
the natural methods (Richards and Rodgers, 200): ©Ohe cannot fail to
acknowledge the debt owed to Maximilian D. Berfitz making the Direct Method
available to large numbers of learners through rasvork of language schools.
According to Howatt (1984: 204), “without Sauvethre Direct Method would not
have happened when it did; without Berlitz, verw fpeople would have benefited
from it”. Berlitz opened his first language schaoProvidence, Rhode Island in 1878
and by 1914 he had nearly 200 schools in both Acaesind Europe (Howatt, 1984:
203). The Berlitz language school system starteadtahe when it was much needed;
“immigrants were pouring into the United Statesadieg virtually every language in

Europe and all of them needed to learn the languagtheir adopted country”
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(Howatt, 1984: 202). These were poor, ordinary peofhat had not been
scholastically educated and needed to learn thelaeguage in order to survive in
the new environment and cope with the problemsrefyalay life. “They also brought
with them their own natural skills as native speald their various languages” (ibid:
203). The needs and talents of these people weteantk applied in the Berlitz
Method, which later became known as the Direct MétiBerlitz was “an excellent
systematizer of basic language teaching materrglanised on ‘direct method’ lines”
(Howatt, 1984: 205) and “the Berlitz Method was glen systematic, ordered and
replicable” (ibid: 206). He developed an extenseees of textbooks for the teaching
of all the major European languages and a numbeoonfEuropean languages from
1882 onwards (ibid: 307). His textbooks providedramework within which the
teachers he employed in his schools could workrdaeg to a predictable routine and
all Berlitz Schools followed the same basic coupséterns (ibid: 204). The main

principles and procedures of the Direct Method lmaisummarised as follows:

1. Classroom instruction is conducted exclusivelyha target language. Translation is not
allowed under any circumstances.
2. Meanings are communicated ‘directly’ by associagpgech forms with actions, objects,
mime, gestures and situations.
3. Reading and writing are taught only after speakind listening.
4. New teaching points are introduced orally.
5. Oral communication skills are built up in a carfigraded progression organised around
guestion-and-answer exchanges between teachestutahts in small, intensive classes.
6. Correct pronunciation is emphasised and shoulddr&end on right from the beginning of
language instruction.
7. Grammar is taught inductively (no grammar rulestatght to learners).
Adapted from Richards and Rodgers,
2001: 12; Richards and Schmidt, 2002:
159; Larsen-Freeman, 2000: 27

The tenets of the Direct Method held that oral wshiould be strongly emphasised
and pronunciation should receive great attentiomfthe beginning and throughout

the course. The Direct Method was the first oradohteaching method that was
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widely adopted as a reaction against and a refrgshiternative to Grammar-
Translation.

The popularity of the Direct Method began to wan¢éhe 1920s as light was
shed on its drawbacks. The strict adherence tocDiMethod principles was
perceived to be counterproductive by the criticshaf method. For example, Direct
Method teachers were cautioned against the sligltesipromise on the use of
translation (Berlitz, 1907: 7). Consequently, thegre required to refrain from
translation even when a simple and brief definibo@xplanation in the student’s first
language would have been a more efficient and quatke to comprehension
(Richards and Rodgers, 2001: 13). Moreover, the emacademically oriented
proponents of the Reform Movement, for example gradific writer Henry Sweet,
pointed to the fact that the Direct Method lackedsystematic basis in applied
linguistic theory. Sweet and other applied lingsiiasrgued for the development of
sound methodological principles that would servéhashasis for teaching techniques.
(Richards and Rodgers, 2001: 14). Throughout tt#94%nd 1930s, British applied
linguists engaged in the systematisation of th@ggles that had been proposed
earlier by the Reform Movement. Their work laid #e@indation for an oral-based
approach to the teaching of English which, unlike Direct Method, was thoroughly
grounded in applied linguistic theory. The finalteames of this movement are
known as theOral Approachand, later onSituational Language Teachingvhich
became the accepted British approach to Englisbukage teaching by the 1950s
(Richards and Rodgers, 2001: 38).

In the United States of America, the Direct Methmadjan to fall from favour
following the publication of the Coleman Reportl@29. The results of this study

indicated that teaching conversation skills in igmelanguages was perceived as
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irrelevant for the average American college studBatthermore, it was impractical
to do so due to factors such as the restricted awelable for foreign language
teaching in American schools and colleges. The Gafe Report identified the
acquisition of reading knowledge of a foreign laagel as a more appropriate and
feasible goal (Richards and Rodgers, 2001: 13).r&€kelts of the study had a major
impact on language teaching in the United Statelsmaost foreign language courses
concentrated on reading until the Second World Whard: 13). Subsequent
developments ultimately led to the decline of swehding courses’ and the advent of
the Audio-lingualMethodto the teaching of English and other languagekenl950s.
The case of the U.S.A and the Audio-lingual methwdtibe revisited after our review

of the British approach to English language teaghin

‘English Language Teaching’ as an Autonomous Preifes

This thesis is mainly concerned with the place r@inpnciation inEnglishLanguage
Teaching, and, thus, at this point, the readertesnébn needs to be drawn to the
specific reference toEnglish language teachihg(at the end of the previous
paragraph) instead of the more general referentbdadeaching of modern or foreign
languages’ that has been employed so far. HoW@84) accounts for and describes
the emergence of the teaching of English as amauntous profession in the first half

of the twentieth century as follows:

The intellectual foundations for this autonomy eesbn the fusion of the two reforming
traditions inherited from the previous century: #ypplied linguistic approach of the Reform
Movement and the monolingual methodology of theeBlirMethod. The catalyst was the
work of Harold Palmer in the Department of Phorsetat University College, London,
between 1915 and 1922, underpinned by the resear¢heoretical and applied English
phonetics of his Head of Department, Daniel Jones.

Howatt, 1984: 212
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There is no need here to address any further disspecialisms such as the
distinction between English as a ‘foreign’ and Esfglas a ‘second’ language that the
teaching of English spawned in the course of tilffeese are explored as part of the
main thesis. | will now consider the instrumentalerthat Daniel Jones and Harold
Palmer played in the field of English language téag. Howatt (1984) sums up their
contribution very effectively:

The Jones-Palmer association effectively ensuraatie of the ‘ground rules’ of English as a
foreign language was an applied linguistic phildsgpghe amalgamation of Jones’s extension
of the Sweet-Viétor tradition in phonetics and Rafsmexperience as a Direct Method teacher
and materials writer.

Howatt, 1984: 214

Daniel Jones, universally known as D. J., studiedsubject of phonetics under Paul
Passy in Paris and became a professor in the Degatrtof Phonetics at University
College London in 1921 (Crystal, 2003: 239). Heoaterved as secretary of the
International Phonetic Association from 1927 to 9@hd became its president from
1950 until his death in 1967 (ibid: 239). In hibtte to Daniel Jones on the occasion
of D. J.’s eightieth birthday, D. B. Fry (1961: )5%escribes D. J.’s establishment of
the cardinal vowel system as a landmark in theohjsbf descriptive phonetics; “it
introduced into the description and classificatafnvowel articulations a degree of
precision previously unattainable, and has greatihanced the value of printed
accounts of languages and dialects at the pholee®t’. Fry goes on to praise D. J.

for the development of the phoneme theory:

As early as 1916, Jones was using the idea oflibagme in his research and in his teaching
and he employed the term ‘phoneme’ itself in a papad in 1917. During the succeeding
years, he collected a vast store of phonetic obsiens which served to confirm the
usefulness and the soundness of the original conaed did not lead to any major
modification in the theory. This material enabléthtio extend the idea of the phoneme as a
group of variants from the realm of sound-qualtyich formed its starting point, to those of
length, stress and pitch. Many years of work inftakel led to the publication in 1950 dhe
Phoneme: its Nature and Usghich contains not only the full working out of nks's
phoneme theory but also such a wealth of exampdes & wide variety of languages as is not
to be found in any other book.

Fry, 1961: 155 — 156



21

Even though D. J. researched the phonetics of nlanguages, he is mostly
recognised for his contribution in the field of i phonetics. For example, he was
the first to codify the properties of Received Rmociation (Crystal, 2003: 365).
Furthermore, not only was he “the first to makenarough systematic study of the
sound system of English for the purpose of teaclpiramunciation and intonation”
(Fry, 1961: 153), he also made the results of hislysavailable to teachers and
students through the publication Bie Pronunciation of Englis(1909), theEnglish
Pronouncing Dictionary(1917) andAn Outline of English Phonetid4918). These
works “have since served as indispensable sourcksbfor every English language
teacher” (Howatt, 1984: 214) and are still usedayodh revised editions (Crystal,
2003: 239).

Harold Palmer was thoroughly familiar with D. Jv®rk; since joining the
International Phonetic Association in 1907, he rtfamed regular contact with D. J.
and became a lecturer in spoken English in D.dkgartment at University College
London in 1915 (Howatt, 1984: 232). He was a giffgdctical linguist and an
accomplished phonetician; for example, his firsjanavork, the Scientific Study of
Languages(1917) is considered to be one of the classicsnofiaplied linguistic
approach to language teaching and Bigglish Intonation(1922), an important
contribution to the subject of English phoneticoatt, 1984). Palmer had also had
practical experience in Direct Method teaching;eed, when he embarked on his
teaching career in 1902, he did so as a Direct Mktkacher at a Berlitz School in
Belgium (ibid: 325). As it was pointed out earlighe emergence of English
Language Teaching (ELT) as an autonomous profesgasndue, to a great extent, to

Palmer’s work:
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In combining the direct methods of Berlitz with tapplied linguistic approach of Sweet and
the Reform Movement, Palmer created a solid irtal and practical foundation for the
development of ELT as an autonomous profession.

Howatt, 1984: 231

For example,The Grammar of Spoken English, on a strictly phionieasis(1924)
was the first large-scale attempt to provide aitbetadescription of standard spoken

English for pedagogical purposes (ibid: 235).

The Oral Approach

Nevertheless, Palmer should also be credited fercbintribution in terms of the

development and establishment of the Oral Approsxhlanguage teaching; a

theoretically well-grounded and systematically oede language teaching

methodology that was practically applicable to amydern language teaching course.
For example, inThe Principles of Language-Stud$921) he demonstrated how a
model for the psychology of language learning cosletve to underpin the

development of practical classroom activities ag p& the content of a language
course (Howatt, 1984: 326).

Moreover, and, critically in terms of the interesif this thesis, all his
methodological handbooks, for examplde Oral Method of Teaching Languages
(1921), The Principles of Language-Study921) and This Language-Learning
Businessvith Vere Redman (1922) displayed a preoccupatiitim the teaching of the
spoken language based on the science of phon&geshers and students should be
phonetically trained and the use of phonetic trapgon should be extensive,
especially in the early stages of language learnkhg maintained throughout his
works that teachers and students should be seyigosicerned with the mastery of

accurate pronunciation. Palmer went as far as sorie students’ “bad (or relatively

bad) pronunciation” in terms of having a “lingucstiisease” (Palmer and Redman,
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2" edition, 1969: 106) and attributed its cause tmdants speaking the foreign
language “before they have had adequate opporarfir observing or for imitating
the phonetic phenomena of the foreign languaged:(ib06). This ‘disease’ can be
prevented by employing procedures that will “caosepupils to listen to the foreign
language and to enunciate it in the manner of dieven listener and speaker” (ibid:
107) before students reach the reading and writage. “Intensive and systematic
exercises in pronunciation, including ear-trainimxercises and exercises in
articulation” (ibid: 107) form an integral part &almer’s ‘prevention’ plan and are
the realisation of the principles he proposedire Scientific Study and Teaching of

languages

If the student wishes to do effective work and meKective progress, the initial stage of his
study must be devoted to getting into working orther apparatus upon which his success
depends. If his aims comprise the use of the sptamiuage, a sound preliminary knowledge
of its sounds is indispensable; no progress isilplessntil each one has become perfectly
familiar. The sounds stand to the spoken languagké same relation as the letters to the
written language; in the same way that the capaaiftyracing letters is an indispensable
preliminary to the study of writing, so also is tlwapacity of articulating sounds an

indispensable preliminary to the study of speaking.

Palmer, % edition, 1968: 96

Palmer firmly believed that students’ needs woukdrbet more sufficiently if the
spoken form was emphasised in the teaching ofdoranguages. In his outline of
students’ purposes in learning a foreign languadée Principles of Language Study

(1921), listening and speaking are followed by neg@nd writing:

The ultimate aim of most students is fourfold:
(a) To understand the language when spoken rapidlyabiyes.
(b) To speak the language in the manner of natives.
(c) To understand the language as written by nativest(iread the language)
(d) To write the language in the manner of natives.
Palmer, 2 edition, 1974: 78

This belief of his did not just stem from the desio meet students’ practical needs

for everyday purposes of social survival; for Paintke true heir to the Reformers’
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legacy in this respect, the primacy of spoken laigguextended beyond the context of

language teaching:

The only true form of speech is spoken speechgristitutes the living language itself. All
languages were spoken long before they were writtefihe written aspect of language is
artificial; the spoken aspect alone is pursuingrbemal course of evolution, and is always
freeing itself from archaic and useless encumbmnthe spoken language is a token of life,
for dead languages are those which exist but ittemrfrom.

Palmer, % edition, 1974: 98

Richards and Rodgers (2001) sum up the main clearstats of the Oral

Approach as follows:

1. Language teaching begins with the spoken langudgeerial is taught orally before it is
presented in written form.

2. The target language is the language of the classroo

3. New language points are introduced and practigadtsinally.

4. Vocabulary selection procedures are followed tausmshat an essential general service
vocabulary is covered.

5. Items of grammar are graded following the princitiiat simple forms should be taught
before complex ones.

6. Reading and writing are introduced once a sufficierical and grammatical basis is
established.

Richards and Rodgers, 2001: 39

Two important characteristics have been omittednftbis list. The first one is the
importance attached to the mastery of accurateymmation (hence Palmer’s detailed
program of pronunciation teaching) we have juskémbat. The second one is habit-
formation, Palmer’'s core methodological principlée following quotation, taken
from Palmer’sPrinciples of Language Studilustrates very concisely how ‘habit-

forming’ is at the heart of language learning and it relates to ‘accuracy’:

Language-study is essentially a habit-forming psscehe teacher will therefore not only
assist the student in utilizing his previously fednhabits but will also cause him to acquire
new ones appropriate to the work he is to performo.form of work is to be adopted which
may lead to inaccurate habits of language-usinghébit-forming without accuracy means
the forming of bad habits.

Palmer, % edition, 1974: 38

Accuracy was indeed essential in terms of the Habmation process in the context
of language teaching. Habit-forming teaching teghas consisted of oral exercises,

drills and Direct Method speech-work activities (trhdt, 1984: 239).
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Situational Language Teaching

Owing to the work of A. S. Hornby among other aeglilinguists, further
development of Oral Approach teaching technique$ e the emergence of
Situational Language Teaching (SLT) and its dommearn Britain and other
European countries in the 1950s and 1960s. SLTradle the same principles as the
Oral Approach and the two terms may even be usetcimngeably in the relevant
literature. Nevertheless, SLT is to be recognisedraextension of the former mainly
due to the fact that it placed greater emphasishenprinciple that new language
points should be presented and practised throughatsins (Richards and Rodgers,

2001: 39). The following is an example of a typiS&lT lesson plan:

pronunciation
revision (to prepare for new work if necessary)
presentation of new structure or vocabulary
oral practice (drilling)
reading of material on the new structure, or wnigercises
Pittman, 1963 cited in Richards and Rodgers, 2001

arLONE

It cannot escape the reader’s attention that thguiage lesson began with the focus
on pronunciation and drilling formed part of thasdroom tasks. In SLT, accuracy in
pronunciation as well as grammar was regardeduasatrand the practice techniques
employed generally consisted of “guided repetitiand substitution activities,
including chorus repetition, dictation, drills, aedntrolled oral-based reading and
writing tasks” (Richards and Rodgers, 2001: 43)ch@rds and Rodgers (2001)
describe the theory of language underlying SLTasype of British ‘structuralism’.
Speech was regarded as the basis of language tractige was viewed as being at
the heart of speaking ability” (: 40). They alséereo the theory of learning on which
SLT was based, as a type of behaviourist habitiegrtheory and recognise

Palmer’s influence on seeing learning as habit &rom (ibid: 41); “speech habits can
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be cultivated by blind imitative drill” (French, %0 cited in Richards and Rodgers,

2001: 41).

The Audio-lingual Method

| will now direct our attention to the Audio-linguanethod which dominated the
teaching of English and other foreign languageth@1950s and 1960s in the United
States. Its origins can be traced to the involvaméthe United States in the Second
World War which led to the establishment of the A&r8pecialized Training Program
(1942) in order to meet the needs of military persd in attaining conversational
proficiency in a variety of foreign languages. Diesphe fact that it lacked a well-
developed methodological basis, the ‘Army Methodiswery successful in meeting
the specified objectives. It relied primarily oretimtensity of contact with the target
language; the highly motivated students studiedtainget language 10 hours a day
and 6 days a week through drills with native speakad private practice (Richards
and Rodgers, 2001: 50-51). During that period,Uhéed States emerged as a major
international power and thousands of foreign sttglentered the country to study in
universities. Many of these students required imginin English (ibid: 51).
Consequently, linguists and applied linguists bexanctreasingly involved in the
field of teaching English as a foreign languagee Bhccess of the ‘Army Method’,
according to Richards and Rodgers (2001), had ooedi a number of prominent
linguists of the value of an intensive, oral-baapgroach to the learning of a foreign
language (: 51). This last point is an importarg tmbear in mind because, as we saw
before, courses aimed at the acquisition of realimgyvledge of the target language

were the norm in the United States until the SedModld War.



27

The first American English Language Institutevas developed by the
University of Michigan in 1939 and specialised I ttraining of teachers of English
as a foreign language and the teaching of Engbsh fareign language. The director
of the institute, Charles Fries, and his colleagegscted approaches such as those of
the Direct Method, in which learners were exposedhe language, used it, and
gradually absorbed its grammatical patterns (Rahand Rodgers, 2001: 51-52).
Their view of language and language learning ditd agyee with that of the Direct
Method. They were structural linguists and as ssel grammar, or ‘structure’, as
the starting point rather than the end-point ofjleage learning. | will now provide a
brief description oftructural linguisticsas this will lead to a better understanding of
what is to follow. Structuralism views "languageasystem and... investigates the
place that linguistic units such as sounds, wasdatences have within this system”
(Richards and Schmidt, 2002: 519). As the dominiaguistic model of the 1940s
and 1950s, it placed great emphasis on the descripgf different levels of
production in speech (Saville-Troike, 2006). I thpplication of structuralism to
second language acquisition (SLA), as pioneerelri®s (1945) among other applied
linguists, pronunciation was placed at the forefrohL2 pedagogy. In his seminal
volume entitledTeaching and Learning English as a Foreign Languék§#5), Fries
proposed that in learning a new language the pyimancern should be “first, the
mastery of the sound system” (. 3) and then thetena®f morphology, syntax and
lexis. Overall, the syllabus should be charactdri$y systematic attention to
pronunciation right from the beginning as well agensive oral drilling of the basic
sentence patterns of the target language.

As we have already seen, linguists directed thiéénaon to phonetics and

phonology towards the end of the nineteenth cen®yythe middle of the twentieth
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century, there was a great deal of attention to rasdarch in phonemes and other
phonological units; phonology had become the ‘lsigue’ of the 1950s. As far as
American linguists were concerned, they stressegthmacy of speech and drew on
its origins in anthropological research to creatadically different set of descriptive
linguistic procedures that owed nothing at all téterate tradition (Howatt, 1984:
250). This was a time and “a world of phonemics apédech-sound analyses” (ibid:
250). Robert Lado’s (1957) landmark publicationitead Linguistics across Cultures
Applied Linguistics for Language Teachergflected this preoccupation with
phonology. Attention was firstly and more importgndirected towards the
comparison of the L1 and L2 sound systems andtthéme comparison of the L1 and
L2 grammatical structures and vocabulary systenagl@l. 1957). Approximately 50
pages of the book were devoted to phonology arable f phonetic and phonemic
symbols was included. The remaining 80 pages cdvallethe other subject areas
including vocabulary, grammar, cultures and writisgstems. Lado’s work is
regarded as a classic guide to tmmtrastive analysigpproach, “an application of
structural linguistics to language teaching” (Riclsaand Schmidt, 2002: 119), which
involved the comparison of the linguistic systerhthe L1 and L2 in order to predict,
account for and deal with learner problems. Lade aes’s successor as director of
the Michigan University English Language Institute.

The combination of structuralism with the then doamt theory of psychology
known asbehaviourism which views learning as the result of habit fotioa
(Osgood, 1953; Skinner, 1957), led to the developmé the Audio-lingual method
in language teaching. As deBot et al (2005: 77) ptt “structuralist linguistics
provided tools for analysing language into chunkd bBehavioural theory provided a

model for teaching any behaviour by conditioninig’audiolingualism, language was
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primarily identified with speech and, thus, thelfuaral skills received most of the
attention (Larsen-Freeman, 2000: 46). The priooityspeech in language teaching
stemmed from structural linguistics:

An important tenet of structural linguistics wasattthe primary medium of language is oral:
Speech is language. Since many languages do netahawitten form and we learn to speak
before we learn to read or write, it was argued ldnaguage is “primarily what is spoken and
only secondarily what is written” (Brooks 1964).

Richards and Rodgers, 2001: 55

The focus was on the mastery of accurate pronuociand grammar of the target
language through drills and practice (Richards Rodgers, 2001: 67). Pronunciation
and grammar were accorded a far more importantaatepared to vocabulary; “only
when [the learner] is thoroughly familiar with salsn arrangements, and forms does
he center his attention on enlarging his vocabtl@yooks, 1964: 50). Listening and
speaking exercises were designed to concentratiheomrea of pronunciation, for
example, the discrimination between members of rmathipairs, and “oral proficiency
is equated with accurate pronunciation and gramr(Richards and Rodgers, 2001:
58). Richards and Rodgers (2001) offer a succioetparison of audiolingualism and

the Reform Movement in terms of orientation anceotiyes:

Like the nineteenth-century reformers, they [thelialingualists] advocated a return to
speech-based instruction with the primary objectifeoral proficiency, and dismissed the
study of grammar or literature as the goal of fgndanguage teaching.

Richards and Rodgers, 2001: 58

Situational Language Teaching versus Audio-lingarali

At this point, it is important to compare and castr albeit briefly, Situational
Language Teaching and the Audio-lingual methodfiat glance, they appear to be
very similar as they seem to be based on exaalys#time theories of language and
language learning. Nevertheless, Richards and Red8601) point to a fundamental

difference between the British version of ‘struelism’ underpinning SLT and the
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American one on which audiolingualism was basedti@g&to the British theory of
language, unlike the American one, was the notibrisibuation’; language was
viewed as a purposeful activity related to goald situations in the real world (ibid:
40). In the SLT classroom, “the oral practice ofittolled sentence patterns should be
given in situations designed to give the greatestumt of practice in English speech
to the pupil” (Pittman, 1963 quoted in Richards d&odgers, 2001: 40). On the
contrary, speech patterns were presented and ggdatiut of context in the audio-
lingual classroom. As far as the training of goadgét language speech-habits is
concerned, Howatt (1984) underscores the factthanh Palmer wrot&he Principles

of Language Studyn 1921, (in which he explored the importance abik-formation

in language learning), the bulk of the research hdbit-formation conducted by the
leading behaviourist psychologists of the 1920s H®@Ds had not been conducted (:
240). Therefore, “to call Palmer a ‘behaviourisiis is sometimes done, is
anachronistic though in all probability it is a élhe would have accepted without
much of a struggle” (ibid: 240). With all that hlasen stated so far, it emerges that,
despite their similarities, the two methods devetbgrom different traditions.
Richards and Rodgers (2001: 67) convey this poerly \eloquently: “situational
language teaching was a development of the ed@irect Method and does not have
the strong ties to linguistics and behavioural psyagy that characterize
Audiolingualism”.

Even though the two methods developed independetiiy reader may
wonder why they did not draw from each other. Ttas be attributed to a large
extent to the absence of institutionalised chanoketmmunication between Europe
and America during that period. American developi®en linguistics and applied

linguistics were reported in the Michigan-basedrjall Language Learning Its
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British circulation was limited and American devahoents were largely ignored in
English Language Teachin(ELT), the British journal. This lack of interest was
reciprocated across the Atlantic (Howatt, 1984:)2Fortunately, the situation was
rectified in the 1960s and both sides of the Attaahgaged in the exchange of ideas.
A ‘backlog’ of ideas such as the structural syligbthe language laboratory and
programmed learning, all pioneered in America & 1950s, was suddenly unloaded
in Britain in the 1960s (ibid: 220). Neverthelessd, critically in terms of the
interests of this thesis, both methods viewed spdeguage as primary and treated

pronunciation as central to second language pevfay.

Towards the fall of pronunciation

Communicative Language Teaching

The ‘golden era’ for pronunciation came to an amthie second half of the twentieth
century. In the 1960s, developments in linguisécel SLA research discredited
structuralism and behaviourism and the view of lemgg and language learning
underlying SLT was called into question. Consedyeany approaches to language
teaching that focused on accuracy through drill pradtice in the basic structures and
sentence patterns of the target language, sudiea&udio-lingual method and SLT,
were rejected. There was a shift in attention fygmonology to grammar and syntax
and this was largely attributed to Chomsky’s intrciibn of transformational-
generative grammaf1965) and his development of the theoryiniversal grammar
The other linguistic frameworks he formulated latarreferred to as thgovernment
and binding(1981) and theminimalist program(1995) models, further shifted the
attention to lexis. Chomsky’s influential work ihet field of linguistics from the

1960s onwards was also instrumental in challenthegview of language learning as
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the result of pure habit formation; “he argued coowmgly that the behaviourist
theory of language acquisition is wrong becausarinot explain the creative aspects
of our linguistic ability” (Saville-Troike, 2006:5).

As the decades progressed, attention was direcwedrds other areas of
language, mainly discourse and pragmatics, owing tgrowing interest in the
functional and sociolinguistic aspects of langudggl Hymes (1972) coined the term
communicativecompetencewhich denotes knowing when and how to say what to
whom, and M.A.K Halliday (1970; 1975) delineateck tfunctions of language
through the study of language in use. The coroldrsuch work has been to shift the
emphasis away from a preoccupation with the forfanfuage towards the study of
the meaning of language. The rejection of the golas upon which SLT and the
Audio-lingual method were based, as well as théaogment of the view of language
as a system by one that sees it at as a meansnohwaication, gave impetus to the
emergence of new approaches in the teaching afyfotanguages. These culminated
in the development ad@ommunicative Language Teachimgthe 1970s. The tenets of
the communicative approach held that “the targaeglage is a vehicle for classroom
communication, not just the object of study” (Larg&geeman, 2000: 125) and, thus,
the emphasis was on the process of communicattbwerréhan just the mastery of
language forms (ibid: 126). Students concentratadath four skills, listening,
speaking, reading and writing, from the beginning avorked with language at the
discourse or suprasentential level (ibid: 131).

The ascendancy of Communicative Language Teach@gT)( pushed
pronunciation to the sidelines (Jones, 2002: 1J8)es (2002) attributes the virtual
disappearance of pronunciation work in the ‘comroative’ course books of the

1970s to the endorsement of Stephen Krashen'sigosigarding the teaching of
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pronunciation. Krashen, whose work is considerethd “one of the main driving
forces of a CLT” (deBot et al, 2005: 79), insistdtht focused instruction on
pronunciation is at best useless and at worstdefrial (Jones, 2002: 179). He
believed that “the factors affecting second languggonunciation are chiefly
acquisition variables, which cannot be affecteddpused practice and the teaching
of formal rules” (Krashen, 1982 cited in Jones,2Q79).

Saville-Troike (2006) cites the general acceptantethe critical period
hypothesis (Lenneberg, 1967) as another reason that comtdbuto the
marginalisation of the teaching of pronunciationridg the second half of the
twentieth century (: 142). This hypothesis, whidhiros that it is not possible to
achieve native-like proficiency when the learninfgaosecond language starts after
puberty, is most strongly associated with the agitjan of the phonological system of
the target language (deBot et al, 2005: 65). Sc@l@88) argues that “late starters
may be able to learn the syntax and the vocabuwérg second language, but...
attaining a native-like pronunciation is impossiliéeé them” (cited in deBot et al,
2005: 65).

However, even if Krashen’s theory and/or the aitiperiod hypothesis had
been refuted or had not been taken into accoutietime, the incorporation of
pronunciation within the communicative approacHaeguage teaching would have
still been problematic. A brief, comparative anaysf some of the main features of

audiolingualism and communicative language teachwlgserve to illuminate this

matter.

Audiolingual Communicative Language Teaching
Linguistic competence is the Communicative compet is the
desired goal. desired goal.

Attends to structure & Meaning is paramount.

form more than meaning.
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Language learning is learn- Language learnirgaming to
ing structures, sounds, or communicate.

words.

The target linguistic system The target lingaislystem will be
will be learned through the learned best throtinghprocess of
overt teaching of the pat- struggling to comnoate.

terns of the system.

Drilling is a central tech- Drilling may occubut peripherally.
nique.

Oral/aural drills Information gap activities, rq¥ays

and pattern practice games.

Native-speaker-like pronun- Comprehensible preation is sought.

ciation is sought.

Accuracy, in terms of formal Fluency and acceletédinguage is
correctness, is a primary goal. the primary goal.

Adapted from Finocchiaro and Brumfit, 1983, citedRichards and Rodgers, 2001: 156-157

These two approaches are diametrically differentbafie philosophy and principles
that underlie each of them. According to the prapus of audiolingualism, the
creation and subsequent establishment of the disidarguistic competence should
be sought by teaching the formal system of thedagg systematically through rule-
learning and habit-formation (drilling) procedur&dstathiadis, 1993: 74). Language
is regarded as an end in its own right and it & plerformance of drills, aimed at
habit-formation, that lead to the mastery of thersbsystem, grammar and lexis. On
the other hand, the communicative approach is basedtheory of language as a tool
to negotiate meanings. “If language is naturallyedusas an instrument for
communication, then it is best learned through dask which language is
meaningfully used” (Efstathiadis, 1993: 70). Langgigs viewed as a means to an end
and activities based on meaningful interactionext@ected to promote learning.

As it has been already demonstrated, pronunciatias considered to be of
utmost importance in the SLT and audiolingual cuium and a great deal of time

and effort was spent on the formation of good pnmmtion ‘habits’. However, when
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structuralism and behaviourism become outmoded discredited in mainstream
language teaching in the 1960s, pronunciationitesinquestioned role as a pivotal
component in the curriculum, and class time spentpmnunciation was greatly
reduced or even dispensed with altogether (Seidiho2001: 57). It was
communicative language teaching, which was seefa asaction away from... the
audiolingual method” (Richards and Schimdt, 2002, $hat played an instrumental
role in the considerable reduction of the statuprohunciation in language teaching.
“Pronunciation, traditionally viewed as a componesft linguistic rather than
communicative competence or as an aspect of agcuedlocer than conversational
fluency, has come to be regarded as of limited mamoe in a communicatively
orientated classroom” (Pennington and Richards61287). It seems that researchers
and practitioners failed to deal with the role ebqunciation in a model of language
teaching predicated upon the attainment of comnadine rather than linguistic
competence. As Terrel (1989) puts it: “communica@pproaches... have not known
what to do with pronunciation” (:197).

Fraser (2000) considers the effect that the adeenbmmunicative language
teaching has had on the teaching of pronunciatimhdescribes the issues that have

arisen very eloquently:

In the 1960s, there was a huge focus on pronuaniatin the form of behaviourist drilling of
sound contrasts and word pairs, with a strong esiphan the articulation of individual
sounds, and little attention to rhythm and intoomtithe construction of useful sentences, or
the practice of realistic conversations... in the@®With the development of communicative
methods... the focus was on communication and theofignguage in real situations. This
was in general a good thing, but it had one unfate side-effect — the almost complete
ignoring of pronunciation. Pronunciation was s@sgly associated with the ‘drill and kill’
methods that it was deliberately downplayed, rathigan being incorporated in the
communicative method. The result was that few iy acommunicative pronunciation’
methods were developed.

Fraser, 2000: 33

Indeed, traditional pronunciation teaching methaals,utilised in audiolingualism,

were heavily criticised by adherents of communieatianguage teaching: “a mere
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parroting of the forms of language, as in an adidigual drill, will get the student
nowhere” (Prodromou, 1995: 100). Pronunciation Igirivere considered to be
purposeful only in a purely linguistic sense; thetes no purpose beyond practising
pronunciation forms for their own sake. Insteadisitthrough the performance of
meaningful tasks, activities that involve real coomcation, that learners could ‘pick
up’ pronunciation effectively. In addition to theejection of audiolingual
pronunciation teaching methods, an important itk ¢an be extracted from Fraser
(2000), as quoted above, concerns the virtual xistemnce of ‘communicative
pronunciation teaching methods’. In a parallel vie@elce-Muria et al (1996)
highlight the failure on the part of proponentstb& communicative approach to
develop “an agreed-upon set of strategies for tegchpronunciation
communicatively” (: 8). Indeed, even though “resbars have examined almost
every facet of language acquisition in relatiorthte Communicative Approach, the
acquisition of pronunciation has fallen to the wdgsand has suffered from serious
neglect in the communicative classroom” (Eliott97995).

The close link between communicative language tegcnd the reduction in
the status of pronunciation has been establishédwhat has been stated so far. Now
it is important to consider the extent to which ClhiBs been the dominant
methodological approach in language classrooms.coh@emunicative approach was
mostly developed by British applied linguists ireth980s (Richards and Schmidt,
2002: 90). It was adopted rapidly and disseminateddwide owing to the fact that it
“quickly assumed the status of orthodoxy in Britislnguage teaching circles [by]
receiving the sanction and support of leading a&plplinguists, language specialists,
and publishers, as well as institutions such asBtfitssh Council” (Richards, 1985

cited in Richards and Rodgers, 2001: 172). Todhis, a huge range of course books
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and other teaching resources are based on theigtesmoof CLT (Richards and
Rodgers, 2001: 174). Indeed, the communicative aggbr persists to this day in
different parts of the world (Hismanoglou, 2006;j&iia 2006) and most teachers
claim to practise CLT in their classrooms (Gatbontand Segalowitz, 2005;
Kanellou, 2004). Whether or not the teachers dogsnouinely, in other words,
whether or not they are consistent in their appbcaof CLT throughout the syllabus,
is a matter that is not directly relevant to tinedis.

In his consideration of the overall impact of th@menunicative approach on
language teaching, Howatt (1984) asserts that Chilicleed and extended the
traditions initiated by the reformers at the endha& nineteenth century. “The spoken
language, for example, is promoted with more detstion now than at any time
since the Reform Movement”, he wrote (ibid: 289)cls a statement needs to be
approached with caution. Of course, one cannot destythe primary importance of
learning to speak a language and communicate sfatigswas recognised in the
1970s and 1980s, perhaps, to a greater extentetr@mbefore. However, and as we
have just seen, speaking was divorced from proatioai in the CLT curriculum in
the 1970s; such a ‘divorce’ would have been vefiicdit for the reformers of the

nineteenth century to apprehend, let alone to accep

An exception; The Bilingual Method

| will conclude this section by referring, albeitidfly, to a notable exception; a
language teaching method that emerged in the sedcalficdf the twentieth century
and attached importance to pronunciation. Dodso®631l 1972) rejected the
Grammar-Translation method and the Direct Methadl aigued that “a new method

must be found which lies outside the range of fieci-direct’ methods” (1963: 9). He
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developed théilingual Methodand one of its objectives was to get people talspe
independently of the teachers and teaching matenal order for the learners to
succeed in this respect, they had to have goodupoigtion amongst other things
such as good control of grammar and vocabulary.Bilvegual method was accepted
in Wales for the teaching of Welsh as a seconduagg and also caught on in India
for the teaching of English as a second languageeder, this method was not based
on the monolingual principle and as such it wasfawbured by the British Council.
One of the reasons that the British Council did eotlorse the use of the mother
tongue in the language classroom was a practiagl ibnvas simply not feasible for
all teachers of English to be familiar with the dbéanguage. Dodson (1963, 1972)
did not regard the use of the first language amdrance to the learning of the target
language and advocated its use in the languagsratan. He argued for a different
attitude towards the place and function of the rapotbngue in the process of learning
a second language (Dodson, 1961 cited in Dodso83:182); “research should be
directed towards investigating the advantagesdtatbe gained by making use of the

pupil’s possession of a first language” (Dodsorg34.2).
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Appendix 1.2 ‘The Changing Status of Pronunciationfocus on the Learner’

Analysis of learners’ needs, views and desires

Garrett and Shorthall (2002) investigated studeatsiluations of ‘teacher-fronted’
and ‘student-centred’ classroom activities in boisaning transmission and grammar
tasks; 103 Brazilian EFL students (beginners, eltgarg, intermediate) completed
and then evaluated different types of learningvéas: teacher-fronted grammar
(TFG), student-centred grammar (SCG), teacher-éobifituency (TFF) and student-
centred fluency (SCF). The students “were also dsievaluate these [activities] in
terms of affective reactions (enjoyment, anxietgyl @erceived learning value, by
completing 5-point scales and writing reasons lieirtratings” (Garrett and Shorthall,
2002: 25). Garrett and Shorthall (2002) provideeacellent discussion on the reasons
why it is important to seek learners’ views as veallon the ‘gap’ that often emerges
between teachers’ and learners’ perceptions ongoggzal issues. In order to answer
the question ‘why it is useful to study learnerslibfs about, and attitudes towards,
their language learning experiences?’ Garrett ahdrtBall (2002) cite interesting

examples from the relevant literature as follows:

The important role of learners’ attitudes and nmation in second language acquisition is
well-documented (e.g., Gardner and Lambert, 1972rd@ers, 1985; Garrett, Giles and
Coupland, 1989; Gardeners and Macintyre, 1993).d@afs socioeducational model of
second language acquisition (see for example Ggrd®85: 147; Gardner and Maclintyre,
1993: 8) includes a number of individual differemdat influence achievement directly.
These include motivation and anxiety. Motivatioffiers to effort (the drive displayed by the
student to learn the language), desire (how muehsthdent wants to learn it), and affect
(emotional reactions towards the experience ofniegrthe language; for example, whether
the student enjoys it). Its importance lies in ueficing how actively individuals seek to
acquire the language.

Garrett and Shorthall, 2002: 29

Garrett and Shorthall (2002) state that as patt@f study what they wished to show
was that “taking account of students’ evaluatiorfs tleeir language learning

experience has now become an integral componensoofe significant recent
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developments in language learning” (: 27). Theyerdb the work of Barkhuizen
(1998) who has observed that the shift towardsnéracentred approaches has
generally led to a greater emphasis on studentsepg&ons of classroom aims and
events. Barkhuizen (1998) proposed that the teachkemselves should be
encouraged to study the students’ perceptions amidtgal out that “students’
perceptions are often at variance with those afttess” (Barkhuizen, 1998: 87 cited
in Garrett and Shorthall, 2002: 27). How and by mHearners’ perceptions are to be
studied is an issue that will be addressed later on

Garrett and Shorthall (2002) found that the sttslentheir study were able to
report a range of factors that they felt promotedmpeded gains form the specified
classroom learning activities when asked for tlvé@ws and posed the question of
‘what could be done with such views’. The followingotation taken from Garrett

and Shorthall’s (2002) paper provides an answétisoquestion as follows:

To begin with, they [the learners’ views] are usédu teachers, of course. Often teachers find
it hard to acknowledge that learners have a carttdb to make to the instructional process
(Allwright, 1984: 167), and a few doubtless beliesgongly that student comment is
inherently misguided, and that their own profesaigndgement alone is unquestionable and
paramount. But other teachers soon realize thgthhee much to gain form being aware and
sensitive enough to listen to the voice of thearters, know how their teaching is being
received, and take (and be seen to take) studéstss into consideration when planning and
implementing their teaching programmes, when désggar selecting activities to balance, if
not combine, learning and enjoyment, when congidewhich student might work best with
whom, when judging the optimum degree of errorection, or when trying to understand the
silences in their classroom. Such teachers are likefg to foster and protect the enthusiasm,
vitality and sustained commitment that their leasneeed in their efforts to learn a second
language well...

It is also useful for learners themselves to hemjiregular opportunities not just to
express evaluative reactions to what they do,detvtluate, as far as possible, in a reflective,
reflexive, reasonably systematic and comprehensiag, to ensure that all or most of the
important evaluative dimensions are consideredtetms of learner empowerment in the
language learning process (e.g., see Fairclougd2;19ames and Garrett, 1991), and the
building of learner autonomy, such evaluation iseaeential component. They can weigh up
the advantages and disadvantages (to them) ofcipating in a range of activities, how
various kind of participation can help their leagpiand subsequent language use, how they
can maximise and exploit the benefits that can ¢ldesed from their various classroom
activities. Ultimately, they may then be bettereatl make their won decisions about how to
develop further their proficiency in their secoadduage.

Garrett and Shorthall, 2002: 48-49
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It is interesting to see that, according to thetgtion above, the benefits to be gained
from seeking learners’ views on certain pedagogmwatters do not just apply to the
teachers (and more specifically to those teach&s ave prepared to embrace their
students’ views) but also extend to the learnesmgelves.

Horwitz (1999) states that “understanding learbetiefs about language
learning is essential to understanding learnertegii@s and planning appropriate
language instruction” (: 557) and observes that recent years it has become
axiomatic to view the language learner as an aqgbiadicipant in the language
learning experience” (ibid: 557).

Peacock (1999) investigated the beliefs about Uagg learning of EFL
students and EFL teachers in the Department ofigingit the City University of
Hong Kong, China. The primary aim of the study wasletermine if the differences
between student and teacher beliefs about langlesgaing affect the students’
proficiency in the target language. Peacock (1289ibuted the genesis of his project
to Horwitz’s (1988: 247-248) suggestion that “iitaers have preconceived ideas and
negative or unrealistic expectations about how ifordanguages are learned —
particularly if they differ significantly from te&ers’ ideas — learner satisfaction with
the course, confidence in the teacher, and achienermay be affected”. For
example, Horwitz (1988) claimed that “if studentiéve language learning means
vocabulary and grammar rules, they will spend mafsttheir time memorizing
vocabulary lists and grammar rules rather thanglthe tasks their teachers plan for
them” (Horwitz, 1988: 289 cited in Peacock, 19998-249). But how was Horwitz
(1988) driven to arrive at such conclusions? HaWit988) carried out a large-scale
guestionnaire survey on the beliefs of a numbefirsf-semester foreign language

learners at the University of Texas (80 were stuglyGerman, 63 French, and 98
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Spanish) and found that the answers on some itesmeed to differ from commonly

held teacher perceptions. For example, “71% stdtad it is important to speak a
foreign language with an excellent accent” (Horwit®88 cited in Peacock, 1999:
248). Horwitz (1988) proposed that “these gaps betwteacher and learner beliefs
probably result in negative [language-learning]coates” (: 292 cited in Peacock,

1999: 290). In her final conclusions, she madgalewing assertion:

Teachers will likely encounter... many unanticipatediefs, some enabling and some truly
detrimental to successful language learning... fprédnguage teachers can ill afford to
ignore those beliefs if they expect their studémtse open to particular teaching methods and
to received the maximum benefit for them.

Horwitz, 1988: 292 cited in Peacock, 19998 24

Peacock (1999) recognizes that others have alsmdheoretical support to the idea
that a gap between teacher and learner beliefs mesylt in negative language
learning outcomes for the learnktrfor example, Mantle-Bromley (1995) “stresses
that teachers need to have a clear understandiftggeafin language students’ beliefs,
because learners with realistic and uniformed fseee more likely to be productive
in class, work harder outside class, and (crugiglérsist longer with language study”
(Mantle-Bromley, 1995: 373 cited in Peacock, 19989). Nevertheless, Peacock
(1999) points out that “little effort has been madwwever, to test the idea
empirically” (: 290) and, to this end, he carrieat ¢this project in order to discover
whether or not mismatched student and teacherfbeliere associated with students’
lower proficiency levels.

Peacock’s (1999) study did not only demonstrai@ ttudent responses
differed from common teacher perceptions on sosrastbut also provided evidence

that a mismatch between teacher and learner bdiimfls a detrimental effect on

! peacock (1999) cites the following in this resp&eeen & Oxford 1995: 265, Oxford & Nyikos
1989: 292; Mantle-Bromley 1995: 380-1; Cotteral®59202-203; Politzer & McGroarty 1985: 118-9
and so on.
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language learning: “while previous researchers hée®rised that certain learner
beliefs negatively affect language learning, litdapirical research has so far been
done to test this notion. The present findings {@®\evidence of a link” (Peacock,
1999: 257). Overall, Peacock (1999) considers ihdirfgs of his study to be

important for two reasons:

First, they provide some evidence — previously ilagk- to support Horwitz's, Kern's and
Manle-Bromley’s suggestions, that some beliefsdateimental to language learning. Second,
they suggest the existence of a need for teactewantion in the EFL classroom — that is, if
misplaced learner beliefs negatively affect achieset, perhaps steps should be taken to

correct these beliefs.
Peacock, 1999: 258-259

Furthermore, Peacock (1999) found that a mismattivden teacher and learner
beliefs can lead to student frustration and may affect learner attitudes and
motivation. This finding is also supported by otlmesearchers and Peacock (1999)

refers to their work as follows:

Learner motivation was defined by Crookes & Schrimdteir influential article (1991: 498-
502) as interest plus enthusiasm, persistencentiatte concentration and enjoyment; this
definition has gained wide acceptance among relseer@nd teachers. The long hours that
learners spend in EFL classrooms almost certairdkenmotivation an important factor in
language-learning success (Ushioda, 1993: 1-3) Hddsenhanced learner participation and
enthusiasm are significant outcomes in themseltesin (1995: 81) proposes that students
are frustrated when classroom methods do not m#telr expectations, and McCargar
suggests (1993: 200-201) that frustrated and d@apga learners may quit a course and look
for one that better meets their perceived needs wisties. Attitudes to motivation are
important, and | believe that more teachers shbaldeeking their learners’ opinions on how
they learn and on what they wish to do in classhayes incorporating the results in classroom
activities and materials (for suggestions in thisaa see Yorio, 1986: 761). It is likely that
learners whose beliefs about language learningerdififom the teachers’ beliefs become
demotivated as they lose faith in the teachershomu.
Peacock, 1999: 260

Overall, Peacock (1999) draws the following conidnsand makes the following

recommendation based on the findings of his project

| conclude that the gaps | found between teachdrl@arner beliefs did result in negative
learning outcomes for the participating learneid;ldad to reduced learner confidence in and
satisfaction with the class; and did lead to aat@lnce to participate in communicative
activities...

The same differences between learner and teach@s yhay certainly be found in many other
classrooms. | therefore suggest that teachers eeathéir learners’ beliefs and do what they
can to reduce learner misunderstanding and digsatisn. The questions on how far learner



44

and teacher beliefs diverge, why they diverge, hod these differences can be removed

deserve further investigation.
Peacock, 1999: 262

Who should study learners’ views & how should theyobtained?

Davies (2006) wrote a report on how he encountdhed ‘teacher-learner gap
problem himself and how he managed to solve itbelgins his paper by stating that
EFL teachers seem to rely more often on intuitidmemv making course planning
decisions rather than on informed assessment ofdest needsand this is the cause
of the conflicting ideas held by teachers and legsin terms of course content and so

on. He writes:

Despite the best intentions, it seems that teaitteition (Tarone and Yule, 1989 cited in
West, 1994) often plays a greater role in plannémgl teaching decisions than informed
assessment of learners’ actual needs and wishesré&ulting divergence of teacher and
learner beliefs and expectations can spell trofdridanguage courses as the teacher-learner
gap widens and becomes increasingly difficult tiselas the course progresses.

Davies, 2006: 3

Davies (2006) acknowledges that “over a periodroéf it became apparent that my
university classes were suffering from this problén3) and, throughout his paper,
he demonstrates how the idea of using short, tealdsegned, class-specific
guestionnaire surveys in order to obtain coursduatian data from his learners for
use in ongoing course planning helped him rectifg.tHe proposes the use of class-

specific questionnaires as a way of greatly imprg\problematic teaching situations:

This article proposes a more principled alternatovéhe intuitive approach, based on the use
of teacher-designed class-specific questionnantesded to obtain context-relevant data from
learners as an aid to better course provision. fbles is firmly on the local level, on
individual teachers and their classes, rather tharinstitution-wide surveys, since this is
where success or failure of courses is ultimatedtenined, and where plans for action
derived from questionnaire data will be acted upon.

Davies, 2006: 3

2 This idea is supported by the relevant literafsee Barkhuizen, 1998 and Spratt, 1999 cited in
Davies, 2006: 3).
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Davies (2006) explains that ‘institution-wide’ sags are those conducted across all
of an institution’s classes and, also, refers tmthas ‘global’ questionnaire surveys.
Of course, is my view, and, one that would be sujgploby other researchers in the
field, that the term ‘global’ questionnaire survegan be extended to surveys
conducted across all (or a representative sampjanstitutions in one city or in one
country and so on. Davies (2006) questions thayutif global questionnaire surveys

as he points out that they suffer from two mainndiracks:

First, the results are not always made availabldetoners or teachers. Second, whilst
institution-wide surveys undoubtedly provide eswsdninformation regarding the bigger
picture of an institution’s language programme ytioéten reveal little about the teaching/
learning context where it matters most — in indindtclassrooms. Global data obtained across
the range of an institution’s programmes cannotilyedse matched to the individual
classrooms that provided the data, thus reduciegpibssibility of targeting intervention
strategies where they would be most productive.
Davies, 2006: 4

On the other hand, he promotes the use of ‘classHsp questionnaires and outlines
their advantages as follows:

Class-specific questionnaire surveys, on the ottard, with the narrower focus on the
individual teacher and his or her classes, comptéses that are designed to reflect and recall
local classroom content and events, and thus peodéda that can be acted upon much more
effectively. They are more reliable and more refévim the context in question, and are
essential to the goal of reducing the kinds ofHeamisinterpretations of teacher intentions
(Kumaravadivelu, 1991) that can occur on languageses. In this way, personalised, class-
specific surveys have a unique ability to captheedssence of particular courses in ways that
institution-wide surveys cannot.... Class-specifiesfionnaire survey data contribute greatly
to the aim of achieving more cohesive-long termrsewlevelopment. Over a period of time,
data revealing learners’ responses to a varietyagis, content, materials, and so forth, will
naturally reveal patterns of commonality betweerrers taking the same or similar courses,
and contribute considerably to the goal of making kinds of informed planning decisions
needed to close any gaps that may exist betweehdeand learner expectations of a course.
In addition, the growing body of data, comprisinGc@ammon core’ of learner perceptions of
particular courses, helps ensure a smoother timmdietween similar course-types and course
levels.
Davies, 2006: 4

While it cannot be denied that class-specific qoastaire surveys are associated with
certain advantages, | disagree with a few of thatpanade by Davies (2006). For
example, | argue against the view that class-spegifestionnaires are more reliable
than global ones on the following grounds: theiatality’ of questionnaire results is

a very complex matter that pertains to a numbeisgdies such as the researcher’s
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expertise in designing a questionnaire that wiéldireliable results and, also, it
depends on things such as the students’ cultuee,ptirticular context/teaching
situation or even the particular teacher who sdsksor her learners’ views; for
example, the learners may hesitate to reveal vitegtrieally think if they know that it
is their teacher who is going to read their ansWersereas they may record their
answers truthfully if they know that it is the inmkndent researcher who will process
the questionnaires and analyse the results. Funtiver the results of institution-wide
surveys can also be made available to the teaahértearners; the researcher(s) and/
or institution representatives can ensure thattdeaehers and learners that have
participated in the survey are provided with sumseal copies of the results of the
survey. For example, this is the practice thatomg to be followed by the author of
this thesis as part of the research project regant¢his thesis.

Davies (2006) presents additional advantages agsespecific surveys and
supports these with examples from his experiena@ndsFL teacher. One advantage
of the collection and analysis of class-specifiegjionnaire data is that it leads to the

selection or design of better classroom materials:

Hutchinson reminds us that, ‘... the selections ofamals probably represents the single most
important decision that the language teacher hamake' (1987: 37). However, decisions
regarding materials are often based on either &adtrative convenience or teacher intuition
(Spratt, 1999) rather than on principled analydisthe needs of the teaching/ learning
situation. And yet, as Vincent observes, ‘... we ngefind topics and tasks that will engage
learners physically, emotionally, socially and llgetually in learning the new language;
(1984: 40). If this is the case, then logic suggleat we first of all need to discover far more
about our learners than we might assume we alriaoly and to set about actively involving
them in decisions regarding the materials, cordwk tasks that are selected or designed for
them. Class-specific questionnaires elicit learngisws on in-class materials that later,
following teacher mediation (Spratt, 1999), leadhe formulation of useful criteria for future
selection of published materials and design ofheatmade materials for that class or for
similar classes.

Davies, 2006: 4

% For example, | recall an incident that | experaheyself. When | was asked to complete a
guestionnaire on my views on a particular moduiad taken as part of my Bachelor's Degree in
Applied English Language & Linguistics, | hesitagaviding a truthful account of what | thought
about the module fearing that the lecturer who ddmiinistered the questionnaire might recognize my
handwriting!
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For example, Davies (2006) found that his learnersponses to certain survey items
led to significant changes in key elements of loigrses such as skills focus and task
types; “learners have overwhelmingly requested nfistening and vocabulary input
and this is now well represented on current cotifs&y. Another advantage of class-

specific questionnaires pertains to greater leaceatredness:

Class-specific questionnaires are a tangible reemifior learners that they are regarded as
valued participants in the classroom. They givenless a voice and a considerable measure of
influence in shaping current and future courses,thely also point to certain beliefs about
language and learning may need to be channelledhallenged with suitable teacher
intervention strategies (Cotterall, 1999; Kumaraveud!, 1991).

Davies, 2006: 5

Indeed, Davies (2006) maintains that “survey resatinfirm that learners do want
and appreciate the opportunity to express theiwsiabout their course and wish to
exercise some degree of control over the way thuseoproceeds” (: 8). A further
advantage of class-specific questionnaires concdnes issue of teacher self-

development:

Block’s (1991) observation that teacher self-depeient is a natural and desirable result of
engagement in the process of designing and devejdpaching materials seems to be equally
applicable to the process of designing class-sipegifiestionnaires. Moreover, once the
guestionnaire has been created, its content cap ssra point of focus for the teacher and a
stimulus to observe more consciously during coutlsese categories identified as important
by inclusion as questionnaire items.

Davies, 2006: 5

Davies (2006) considers the positive impact tha #nalysis of his learners’
responses to class-specific questionnaire items haals on his professional self-

development as follows:

Survey data consistently reveal that general Engéigtbooks do not inspire my learners, who
often find topics, activities, and level do not ofatheir needs or expectations...It was my
learners’ initial negative reactions to one gen&iaglish textbook after another that prompted
me to consider developing my own materials andstadlow, when | look back over my
teaching career it is hard to find anything thad baen as invaluable to my professional self-
development as the complex process of designingriat and tasks for a wide range of
teaching situations. Materials development is atiAfateted and multi-skilled process that
requires a wide understanding of all aspects afhieg and learning and it is a process that
has guided me towards a far greater understandimy ¢eaching.
Davies, 2006: 9
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It would be unjust to leave Davies's (2006) disouss on class-specific

guestionnaires without mentioning that he also gaces that the use of class-
specific questionnaires may present certain chgdlermnd difficulties. Moreover, and,
even though Davies (2006) maintains that “what amed from the use of class-
specific questionnaire surveys is what is genenabst often sought by teachers in
their classrooms — a greater and more uniquelyopafsunderstanding of our
learners, and an additional and reliable meansseéssing and effecting change
where it is needed most” (: 10), he proposes tlaasespecific questionnaires may be

used in conjunction with global questionnaires.\vies:

A more important problem concerns the issue ofrjtizing and balancing the needs and
preferences that learners express via the data...
My teaching context is characterized by monolinguaiversity-level students and my
application of class-specific questionnaires isjurito this context of use. However, the issue
of how far class-specific questionnaire surveys arealid tool for use in other teaching/
learning contexts, such as multinational classro@®sms to be much a questionndfether
commonalities between learners can be identifiatifdwhat extenthey can be identified...
In addition, class-specific questionnaires, desthitebest efforts of the designer, are clearly
more time-consuming than questionnaires adminidtere institution level by other staff
members or teachers sharing the responsibiliterfeating and developing the instrument. In
the end, it might prove more fruitful to regard tfiebal and local information obtained from
institution-wide and classroom-level questionnaasssomplementary rather than conflicting,
taking account of key data from each source acogrtti the needs of the particular teaching/
learning contexts.

Davies, 2006: 9-10
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Section 1.2 ‘“The Place & Practice of Pronunciatiofeaching in

Manuals & Handbooks’
Appendix 1.3 ‘A Review of ‘English Language Teachig’' & ‘Applied Linguistics’

Manuals and Handbooks’

‘Listening’ manuals and handbooks

I will now begin my review by focusing on ‘listerghmanuals and handbooks. The
books | will explore are the following:

Flowerdew and Miller’s (2005%econd Language Listening: Theory and Practice
Rost’s (2002)reaching and Researching Listening

Buck’s (2001)Assessing Listening

Hadfield and Hadfield’s (1999&imple Listening Activities

Listening is viewed as an essential aspect of comative competence idohn
Flowerdew and Lindsay Miller's (2005) Second Language Listeningand the
authors consider their book to be of key interesbdth pre-service and in-service
teachers who are involved in the teaching or th&geof materials for listening.
Flowerdew and Miller (2005) regard phonology as afethe main types of

knowledge utilised in listening:

In order to comprehend a spoken message, four tya@s of knowledge may be drawn on:
phonological- the sound systensyntactic— how words are put togethesemantic— word
and propositional knowledge; amfagmatic — the meaning of utterances in particular
situations.

Flowerdew and Miller, 2005: 30

They go on to delineate the important role thatnmhagical knowledge plays in
listening comprehension. For instance, they exphaw second language learners,
who are not sensitive to intonation patterns and vety overmuch on grammar, may

misunderstand utterances that depend on intonfairdheir meaning (Flowerdew and
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Miller, 2005: 33). Or, how forms of connected sgeesuch as elision, “may come as
a rather nasty shock” (ibid: 34) to a non-nativealfer who has been taught to
recognise individual words and short sentencebkeir tdealised citation forms. From
what has been stated so far, it can be deducedattyatnanual or handbook that is
dedicated to the skill of listening should alsor@$d phonology.

Flowerdew and Miller (2005) argue that nowadaygleage teachers need to
concentrate not only on the product of listening &igo on the process of listening
and propose a new model upon which a new methogdtwgeaching listening may
be based. They explain that the models that haga Heveloped up to this day are
insufficient because they do not account for athehsions that may affect the way
spoken messages are perceived and processed. &uplex the bottom-up model,
which was developed in the 1940s and 1950s, doetake into account the wider
context of the spoken message(s)and does not henass:cultural dimension. If we
approach the pedagogical model of listening theyppse from a ‘phonological’
perspective, we can see that one of the aims ahtigel is to sensitise students to the
fact that there are many different accents of Bhghkll over the world. Indeed,

Flowerdew and Miller accentuate this fact from bleginning of their book:

English has become a world language. The need &bleeto understand English is increasing
by the day. There is a growing need, therefore, ifbernational citizens to be able to
understand not just standard British or Americanksp English, but other varieties spoken
around the world.

Flowerdew and Miller, 2005: xi

Thus, they suggest that teachers who prepare ihgtenaterial using the new model
should help students become aware of differentrascand varieties of English.
Finally, they recommend the use of intensive listgmpractice activities as well as the
language laboratory to help students improve tinunciation. They point out that
the materials should be quality materials; not jregtetition’ and ‘substitution’ drills

(ibid: 170-172).
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Michael Rost’s (2002)Teaching and Researching Listening designed to
provide a thorough and practical treatment of btté linguistic and pragmatic
processes, that are involved in oral languagefus®, the perspective of the listener.
The target audience consists of language teaclsttglents and researchers.
Pronunciation receives little attention throughting book compared to other areas of
language knowledge such as grammar and vocabulag/.book index provides a
good indication of the former; there are thirty pageferences for vocabulary,
eighteen for grammar and only four for pronunciatin my attempt to determine
why phonology receives less attention comparedotabulary and grammar in this
book, | need to consider the place phonology o@upn terms of the listening
process, as perceived by Rost. Rost believes timapiehension is one of the goals of
listening, not the end goal: “rather than being t@al of listening, however,
comprehension is a lower-order goal, one that #mds listener in achieving an
appropriate connection or response” (2002: 110%. \ew of lower-order goals is
based on Levelt's (1989) hierarchical structure listening and includes the
understanding of sounds the speaker uses (Ros2; 200). Rost then goes on to list
third-order goals (understanding cohesion betwedterances, understanding
pragmatic conventions and so on), second-ordeisdoalderstanding social meaning
of input and so on) and first-order goals (respongdo relevant aspects of what is
heard). He believes that listening exercises arstruction should aim to “help
learners automise ‘lower-level’ processing of laagel so that they can devote more
attention to ‘higher-level’ goals” (: 110). It sesrthat Rost (2002) considers lower-
level goals and, consequently, pronunciation, agmng less attention compared to
‘higher-level’ goals (and, consequently lexis, gnaan and pragmatics) and these

views are reflected in the contents of the book.
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Gary Buck’s (2001) Assessing Listeningis designed to assist language
teachers and testing practitioners in the constmucbf listening tests. In the
introduction of the book, Buck (2001) points ouattta number of different types of
knowledge are involved in listening comprehenslooth linguistic and non-linguistic
knowledge. “Linguistic knowledge is of different pigs, but among the most
important are phonology, lexis, syntax semantia$ discourse structure” (: 2). He

defines listening comprehension as follows:

Listening comprehension is the result of an intéoacbetween a number of information
sources, which include the acoustic input, differgpes of linguistic knowledge, details of
the context, and general world knowledge, and sxhfoand listeners use whatever
information they have available, or whatever infatibn seems relevant to help them
interpret what the speaker is saying.

Buck, 2001: 3

Throughout the book, phonology receives equalrmeat to the other components of
linguistic knowledge. Buck demonstrates that payatigntion to the phonological
features of spoken language, especially stressnamigiation, are extremely important
aspects of listening comprehension. That is becat@e example, in English,
intonation patterns are closely related to thecttine and meaning of the text;
intonation indicates clausal boundaries, marks tjues indicates when it is
appropriate for the listener to respond and soibid:(5). Buck (2001) devotes a
whole section to the phonological knowledge thatbkéeves students of a second
language must acquire in order to succeed in lagguamprehension and mostly
draws on examples from the English language. Hereadds phonological
modification (for example, assimilation), accendagprosodic features (stress and
intonation). The following statements belong to tekevant section of Buck’s (2001)
Assessing Listeningnd have been selected to indicate the importatteehed to

phonology in the context of listening comprehension

On Phonological Modification
The sounds of a language must be learned in oodemderstand speech. This is obvious; it is
not the sounds themselves, however, that causentis¢ comprehension problems, but the
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way they vary in normal speech... The phonologicateay — the complex set of rules that

determine the pronunciation of connected speectust wf course be learned. Any lack of

such knowledge is likely to be reflected in reducechprehension.

Buck, 2001: 32, 33

On Accent

L2 listeners sometimes have considerable problelrenwhey hear a new accent for the first

time...Accent is potentially a very important variabin listening comprehension... an

unfamiliar accent can make comprehension almosogsiple for the listener.

ibid: 35

On Prosody

Much of the communicative effect of utterancesxigressed by the stress and intonation, and

listeners need to be able to understand that tstaar a reasonable interpretation.

ibid: 38

Buck (2001) formulates a framework that is intendedaid test development by
describing the components of listening comprehensis the reader would expect
from what has been stated so far in relation tokBu001) work, phonology is one
of the components of this framework for describimguistic ability (: 104). Buck
(2001) clarifies that the framework does not otfez test-developer any guidelines
regarding which components are most important, wioich components should be
included in a particular test and in what relatpreportions; “the purpose of the test
should be the major determiner of which componshtaild be included in the test, in
what relative proportions, and in what way” (: 10Revertheless, he offers specific
techniques for testing the knowledge of the sowsdesn (: 133). Moreover, in his
examination of professionally designed tests (Fisttificate in English and so on),
he identifies significant omissions in the listamcomponent of the Test of English as
a Foreign Language (TOEFL): “the oral features pbken texts — phonology,
hesitations... typical of unplanned spoken languagee-almost entirely absent” (:
223). In the concluding section of the book, hdestdahat many tests can be easily
improved based on knowledge and techniques avaiktithe moment — especially in
regard to phonology (ibid: 257). Buck (2001) sunpsthe process of listening as

follows: “the listener takes the incoming data, #ueustic signal, and interprets that,

using a wide variety of information and knowledém, a particular communicative
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purpose” (:29). Since we examine the role of phogyplin L2 listening, we can add
that, according to Buck, for the particular comnuative purpose to be met, the
listener must first interpret the spoken messadmestiaer or not this interpretation will
be successful depends, to a large extent, on tHisteRer’'s phonological knowledge.
Consequently, phonology merits attention as parthef listening component of a
language course, test or book.

Simple Listening Activitiedoy Jill Hadfield and Charles Hadfield (1999a)
belongs to a relatively new series of short, acbks®ooks for teachers of English
who may be unfamiliar with CLT methodology, knows ‘@xford Basics’. The book
contains thirty elementary level listening actegithat adhere to CLT principles and
each activity comprises three stages referred tbea&varm-up’, ‘listen and respond’
and ‘follow-up’ stages. The authors propose the afsthe ‘warm-up’ stage to “pre-
teach difficult new vocabulary” (Hadfield and Haalfi, 1999a: 2). Vocabulary is the
main area of language knowledge that all the dms/focus on and there are also a
few activities that focus on grammatical structurds far as pronunciation is
concerned, the authors suggest the ‘personal ifoom and ‘shopping’ activities to
be acted out between the teacher and a colleagreide “it is good for them [the
students] to have practice in listening to a vgrigtvoices speaking English” (ibid:
3). Nevertheless, no explicit attention is paigtonunciation in any of the activities

throughout the book.

‘Speaking’ manuals and handbooks

| will now move on to books dedicated to the skill speaking. The books | will
explore are as follows:

Bailey’s (2005)Practical English Language Teachin§peaking
Thornbury’s (2005How to Teach Speaking



55

Luoma’s (2004 Assessing Speaking
Anderson, Maclean and Lynch’s (20(fudy Speaking: A Course in Spoken English
for Academic Purposes
Baker and Westrup’s (2008ssential Speaking Skills: A Handbook for English
Language Teachers
Hughes’s (2002 eaching and Researching Speaking
Hadfield and Hadfield’s (1999t8imple Speaking Activities

Kathleen Bailey’s (2005)Practical English Language Teaching: Speakirexplores
the teaching of speaking in great depth. It isgle=i for both experienced and novice
teachers and may also appeal to those who are &bgoin the profession; “it will
update the experienced teacher on current theakediod practical approaches to
teaching speaking. The novice teacher will fingpdig-step guidance on the practice
of language teaching” (Bailey, 2005: vi). Accorditig Bailey (2005: 2), “speaking
consists of producing systematic verbal utteranttesonvey meaning” and her
exploration of the fundamental concept of speakind its components includes “the
important subtopic of pronunciation” (ibid: 2). Aailey (2005: 65) puts it: “one key
to success in learning to speak a foreign langisbaving good pronunciation”. She
describes and exemplifies all features of pronudimiaincluding segmental and
suprasegmental phonemes and reduced speech antuatee the importance of
segmental and suprasegmental phonemes in speakigigste “First of all, since
these phonemes carry meaning, speakers who misproaothem can be
misunderstood. Second, production problems can egorunintended meanings”
(Bailey, 2005: 13-14). One of the aims of the baofor the teacher to appreciate the
important role of pronunciation in helping learnamsrease their comprehensibility

when they speak English.
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Bailey's (2005)Speakingncludes three chapters on the teaching of spgakin
to beginning, intermediate, and advanced studesigectively. Each chapter follows
the same format, covers similar topics and includesection on the teaching of
pronunciation. Of course, many of the suggestedgulores and tasks can be used at
all levels as long as they are adapted appropyiat®hiley (2005) maintains
throughout that “it is not at all necessary fordemts to sound like native speakers...
it is important, however, to be comprehensible®%). To help beginners improve
their pronunciation, it is essential for teacheratquire some understanding of how
sounds are produced. To this end, Bailey (2005yiges important information
regarding the place and manner of articulationhainemes and so on in the relevant
section (: 65-72). Attention is also drawn to prociation problem areas for learners
of different first languages. For example, for fe&s whose native language does not
use consonant clusters at the end of words, pramogirihe English past tense and
other —ed endings can be very difficult; “it wilke some practice on the learners’
part and some explanation on yours” (Bailey, 200%). As for intermediate level
learners, they are in the position to notice vamet in the spoken language that they
hear and may want to learn about pronunciatioredsfices across varieties of spoken
English. Bailey (2005) recommends the use of aadid/or video recordings, guest
speakers and so on to expose learners to differaeties of English. As far as
learners at the advanced level are concerned;imrtant to learn how to produce
reduced forms in casual speech” as well as “to eatm clearly enough to be
understood” (Bailey, 2005: 142). For example, iingportant to distinguish between
can and can't — a difficult pronunciation issue in American Esyl according to
Bailey (2005) — because confusing the two can teadommunication breakdowns

(ibid: 144). Bailey (2005) places great emphasigonation:
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Intonation is extremely important in speaking Eslgli Intonation conveys rather basic

information (i.e. that an utterance is a questather than a statement). However, it also gives

more subtle information about a speaker’s attitsdeh as disbelief, disapproval, or sarcasm.
Bailey, 2005: 145

Thus, she proposes the practice of intonation tirquair and group work. All the
pronunciation activities she recommends can helmmckd learners sound more
natural and be understood. And, to reiterate whatleen stated already, the overall
focus is on increasing learners’ comprehensibilitythe concluding chapter of the
book, Bailey (2005) explores different ways thatcteers can use technology to teach
speaking and pronunciation. She focuses on compethnology which offers many
new options for the practice of speaking and prermation. For example,
pronunciation software programs allow studentssieh to a model utterance, repeat
the utterance, and see a visual comparison of sipeiech with the model. The visual
image can help learners match their pitch and atton contours with those of the
model (Bailey, 2005: 180).

Scott Thornbury’s (2005) How to Teach Speakings a practical guide for
language teachers who wish to improve their knogdeand develop their classroom
skills in this area. It belongs to the Longman ‘Hae:..” series whose aim is,
according to the series editor, “to build teachecsnfidence, knowledge and
classroom abilities — and inspire them to try oenvrideas” (Introduction by Jeremy
Harmer in Thornbury, 2005). All the books in theiesg are written by teachers and
teacher trainers and inclutfow to Teach Grammasy Scott Thornbury (1999How
to Teach Vocabularyby Scott Thornbury (2002), and, alsélow to Teach
Pronunciationby Gerald Kelly (2000).

In Thornbury's (2005How to Teach Speakinghonology is recognised as
one of the kinds of knowledge required for L2 spegkThornbury (2005) outlines

all the different areas of phonology, such as thegment of prominence (stress), but
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mostly concentrates on intonation because thisasatea “where significant choices
are available to speakers” (Thornbury, 2005: 2#tohation serves both to separate
the stream of speech into blocks of informationllédatone units) and to mark
information within these units as being significantntonation also serves to signal
the connections between tone units” (ibid: 24).gdes on to give examples of what a
fall or rise in pitch in English may imply or suggeand, later on in the book, he
proposes techniques for the specific practice odniation as well as stress. For
example, he explains how recordings can be usddgtdight the ways stress and
intonation are used to signal new or important nmi@ion, to segment speech into
meaningful chunks, and to signal the connectiot#édxn chunks (Thornbury, 2005:
55-56). He also recommends ‘reading aloud’ actsitifor the practice of
pronunciation; these provide a secure frameworkiwitwhich learners can focus on
pronunciation without the added pressure of alwepsng to plan the next utterance
(Thornbury, 2005: 70).How to Teach Speakinghcludes a discussion on the
relationship between pronunciation and intelligiijl the following quote serves to
illustrate the importance attached to intelligiytli“Most adult learners will betray, to
varying degrees, the influence of their first laage pronunciation when speaking a
second language, and this need not be a problefongpas intelligibility is not
threatened” (Thornbury, 2005: 36). Of course, ptagy is not the only linguistic
aspect of speaker knowledge to be applied to selmgliage speaking. Thornbury
(2005) explores other kinds of knowledge, such esmgar and vocabulary, in
addition to phonology. And, he does so not at ttease of phonology; all kinds of
knowledge are given equal treatment with the exeepif vocabulary which features

slightly more prominently throughout the book.
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Sari Luoma’s (2004)Assessing Speakingelongs to the same series as Gary
Buck’s (2001)Assessing Listenind he series is known as the ‘Cambridge Language
Assessment’ series and, very interestingly, in tamldito books designed to assist
language teachers and testing practitioners in tleenstruction of
listening/speaking/reading/writing tests, they udgd a book on the assessment of
vocabulary and one on the assessment of grammarevéw, there is no book on the
assessment of pronunciation. Of course, one mag fhesquestion as to whether or
not pronunciation is dealt with as part of the ‘abualary’ or ‘grammar’ book of the
series? Unfortunately, John Read’s (208@ksessing Vocabularfails to address
pronunciation and James Purpura’s (2084%essing Grammawhich is more than
three hundred pages long, contains very few beé&frences to pronunciation. We
shall now return to Luoma’s (2004Assessing Speaking/hich, despite being
grounded in research and theory, is highly practiod “will appeal both to language
teachers who want to assess their students’ abiligpeak in a foreign language and
to researchers of speaking and language assessm@ntiface by Alderson &
Bachman in Luoma, 2004: x).

Luoma (2004) begins her discussion of applied listyt perspectives on the
nature of the speaking skill by concentrating ororgilogy. The native speaker
standard for foreign language pronunciation is tjoesd and a different standard is
proposed: “communicative effectiveness, which isdoaon comprehensibility and
probably guided by native speaker standards bumetiin terms of realistic learner
achievement, is a better standard for learner praation” (Luoma, 2004: 10).
Luoma (2004) draws attention to the fact that eveugh many learners succeed in
learning to pronounce the target language in & fomprehensible and efficient

manner, very few achieve a native-like standardnséquently, it seems more
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appropriate for learners to be assessed on thexdgsoaf whether or not they are fully
functional in normal communicative situations arad whether or not their speech is
native-like. Luoma (2004) distinguishes between tiaecuracy’ criterion of
pronunciation, to which pronunciation standardshsag native-like speech relate, and
the ‘comprehensibility’ criterion; “comprehensilylis much more than accuracy. It
often includes speed, intonation, stress and rhytalinof which may be more
important for the overall comprehensibility of ttagk than the accuracy of individual
sounds” (Luoma, 2004: 11). She then proceeds tdysmaspoken grammar and
vocabulary. In the concluding remarks of the refd\a@napter, Luoma (2004) makes a
particular telling point: “For those who are new gpeaking assessment, the most
important point to remember from the linguistic dgstion of spoken language is the
special nature of spoken grammar and spoken vaagbuihis is especially important
in creating rating criteria” (Luoma, 2004: 27). Rbtogy is not ignored; it features as
part of Luoma’s diagnostic rating checklist for @sdription task (2004: 79), it forms
an integral part of ‘structured speaking tasksid(ikil58-160) and the close link
between intelligibility of pronunciation and ovdrabmprehensibility is emphasised
(ibid: 125). Nevertheless, the attention of thos®weed to develop assessments of
speaking ability is mostly directed towards vocalbyland grammar. Overall, even
though phonology, grammar and vocabulary are glleegd as components of spoken
language, there is a greater emphasis on vocabalalygrammar throughout the
entire book.

So far we have looked at books dedicated to thHé afkspeaking in order to
meet general needs of students of Engl&tludy Speakingoy Kenneth Anderson,

Joan Maclean and Tony Lynch (2004)s a course in spoken English for academic
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purposed The book, which includes a teacher’s guide, isificermediate level and
above students who need to speak English in cooneatith their academic work
and is intended primarily for use on language paogy preparing learners of English
for study at university or college. The book is amged around four parts:
‘Scenarios’, ‘Discussion Skills and PresentationillSk ‘Class Seminars’ and
‘Strategies for SuccessStudy Speakings designed to improve students’ speaking
skills in English by “activating and extending thinguistic competence” (Anderson
et al, 2004: 8) among other things. As an areangfulstic knowledge, vocabulary
features most prominently throughout the book; drample, there is a plethora of
‘useful language’ expressions to assist studenitsi the development of discussion
skills (ibid: 35-116). On the other hand, no explattention is paid to pronunciation
in any of the recommended tasks of the book, thly @xception being the
acknowledgement that pronunciation may cause pmoblén speaking and the

following recommendation:

We would advise focusing mainly on stress. Althowgidents should be aware of which
specific phonemes cause their listeners most cdmpeion problems — and some remedial
practice may be appropriate with monolingual groups the source of real-life
misunderstandings of non-native learners’ Englsslofien incorrect stress placement, either
within a single word or on part of a sentence.

Anderson et al, 2004: 154

Also, it is recommended that students continuertprove their spoken English after
they have completed th8tudy Speakingourse and have no access to a class or
teacher. In terms of pronunciation — the issue@ushed upon very briefly — students
can either familiarise themselves with the phonsgimbols in order to be in the
position to learn the correct pronunciation of aszneord when they look it up in a

dictionary, or, alternatively, purchase a CD dicoy which will allow them to hear

* The particular book has not been excluded fronlishas it is likely that European learners of
English may pursue undergraduate or postgraduade #t an L1 English-speaking country (i.e. we
will see later on when presenting the results f tbsearch that many Greek learners of Engligniht
to study at a university in the United Kingdom).
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the word pronounced (ibid: 130). Of course, attaniis drawn again to the correct
placement of stress within words.

Essential Speaking Skill§2003) by Joanna Baker and Heather Westrups
a handbook of practical teaching advice and am#w/itor teachers of English. Its main
purpose is to help teachers improve their studesgsaking skills, whether they are
young or adult learners. Baker and Westrup (20@&e g¢hat the book will also be
useful to “teacher trainers on both pre-service amdervice courses, curriculum
developers and anyone who organises and plansdb tenglish in schools, colleges
or language schools” (: 1). The book is dividedbififteen chapters and a whole
chapter is dedicated to pronunciation. The twertygs long ‘Pronunciation’ chapter
places great emphasis on the concept of intelliibi‘a speaker’s pronunciation
needs to be good enough to communicate the messdbat it is understood by other
speakers of English” (Baker and Westrup, 2003: 1R4% recognised that there are
many acceptable varieties of English and “whatmpartant is mutual intelligibility:
can other speakers of English understand your stsid&nglish, and can your
students understand the English they hear?” (iki24). The authors distinguish
between receptive and productive phonology ands, throvide sample recognition as
well as production activities to help improve st$e pronunciation. In addition to
the sounds of spoken English, the activities alseec the following pronunciation
areas: word stress, sentence stress, sounds ieatedrspeech and intonation. Baker
and Westrup (2003) maintain that language leanmeesl practice in all these areas to
improve their English pronunciation (ibid: 125).rrexample, “correct word stress is
important, because incorrect word stress can bajarmause of misunderstandings”
(ibid: 130). As far as the remainder of the bookascerned, in the ‘Testing Speaking

Skills’ chapter, pronunciation is mentioned as ohehe four areas of language to
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consider in designing a speaking test; the othrerethreas are grammatical accuracy,
range of vocabulary and use of appropriate funeatitenguage (ibid: 146). Also, in
the ‘Presenting New Language’ chapter, suggesaoasncluded in terms of showing
the pronunciation of new language items. For exampifficult sounds can be
demonstrated “by showing where in the mouth thendost made, how the lips should
be shaped, the place of the tongue, and so ol @)

Rebecca Hughes’s (2002)eaching and Researching Speaking intended
for classroom professionals or higher degree stisdeho need to have an up-to-date,
detailed, and straightforward summary of curreseagch and issues in the field of L2
speaking (: 1). Hughes divides the skill of spegkinto three distinct levels: the
global or discourse level, the structural level ahe level of speech production. She
explains that these levels relate to “fairly stableas of activity in linguistics of
discourse, lexis and grammar, and phonology/phosieti 6). For example, in terms
of the interests of this review, phonology relat@she structural level and phonetics,
phonemics as well as prosody relate to the levalpelech production. According to
Hughes, the three levels correspond to three baoeas: discourse and interactions,
discourse and grammar and, fluency and pronunaoiafillroughout the book, she
treats the different ‘layers’ of speaking — diss®yrgrammar, and phonology —
separately for the purposes of analysis. Howeuse, darifies that an underlying
theme of the book is that “the teacher will ultielgtneed to help the student bring all
these elements together into a new, unified, apdogpiate means of communication
on the journey from beginner to fluent speaker mdther language” (: 9). Hughes
shares Florez’s (1999) views on what a good spedkes; a good speaker must
produce the sounds, stress patterns, rhythmic tstejcand intonations of the

language, use grammar structures accurately andrsaHughes, 2002: 71).
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Pronunciation issues, clearly, need to be addresseslation to the development of
L2 speaking.

At that point in the book where Hughes deals witbnpinciation and the skill
of speaking (3.5 ‘Perspectives on PronunciationEndncy’), she draws attention to
the fact that pronunciation is neglected in langudgaching: “the teaching of
pronunciation is something of a ‘poor relation’ argocourse components” (2002:
68), she states. In order to support her statewdéht evidence, she refers to the

amount of attention pronunciation has receivedhiad language teaching manuals:

McDonough and Shaw's (199laterials and Methods in ELTontains only four brief
references to the topic [pronunciation]. Don Bymgl986) highly influential and much used
Teaching Oral Englisltontains no material on pronunciation work; andhegidoes Bygate's
Speaking

Hughes, 2002: 68

We did look at Bygate's (19873peakingat the beginning of this section of this
chapter and | have also referred to the lack @néitin to pronunciation in Byrne’s
(1986) Teaching Oral EnglishAt a later stage of this section of this chaptew;ll
examine the new revised edition (2003) of McDonoagld Shaw’'sMaterials and
Methods in ELTto see if any changes have taken place in termthefbook’s
treatment of the topic of pronunciation. HughesO@20Qin consistency with the views
of other writers (see Section 1.1.1, Chapter 1s thesis) such as that by Fraser
(2000), attributes the lack of attention to pronation to the emergence of the
communicative approach; the emphasis is on vocapul@velopment whereas
phonology and syntax are largely ignored. As far menunciation teaching

techniques are concerned, she believes that hanglprogress has been made:

Although more holistic or communicative approacteseaching pronunciation and fluency
may have been developed over the past twenty y@as®.... this is an area of language
pedagogy which has changed remarkably little overyears. The central tools for the teacher
remain the phonemic chart, discrimination of minirpairs and practice based on models.
Nowadays the practice may take place via a ganeerdbhan a dialogue or a drill, but the
fundamentals are barely changed.

Hughes, 2002: 70
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Simple Speaking Activitieby Jill Hadfield and Charles Hadfield (1999b)belongs

to the ‘Oxford Basics’ series to whi&imple Listening Activitiesy Jill Hadfield and
Charles Hadfield (1999a), which was mentioned eaqrlalso belongs. The book
contains thirty speaking activities at elementayel that take place in three stages
referred to as the ‘setting up’, ‘speaking practaned ‘feedback’ stages. The authors
maintain that all speaking activities must havee¢hfeatures: “they must give the
learners practice opportunities for purposeful communicationin meaningful
situation$ (Hadfield and Hadfield, 1999b: 3). They regare getting-up stage as “a
good time to practise the pronunciation of any wsoehd phrases that you [the
teacher] know your learners will find difficult’lfid: 3) and include suggestions for
pronunciation work in each activity. For example,part of ‘in the market’ activity,
which offers the opportunity to learn and practise ‘food’ vocabulary area, learners
are encouraged to practise falling intonation igatee statements such as “no, there
isn’t any sugar” (: 50-51). Overall, the main foes®n pronunciation points that they
believe learners will find troublesome such assstpgatterns, intonation in different
types of question and statement and certain indatlidounds and various techniques

are suggested for the practice of pronunciation.

‘English Lanquage Teaching' & ‘Applied Linguisticelanuals and handbooks

In this final part | will look at more general lamage teaching manuals and
handbooks. Wherever previous editions are availaamparisons will be drawn in
terms of the treatment of the topic of pronuncmtlmetween current editions and
previous ones. | will explore the following booksdabook chapters:

Harmer’s (2007How to Teach English
Ligthbrown and Spada’s (200Bjow Languages are Learned
Saville-Troike’s (2006)ntroducing Second Language Acquisition
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Thornbury’s (2006 An A-Z of ELT
Scrivener’s (2005).earning Teaching: A Guidebook for English Languageachers
Seymour and Popova’s (2008)0 Classroom Activities
McDonough and Shaw’s (200B)aterials and Methods in ELT: A Teacher’s Guide
Riddell's (2003)Teach Yourself Teaching English as a Foreign Laggua
Schmitt’s (2002)An Introduction to Applied Linguistiesincluding the chapters:
Burns and Seidlhofer’s ‘Speaking and pronunciation’
Lynch and Mendelsohn’s ‘Listening’
Richards and Renandya’s (20(Mgthodology in Language Teaching: An Anthology
of Current Practice- including the papers:
Jones’s ‘Beyond ‘listen and repeat’: pronunciatteaching materials and
theories of second language acquisition’
Hebert's ‘PracTESOL.: it's not what you say but hgou say itV
Shumin’s ‘Factors to consider: developing adult Eftudents’ speaking
abilities’
Green et al's ‘Developing discussion skills in B8L classroom’
Tsang and Wong's ‘Conversational English: an irdiéve, collaborative,
and reflective approach’
Nunan'’s ‘listening in language Learning’
Cook (2001)Second Language Learning and Language Teaching
Harmer’s (2001)he Practice of English Language Teaching
Carter and Nunan’s (200The Cambridge Guide to Teaching English to Speatders
Other Languages including the papers:
Seidlhofer’s ‘Pronunciation’
Bygate’s ‘Speaking’
Rost’s ‘Listening’
Celce-Murcia and Olshtain’s (200D)scourse and Context in Language Teaching; A
Guide for Language Teachers
Hedge’s (2000 eaching and Learning in the Language Classroom
Wharton and Race’s (19980 Tips for TESOL
Richards’s (1998)Teaching in Action: Case Studies from Second Laggua
Classrooms
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Jeremy Harmer’s (2007)How to Teach Englishs part of the Longman ‘How to...’
series to which Scott Thornbury’'s (20083pw to Teach Speakingve have already
looked at, belongdHow to Teach Englisis a practical guide for teachers who are at
an early stage in their careers and for those stgdipr the CELTA, Certificate in
TESOL and TKT exams. In the chapter entitled ‘Téaghthe language system’,
Harmer (2007) pays high attention to all three eet® of language; grammar,
vocabulary and pronunciation. He explores ideastdaching grammar, vocabulary
and pronunciation. As far as the teaching of praration is concerned, he indicates
the need to focus on the use of different intomapatterns, the practice of stress in
words and phrases, the discrimination between airstbunding phonemes and so on.
(: 90-93). He points out that, in addition to tlesks he describes, there are many
other ways to teach all different areas of pronath@n and appropriate textbooks are
recommended in relevant sections of his book. Har@@07) argues that the most
important thing to remember about pronunciatiorchesy is that “students should
have as much opportunity as possible to listeptien English” (: 93). His position,
as stated in the former quote and as elaborated the relevant section, reveals that
pronunciation has a clear place in the listeningmonent of the language lesson. Let
us move on to Harmer’s (2007) ‘Teaching listenidgapter to see if that is the case.
Indeed, the effect that listening can have onstlielents’ acquisition of good

pronunciation is addressed from the beginning efdhapter:

Listening is good for our students’ pronunciatidnp, in that the more they hear and
understand English being spoken, the more theyrhbappropriate pitch and intonation,
stress and the sounds of both individual words tande which blend together in connected
speech. Listening texts are good pronunciation isodte other words, and the more students
listen, the better they get, not only at understapgdpeech, but also at speaking themselves.
Indeed, it is worth remembering that successfukespocommunication depends not just on
our ability to speak, but also on the effectiverefsthe way we listen.

Harmer, 2007: 133
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The former quote also serves to illustrate thatnktar (2007) draws a distinction
between receptive and productive phonology and rsedothe view that perception
precedes production in terms of spoken language.Haymer (2007), the more
students listen, they better they get at undergstgngronunciation and at using it
appropriately themselves. Throughout the chaptemiaitains that any listening
material can be utilised for studying a range @npinciation issues. Furthermore, he
expresses the need to expose students, througtequeded listening extracts, not
only to different regional varieties of Englishane country (i.e. Britain) but also to
different World Englishes. Of course, the teacheils need to exercise judgement
about the number (and degree) of the varietiestingents will hear; such judgement
will depend, to a great extent, on the studentgll®f competence, and on which
varieties and/or accents they have so far beensexiim. Nevertheless, listening tasks
provide ample opportunities for hearing speakersdifferent language varieties
(Harmer, 2007: 145). As far as the ‘Teaching Spegkichapter is concerned
(Harmer, 2007: 123-132), the focus is on creatipgaking activities that are
extremely engaging for students (such as the ‘@rafthic competition’) and not on
how to practise grammar, vocabulary or pronunamtio

Patsy Lightbrown and Nina Spada’s (2006 How Languages are Learned
aims “to introduce teachers — both novice and e&peed — to some of the language
acquisition research that may help them not onlgualuate existing textbooks and
materials but also to adapt them in ways that amenconsistent with our
understanding of how languages are learned” (Lighth and Spada, 2006: xv).
Lightborown and Spada’s (2008)Jow Languages are Learnefbllows a similar
pattern to that of other handbooks in the areaobisd language acquisition research;

the learning of grammar receives a much greateatf attention compared to the
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learning of vocabulary or phonology (this point Iwile revisited later on in this
section of this chapter of the thesis). Even thotighthird edition of the particular
handbook states that “among the changes, readdlsfingd... sections on the
acquisition of vocabulary, phonology, and pragnsatic complement the updated
material on the acquisition of grammar” (Lightbroamd Spada, 2006: xiv), grammar
receives more attention than pronunciation; inrddevant chapter, thirteen pages are
devoted to grammar, five are devoted to vocabuéarg only three to phonology.
Lightborown and Spada (2006) write the following their introduction to the

‘phonology section’:

Grammar has been the focus for second languageeaiesaand researchers for a long time. As
we saw, vocabulary and pragmatics have also reteimere attention in recent years.
However, we know less about pronunciation and hasvlearned and taught.

Lightbrown and Spada, 2006: 104

In terms of the interests of the particular thedigghtbrown and Spada (2006)
recognise that “research related to the teachirdy laarning of pronunciation is
gaining more attention” (: 107).

As part of the same section, Lightbrown and Spa08) address the issue of
segmental and suprasegmental features of pronigrcias well as the issue of
pronunciation goals. They cite the findings of sgdthat support the current
emphasis on suprasegmentals in pronunciation clagee example, two studies

carried out by Derwing (1998, 2003) arrived atfiblowing conclusions:

Learners who received pronunciation lessons emphgsstress and rhythm were judged to
be easier to understand than learners who rectgsdns focused on individual sounds. Even
though the learners who received instruction oividdal sounds were more accurate in their
use of those sounds, this did not seem to incrésts@er’s perception of the intelligibility of
their speech to others.

Derwing (1998, 2003) cited in Lightbrown and 8a42006: 106)

As for the controversial issue of whether or ndelilgibility rather than native-like
ability in pronunciation is the standard that leamshould strive toward, Lightbrown

and Spada (2006) summarise both sides of the dahdtédemonstrate (in a different
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chapter of the same book) that native or near-eafixonunciation ability is an
accomplishment not experienced by the majorityegbad language learners.

Muriel Saville-Troike’s (2006) Introducing Second Language Acquisitign
provides a short but comprehensive introductiothéofield and one of its aims is to
offer practical help to second language learnedsfature teachers. The book focuses
on the acquisition of second language ‘competenartd the construct of
‘competence’ is considered from different pointsviEw; as ‘linguistic competence’
(in the sense of underlying knowledge of the spea@bmponents and levels of a
language such as grammar and phonology) and, asmcmicative competence’
(which includes the former but adds notions of rsitgi cultural knowledge and other
knowledge which enables appropriate usage). Samithéke (2006) makes a further
distinction between two types of communicative cetepce based on the purposes
for which people learn second languages; ‘acadeamd’‘interpersonal’ competence.
Academic competence includes the knowledge neegldddmers who want to use
the L2 primarily to learn about other subjectsasra tool in scholarly research, or as
medium in a specific professional or occupationgdf (Saville-Troike, 2006: 136).
Interpersonal competence, on the other hand, eressep knowledge required of
learners who plan to use L2 primarily in face-todacontact with other speakers
(ibid: 136).

Saville-Troike (2006) considers the place that faddferent components/
levels of language knowledge, in particular vocabyl morphology, phonology,
syntax and discourse, have in L2 pedagogy. Shesstatry clearly that “vocabulary
(or lexicon) is the most important level of L2 knedge for all learners to develop —
whether they are aiming primarily for academicrderpersonal competence, or for a

broader scope of communicative competence thatssgia two” (Saville-Troike,



71

2006: 138). Even though the mastery of vocabul&igukl be the priority for all
learners, Saville-Troike recognises that “(foreddt some contexts of use), renewed
emphasis is now being placed on pronunciationacheg second languages” (2006:
142). She then discusses its role as a componeataafemic competence and as a

component of interpersonal competence:

Pronunciation as a component of academic competence
Proficiency in phonological perception is requiffed listening if learners are studying other
subjects through the medium of L2, and at leastlligtble pronunciation is needed for
speaking in most educational settings. A much hidbaeel of proficiency is required if
researchers or students are using the second lgagoideach others or for participating orally
in professional conferences, but the relative fisiasf pronunciation otherwise remains low
compared to vocabulary and syntax.
Pronunciation as a component of interpersonal caempee
Proficiency in phonological perception and intéblg production are essential for successful
communication, but a significant degree of “foreagtent” is acceptable in most situations as
long as it is within the bounds of intelligibilitiNative or near-native pronunciation is usually
needed only when learners want to identify socialith the L2 language community for
affective purposes, or when their communicativelgjoequire such identification by hearers.
Saville-Troike, 2006: 142-143

Saville-Troike echoes other writers, such as Balet Westrup (2003), in the sense
that she emphasises the importance of intelligybiland its relationship to
pronunciation.

As for areas of activity involving language usesgé are classified along two
dimensions, receptive versus productive, and angeyeed by two different modes of
communication, written versus oral. Listening is @ml receptive activity and is
critically important in both academic and intermgral competence (Saville-Troike,
2006: 159). Listening often requires the abilitypimcess pronunciation by speakers
of different native and non-native varieties of theguage and listening to and trying
to understand speakers that have different L2 asa@m be very challenging for L2
learners (ibid: 161). Speaking is an oral prodwctetivity and has a higher priority
in interpersonal competence than in academic campet Of course, pronunciation

is required as part of the language knowledge wresblin bottom-up processes for
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speech production (Saville-Troike, 2006: 166). Nthadess, the focus of the relevant
‘speaking’ section in Saville-Troike’s (2006)ntroducing Second Language
Acquisitionis on ‘speech acts’ and other aspects of ‘spea&ompetence’, such as
‘knowledge of conversational structure’ that rel&tethe ‘discourse’ component of
language knowledge.

In Scott Thornbury’s (2006) A-Z of ELT, which is a fully cross-referenced,
alphabetical guide to English Language Teachingisuagscribed by its publishers as
the book that “every teacher and teacher trainedsie pronunciation receives equal
treatment to vocabulary and grammar. There is aoseon ‘Vocabulary Teaching’,
one on ‘Grammar Teaching’, and, there is also, eti®®e on ‘Pronunciation
Teaching’. In the relevant section, Thornbury (2006cognises that “there is
generally less emphasis given to pronunciation hiegc nowadays” (2006: 185)
despite the fact that faulty pronunciation is orfettee most common causes of
misunderstandings (ibid: 185).

Jim Scrivener’s Learning Teaching(2005)is described by the publishers as
the essential guide for the first years as an Ehdanguage teacher and an invaluable
resource for teacher training courses. It helpshes understand the basic principles
of working in a language classroom and shows howlém successful activities,
lessons and courses. In the first edition, whicpeaped in 1994 and even won the
ARELS Frank Bell Prize, a twenty pages long chametitled ‘Vocabulary' is
devoted to the teaching of vocabulary and a thpages long chapter entitled
‘Working with language’ is devoted to the teachwfggrammar. Phonology forms a
small part of the ‘Working with language’ chaptedas dealt with in just six pages.
As far as the treatment of pronunciation is conedyrat least in terms of the book’s

contents, this is not the case in the new (200&)oedwhich has been expanded,
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revised and updated; phonology ceases to be avedyashort section that belongs to
the ‘grammar chapter’ and forms a separate chaptitted ‘Phonology: the sound of
English’.

I will now look at the contents of the ‘phonologghapter more closely.
Scrivener (2005) begins by considering the efféett teachers’ attitudes towards

pronunciation may have on the teaching of prondiacia

Pronunciation can be an overlooked area of languagehing, partly because teachers
themselves may feel more uncertain about it thautagrammar or lexis, worried that they
don't have enough technical knowledge to help sitgleappropriately. However, when
teachers take the risk, they are often surprisefintbthat it makes for very enjoyable and
useful classroom work.

Scrivener, 2005: 284

He proceeds to introduce, albeit briefly, ideagerms of practising sounds, word
stress, intonation and so on that neither requisekaowledge of phonemic symbols
(on the part of the teacher or the students) ngrdatailed background knowledge of
phonology. However, he insists on the benefits ¢odained if teachers master
phonological knowledge and help students master syrabols of the phonetic
alphabet. The remainder of the chapter is takerbyipdeas and suggestions that
require such knowledge. Scrivener (2005) demorestrifiroughout the chapter why it
is important to pay attention to all elements obrpmciation; for example, the
placement of incorrect word stress can “seriousiyage your [the student’s] chances
of being understood” (: 289) and if learners spEaglish with a flat intonation, they
can sound boring, bored or uninterested; “usingwheng intonation can also give
offence” (: 295). He, also, distinguishes betwesteptive and productive phonology
and points out “that receptive awareness comesdefoductive competence” (2005:
288). He urges teachers to remember that it i$ tateeach pronunciation “not just for
the students’ own speech production, but to hedmthsten better” (ibid: 294). As for

pronunciation models, he explains that the acéigittnd examples of the ‘phonology
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chapter’ are based on using RP as a basic proniamciaodel, “mainly because this
is what is found in the majority of current intetioaal coursebooks (and because it
happens to be my own pronunciation variety)” (il#86). However, he recommends
adapting the materials to suit the teaching andnieg needs of each teaching
situation; it is the teacher who needs to consied, ultimately decide, which
pronunciation variety he or she is going to teach.

As far as the ‘Speaking’ chapter of Scrivener'80®) Learning Teachings
concerned, the emphasis is on developing learnswaversational fluency and
confidence and there is a plethora of recommendestussion’, ‘communicative’
‘role-play’, ‘simulation’ and ‘genre’ activities taneet this purpose. Pronunciation is
mentioned only once as part of a grid that has loesised to assess speech acts, as
follows:

Pronunciation Criteria(as part of the grid for assessing speech acts)
Speaking clearly, with comprehensible sounds
Using fluent, connected speech with appropriatedvioking
Using stress and intonation to emphasise, drawtaiteto things, express emotion or attitude
Using an appropriate pace
Scrivener, 2005: 167

At this point, | need to note that even though pramation is an important skill in
terms of speaking competence, it is largely ignarethe ‘Speaking’ chapter of both
editions of Scrivener'd.earning Teaching The ‘Speaking’ chapter of the (1994)
edition lacks the marking grid for speech acts ematains only a very brief reference
to pronunciation as part of the ‘drama and roleptagtion.
David Seymour and Maria Popova’s (2003yY00 Classroom Activitiesan

be used to support any ELT course book from eleangrib upper intermediate and
beyond. According to its publishers, “it provideshage repertoire of practical,
classroom-tested supplementary activities, all @xrpld and organised in a sensible

easy-to-use style” and it is “an invaluable reseunr experienced and inexperienced
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teachers® Seymour and Popova®00 Classroom Activitiess divided into four
sections: ‘conversations’, ‘functions’, ‘grammamd ‘vocabulary’ and each section
contains activities to cover all the important tspifunctions and structures in English
(and of English) from elementary to upper-internagelilevel. It is striking that there
IS no section devoted to phonology or pronunciatimmnunciation does not even
feature as a sub-section of any of the sectioesdyr mentioned above.

We have already seen that the first edition Jof McDonough and
Christopher Shaw’s Materials and Methods in ELT which appeared in 1993,
contains only four brief references to the topic pvbnunciation.Materials and
Methods in ELT{1993) offers a comprehensive and practical intctida to central
themes in the principles and practice of teachimgliEh as a foreign/ second
language and is written for both classroom teachadsthose taking a professional
course in ELT. | will now direct our attention tbet second edition (2003) of this
popular textbook for teachers of English as a fpréanguage. The second edition has
retained the same rationale as the first editioth, @hso, the general format of the
existing chapters. However, the new edition “hasnbextensively updated to provide
teachers of English as a foreign language with @teroporary account of major
trends in ELT materials and methodology” (McDonowgtd Shaw, 2003, viii). The
authors explain that all modifications to the tex¢ within the chapters themselves
and cite the incorporation of a new section ontt#eehing of pronunciation in the
‘Speaking Skills’ chapter as one of the main changehis new edition (McDonough
and Shaw, 2003, viii).

This new, albeit only one page long, section ompnziation addresses the

fact that pronunciation is taught in many differergtys and for different reasons. For

® The book belongs to the ‘Macmillan Books for Tearshseries (see Seymour and Popova, 2003: 5).
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example, “some teachers like to ‘drill' correct pumciation habits, others are more
concerned that their students develop comprehdibgivithin fluency” (McDonough
and Shaw, 2003: 136). McDonough and Shaw (2003¢Jzekhat the perceived gap
between accuracy and fluency can be bridged inukagg courses and consider a
number of key aspects of pronunciation and the iElmglound system that a teacher
can in principle attend to in order to strike admale between ‘accuracy’ and
‘intelligibility’. For instance, they look at int@tion, which *“is significant in
conveying messages about mood and intention” (Mogh and Shaw, 2003: 137)
as well as at individual sounds and minimal paimd eecommend ear training and
teaching students the phonemic alphabet. The latikrbe “useful of course for
dictionary work” (ibid: 136). The remainder of tbkapter ‘Speaking skills’ examines
various types of activity that promote speakingliskinone of these include any
attention to pronunciation.

Before moving on to the latest editions of otherdely adopted ELT
handbooks, let us briefly examine the treatmerngrohunciation in McDonough and
Shaw’s (2003) ‘Listening skills’ chapter. McDonoughd Shaw identify “processing
sound, organising meaning, and using knowledge camiext” (2003: 127) as the
components of listening and clarify that pronunoiais relevant not only in terms of
‘processing sound’ but also in ‘organising meaniridiey state that the micro-skills
of listening (segmenting the stream of sound, resdgg word boundaries, stress
patterns and so on) are not used in isolation andrge into the second major
processing category, the processing of meaningd:(it21). For example, intonation
is important as far as organising the incoming speato meaningful sections is

concerned; “a change in direction or topic mayrigkdated by intonation” (ibid: 121).
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Furthermore, McDonough and Shaw (2003) recommeagbtactise of pronunciation
to take place as part of post-listening activi{ies29).

David Riddell’'s (2003) Teaching English as a Foreign Languagés a
practical guide to teaching English and is aimethase who have recently trained to
teach English as a foreign language or are cugrentla training course. According to
the publishers, it offers invaluable advice and tqm effective teaching techniques,
lesson planning, using coursebooks, teaching diftekinds of lessons and soon
Throughout the book, the three traditional comptsmenf language knowledge,
vocabulary, grammar and pronunciation, receive lelmeatment. The ‘pronunciation’
chapter offers ideas as to how pronunciation caningerporated into English
language lessons and presents a number of adifdtiehe practice of pronunciation
(Riddell, 2003: 76-85). Drilling is recommended &aese it “provides students with
safe, controlled practice of new language” (Ridd@003: 85). Riddell (2003)
acknowledges that “there are teachers who dorétdiklling, or don’t believe in it” (:
80) but, nevertheless, insists that drilling is eveey to help students gain confidence
in pronunciation; “in my experience, students whoe aiot confident about
pronunciation welcome the controlled opportunityhtve practice saying a new piece
of language” (ibid: 80). Riddell (2003) considelisameas of pronunciation throughout
the relevant chapter; the sounds of English (vowetmsonants and diphthongs),
stress (both at word and sentence level), intonadod connected speech. He
maintains that sentence stress can affect meaaiaggteater extent than other areas
of pronunciation and, also, points out that “sec¢estress goes hand in hand with
intonation” (Riddell, 2003: 84). For example, “vesften, someone we are speaking

to may appear rude because of their intonatiorepwt It is quite easy to make *“

® http://www.teachyourself.co.uk/Itefl.htm accessedl6.07.2007
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‘Thank you very much for your help’ sound rude arcastic” he explains (Riddell,
2003: 84). He urges teachers to concentrate oruposstion work on two occasions:
“do not neglect this part of language learning'idilB85) and “we should not ignore
pronunciation work — we can have specific parta tdsson devoted to it or deal with
issues as they arise” (ibid: 85). According to Ritid2003), teachers need to teach
phonetic transcription (so that students can lgplaword in a dictionary and work
out the standard pronunciation of that word) andugh also expose students to
different varieties of pronunciation. As a finaltepit is interesting to see that Riddell
(2003) distinguishes between receptive and prodeigthonology in the following
statement “students need to get the chance toahsaund within a word before being
expected to try and repeat it” (: 79). In other @grit is clear that, according to
Riddell (2003), perception should precede producitiolL2 phonology.

The volumeAn Introduction to Applied Linguistics (2002), edited by
Norbert Schmitt, provides an introduction to the field of appliedguistics and
second language teaching and learning for researcsteidents as well as practising
teachers. The fifteen chapters are organised eetlparts: Part 1; Description of
Language and Language Use, Part 2; Essential AoéakEnquiry in Applied
Linguistics and, Part 3; Language Skills and Assest. It is interesting to note that
Part 1 includes a chapter on ‘Grammar’ and anotime& on ‘Vocabulary’ but no
chapter on ‘Phonology’. The remaining three chaptieat belong to the same part are
‘Discourse Analysis’, ‘Pragmatics’ and ‘Corpus Linsfics’.

Fortunately, this is not the case in Part 3Aaf Introduction to Applied
Linguistics(2002) where we find a chapter entitled ‘Speakang Pronunciation’ by
Anne Burns and Barbara Seidlhofer. In the introdrycsection of their paper, Burns

and Seidlhofer (2002) elucidate how speaking arwhyomciation are inextricably
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linked and claim that “for language teaching thisams that every lesson involving
the spoken language is (also) a pronunciation s$2002: 212). They also
emphasise the close link between pronunciationiraedigibility: “our pronunciation
is also responsible for ‘intelligibility’ — whetheor not we can get our message
across” (: 212). Thus, they proceed to analysekspgat the level of ‘pronunciation’
and, specifically in terms of the role pronunciatiplays in conveying speakers’
meanings both transactionally and interactiondilydoing so, they mostly focus on
those elements of pronunciation that extend ovéreeatterances (whether these are
long texts or just one word) referred to as ‘supgasental’ or ‘prosodic’ features of
pronunciation. For example, they demonstrate hosvgtosodic feature of ‘pitch’
(perceptual label for *high’/low’), can be used flareground what is important and
how dramatic pitch movement often indicates strengptional involvement (ibid:
220, 221). In their exploration of pedagogical iroglions in terms of speaking and
pronunciation, Burns and Seidlhofer (2002) illustrdoow pronunciation teaching
procedures can range on a continuum from eithetyfanechanical or analytic/
cognitive exercises, that draw attention to spesibf the language code (i.e. ‘listen
and repeat’ and ‘phonemic script’ activities), ateoend of the continuum to
communication tasks (i.e. ‘mini-plays;) at the otHéevertheless, they point out that
is “the teacher’s decision as to what kind of atiig to use in any specific context” (:
226) and such a decision should depend on an @&abyslearner needs and a
consideration of variables such as learning purposklearners’ age.

The topic of pronunciation is, also, addressedhe‘Listening’ chapter of the
same volume. Lynch and Mendelsohn’s (2002) conedigaition of the listening

process includes attention to pronunciation:
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We conceive of it [listening] as a bundle of rethigrocesses — recognition of the sounds
uttered by the speaker, perception of intonatiomtepas showing information focus,
interpretation of relevance of what is being saithe current and so on.

Lynch and Mendelsohn, 2002: 193

They draw great attention to the unique featurefisténing especially in terms of
phonology. For example, they point out the preseonterich prosody (stress,
intonation, rhythm, loudness and so on) as welhascharacteristics of natural fast
speech, such as assimilation (ibid: 194). Teacheesl to include practice-focused
listening skills work to ensure that learners aehia certain level of linguistic
proficiency. In terms of phonology, learners nesdnaster not only the sound system
of the target language but should also learn toridgnate between similar sounds,
cope with ‘fast speech’ and process any differennestress and intonation (ibid:
207).

The volumeMethodology in Language Teaching: An Anthology ofu@ent
Practice (2002), edited by Jack Richards and Willy Renandyaprovides an
overview of current approaches, issues, and pexciic the teaching of English to
speakers of other languages. It contains a brokekction of articles written by well-
known teacher trainers and researchers. There $ecdon on the teaching of
grammar, one on the teaching of vocabulary, anslh,abne on the teaching of
pronunciation. A definition of pronunciation, thatidresses both its segmental and
suprasegmental features, is provided in the inttda of the ‘Teaching
pronunciation’ section. The section comprises twtclas; “Beyond ‘listen and
repeat’: pronunciation teaching materials and tlesasf second language acquisition”
by Rodney Jones and “PracTESOL.: It's not what yay, ®ut how you say it!” by
Julie Hebert. Jones (2002) reviews past reseatotthie acquisition of L2 phonology
and examines if and how recent research findingsreflected in currently used

pronunciation teaching materials. He recommendd#éwelopment of materials that
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“incorporate activities more fully, addressing ttwnmunicative, psychological, and
sociological dimensions of pronunciation” (Richaatsd Renandya, 2002: 176). He
concludes the paper by making the following predictfor the future of
pronunciation teaching: “pronunciation will, whemee\possible, be taught in concert
with other skills, not as a separate entity, butiasther string in the communicative
bow” (Jones, 2002: 185).

Hebert (2002) begins by exploring the concept tdliigibility. She explains
that intelligibility entails more than simply usigpropriate lexical items and correct
word order; words and phrases stressed incorrectlyith inappropriate intonation
will impede the learner in getting the intended sag® across. Thus, phonology
should form an integral part of any ESL lessonéhlls (Hebert, 2002: 188).
Nevertheless, Hebert (2002) recognises that evargthmost learners understand the
need to focus on grammatical structures or lekes role that phonology plays in ESL
“is not so obvious and needs to be explained” (Hel002: 189). However, if
learners are introduced to the prosodic featureSngflish and the role they play in
conveying meaning, she believes that they will usided the reasons that warrant
the inclusion of pronunciation activities in thas$room. Hebert (2002) demonstrates
how teachers can construct a diagnostic profilethair learners’ pronunciation
difficulties as a basis for providing feedback doadplanning instruction. She argues
that learning is enhanced when learners are indolvehe decision making process
and the content of courses is directly relevarth@r immediate needs and contexts.
For these reasons, she believes “it is prudentatoomly diagnose the learners’
phonological problems, but also the communicatiemtexts in which they use
English outside the classroom” (Hebert, 2002: 19QWerall, she presents a

procedural approach for incorporating phonologiel@iments into an ESL syllabus
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and provides detailed examples of how the approzeh be applied to different ESL
contexts. Throughout the paper, the focus is on shprasegmental level of
pronunciation because “this area causes the mostmomication breakdowns
between ESL learners and native speakers” (HeP@02: 199). Moreover, the paper
explores ways of incorporating pronunciation inapeg activities; for example, the
practice of intonation through question-answendats (Hebert, 2002: 190).

Even though Hebert (2002) includes suggestions ow ko incorporate
attention to pronunciation in speaking tasks, nohéhe papers that belong to the
‘Teaching speaking’ section of the same volume do Ehe first paper entitled
“Factors to consider: developing adult EFL studesfseaking abilities” by Kang
Shumin recognises that competence in pronunciaiomeeded for speaking; EFL
learners “must understand how words are segmentedvarious sounds, and how
sentences are stressed in particular ways” (Shuzdg: 207). However, the focus is
on developing students’ ability to communicate fithg and all the classroom
activities featured in the paper can be used toctige different aspects of
conversational fluency. No activity concentratespoonunciation. The second paper
“Conversational English: an interactive, collabowat and reflective approach” by
Wai King Tsang and Matilda Wong presents a studicivBought to demonstrate the
effectiveness of teaching university students imgd&ong a set of conversational
microskills and a working vocabulary to handle gdary conversations (Richards and
Renandya, 2002: 202). The reader can rightly assbate¢he focus of the paper is on
the development of conversational fluency. Proratram is overlooked. The third
and final paper of the section explores discusskitls and how these can be
developed in the English language classroom. Theermpanritten by Christopher

Green, Elsie Christopher and Jacgeuline Lam, reptesan attempt to “provide a
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rationale to support an experiential and processited approach to the development
of discussion skills in a second language” (20021)2 Pronunciation is referred to

very briefly. Overall, the papers in the ‘Teachisigeaking’ do not concentrate on
pronunciation but explore other aspects of speagnofjciency such as conversation
and discussion skills; the emphasis is on fluemzd/lzeing pragmatically right.

As for the ‘Teaching listening’ section of the sam@ume, pronunciation
does not play an important part in any of the thpapers that comprise the section
and is treated rather contingently. For examplas iteferred to briefly in David
Nunan’s “Listening in language learning” as parttio¢ definition and explanation
provided for the bottom-up processing model oklétg in language pedagogy; “the
bottom-up processing model assumes that listersng process of decoding the
sounds that one hears in a linear fashion, from gimallest meaningful units
(phonemes) to complete texts” (Nunan, 2002: 238na (2002) goes on to describe
the alternative, top-down view which suggests tthe listener reconstructs the
original meaning of the speaker using incoming siguas clues; to make sense of
what he or she hears, the listener draws on pnmwiedge of the context and
situation within which the listening takes placaurtdn (2002) proposes the design of
activities that teach both bottom-up and top-dowscessing skills because they both
play important but different roles in listening.

Jeremy Harmer's The Practice of English Language Teaching another
essential guide for teachers of English whose tlaggbtion (2001) has been
completely revised and updated. The third editisnthe newest one and, very
interestingly in terms of the interests of thissiseit contains a whole new chapter on
pronunciation. The fifteen pages long ‘Teachingnoicciation’ chapter is not present

in the second (1991) edition. In terms of languages, the (1991) edition includes a
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chapter on the teaching of vocabulary but no cliggia pronunciation or grammar.
In the ‘Teaching pronunciation chapter’, Harmer Q2D convinces the reader that
pronunciation instruction will benefit not only sients’ production, but also their
understanding of spoken English (: 183). As far pgsnunciation features are
concerned, Harmer (2001) notes that many teacleasder intonation to be the most
problematic area in terms of teaching and learfin85). He proceeds to suggest
various activities in order to practise soundsesstrand intonation and assumes,
throughout, that knowledge of the phonemic scrgpbfi benefit to learners. Harmer
(2001) recognises that “pronunciation lessons mayab unaffordable luxury for
classes under syllabus and timetable pressure8q) but explains that there are
various ways to incorporate pronunciation instiuttin language lessons. After all,
“pronunciation is not a separate skill; it is pafrthe way we speak” (ibid: 186).

| shall now turn to Harmer's (2001) ‘Speaking’ chapto explore what the
former statement entails in terms of the relatigmgbetween pronunciation and
speaking. For him, “the ability to speak fluenthepupposes not only a knowledge of
language features, but also the ability to progefkgmation and language ‘on the
spot” (Harmer, 2001: 269). Among the elements ssagy for spoken production,

Harmer (2001) concentrates a great deal of attetiiopronunciation:

Effective speakers of English need to be able nbt to produce the individual phonemes of
English... but also to use fluent ‘connected speechh..connected speech sounds are
modified (assimilation), omitted (elision), addedinKing r), or weakened (through
contractions and stress patterning)... It is for tigigson that we should involve students in
activities designed specifically to improve thednaected speech.

Native speakers of English change the pitch aresstof particular utterances, vary
volume and speed... the use of these devices cotgsitia the ability to convey meanings.
They allow for extra expression of emotion and risty. Students should deploy at least
some of such suprasegmental features and devicte isame way if they are to be fully
effective communicators.

Harmer, 2001: 269

Of course, Harmer (2001) goes on to demonstratantpertance of other

elements too, such as lexis and grammar. Neveshatds clear from his writing that
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pronunciation deserves an important place in spega&ctivities; for example, in the
recommended ‘acting from a script’ activity, thadkers can go through the script as
if they were theatre directors and draw attentmm@ppropriate stress and intonation
(2001: 271).

The Cambridge Guide to Teaching English to SpeakersGiher Languages
(2001), edited by Ronald Carter and David Nunanis an up-to-date guide to the
central areas of teaching English to speakersh@rdanguages (TESOL). According
to the publishers, it provides an excellent intrtéhn to TESOL for future language
teaching professionals and is essential readingstiodents on undergraduate and
postgraduate courses. Throughout this volume, wluchprises thirty chapters
written by internationally recognised teaching ps#ionals and applied linguists,
pronunciation, grammar and vocabulary receive edredtment in terms of the
mastery of potential resources of the English |laggu There is a chapter on the
teaching and learning of vocabulary, one on gramora on discourse and, also, one
on pronunciation.

The ‘Pronunciation’ chapter, written by BarbaradBefer (2001), provides
useful insights into the theory and practice sumthng pronunciation in the realm of
language teaching. Seidlhofer (2001) examines, italbeefly, the place that
pronunciation has occupied in language teaching fite nineteenth century onwards
and arrives at the conclusion that the teachingrofunciation has become a very
complex issue nowadays for a number of reasortbelrole of pronunciation has not
been dealt with adequately in the CLT context andagreed-upon set of strategies
has been developed to teach pronunciation comntivebg and, 2. the
reconceptualisation of the role of English as al@véanguage, a view accompanied

by a broadening of attitudes towards differentveaind non-native accents. “These
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developments have increased the complexity of promation teaching enormously,
and with it the demands made on teachers’ awareaasknowledge in this area”
(Seidlhofer, 2001: 57). Thus, and consistent witdgk’s (2000) and other writers’
outlook, Seidlhofer (2001) proposes that a conatitan of factors such as learners’
needs should determine the contents of the proatioci syllabus in any teaching
situation (2001: 59). She also recommends a nurobesiccessible introductory
textbooks to help teachers acquire an understardipgonetics and phonology (: 60-
61).

Seidlhofer (2001) emphasises that “pronunciation responsible for
intelligibility: whether or not we can convey oueaning” (: 56) and believes that the
great importance of pronunciation for successfumicmnication is now widely
accepted. She explains that pronunciation pedaggogyrrently undergoing “a move
from sound manipulation exercises to communicafetivities” (: 64) and, thus,
outlines a number of communicative tasks for trecfice of pronunciation. She also
believes that the links between pronunciation atigroareas of language use have

been strengthened. The following quote represestsibws:

Another important consideration to bear in minthis relationship and mutual dependency of
pronunciation and other areas of language use argliage learning, in particular listening,
speaking, grammar and spelling. The focus on me#uirpractice advocated by CLT has
encouraged a view of pronunciation that recognisesmbeddedness in discourse and invites
the use of materials and techniques that involaenkrs in contextualised and motivating
activities which are suited to integrated pronuticia work. To mention a few examples,
Bygate (1987), ... and Nunan and Miller (1995) offiar overview of theoretical background
and teaching techniques for the areas of listeamtyspeaking, respectively, and make it easy
to see how these abilities are inextricably boupdvith pronunciation.
Seidlhofer, 2001: 60

The reference to Bygate’'s (1983peakingin order to exemplify the point she is
making is inappropriate. Indeed, Bygate’'s (198peakings an unfortunate example
because, as we have already seen in Section aifh thesis) it contains no material

on pronunciation work. Nevertheless, it will beeirgsting to see if pronunciation
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receives any attention in the ‘Speaking’ chapteat thas been written by Martin
Bygate (2001) and belongs to the same volume ah®ér's (2001) ‘Pronunciation’
chapter.

Bygate’s (2001) ‘Speaking’ chapter explores thacel of speaking in oral
methodology and the conceptual issues involved radl tanguage pedagogy and
reviews relevant research and pedagogical imptinatiPronunciation receives hardly
any explicit attention throughout the chapter; hegre Bygate (2001) states that a key
direction for future development in terms of or@ahduage syllabuses is “to explore
further how fluency, accuracy and complexity canrttegrated, in particular through
the use of different combinations and sequencestfity types” (2001: 19). Bygate
(2001) is, also, concerned with the approach odlsipg from a discourse perspective:
“study into the discourse patterns generated bferéift task type... is an area for
further study” (: 19) and “there is considerablese for exploring the role of routines
in developing discourse skills” (: 19), he states.

On the other hand, pronunciation receives conaider attention in the
‘Listening’ chapter of the same volume. The chaptas been written by Michael
Rost and emphasises that “the role of phonology2nlistening is beginning to
receive attention” (Rost, 2001: 12). For instarRest (2001) cites a number of recent
and relevant studies that demonstrate “the kindgpacific phonological strategies
needed to adjust to an L2” (2001: 13). Rost (20@tpgnises four areas that affect
how listening is integrated into L2 pedagogy; om¢hem is ‘speech processing’. In
his discussion of the ‘speech processing’ areaxXptaims how several factors are
activated in speech perception, for example prasqditterns, and that they all
influence the comprehensibility of input. He idées four components in utterance

recognition: the phonological system, phonotaatles, tone melodies and, the stress
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system and considers the implications for L2 listgrpedagogy. He points out that
“stress is often reported to be the most problematl 2 listening” (Rost, 2001: 10).
Cook’s (2001) Second Language Learning and Language Teaching
intended for language teachers and trainee teaeeérgs main aim is “to tell those
concerned with language teaching about ideas on hewple acquire second
languages coming from second language acquisithA) research and to suggest
how these might benefit language teaching” (Co@12 1). Much of the discussion
in the book “concerns the L2 learning and teacluhgnglish as a foreign language
(EFL), mainly because this is the chief language tlas been investigated in SLA
research” (Cook, 2001: 2). Overall, the book paygreat deal of attention to
grammar; the whole second chapter of the book vetdd to grammar whereas the
third chapter addresses pronunciation and vocapakkvell as writing. Cook (2001)
accounts for the former by stating that grammdithe area most SLA research has
concerned itself with” (: 2). Such a statement pites further evidence, albeit
indirectly, that pronunciation has been a rathglewted area within SLA research. In
his introduction of the third chapter of H&®cond Language Learning and Teaching

book, Cook (2001) writes:

This chapter looks at some components of langugg®runciation, vocabulary and writing
— and presents ideas about the learning of thespaoents that can be related to language
teaching. While the L2 acquisition of grammar ha&er exhaustively studies, these other
components have been covered more patchily andhanaly referred to in most standard
introductions to SLA research. Nor, despite théivious relevance to teaching, has much yet
been done to apply them to actual teaching. Whikget are many useful books on teaching
pronunciation and vocabulary, few of them are lohke SLA research.
Cook, 2001: 46

As part of the ‘Teaching Pronunciation’ sectionhintthis third chapter Cook (2001)
reviews the standard techniques for teaching praatian in the light of past and
current SLA research. He points out that advanes@l|students “are sometimes
helped by looking at phonetic transcripts of spolkerguage or by using transcription

themselves” (Cook, 2001: 55) and, also, “at theenpyactical level a familiarity with
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phonetic script enables students to look up thewproiation of individual words”
(ibid: 55). As far as ‘imitation’ as a pronunciatiteaching technique is concerned, he
recognises that “repetition of words or phraseshessn the mainstay of pronunciation
teaching” (Cook, 2001: 55) but argues that “sheatation is not thought to be a
productive method of language learning” (ibid: 558%. for ‘discrimination of sounds’
exercises, he believes that activities involvingimial pairs of phonemes are useful if
they are treated as “building up the overall pramation system in the students’
minds, not as learning the difference between tiwonpmes” (Cook, 2001: 55-56).
Cook (2001) concludes the ‘pronunciation’ sectigndxploring the ‘teaching and
learning of intonation’ as dealt with in handbodkat focus exclusively on intonation
such adJsing Intonation(1979) by Cook himself.

Marianne Celce-Murcia and Elite Olshtain’s (2000) Discourse and
Context in Language Teachings a guide for language teachers and one of iis ma
themes is how a discourse perspective can enhbadedching of traditional areas of
linguistic knowledge; pronunciation, grammar andcafaulary. The three main
resources of language, phonology, grammar and wiengbare each discussed in a
separate chapter. Even though each language resparéorms its own functions
within the language knowledge framework, they alertap and interact in many
different ways; the interrelationships among largguaesources are explored in a
separate section of the book. The ‘Phonology’ arafiicuses on “the intelligibility
of a speaker’s oral discourse” (Celce-Murcia ansh@lin, 2000: 30) and places great
emphasis on the suprasegmental features of pratiomi “we take the position that
effective oral communication requires control obswdy perhaps as much as (if not
more than) control of the target language’s vowe aonsonant sounds” (ibid: 31).

Celce-Murcia and Olshtain (2000) go on to demotesthew inappropriate prosody
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can lead to instances of miscommunication and destine functions of prosody in
terms of information and conversation managemeamtyinsist that it is the teacher’s
responsibility to help learners develop an intédlig pronunciation in the target
language. The teachers must also ensure that teaare in the position to
comprehend a variety of speakers and dialects: @&y

The ‘Listening’ chapter of the same handbook idekl attention to
phonology, among other areas of language knowldageguse phonology is critical
in signalling information to the listener. The @mt model of listening is an
interactive one which comprises bottom-up and towd listening skills and
phonology plays an important role in both dimensioh the model. Celce-Murcia
and Olshtain (2000) explain how listeners make ateprosodic knowledge —
specifically stress and intonation — in combinatwith top-down processing to
identify main ideas, while they use knowledge ofirsb segments in ways that are
more closely related to bottom-up processing tontifie words or grammatical
inflections and so on (: 107). Consequently, batttdm-up and top-down listening
skills need to integrated and explicitly treatediggogically to improve L2 listening
comprehension (Celce-Murcia and Olshtain, 2000).105

The ‘Speaking’ chapter of the same handbook agpesathe skill of speaking
from a discourse perspective which implies shiftittge focus from linguistic
performance to pragmatics in terms of pedagogyntedual and situational features
of spoken interaction must become an integral paclassroom activities” (Celce-
Murcia and Olshtain, 2000: 178). Even though phogylis addressed briefly in this
chapter, “the ability to use the basic intonationr+tone — patterns of the language”
and the “ability to use proper rhythm and stresthanlanguage and to make proper

pauses” among other linguistic, sociocultural arstalurse competencies are all part
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of discourse knowledge (ibid: 175). Thus, even wlaenliscourse perspective is
adopted to enhance the teaching of speaking a@nligg, phonology still has an
important part to play and should not be overlooked

Tricia Hedge’s (2000)Teaching and Learning in the Language Classroom
is designed to provide a source of reference foh kenguage teachers and teacher
trainers. According to its publishers, it involvesachers in their own professional
development by encouraging them to reflect on thedactice, and aims to develop
insights into issues, problems, and possibiliteEmnglish Language Teaching (ELT)
methodology. It is divided into four parts: ‘A frawork for teaching and learning’,
‘Teaching the language system’, ‘Developing languagills’, and ‘Planning for
learning’. Hedge’s (2000) treatment of pronunciatiat least in terms of the contents
of her book, echoes that of Richards (1998) andr#ti{2002); Part 2 ‘Teaching the
language system’ comprises a chapter on ‘Vocabudeny a chapter on ‘Grammar’.
However, it does not include a chapter on ‘Pronatnmn’. At this point, the reader
may pose the question as to whether or not proatianiis dealt with as part of the
‘Vocabulary’ or ‘Grammar’ chapters. Pronunciatios referred to only in the
‘Vocabulary’ chapter and out of the thirty-four gegthat deal exclusively with the
teaching of vocabulary (Hedge, 2000: 109-143),eghgronly one short paragraph on
pronunciation (ibid: 119).

Nevertheless, pronunciation is dealt with as p&Hrtthe ‘Listening’ and
‘Speaking’ chapters that belong to Part 3 ‘Deveigpilanguage skills’. In the
‘Listening’ chapter, the focus is on the currentdmoof listening which is “an
interactive one in which linguistic information,rdextual clues, and prior knowledge
interact to enable comprehension” (Hedge, 2000).285erms of phonology, Hedge

(2000) urges teachers to bear in mind that in ¢a¢ world English is spoken by first



92

language speakers with a variety of accents alsd, a8y second language speakers
who present an even wider range of phonologicatufea such as stress and
intonation patters (: 238). Also, she draws attentio the fact that the recordings
made for English language learners to be usedsitening tasks often include
exaggerated intonation patterns, carefully arttealapronunciation and Received
Pronunciation (RP) (: 240). She argues that ifteexwish to prepare the learners to
manage real listening situations, they need toldbtlieir confidence in dealing with
authentic speech” (: 238). She proceeds to offggeastions in terms of selecting
listening texts; for example, these can be unsadipispontaneous conversations
between native speakers or non-native speakersordiog to Hedge (2000), it is
important that students become aware of a variétpooents, natural intonation
patterns and natural features of connected speeahgh listening activities.

As part of the ‘Speaking’ chapter of the book, Bed2000) directs sufficient
attention to pronunciation and devotes two secttorthie topic and its relation to L2
speaking. One section is more theoretical; it aersi issues in teaching the
phonological aspects of English such as the chofcpronunciation models. The
other section is more practical and deals with pnormation activities. Hedge (2000)
points out that “one of the first decisions a teackhas to make in teaching
pronunciation is which variety of English to take @ model for production” (: 269)
and proceeds to explains how and why choosing propgate model has become a

very sensitive issue nowadays:

Traditionally, this [the pronunciation model] waaded on the speech of an educated native-
speaker in one of the ‘inner circle’ (Kachru 1986)the long-established English speaking-
countries, such as Britain or the USA. Now the ypietis not so clear. There are political
tensions surrounding the use of terms such asdatdhand ‘native speaker’ as these imply
ownership by the inner circle... Should a Zairearchea choose British or American English?
Both countries supply Zaire with ELT textbooks. @iternatively, should neighbouring
varieties of English in West Africa play a role?dA\to what extent is the teacher limited by
his or her own accent?

Hedge, 2000: 269
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The issue of pronunciation models and the contswsrsurrounding the particular
topic will be discussed in-depth in a separateiceds part of the main thesis (see
Section 2.2 ‘Pronunciation Models & Performancegéts’, Chapter 2). However, |
have included the relevant quote from Hedge’s (2080guage teaching handbook
because she states that these difficulties inioeldd pronunciation models are “one
reason why so many textbooks produced for the natemnal market avoid explicit
reference to phonology and leave it to the teastaiscretion and knowledge of local
needs” (2000: 269). As we have already seen, Heldgs not avoid referring to
pronunciation explicitly. However, she also recoma that teachers take into
consideration students’ needs in selecting theerdrdf the pronunciation element of
a course and discusses the issue in a sectiofothad part of the ‘Speaking’ chapter
(ibid: 270).

According to Hedge (2000), the development of comicative approaches
shifted the emphasis from segmental to supraseginel@ments in the teaching of
pronunciation. However, she believes that a thdlistic approach should include
attention to both and, should, even *“incorporateagl about voice quality and
articulatory setting” (: 269). Furthermore, shecdisses accuracy and fluency and
explains how segmental features of pronunciationbmpractised meaningfully and,
also, how suprasegmental features can become #isgecus in accuracy-based
activities. Overall, she maintains that there asmially ample opportunities to
integrate work on both segmental and suprasegmésdélres into lessons which
focus on speaking. For example, pronunciation carptactised in activities which
prepare for speaking tasks or through follow-upvétets (Hedge, 2000: 286).

Like Scott Thornbury’s (2006A-Z of ELT Sue Wharton and Phil Race’s

(1999)500 Tips for TESOL (Teaching English to Speakers O©ther Languages)
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gives equal emphasis to pronunciation, grammarnagdbulary500 Tips for TESOL
is primarily intended for those at the beginningladir career in TESOL and consists
of practical advice and clear examples of besttm@at¢o help improve the planning,
delivery and assessment of TESOL. However, theoasitbelieve that it will also be
helpful to experienced teachers who wish to move mew areas such as course
design and teacher training. Chapter 3 is the rmaokstantial part of the book and
deals with a range of language activities (Whadad Race, 1999: 1). The chapter
includes a section on ‘Teaching vocabulary’, aieacon ‘Teaching Grammar’ and,
also, one on ‘Teaching Pronunciation’. Wharton &ate (1999) acknowledge that
pronunciation is an important area of languagefasall learners. For example, for
beginners, poor pronunciation can be an obstacketog understood and, for more
advanced learners, inappropriate intonation maynnteat they ‘give the wrong
message’ when they speak (Wharton and Race, 1999THey also note that “the
importance of pronunciation work is being incregbmrecognised in coursebooks”
(ibid: 40). Wharton and Race (1999) recommend eigdronunciation teaching. We
have included below a few of the suggestions thear to assist the teacher in terms

of explicit pronunciation work:

1. Familiarize yourself with the phonemic symbols Emglish, and with a system for
describing some basic intonation patterns.

2. Teach some phonemic symbols; once they know thdskgyou have a very useful
metalanguage available for talking about pronuraiat

3. Work on learners’ perception of target sounds. flutial pair’ exercises can be useful
here.

4. If learners have trouble with a sound, an expliescription of the voice, place and
manner of articulation can be useful. You can ud@agram of the mouth to help you
here.

5. Work on learners’ perception of intonation; Englietonation is very significant for
meaning.

6. Talk to students about different accents and enipddbat there is more than one
acceptable model.

7. Consider which of your learners’ difficulties aresh significant; which are likely to
form a barrier to communication

Adapted from Wharton and Race, 1999: 40-41
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A few of those tips allude to the Reform Movemerat which placed great emphasis
on phonetically trained teachers and learners. WeweNharton and Race (1999)
place great emphasis on intelligibility and embrdwepresence of various accents of
English. In the ‘Teaching listening’ section of teame chapter, they reiterate that

learners must become aware of a variety of accents:

You [the teacher] will probably want to do mostyolr listening work with the accent(s) your
learners are most likely to experience. But ite¢pful to sensitize them to the existence of a
wider range of accents, and to the fact that aramilfar accent is more difficult to
understand.

Wharton and Race, 1999: 43

Teaching in Action (1998)is a collection of short case studies that deschitve
second language teachers respond to problems tioeyieter in their classrooms. It
contains 76 case studies from a wide variety dirget and contexts in different parts
of the world. The book, according to its editorndse used as a source of ideas for
teachers and teacher educators in pre- and ineseteacher education programs
(Richards, 1998). If we look at the table of comtenve will notice that the book is
divided into eleven parts. Very interestingly, wées there is a part entitled ‘Teaching
Vocabulary and Grammar’ which includes four caselists, there is no ‘Teaching
Pronunciation’ part. There is also a ‘Teaching &pe&a part which includes eleven
case studies; only one out of the eleven case estudeals with the issue of
pronunciation. Overall, it is interesting to nokat out of the seventy-six studies in
the book, only one deals with pronunciation and afuhe four hundred pages, only
four deal with pronunciation. The only study thaplkeres the topic of pronunciation
is entitled ‘Teaching English Pronunciation’ an@ thuthor, W. Lang, considers the
issue of providing opportunities for learners to eustheir acquired

pronunciation/speaking skills to interact in meagfih and interesting ways.
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Appendix 1.4 ‘A Review of English Language Teachingronunciation Manuals

& Handbooks’

Further information, quotes and examples for ed¢cheothemes in the main thesis

Theme 1

Knowledge of Phonetics/Phonology & Awareness of ariéty of Techniques for
Teaching Pronunciation

Dalton and Seidlhofer (1994) insist on the need feachers “to have an
understanding of both how sounds are articulatbdr{ptics), and what the significant
sounds are in the relevant languages (phonologyX28) and Pennington (1996)
views a solid knowledge base for phonology as “th@imum requirement for

effective teaching” (: 6).

Theme 2
Phonological Perception & Production
Fitzpatrick’'s (1995) approach to ‘sound work’ alswolves reception tasks being

followed by production tasks. As he puts it:

It may help learners to be able to produce the dewf English if they are first able to
recognise them. This will entail listening interediv and trying to distinguish closely-related
sounds. Also, a certain amount of mechanical dgllinvolving repetition and imitation, may
help learners produce sounds more accurately.

Fitzpatrick, 1995: 11

Gilbert (2005a) directs particular attention to Wwalds’ which she states are initially

learned best through ‘listening’ tasks rather ttlaough ‘repeating aloud’ tasks:

The problem with having students say the wordsdatoo soon is that they are likely to give
themselves a misleading acoustic image. This aicoinsage that they hear themselves saying
is then likely to become fossilized as a fixed habispeaking. For this reason, it is better to
begin vowel study with tasks that give students dpportunity to listen without having to
produce the sounds.

Gilbert, 2005a: 12
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Theme 3

Suprasegmentals versus Segmentals

Here, there are two questions that need to be aedydirst, which level of
pronunciation is more important, and, second, wieekl of pronunciation should be
taught first. As far as the first question is caneel, traditionally, pronunciation
handbooks focused on the segmental level of proatioc and included activities on
the practice of individual sounds (in isolation air word level) or the practice of
words (in isolation or at sentence level) in vepntrolled conditions. Nilsen and
Nilsen’s (1973) Pronunciation Contrasts in Englisland Trim's (1975)English
Pronunciation lllustratedare excellent examples of this approach to thehtegoof
pronunciation. Attention was shifted from the segtaklevel to the suprasegmental
level of pronunciation when the Communicative A@mio to language teaching
began to dominate the scene of language teachirtgeimid-to late 1970s As
Gilbert (1994) put it in the paper she contributedMorley’s (1994) volume on
pronunciation research and pedagogy: “by teachinginlg, rhythm, stress and
intonation, teachers can place pronunciation tegciithin a communicative setting”
(: 47). The mastery of suprasegmental aspectsosfupiciation was given priority as
they were seen as more important for the comprdhétysof the learners’ spoken
language. Brown (1992) acknowledged that “most modeiters... are agreed that
suprasegmental features are, if anything, more itapbthan segmental in terms of
intelligibility and the acquiring of a quasi-natiaecent” (: 11). He went on to quote
Kenworthy (1987) who noted that “in general, theaar of rhythm, word stress, and
sentence stress ahgh priority areas forall learners” (Kenworthy, 1987: 123 cited

in Brown, 1992: 11). According to Celce-Murcia €{E996), Gilbert’s (1993allear

" The reader may wish to consult Celce-Murcia é1896: 10-11) for a discussion of this matter.
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Speechs one of the best-known manuals that follows linis of thinking. Indeed, the
emphasis irClear Speecli1993a; 1993b) is on the ‘musical’ aspects of Esiglihat
is, rhythm, stress and intonation. As Gilbert (U998uts it in her introduction of the

student’s book:

Clear Speech Second Edition, concentrates on rhythm, stress, iatonation because
improvement in these aspects of pronunciation carthé most good in improving both
listening comprehension and clarity of speech. 8euare taught as part of rhythm and
stress... Students believe that they will improveirtipeonunciation if they work hard on
individual sounds. However, improvindgnythm [her emphasis] will do more for clarifying
sounds than any amount of practice on the soundmgélves. That is why rhythm is
introduced early into the unit on sounds. It isoramended that you do not allow the class to
be trapped in an effort to perfect individual sosibéfore moving on. The later units are much
more important for increasing the clarity of youtudents’ speech and listening
comprehension.
Gilbert, 1993b: vi

In the third editions of theClear Speechteacher's manual (2005a) and student
textbook (2005b), Gilbert maintains her positioattthe suprasegmental features of
pronunciation should be given priority but also ogumises the importance of

segmental features of pronunciation:

Clear Speech,Third Edition, concentrates on rhythm, stress, antbnation because
improvement in these aspects of pronunciation carthgé most good in improving both
listening comprehension and clarity of speech.Jiddial speech sounds, however, are also
significant, and are therefore covered throughout.

Gilbert, 2005b: x

Indeed, throughout th€lear Speecheacher’s resource book (2005a) and @hear
Speechstudent’s book (2005b), the reader can see thaitdethe focus on rhythm,
stress and intonation, a great deal of attentiodiriscted to individual sounds. For
example, an important change of the third editibrCtear Speechs that “vowel
quality has been upgraded to high-priority stat{@ilbert, 2005a: x) and, thus, a lot
of ‘vowel work’ activities have been included iretthird edition ofClear Speech

So what is the situation today? Celce-Murcia et(E396) believe that
“pronunciation instruction is moving away from tisegmental/ suprasegmental

debate and toward a more balanced view” (: 10)yBuen up this view as follows:
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This view recognises that both an inability to idigtiish sounds that carry a high functional
load (such as /I/ ifist and /iy/ inleas) and an inability to distinguish suprasegmentatdecs
(such as intonation and stress differences in gesaAnd alternative questions) can have a
negative impact on the oral communication — andligtening comprehension abilities — of
nonnative speakers of English. Today’s pronunamtarriculum thus seeks to identify the
most important aspects of both the segmentals lamduprasegmentals, and integrate them
appropriately in courses that meet the needs ofyargn group of learners.

Celce-Murcia et al, 1996: 10

At this point, I would like to bring to the readerattention that all of the
pronunciation handbooks included in the list otbection of the thesis address both
segmental and suprasegmental features of pronigmciabo, it seems that the
‘balanced view’ as described by Celce-Murcia €18B6) is predominant nowadays.
Moving on to address the question regarding wiésel should be taught
first, Brown (1992) observed that, as far as bookspronunciation teaching and
phonetics are concerned, “typically, consonant\awdel pronunciation is introduced
first, with stress, rhythm and intonation trailimgbehind almost as afterthoughts” (:
11). However, with the emphasis placed on suprasatahfeatures, mainly owing to
the emergence of CLT, writers in the field of EL&vle questioned the traditional
sequence for pronunciation teaching and expres$sedi¢w that teachers should first
start working on suprasegmental features and thr@mreran to segmental features. For

example, Haycraft (1992) wrote:

Many teaching programmes begin by examining theef@md consonant sounds, then going
on to contractions and weak forms, and then, tiemenfiting, to stress and rhythm. To me,
this seems back-to-front, since it is the sentesicess that determines which words are
unstressed and the speaking speed that dictatehgusthey are contracted, the vowel and
consonant sounds changing accordingly. How is theidn learner to know which the
unstressed words are, without establishing thesste first? Psychologically, it also makes
sense to start with sentence stress, as studevesfédmaless difficulty with it than they have
with the sounds. No tears are shed over the cavredf stress. Unlike the sounds, it is
something they can try out at once in a conversathod if they are complimented on their
good English, it will be because of their sensitsentence stress rather than their perfect
sounds.
Haycraft, 1992: 71

The redirection of priorities within pronunciationstruction to a focus on the

importance of suprasegmental features as well asiriportance of segmental
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features has already been noted in this sectionus@ow see if the order in which
pronunciation features are introduced in pronurmamamanuals has changed. My
review of the books included in the list presenitedhis section revealed that the
majority of pronunciation manuals (see Hancock,2®elly, 2000; Hewings and
Goldstein, 1999; Celce-Murcia et al, 1996; Penmngt1996; Fitzpatrick, 1995;
Bowen and Marks, 1992) introduce segmental featiirgts For example, in Kelly’'s
(2000) How to Teach Pronunciatiothe chapters that deal with the segmental and
suprasegmental features of pronunciation appedhanfollowing order: ‘Vowels’,
‘Consonants’, ‘Word and Sentence Stress’, ‘Intamdtiand ‘Other Aspects of
Connected Speech’. The only pronunciation manuat begins with attention to
suprasegmental features of pronunciation and theremon to segmental features of
pronunciation is the one by Dalton & Seidlhofer4a¥. It is interesting to note that
the section of Dalton & Seidlhofer's book that deakith the pedagogy of
pronunciation teaching begins with a sub-sectiotitted ‘Focus on Intonation’
followed by a ‘Focus on Stress’ sub-section, a tFoon connected speech’ sub-
section and, finally, ends with a ‘Focus on Soursigh-section. As for Gilbert's
(2005) Clear Speechthe order in which segmental and suprasegmeagiifes are
introduced is not clear as, for example, she begitts attention to vowels, moves on

to word stress and intonation and ends with consisna

Theme 4

Traditional versus Modern Activities

Pennington (1996) discusses how various activitesild be placed under
‘communicative’ language practice even though thamay not all represent

communication in any true sense of the word. Sipa@ms:

8 See ‘Section Two: Demonstration’ Rronunciationby Dalton & Seidlhofer (1994).
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Meaningful practice signifies language activitiebieh require knowing the meaning of the
items in order to complete the activity. “Meaninfin this sense does not necessarily imply
“realistic” or “communicative”. For example, a méagful pronunciation activity might
require a student to decide whether one out ofrénmail pair of words has been used correctly
in a sentence. While practice of this sort involmesaning, and is in that respect an advance
on repetitive mechanical practice, it does notespnt communication in any true sense of the
word.

Pennington, 1996: 227

As far as ‘traditional’ pronunciation exercises aoacerned, they have not ceased to
exist in pronunciation manuals. Hewings (2006) ¢athes his paper on the

developments in pronunciation teaching materialsesil987 by stating that:

It has not been my intention here to suggest tiektis no place in pronunciation teaching for
‘context-free’ activities, such as work on isolatathimal pairs. It is clearly important to give
students the opportunity to articulate problematid unfamiliar sounds, and at times it is
probably most effective to do this without the pbkesdistraction of context. However, my
view, as | hope has become clear in this papéehaisefforts should be made to contextualise
work on pronunciation in order (to paraphrase Gélcecia) to make practice as authentic as
possible, to motivate, and to facilitate the trensfrom classroom practice to natural
communication.
Hewings, 2006: 9

Celce-Murcia et al (1996) also believe that “thisreoom for both types of practice in
the communicative classroom as students move ftamtsared to free production” (:
36). A similar position is taken by Hewings and @kin (1999); they write the
following in their introduction to thePronunciation Plus — Practice Through

Interactionteacher’s manual:

A traditional approach to teaching pronunciationesisa three-step procedure:

discriminate+repeat+correct. So, for example, sitsl@re asked to discriminate between
target sounds and then to repeat words or phraaesantain these sounds, with the teacher
correcting where necessarpronunciation Plusincludes these tasks, but also varies the
approach and tries to move on quickly to more comipative practice. Students are asked to
predict, identify, sort, match, discover rules, awthange information. The activities are

intended to help students become more aware of tvem English pronunciation and the

pronunciation of native English speaker, to analgeenunciation, and to produce various

features of pronunciation in relevant contexts.

Hewings and Goldstein, 1999: vii

Pennington (1996), as part of her ‘teaching idéasvarious aspects of pronunciation
as presented iRhonology in English Language Teachirigst proposes the use of

traditional tasks such as ‘repetition’ and ‘disanation’ practice for minimal pairs
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and then moves on to the use of communicative iiegv Pennington (1996) defends
the utility of communicative activities for the ptece of pronunciation as follows:

Like other forms of active, productive behaviourpqunciation can be expected to improve
through practice, in particular, through the kirefspair and group activities that are at the
heart of modern, communicative and learner-centareithodology for language teaching.

Pennington, 1996: 219

Theme 5

IPA Symbols

Kelly’s (2000) position is made clear in the follog quotation taken from hidow

to Teach Pronunciatiohandbook:

Teachers should therefore get into the regular thabi using phonemic symbols in
combination with a written record of the languaggnly practised, and make a point of
drawing students’ attention to the most importapélling/ sound relationships. Regular
dictionary work is also encouraged, and studentsilshbe enabled to use a good dictionary
which used phonemic symbols. Teachers can do wodkaiss to help students become more
familiar with the dictionary, and to gain confidenin working out pronunciations from
phonemic script.

Kelly, 2000: 126

The advantages of using a phonemic alphabet asok fto the teaching of

pronunciation (and not only) are outlined by martieo authors of ELT PRON
handbooks as demonstrated below:

A [phonemic] chart can function as a ‘pronunciatsyflabus’ for the learners. It provides a
visual representation of the sounds of English eawd thus help them, with the aid of the
teacher, to recognise which sounds they can alrpamyuce well and, more importantly, to
determine which sounds they need to work on. A& suphonemic chart is a valuable tool
because it can help to provide the learner witinigef goal — the 7 sounds they particularly
need to work on, for example.

Using a phonemic chart presupposes a need on thefdaoth teachers and learners
to learn phonemic script. The advantages of domare that phonemic script provides a
convenient (and quick) reference point. It is aleach more concise than the countless
spelling combinations that can represent the soahdsnglish. It is also a good deal more
systematic and accurate than take the learnerdianddngue as the model for the sounds of
English.

Bowen and Marks, 1992: 5

...phonemic transcription can be indispensable aganmof separating students’ perceptions
of English sounds from their orthographic represgons... the ability to read phonemic
transcriptions will enable the students to compnehthe elements of pronunciation visually
as well as aurally. Moreover, students will be dretequipped to check pronunciation
autonomously in their dictionaries.
It is our experience that a separate phonemic bkthia a useful tool not only for

teaching pronunciation but for creating some pshadioal distance between the sound
system and the writing system. Such a separatitps ith in teaching pronunciation and in
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presenting the correspondences between the Engtiihg system and the English sound
system. It is also useful for presenting some efabnventions of English spelling, which has
many rules that are based in part on sounds.

Celce-Murcia, 1996: 40, 270

... a knowledge of transcriptioran [his emphasis] can give learners a considerablesunea
of independence when confronted with new words bemwthey have doubts about how to
pronounce a word they already know, since theyamarsult a dictionary and see how words
are pronounced.

Fitzpatrick, 1995: 9

Theme 6

Phonological Rules of English

Celce-Murcia et al (1996) devote a whole chaptetherrelationship between English
phonology and orthography and address the neeétrglish language teachers to
teach their learners “(1) how to predict the praration of a word given its spelling
and (2) how to come up with a plausible spellingdavord given its pronunciation”
(: 269). In the same chapter they present someuwsaful spelling to sound rules. Of
course, there are different ways through which estitgl may be introduced to
phonological rules. For example, Kelly (2000) ndtest as far as the pronunciation of
regular past tense endings is concerned, even hhthey wordswalked, livedand
startedall have—edat the end, they all have different pronunciati¢tfs /d/ and /1d/
respectively). He goes on to suggest that leasterald learn the rules governing this
phenomenon througbxplicit instruction(Kelly, 2000: 23). Interestingly, Pennington
(1996) also refers to the phonological rule feed endings but recommends an
activity that will help learnersigure outthe phonological rules that determine the
pronunciation of the past tense ending (. 72-748widgs and Goldstein (1999)
explicitly present some rules that connect soumds spellings in English but, also,
describe tasks through which students are askegrddict, identify and discover
phonological rules for themselves. Fitzpatrick @Pfakes the position that whether

or not to present students with definite rules wépend on the specific requirements
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of each learning situation. Nevertheless, he besigtat exposure to spelling patterns
in English in a systematic way will help learnerslarstand the relationship between
spelling and pronunciation and thereby give themmenzonfidence when confronting
new words. He goes on to propose a number of gteatéhat the teachers can use to
achieve this; for example, ‘pattern spotting’ maydufficient to reveal a simple rule,
such as the internal or ending modifiers. For thtadents can simply be presented
with a group of words that contrast two patternd asked how the different spellings
affect the words’ pronunciatiogap — cape, scent — scene, win — wine, hop — hugpe,
— use.As a follow up, students can list as many exampleghey can think of,
although the teacher needs to be prepared for lpesskceptions to the pattern

(Fitzpatrick, 1995: 31). He concludes by writingith

In general... spelling and sound work need not meaming endless complicated spelling
rules. Exposing learners to carefully presentetepat, and involving them in discovering and
working with them in an enjoyable and meaningfulyweiill help them to internalise the
patterns with little effort.

Fitzpatrick, 1995: 33

In addition to spelling to sound rules, the catggoir phonological rules may also
expand to include other rules such as stress pkenles; for example, Celce-

Murcia et al (1996) argue for the explicit teachafgvord stress rules, as follows:

...stress placement in English words is for the npzst a rule-governed phenomenon and
explicit teaching of word stress patterns shoulé@ Ipart of the ESL pronunciation curriculum.

When addressing this in the classroom, it is theher’s task to minimize students’ frustration

and to clarify the systematicity of stress placehierwords... because of the complexity of

word stress rules in general, we encourage teadbersinforce classroom explanation of

specific word stress rules with both in-class amnd-af-class opportunities for students to

make predictions about stress placement and apgiynaw rules they have been exposed to
in class.

Celce-Murcia et al (1996: 143, 144)

Celce-Murcia et al (1996) go on to present guigsirand activities concerning

sentence stress as well as rules governing comthegieech features. Dalton and
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Seidlhofer (1994: 99 — 105) present a collectioradtivities that aim at developing

learners’ prediction skills for word-stress in Esgl

Theme 7

Exposure to Authentic Spoken English

Dalton and Seidlhofer (1994), for example, recomangetting the learners to listen
to extracts from radio news broadcasts and askiagtto focus on those instances/
phrases where ‘elisiohnhappens; according to the recommended task, lsamest
pay attention to how the ends of the words are quooed and how one word is
joined to the next in the particular phrases befbey are asked to say those phrases
themselve¥. Other authors of ELT PRON handbooks also recegtfis importance

of exposing learners to authentic spoken Engligh fevertheless, direct attention to
the problems often associated with this approactprtmunciation teaching and

practice; as Kelly (2000) puts it:

While authentic materials (i.e. printed, broadcasttaped material not produced with the
classroom in mind) are valuable, it is impractiwalteachers to use such material all the time,
as one not only has to find suitable materials abat design tasks to go with them.

Kelly, 2000: 21

Theme 8

The Language Laboratory & Computer Technology

Celce-Murcia et al (1996) recommend the followirantrolled practice technique,
known as ‘mirroring’ or ‘shadowing’, provided tha language laboratory is

available:

° Roach (2000) defines elision as follows: “The natof elision may be stated quite simply: under
certain circumstances sounds disappear; one mighess this in more technical language by saying
that in certain circumstances a phoneme may bisedahs zero, or have zero realisation or be dklete
As with assimilation, elision is typical of rapicisual speech.” (: 142)

9 This ‘elision’ exercise is taken from Swan and Wa(1987: 53) and reproduced in Dalton and
Seidlhofer (1994: 122).



106

To begin, learners read over the written text afpaech sample — be it a conversation or
monologue — several times making sure that theyerstand it well. Then learners listen to
the tape several times while reading along silenthtil their eyes follow the text in
coordination with the speaker. Using a two-tragietaystem, learners record their voice while
reading along with the speaker trying to maintdie tsame speed, rhythm, stress, and
intonation. Finally, learners can play back the siraultaneous recordings and compare them.
Celce-Murcia et al, 1996: 199

Bowen and Marks (1992) suggest that prior to ‘regdaloud’ tasks the teacher
records his or her reading of a text so that tlaenkers are provided with a constant
and consistent model and, also, so that the leaggar listen to it in their own time in

a language laboratory.

Theme 10
‘Production’ Activities (imitation, reading aloud¢horal & individual responses)
For Kelly (2000), drilling is “one of the main wayis which pronunciation is
practised in the classroom” (: 16) and “being atoledrill properly is a basic and
fundamental language teaching skill” (: 16). Henpoout that even though drilling
has its roots in behaviourist psychological themng the ‘audio-lingual’ approach to
language teaching, it “has stayed with us as d t@ied tested classroom technique”
(16) because it helps learners achieve better pmation of new language items.
Nevertheless, he recognises that “successful tewetduring drilling will not
necessarily lead to continued accurate productioing other practice activities, or
outside the classroom” (Kelly, 2000: 75)

Gilbert (2000a) includes many activities that reguhe teacher reading the
sentences in the ‘Music of English’ boxes sevenaé$ at a near-native, normal speed
(or, alternatively, getting the students to listenthe tape) and then directing the

students, as a class, to say the sentences altmtgheiteacher.



107

(Kelly on ‘reading aloud’ techniques). The teachkould encourage learners
to pay attention to the way in which stress andnation affect the message of
whatever is being read out and, also, the learsamild pay attention to how
variations in stress can change the meaning ofamites (for more information, see

Kelly, 2000: 81, for more information).
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Section 2.1 ‘Pronunciation Status & Role’

Appendix 2.1

The studies

Willing (1988)

In a major study of the learning styles of adultLEStudents, Willing (1988)
investigated the learning preferences of 517 learm@ Australia. Willing (1988)
justifies this research by stating that “followingguests from many teachers, and in
accordance with a recommendation of the advisooyt...it was decided to carry
out a major empirical survey relating to the leaghmodes preferred by the current
AMES" clientele” (: 99) and introduces it by writing tHawas “the first attempt to
discover the learning-modality preferences of th&ES clientele population
generally” (: 99). The survey was a large scalgeatovhich adopted a questionnaire
format and its principal aim was “to collect, in anprejudiced way, a large amount
of information in several areas of possible leagmmode preference” (Willing, 1988:
101). It was assumed that the learners would betabéxpress individual preferences
in the following six areas: 1) different sorts ¢tdissroom activities, 2) different modes
of teacher behaviour, 3) different ways of beingugpred for learning activities, 4)
different aspects of language which need emphé&3$igiifferent sensory-modality
preferences, 6) different modes of learning on ®@&/n outside class (Willing, 1988:
101). The final questionnaire consisted of 30 iteand, in terms of the interests of

this thesis, three of them were concerned with Wiaispect of language the learners

M please see ‘Outcomes of the Advisory Group Detisiaking meeting’ (: 34) of the ‘Learning
Styles in Adult Migrant Education’ edited by Dawitinan (1988).
12 AMES = Adult Migrant Education Service.



109

see as the most in need of emphasis. These tleras @ppeared in the questionnaire

as follows:
| like to study grammar no alittle good best
| like to learn new words no alittle good best
| like to practise the sounds and pronunciation no alittle good best

Willing, 1988: 106-107

The remaining 27 items related to class activitieacher behaviour, learning group,
sensory-modality options and ‘outside class atisit
Overall, 517 learners completed the questionndife data obtained were

analysed as follows:

For each of the learning-preference questions {1-80general result was calculated by
assigning the value 1 to the response ‘No’, 2 fotittle’, 3 for ‘Good’, and 4 for ‘Best’. An
average level of ‘preference’ on each question wen calculated, based on all 517
respondents.

Willing, 1988: 112

It must be noted that the study did not just fooansthe overall average rating for
each of the ‘learning-preference’ questions bub agamined any departures from
this averaged based on the different charactesisfithe respondents; the respondents
were divided into groups according to the followingriables —ethnic group, -age
group, -sex, -level of previous education, -lengthresidence in Australia, -level of
proficiency in English, -program of study. Out bgtthirty ethnic groups represented
in the survey, “only five (Viethamese, ethnic Cldage Arabic speakers, South
Americans, and Polish/ Czech speakers) were largagh to permit analysis having
statistical validity” (Willing, 1988: 109-110).

It is striking that the ‘pronunciation’ item of éhquestionnaire (‘I like to
practise the sounds and pronunciation’) was noy cated more highly compared to
the ‘vocabulary’ and ‘grammar’ items but had thghwst rating ofll questionnaire
items (see Willing, 1988: 116-117). More specifigalthe ‘pronunciation’ item

“received an overall score of 3.54 and 62% of alrhers marked this as ‘best™
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(Willing, 1988: 116). Willing (1988) discusses tHiading and the implications of

such findings as follows:

In the case of questions rated extremely high,aesgs may be indicating a perception of
inadequately met needs (rather than simple perspreferences’). There is little doubt, for
instance, that ‘sounds and pronunciation’ cong#dn area of serious concern to learners at
present, in AMES. Learners quite uniformly ratet$ flearning need very highly, to such an
extent that it had the highest average of all itemgshe survey. There is certainly a prima
facie case, following the survey data, for AMESr¢eexamine its emphases and methods of
dealing with pronunciation, rhythm, stress and mation. (It is true that the survey consulted
particularly large numbers of Southeast Asians@néArrival clients, both of which are often
said to want, or need, special emphasis on proatiooi However, cross-tabulation did not
show either of those two groups as significantlghler than the general average for this
question.)

Willing, 1988: 113

The ‘vocabulary’ item (‘I like to learn many new vas’) received a score of 3.38 and

47% of learners rated it as ‘best’. Willing (19&B3cusses this finding as follows:

The relative low priority assigned to vocabularywelepment stems from the audio-lingual

period , when the internalization of sentence pasgtevas everything, and it was though that
vocabulary would develop of its own accord. The Istatus of vocabulary has not been
widely re-examined, even though the need for ansideration is increasingly apparent.
Where the ultimate objective is successful intéoactith the English-speaking community,

vocabulary development soon becomes of crucial itapoe. This was clearly perceived by
respondents to the survey, who gave Q19 (I likdern many new words’) a very high

rating. This need opens on to uncharted territepcabulary development has been quite
neglected, and appropriate and effective new metlbgies have not been adequately
addressed. The survey result on this question ateli¢ that in the AMES context this is a
subject worthy of attention.

Willing, 1988: 120

The ‘grammar’ item (‘I like to study grammar’) reeced a score of 3.10 and only
39% of learners rated this as ‘bé&&t“grammar as such was not, in fact, of highest
concern to the majority of learners” (Willing, 198B18) and, “overall, not quite as
popular as is commonly believed” (Willing, 1988:9)2Nevertheless, Willing (1988)
points out that this result must be interpretednwatwution; “learners do seem to
favour an ‘organised’ or clearly structured seqeeimctheir learning” (: 129) but “are

less enthusiastic about ‘formal grammar’, in gehe(doid: 129).

13 Arabic speakers were a very noticeable excep@bfb ranked this as ‘best’ (Willing, 1988: 129).
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Peacock (1999)

The questionnaire employed by Peacock (1999) wgmally prepared by Horwitz
(1985) who used it on her foreign language teadhsning course in order to
guestion her trainees’ beliefs about language legrhis questionnaire is known as
the BALLI (‘Beliefs about Language Learning Inventpand since its publication,
“the BALLI has been used in at least 13 publishediss and doctoral dissertatidhs
with a variety of teacher and student populatiqiirwitz, 1999: 558). As the reader
can imagine, this questionnaire explores learrtaebéfs on a wide range of different
issues; for example, it asks learners to considerrole of translation in language
learning and whether or not factors such as beiggild rather than an adult (or a

woman rather than a man) affect language learning.

Fraser’s (2000)

The following two observations led Fraser (2000gtobark on a large-scale project
in order to review the situation of pronunciati@aching across a wide range of
contexts in Australia and to recommend a coordthateategy for improving the
situation: 1. “many learners of English as a sedanguage have major difficulties
with English pronunciation, often even after yeast English lessons, with
concomitant major disadvantages in all areas ef hbtably in employment” (Fraser,
2000: 1) and 2. “many English language teacher® ma&jor problems in teaching

pronunciation” (ibid: 1). Fraser (2000) outlineg ttoncerns of her report as follows:

The primary concern of this study is the situatiddmon-native speakers of English who have
come to live in Australia as adults and have ditfiz learning to speak English in a way that
makes them easily intelligible to native speak&hss is a serious problem for many people...
The second concern is the difficulties faced byheas of English as a second language in
providing effective help with pronunciation for tears...

141t must be noted that a number of these studisali focus on learners and/ or teachers of English
but on learners and/ or teachers of other langudem example, Kern (1995) used the BALLI with
students of French as a second language at thekditivof Berkeley in the U.S.A.
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The third major concern of this report is the susal and systemic difficulties that prevent
learners with needs in the area of English proratimai being matched with teachers who
have the ability and opportunity to provide help thoem.

Fraser, 2000: 7-8

Another example concerns the overseas universiigests enrolled on TESOL

courses. Fraser (2000) describes the situatioollasve:

Of the university students, a special but very ingrat group in the present context is the
group of overseas students studying to be Engéiabhers when they return to their home
countries. As we see below, TESOL courses varpeneixtent to which they provide training
in how to teach pronunciation. However, for NNS THSstudents, the need to acquire
intelligible pronunciation to model to their progtige students is at least as great as their
need to learn effective techniques of teaching pnoration.

The reality is that there is little opportunitythin the course to work on their own
pronunciation. Lecturers are compromised by lackimf within the curriculum, size and
diversity of classes, disinclination to insult stats by too much reference to their own poor
pronunciation — and a need to maintain a stea@gpstrof these lucrative overseas students.”

Fraser, 2000: 18

Sobkowiak (2002)

75% of the respondents said they wished they hak mppmnunciation practice in

their teaching institutions (university or teacheining college). Waniek-Klimczak

and Klimczak (2005) refer to Sobkowiak’s (2002)dstiand point out that this result
may be interpreted in a number of ways: “as a poiahe need for pronunciation
practice, or — as Sobkowiak (2002) comments — #@s#rel to rely on in-class practice
more than the individual drilling at home” (Wani&kimczak and Klimczak, 2005:

231). They also provide a further interpretatiortho$ result: “it may also suggest that
pronunciation practice is seen as a means of aogighe communicative/fluency

goals rather than native-like accent” (Waniek-Klzak and Klimczak, 2005: 232).

Waniek-Klimczak and Klimczak (2005)

In terms of students’ attitudes towards the sKibpeaking the following emerged:

Let us first consider the respondents’ attitude aals speaking as a skill. Assessing its
relative difficulty, both groups of students rapeaking as the most difficult one within four
basic skills (2. 76 in ES and 2.45 in the E & Sugr@mn a difficulty scale form 1 to 4, g. 3
[with 1= the easiest and 4= the most difficult])ighl ratings for difficulty correspond to
choice of speaking as the most important of théissfar the future use of English in both
groups (80% in ES and 88% in E & S groups give kipgethe highest rating in g. 5). Having
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found speaking both important and difficult, wethar asked which aspects of speaking
students find most important from the perspectiveoonmunicative context (q. 19).
Waniek-Klimczak and Klimczak, 2005: 240

Kanellou (2001)

It emerged that 70% of teachers regarded grammavegns importantand the
remaining 30% asnportant.On the other hand, only 35% of learners regarded it
very importantand 62% asmportant (interestingly 3% of learners thought that
grammar wasiot importantwhereas no teacher thought so). As far as vocgbida
concerned, “the majority of both teachers and sitgd€79.6% and 87% respectively)
rate it asvery important (Kanellou, 2001: 29). As for pronunciation (Séanellou,
2001: 30), 78.3% of learners rated pronunciatiorvexy important(and 21.7% as
importan) whereas only 26.9% of teachers rated it @srg important{73.1% rated it

asimportany.
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Section 2.2 ‘Pronunciation Models & Targets’

Appendix 2.2

The ‘intelligibility’ concept

Rajadurai (2007) embarks on a survey of past reBean the intelligibility of L2
speech and arrives at the following conclusionségechers have employed various
definitions of intelligibility, accompanied by a wle array of methods devised to
measure it” (: 88). Let us see why and how progdirdefinition for ‘intelligibility’ is

a rather complicated matter.

Smith and Nelson (1985) note that the terms iigieility’ and
‘comprehensibility’ are often used interchangeablythe relevant literature and
suggest restricting the term ‘intelligibility’ to avd and utterance recognition and
using the term ‘comprehensibility’ to refer to waadd utterance meaning. They, also,
introduce the term ‘interpretability’ to refer tdve perception of the speakers’
intentions (see Field, 2005: 400 and Rajadurai,7289). Smith (1992) views these
three categories in terms of degrees of undersignadin a continuum with
‘intelligibility’ being the lowest degree of undéamding and ‘interpretability’ the
highest. Munro and Derwing (1995) state that “imyvgeneral terms, intelligibility
may be defined as the extent to which a speakegssage is understood by a
listener” (cited in Rajadurai, 2007: 88) and adapiear distinction between the terms
‘intelligibility’ and ‘comprehensibility’ just like Smith and Nelson (1985) did.
However, they define ‘comprehensibility’ as judgenseof how easy or difficult it is
for a listener to understand a particular utterandeinro and Derwing (1995)

recognise that the reactions of a listener to dedespeech are complex and may be
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understood at different levels. Overall, they foousthree aspects of foreign accented

speech, intelligibility being one of them, as folla

(a) the extent to which the speaker’s intendedrautize is actually understood by a listener
(intelligibility), (b) the listener’'s perception ahe degree of difficulty encountered when
trying to understand an utterance (comprehengihilénd (c) how much an L2 accent differs
from the variety of English commonly spoken in deanmunity (accentedness).

Munro and Derwing, 1995 cited in Munro and Dieigy 2005: 385

Jenkins (2000) accepts Smith and Nelson’s (1985Sjniiens of the terms
‘intelligibility’, ‘comprehensibility’ and ‘interpetability’ but rejects Smith’s (1992)
suggestion that ‘comprehensibility’ and ‘interptatdy’ are more important than
‘intelligibility’. For Jenkins (2000) ‘intelligibiity’ is the most important level of
meaning because it is a prerequisite of successiuimunication among learners of

English. The following quotation serves to outlhmex views:

Like Smith and Nelson, | believe that it is impaoittao standardize the use of the term
‘intelligibility’, and | have no problem with theirestriction of its use to word and utterance
recognition. My own use of the term ‘intelligibifitis thus, unashamedly, that of Smith and
Nelson (1985), but it is approached more in thetspi writers such as Bansal and Ufomata.
It concerns the production and recognition of therfal properties of words and utterances
and, in particular, the ability to produce and reeghonological form, but regards the latter
as a prerequisite (though not a guarantee) of Wdcess at the locutionary and illocutionary
level.
Jenkins, 2000: 77-78

On the other hand, McKay (2002) decides to usedhma ‘intelligibility’ in its very

general sense:

This [what is meant by intelligibility] is a complenatter, involving what some linguists refer
to as ‘intelligibility’ (recognizing an expressigrjomprehensibilityknowing the meaning of
an expression), anthterpretability (knowing what the expression signifies in a paftc
sociocultural context). For example, if a listemecognizes that the worghlt is an English
word rather than a Spanish word, English is thealligible to him or her. If the listener in
addition knows the meaning of the word, it is coetfgnsible, and if he or she understands
that the phrase ‘Do you have any salt?’ is interaed request for salt, then he or she is said
to be able to interpret the language. Whereas thezeimportant distinctions to make in
discussing the issue of intelligibility, often ttexm is used to cover all three types of meaning
given above, and for the most part we will use wwoed in this more general sense in the
discussion that follows.

McKay, 2002: 52
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Rajadurai (2007) critically evaluates the literatavailable on the intelligibility of L2

speech, draws the reader’s attention to certaideaacies in the conceptual and

empirical treatment of intelligibility in much pasesearch and offers a new,

reconceptualised, context-sensitive view as foltows

First, any investigation of intelligibility shoulde firmly embedded in the sociocultural and
interactional context. Intelligibility, | would aug, is a dynamic notion- a negotiated process,
rather than a purely fixed product. Second, it Woaphpear that intelligibility is affected by
listener factors like familiarity and attitudinabsables. There is substantial evidence that
familiarity with a particular speaker and with \&tiés of English has a facilitating effect on
intelligibility, as does a positive, supportiveititie, whereas a negative attitude works as a
barrier that impedes intelligibility. Third, intering with different people, and particularly
with people of different language and cultural lgrokinds, requires mutual responsibility and
active accommodation. Fourth, given the poorly i construct of the “native speaker”
(Rampton, 1990; Davies, 1991; McKay, 2002), theidigi of employing native speaker
norms as the basis for research into L2 uses ofisbngiust be questioned.

Rajadurai, 2007: 95

Gimson’s position on pronunciation models and terge

A brief sketch of Gimson’s professional life andrwaes provided by Kaltenboeck

(2002), as follows:

In English pronunciation teaching few names canpetain authority and influence with that
of A.C. Gimson. As Professor of Phonetics at UrsitgrCollege London from 1966 to 1983,
he was well-known throughout the world for his weidn English pronunciation, especially
his Introduction to the Pronunciation of EngligtPE), and his editorship of the 1&nd 14'
editions of theEnglish Pronouncing Dictionar{EPD).

Unlike some other phoneticians, Gimson showed ateom interest in the teaching
of English pronunciation, which is present in ai research work. His main area of research,
the description and changing nature of ReceivedRrdation (RP), is thus largely motivated
by pedagogic concerns, since ‘it would clearly bswaid to teach a pronunciation regarded by
native speakers as old-fashioned or even comichf@n, 1981: 255)

Kaltenboeck, 2002: 431

Here, | would like to present Gimson'’s definitioh ‘Beceived Pronunciation’ (RP)

followed by his definition of ‘General American’ &3.

Often called RECEIVED PRONUNCIATION (RP), the tesmggesting that it is the result of
social judgement rather than that of an officiatiden as to what is ‘correct’ or ‘wrong’, it
became more widely known and accepted through dverd of radio and television. The
BBC used to recommend this form of pronunciationif® announcers mainly because it was
they type which was most widely understood and tiggcited less prejudice of a regional
kind. Indeed, early attempts to use announcers hdmb a mild regional accent used to
provoke protests even from the region where themtcwas used. Thus, RP often became
identified in the public mind with ‘BBC English’,ub over the last 20 years, both the BBC and
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other national radio and TV channels have beeneasingly tolerant of the accent of
broadcasters. Nevertheless, in their choice of reagers, the national TV and radio channels
still use predominantly RP speakers, even though thay be speaker of a type of ‘Regional
RP’.

Cruttenden, 2001: 78-79

The traditional (although not undisputed) divisiohthe United States for pronunciation
purposes is into Eastern (including New Englandd atew York City,...), Southern

(stretching from Virginia to Texas and to all pasinsouthwards), and General (all the
remaining area). General American (GA) can thusrdgarded as that form of American
which does not have marked regional characterigtingl is in this way comparable to RP)
and is sometimes referred to as ‘Network Englighst( as RP, not entirely justifiably

nowadays, is sometimes referred to as ‘BBC English’

Cruttenden, 2001: 85

If a learner attempts to approximate to RP or sother native standard, his or her
achievement may lie somewhere between two extremes:

The lowest requirement can be described as one dNIWAL GENERAL
INTELLIGIBILITY, i.e. one which possesses a setdiftinctive elements which correspond
in some measure to the inventory of the RP phonesystem and which is capable of
conveying a message efficiently from a native Esiglistener’'s standpoint, given that the
context of the message is known and that the ksthas had time to ‘tune in’ to the speaker’s
pronunciation. At the other extreme, the learney rba said to achieve a performance of
HIGH ACCEPTABILITY, i.e. a form of speech which timative listener may not identify as
non-native, which conveys information as readilywasild a native’'s and which arrives at this
result through precision in the phonetic realisatid phonemes and by confident handling of
accentual and intonational patterns.

Cruttenden, 2001: 298-299

In addition to these two levels of competence mnpnciation, Gimson acknowledges
the existence of “one further and separate categbgompetence in pronunciation
which seeks neither to imitate a natural modeltadtave any international validity”
(Cruttenden, 2001: 299). Gimson refers to this llee# pronunciation as
RESTRICTED INTELLIGIBILITY and defines it as follosv

There are people who use English as a lingua fraitbén their own country because none of
the indigenous languages that their country hascteptable as a national language. Such
types of English of RESTRICTED INTELLIGIBILITY maygonform in many features of
lexis and grammar to the native language of Britaidmerica and thus in their form pose no
great problems of international intelligibility. Bun the spoken form of transmission,
interference from indigenous languages may eréatraidable barrier for listeners from other
areas where English is spoken. If the interferaacich that no attempt is made to do other
than use the sound system and prosody of the indigelanguage, however effective this
may be within the country concerned, communicatidth native English speakers and with
speakers from other countries may break down cdelglevithout resource to written
communication.

Cruttenden, 2001: 299-300
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It is clear from the quotation above that Gimsorceres this level of competence in
pronunciation to pose a great threat to internationtelligibility. Thus, it makes
sense for Gimson to caution against using ‘resiliabtelligibility’ as a pronunciation
performance target: “this rudimentary form of proomation is not, however, to be
regarded as a teaching target, but rather as anmmilevel of achievement consistent

with some degree of intelligibility” (Cruttenden)@1: 313).

Jenkins’s Linqua Franca Core and other phonologicads

The LFC has not been the only attempt to providehers and learners of English as
an international language with a core of essermrahunciation features; Jenkins
herself recognizes the contribution of other pharats and applied linguists in this
respect. Interestingly, Gimson himself can be ¢teedwith the earliest attempt of
simplifying the RP phonemic inventory in order t@eh the needs of those speakers
who need to use English as a lingua franca ontyéir work ‘as a technical aid to
communication’, who ‘deal with mainly predictablencepts in a restricted situation
(such as in air traffic control) and can thus ‘bepected to operate with more
rudimentary forms of English syntax, lexis and pnociation than exist in any natural
model’ (Gimson, 1978: 47 cited in Jenkins, 20009)125imson’s ‘Rudimentary
International Pronunciation’ (RIP) of English issdebed in his (1978) paper entitled
‘Towards an international pronunciation of Englisiimson’s RIP meets three
prerequisites, which according to Gimson (1978)\ag/ important and should be

met by any model of this kind:

1. the model should be as easy to learn as any naa@él, and, if possible, easier;
2. it should be readily intelligible to most nativeesgxers of English;
3. the learner of such a model should thereby possdssse for understanding the major
natural varieties of English.
Gimson, 1978 cited in Jenkins, 2000: 130
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As Jenkins (2000) points out, “Gimson clearly HdS-NNS’ rather than ‘NNS-NNS’
communication in mind.” (: 130). Indeed, one of thrdamental differences between
Gimson’s RIP and Jenkins’'s LFC lies in the fact tBamson (1978) sees the native-
speaker as being central in his approach to proauoc for EIL (“a reduced
framework of this kind is likely to provide a hidkvel of intelligibility amongst
native listeners and foreign learners who have iseduhe system” (Gimson, 1978:
51 cited in Jenkins, 2000: 130) whereas for Jenk#®0), the native-speaker is
rather redundant since “interaction is more likedytake place between two non-
native speakers of English than between a natideram-native speaker” (Jenkins,
2000: 201).

Another phonetician who has attempted to estaldigthonological core is
Bryan Jenner. Before referring to Jenner’s contrdouin this respect, it is interesting
to note that Jenner has concerned himself with vedysiproving English language
learners’ pronunciation to such an extent that staamers may actually achieve and
many more will approach a ‘native-like’ performander example, in his (1987)
paper entitled ‘Articulation and Phonation in NoatNe English: The Example of
Dutch-English’, Jenner proposes ways in which argliEh language learner’s
pronunciation may be brought closer to that of veatipeakers of Standard British
English. And, in his (1988) paper entitled ‘Eduoatl Phonetics’, Jenner explains
that in order to achieve this level of performamcéarner needs to master all the
separate components of pronunciation (the vowel emwlsonant repertoire, the
system of strong, weak and reduced syllables, tmghmic patterning, the
intonational system) and also needs to embed aBettelements in a native-like
setting of articulation and voice quality. Nevetdss, Jenner (1989) recognises that

some learners may neither want nor need to attaatige-like pronunciation:
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Without wishing to retract anything | have saidlie past about the desirability or feasibility
of near-nativeness as an ultimate goal, | fee &lso appropriate to consider those learners
who, for one reason or another, do not want or rnteedound entirely native-like, and to
establish a lower-level objective for them. In arde be able to do this, it seems to me
essential to establish whall native speakers dll native-varieties have in common which
enables them to communicate effectively with naspeakers of varieties other than their
own. This will enable us to set up a comnuare for pronunciation, which would offer the
learner a guarantee of intelligibility and accefitgbanywhere in the world.

Jenner, 1989: 2

Jenner (1989) proceeds to identify those featuhes tre, according to him,
indispensable for successful communication andlghoake up the ‘Common Core’
for the teaching of pronunciation; for example, eb\uantity or ‘length’ should be
of a high priority in the Common Core since “alltima varieties make oppositions
based on vowel length; i.e. they all have some leogels contrasting with some
short vowels, and the loss of these contrasts usyiampairs intelligibility” (: 3).
Jenner's (1989) Common Core, or, in other words, $et of priorities for L2
pronunciation which would guarantee intelligibilifgr any native speaker receiver
regardless of which variety of English they spaa&re modified by Jenkins in 1995
“in an attempt to make them more amenable to EkEFto guarantee intelligibility for
any L2 receiver too” (Jenkins, 1996: 33). Among tharious objections and
reservations that Jenkins (2000) has towards aed the establishment of Jenner’s
Common Core, is Jenner’'s appeal to the ‘native lsgptas both the producer and
receiver of intelligible pronunciation; she consgldenner’s emphasis on the ‘native
speaker’ as rather problematic for EIL (: 126).00@rse, Jenkins’s position regarding
the irrelevance of the ‘native-speaker’ in the pmciation pedagogy for EIL has
already been dealt with and needs not to be disduagain at this point in this
section. As far as differences in the elementaund in Jenner's Common Core and
Jenkins’'s LFC are concerned, | would like to ndtattin the case of diphthongs,
Jenkins argues for a high priority for all learn@risereas Jenner holds exactly the

opposite view and states that “we cannot, in tlee @ diphthongs, argue for a high
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priority when there are such enormous divergenocasng native speakers” (Jenner,
1995: 16).

At first sight, the superiority of Jenkins’s (2Q00FC compared to all other
phonological cores that have emerged to this day seam to lie in the fact that it is
the only syllabus which is based on actual datavelérfrom research into ‘NNS-
NNS’ interaction and as such is more suitable fir iedagogy. Jenkins (2000) goes
even further and demonstrates how in devising th€ khe attempted to avoid the
problems of previous approaches by reconciling tthe opposing positions that
variously underpin them:

That is, on the one hand, my proposals are — intrddition of West — empirically based,
focusing on genuine interactional speech data.h@mther hand, they are also based on the
evidence of how people actually respond, so cdngthe assumption that intelligibility is a
function of relative frequency in naturally occagispeech.

The consequence of reconciling the two traditimghat although the LFC is
grounded in RP and GA, this is only to the extdat features of these varieties are shown in
the data to be crucial to intelligibility among L2speakers of English. Some RP/ GA features
clearly have the opposite effect while others apgeabe inconsequential for international
intelligibility. In the latter two situations, theore is modified in the direction of L2 varieties.

Jenkins, 2000: 131

‘Inner Circle’, ‘Outer Circle’ & ‘Expanding Circle’

Kachru (1985) coined those three terms in ordéfustrate the various roles English
serves in different countries worldwide, as follows

The spread of English may be viewed in terms oéeéhconcentric circles representing the
types of spread, the patterns of acquisition amedftimctional domains in which English is
used across cultures and languages. | have tegljatiamed these: the inner circle, the outer
circle..., and the expanding circle. Numerically, tbater circle forms a large speech
community with great diversity and distinct chageaigtics. The major features of this circle
are that (a) English is only one of the two or mooeles in the linguistic repertoire of such
bilinguals or multilinguals, and (b) English hagjated an important status in the language
policies of such multilingual nations.... The thirdcte, termed the expanding circle, brings to
English yet another dimension. Understanding timetion of English in this circle requires a
recognition of the fact that English is an inteioa&l language, and that it has already won the
race in this respect with linguistic rivals suchFaench, Russian and Esperanto, to name just
two natural languages and one artificial langudd® geographical regions characterized as
the expanding circle do not necessarily have atisif colonization by the users of the inner
circle.... This circle is currently expanding rapidlpd has resulted in numerous performance
(or EFL) varieties... The outer and expanding cita@not be viewed as clearly demarcated
from each other. They have several shared chaistater and the status of English in the
language policies of such countries changes fram to time. What is an ESL region at one
time may become an EFL region at another time @& versa.

Kachru, 1985: 12 cited in Seidlhofer, 2003: 9
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Evaluation of studies

Timmis (2002)
Timmis (2002) recognizes himself a major limitatmirhis study:

It would be absurd to suggest that this survey ipiess/a statistically accurate picture of the
state of opinion among students and teachers:ample is but a tiny fraction of the English
language learning and teaching population, andtgunesires are not precision instruments. |
think, however, that the survey, given the numbérresponses and relatively wide
geographical coverage, can support the followingl@sb conclusions.

Timmis, 2002: 248

It is my view that drawing 400 learners’ respongesn 14 different countries and
180 teachers’ responses from 45 different countriag seem impressive in terms of
numbers but has an adverse effect on the repréiseniss of the data and raises
many questions in terms of methodological proceslufer example, we can assume
that it would have been impossible for the researth supervise the administration
of the questionnaires in such a great variety atexts worldwide and, | wonder, how
the people that did administer the questionnaodke learners may have affected the
guestionnaire completion process. Another quesfiongxample, may concern the
sampling procedure (if any) that was followed iderfor Timmis (or someone else?)
to arrive at the selection of the questionnairpoasents of the study. It seems to me
that for the lone researcher (and even for a telarasearchers) aiming to obtain and
analyse questionnaires that will yield statistigalignificant findings representative of
the target population from teachers and learnems fs0 many different parts of the
world is mission impossible. It certainly makes m@ense for one researcher (or
team of researchers) to confine his or her (om}istudy to teachers and learners of
one city or one country, publish the results ofirthesearch and compare them to
those of similar studies carried out in differenttes and/ or countries. And, this is

exactly what the research reported in this thesia step towards this direction.
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Sifakis and Sougari (2005)

A questionnaire accompanied by a cover letter wssilouted to Greek EFL state-
school teachers. The response rate was 75%; qvé#dll teachers completed the
guestionnaire. All participants were universitydpates, holding at least a BA degree
in English language and literature or equivalent.tiis point, | need to draw the
reader’s attention to the process followed by #searchers in selecting the teachers

who responded to the survey:

We originally intended to survey a random sampl®ssthe tree teaching domains (primary
level, lower secondary level, upper secondary Jev&dwever, to guarantee a greater response
rate, we used school directories to contact theaehiers throughout Greece who had shown
an interest in taking inservice teacher trainingrses during the previous year.

Sifakis and Sougari, 2005: 474

It is legitimate to wonder if the sample comprigedchers that had taken inservice
teacher training courses as well as those teathar$iad not, how the questionnaire

data may have been affected.
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Section 2.3 ‘Pronunciation Teaching Techniques’

Appendix 2.3

Research on the effectiveness of pronunciatiomuo8bn in EFL settings

Chela Flores (1993 cited in Celce-Murcia et al, @997) in her study on the
acquisition of English rhythii by Spanish speakers found that if her Spanish
speakers were taught typical English rhythm pastéimst in isolation from lexical
items or phrases, then by matching patterns tositemphrases, and, finally by
imposing the patterns on words, phrases and sergetiey were able to make great
strides toward producing English rhythm — espegialhder controlled production
conditions. She concluded that extended practiocgldvoe needed for the learners to
automatize these new rhythmic patterns.

Other examples of such studies are as follows: 8esh(1997) carried out an
experiment in order to test the effects of explmibnunciation instruction on the
perception and acquisition of segmental contrast&nglish by Japanese university
students. The pronunciation methodology of the ystodnsisted of providing the
students with information about the precise aréitah of new sounds, with the help
of silent visual demonstration, followed by thedsuats’ silent mimicry and the out-
loud pronunciation of the same words. Quijada (198Jpplemented the English
language coursebook of Spanish school children witiphonetic syllabus that
included work with vowels, consonants, word strelsgthm and intonation and tested
the subjects’ improvement regarding their receptivel productive competence in
pronunciation. MacDonald et al (1994) compareddtfiectiveness of three different

pronunciation teaching techniques (traditionallichgl activities, self-study with tape-

15 (in particular, the appropriate lengthening oéssed syllables and shortening of unstressed kglab
in English)
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recordings and interactive activities) on the promation of targeted vocabulary
items in spontaneous speech by adult Chinese Isawfe English. Strange and
Dittmann (1984) tested the usefulness of compueed discrimination activities on
the acquisition of the contrast /r/-/l/ categoriparception by adult Japanese learners

of English.
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Section 3.1 ‘Research Setting & Participants’

Appendix 3.1 ‘Thessaloniki, Greece’

Greece

Modern Greece ‘traces its roots to the civilisatioh ancient Greece, generally
considered the cradle of Western civilizattn’as such, it is the birthplace of
democracy, Western philosophy, Western literatureajor scientific and
mathematical principles, university education, nrad@edicine, the Olympic games
and the first coin. Greece is a developed county bBas been a member of the
European Union since 1981, a member of NATO sir@®2land a member of the
Eurozone since 2061 Greece is also a founding member of the UnitetioNs. The
2004 Olympic Games were successfully hosted in Aghdéthens is the capital of
Greece and also the largest city in the countrgeGe’s total population in 2001 was
10, 964, 020 and it seems that, today, the totpllation has decreased by 1.8%
The final and detailed results of the 2011 Censildoacome available by the end of
2013° and, thus, data concerning the demographic anialstitaracteristics of the
population in Greece referred to in this thesis gl mostly retrieved from the results

of the 2001 Census as well as from other sources.

Migrants in Greece

| ought to begin by stating that following the epte of the command economies in

Eastern Europe and the former USSR, Greece wasfaramed from a country of

18 http://en.wikipedia.org/wiki/Greece accessed o®02007.

" *Drachma’ was replaced by ‘Euro’ in 2001.

18 http://www.tovima.gr/files/1/2011/07/22/apografh@@f via ‘wikipedia’ (please see footnote ‘6’ on
this page).

19 http://www.parikia.co.uk/daily-news/greece-newskit-news-in-english/24620-census accessed on
05.07.2007.
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emigration into one of immigration. The majority omhmigrants are nationals of
neighbouring Balkan states, predominantly Albani@irebrianidis et al, 2004). The
influx of migrants occurred during the 1990s wikie tmajority of immigrants being
clandestine (Labriandis et al, 2004: 1). The emtanf illegal immigrants in Greece is
attributed to a number of factors, the main onadpéine geographical location of the
country:

The long coastline, the numerous islands and the toountainous land borders are difficult
to patrol and therefore easily accessible to clstike arrivals from Albania, Turkey or North
Africa. Moreover, the open character of Southernopean Economies, largely dependent on
tourism, trade and shipping, allows many migranetder countries legally, as tourists or
visitors, and then extend their stay illegally.

Labrianidis et al, 2004: 2

The presence of illegal immigrants in Greece ad thel fact that data concerning
legal immigrants in Greece are held by several stiiis, with no synthesis being
made of the different datasets due to poor commatioit among them (Baldwin-
Edwards, 2005), are only two of the factors thakenia difficult to provide an exact
number for migrants in Greece. Concentrated effbege been made to provide
estimates for the number of migrants in Greecegusiformation on the flows of
migrants and the legalisations exercises (for exangee Tsimpos, 2001 or Baldwin-
Edwards, 2005). Labrianidis et al (2004: 5) ari@en ‘estimate of the total stock of
resident migrants between 800,000 and 1 million’tfeey year 2001. The following
guotation is taken from another source attemptmgrovide a number for the total

population of immigrants in Greece:

Although there are no completelyakle data sources about the exact number of faresgn
Greece, many calculations converge on a figure d@tw600, 000 and 800, 000 people.
However, according to an estimation mentioned ie tBrganisation for Economic
Cooperation and Development (OECD) 2000 report agration trends, the true number of
foreign residents in the country is likely to bevieen 800, 000 and 1 million, that is to say
nearly 10% of Greece’s population (OECD 2000). Tabour Institute of the Greek
Workers' Confederation estimates the proportiorfasgign workers to be 9% of the total
labour force (Linardos — Rulmon, 1993). Finallye tA001 census puts the number of diee
facto foreign population in Greece at 798, 000. Of theampund two-thirds are from
neighbouring Albania. Given that both the OECD aedsus figures are now several years
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old, and it is likely that immigration to Greecesheontinued during the 2000s, the current
total of immigrants in Greece may yet be higher.
Gogonas, 2010: 2

Thessaloniki

Thessaloniki “lies on the northern fringe of theefimaic Gulf on its eastern coast and
is bound by Mount Chortiatis on its southedb#ind is located approximately 500
kilometres north of Athens. Thessaloniki has adnjstof over 2000 years; it was
founded in 315 BC by Cassander, King of Macedori® \gave the city his wife’s
name ‘Thessaloniki’. Thessaloniki was the daugbté€ing Phillip 1l and the sister of
Alexander the Great (Skabardonis et al, 2004: 13).

Thessaloniki is Greece’s second major economiajstréhl, commercial and
political centre, and a major transportation hubtf@ rest of southeastern Europe; its
commercial port, the Port of Thessaloniki, is ofieh@ largest ports in the Aegean
Sea and functions as a major gateway to the Bdikaarland. Air traffic to and from
the city is served by ‘Macedonia International Airp for international and domestic
flights. The annual ‘Thessaloniki International dea Fair' takes place at the
Thessaloniki International Exhibition Centre ev&gptember and dates back to 1926;
it is inaugurated by the Prime Minister of Greeod attended by more than 300,000
visitors every year. Among other famous events faslivals that are hosted in
Thessaloniki is the ‘Thessaloniki InternationalnfriFestival’, which is established as
one of the most important film festivals in South&urope; it began in 1960 and has
now become an annual celebration; interviews, @adind, of course, film screenings
all take place in the waterfront warehouses thatehaow become the Festival's

permanent home (Skabardonis, 2004: 72). The ‘latenal Book Fair’ which takes

2 http://en.wikipedia.org/wiki/ Thessaloniki accesset01.08.2007.
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place every May near the city’s waterfront is algarth mentioning* The city also
hosted some of the 2004 Olympic football gaffeshessaloniki is regarded as the
cultural and educational centre of northern Gresu not only; it became Europe’s
Cultural Capital for the year 1997 (Skabardonis)4011). Thessaloniki hosts the
headquarters of many important European and Irtierra Institutions, for example,
that of the ‘European Agency for Reconstructiond dhe ‘European Centre for the
Development of Vocational Training’ (CEDEFOP). ‘#iotle University’ is the
largest university in Greece and is located in Shlmiki; it was ranked as one of the
150 best universities in the world for Arts and Humties and among the 250 best
universities in the world overall by the Times Q®Nd University Rankings, making
it one of the top 2% of best universities worldviiti@here are also the ‘University of
Macedonia’, the ‘Open University of Thessalonikiidathe ‘Technological Education

Institute’ (TEI).

Zhttp://www.visitgreece.gr/portal/site/menuitem/fé#7 7e 1bafcOace49610451000a0/?vgnextoid=39a
72e36f098c110VgnVCM100000460014acRCRD&lang_choosemkessaloniki accessed on
01.08.2007.

22 http://en.wikipedia.org/wiki/ Thessaloniki accesset01.08.2007.

% same as footnote above.
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Appendix 3.2 ‘English Language Teaching & Learningn Greece’

ELT in state schools versus ELT in private lanqusd®ols

3) Problematic Situation for ELT in state schools

In state schools there are usually 20-30 studentsass whereas in frontistiria there
are typically 5-10 students in each class. Douk@@95: 30) wonders: ‘Is it possible

for the teachers to educate efficiently 20-25 stislen 45 minute sessions?’ Learners
of English are allocated to a class according &ir flevel on the basis of a placement
test that they take at the beginning of each acadgear. There is no such test for
primary state schools. Doukakis (2005) describés mhatter very eloquently in a

paper entitled ‘Teaching English in Primary Statbdls’

The most important problem that teachers of Endhsk.. is that they are obliged to deal with
students of different levels that co-exist in thene grade. | do not think that there is anyone
who believes that in the"6year of the primary school for example all the ifsupre on the
same level. | am not referring to slight variatiaridevels; | am referring to students who are
preparing to sit the FCE exam and to students whaatally illiterate as far as English is
concerned. What is surprising is that all of them ia the same classroom. The crux of the
problem is that most of the children are not having same years of learning English at
school only but also at the foreign language cergerit is inevitable that they are not students
of the same level.

Doukakis, 2005: 30

Nevertheless, there is a placement test that isreshered to students at the beginning
of junior high school; however, this test is noffisient as it does not cater for a
variety of levels; students are divided in only tiegels ‘beginners’ and ‘advanced'.
The problematic situation for EFL in State Schaaisl the working conditions under
which state school EFL teachers have to operatdwiays addressed at the annual
convention of the Panhellenic Association of St&ehool Teachers of English
(PEKADE). Thousands of EFL state schoolteachersggaate in the convention and

views such as the following are often expressed:
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The existence of frontistiria, that offer jobs tmtisands of EFL teachers, and the attitudes of
the parents (who complain that their children dblearn foreign languages in state schools)
provide a negative picture of EFL state school heas On top of that we have the poor
working conditions in state schools where infrastinee, supplementary materials and
libraries do not exist.

Papadakis, 2001 cited in Thompson, 2001: 12

Furthermore, there is the issue of the school'ddam’s negligence to do their
homework: ‘children equivocally say that they hastene their homework for
frontistiria and not for school’ (Matsouka, 2001eci in Thompson, 2001: 12). Great
problems have also emerged from ‘the influx of mityogroups coming from the ex-
Soviet Union and Albania’ (Triantafyllidou, 2001texdl in Thomspon, 2001: 12) as
those students’ knowledge of English is particylditnited because many of them
have not been taught English at their home cowtrievertheless, due to the lack of
appropriate placement tests they find themselvebigncrowded classes that lack
homogeneity due to the presence of many differeveéls of English. Finally, there’s
the issue of EFL teachers’ evaluation; Savvopo(@@91) asks whether or not there
will be provision and legislative settlement foetimcrease of the number of school
advisers and wonders: ‘otherwise, how could tentwelve EFL school advisors
assess five thousand EFL teachers? Isn’t it a amssmpossible?’ (cited in
Thomspon, 2001: 12). Rigas (1998) investigated dpparent dissatisfaction that
exists with regard to the quality of ELT in lowerceondary Greek state schools and

arrived at the following conclusions:

The research findings indicate that in the Greatesichools, the socio-emotional atmosphere,
aspects of classroom management and role relaipmsiork against the teaching-learning
process. Also, the structure and content of thaolesplans as well as the degree of
exploitation of the target language appear to ffiexible and uninspiring. Moreover, it was
found that the participants’ attitudes towards Emglish lessons and their own evaluation of
ELT in state secondary schools is generally negafihe state of ELT in Greek state schools
appears to have been influenced by historical astbgolitical factors which bear upon the
Greek education system as a whole. It is maintaitied a constellation of factors are
responsible for the ELT situation in Greek statasstooms, including educational
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development and tradition; problems of accountbithe place of ELT in Greek society; the
status of English in the curriculum; the problemfs ELT curriculum implementation;
inadequate teacher training; pessimistic teachitnddés and low pupil expectations.

Rigas, 1998
The reader may notice that the references conggthi@ situation of ELT in state
schools are approximately 10 years old. Unfortugatie situation still remains the
same. For example, at a more recent PEKADE corer{2008) the same issues
were discussed; Evanthia Tsiouri, an ELT State 8lchdvisor for Athens, drew
attention to problems such the lack of teacher'skb@assettes and other teaching
materials for the coursebook currently used. THEents’ indifference or lack of
motivation towards English was also ndtedAn interesting conference entitled
‘Learning English in the Greek State School: UtopidReality?’ was held in Athens
in May, 2007. As part of the conference, Ms Lygefa@antzi, Chair of the

Confederation of Parents, claimed the following:

The State School does not promote knowledge ofGtexk language, let alone English. It
pushes parents and students to spend money andkearban incessant chase of certificates
through private language schools (frontisteriaye&hning in Gymnasium has not provided
solutions, nor has the introduction of EFL teachimthe 3 grade Primary School.
Lygerou-Tiantzi, 2007

Lygerou-Tziantzi (2007) asked for more EFL teachmogirs, new and provided-free
books, smaller classes, language exams within téte school context and well
trained teachefd It seems that the situation is not likely to afparin the foreseeable

future.

24 |Information obtained frorELT NewsJanuary 2008.
% Information obtained frorELT News,July-August, 2007.
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Appendix 3.3 ‘The Research Sample’

Teachers

Detailed analysis of types of qualifications posses

Table 1 demonstrates that the majority of all teas{63.8%) held a Certificate of
Proficiency in English; i.e. the CPE or ECPE. dtimteresting to note that while
44.7% of those teachers possessed a Certificaeaditiency in English in addition
to other qualifications they held, 19.1% recordéis tcertificate as their only
qualification for TEFL.

Table 1
Teachers’ qualifications (‘proficiency in English’)

Frequency Percent Valid Percent Cumulative Percent

Valid Only Proficiency
(no other 9 19,1 19,1 19,1

qualifications)

Yes (had

Proficiency along
) 21 447 447 63,8
with other

qualications)

No (had other
qualifications
] 17 36,2 36,2 100,0}
instead of

Proficiency)

Total 47 100,0 100,0

Table 2 shows that the majority of teachers (70.2&) an undergraduate degree
(BA or BSc); 60.6% of those teachers possessed @B8A that belonged to the
‘teaching-related’ English language qualificatiaraegory whereas 39.4% possessed
a BA/ BSc that belonged to the ‘non-teaching-relaknglish language qualifications

category.
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Table 2
Teachers’ qualifications (BA/ BSc)
Frequency Percent Valid Percent Cumulative Percent
Valid ‘Teaching-related’
20 42,6 60,6 60,6
BA/ BSc
‘Non-teaching-
13 27,7 39,4 100,0]
related’ BA/ BSc
Total 33 70,2 100,0
Missing®®  System 14 20.8
Total 47 100,0

Table 3 shows that the majority of the teachers7@® who held and undergraduate

degree had obtained if from a Greek Universityindihg that was expected since the

research has taken place in Greece and the magdritye research participants were

Greek/ had Greek as an L1.

Table 3
Teachers’ qualifications (BA/ BSc) — location of istitutions
Cumulative
Frequency Percent Valid Percent Percent
Valid Greek University 17 36,2 56,7 56,7
British University 4 8,5 13,3 70,0
American University 6 12,8 20,0 90,0
University in other English-
: : 2 4,3 6,7 96,7
speaking country (Australia)
University in other non-English
. . 1 2,1 3,3 100,0
speaking country (Romania)
Total 30 63,8 100,0
Missing’’  System 17 36,2
Total 47 100,0

% ‘Missing’ denotes those teachers that did not faoBIA (29.8% of all teachers).

27 *Missing’ here includes those teachers that dithudd a BA as well as those that held a BA but

gave no response as to where they obtained their BA
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Table 4 shows that 19.1% of all teachers possesgmEbtgraduate degree: 55.6% of
those teachers had an MA or MSc that belonged e@o‘tdaching-related’” English
language qualifications category and 44.4% had &novMSc that belonged to the
‘non-teaching-related’ English language qualifioas category. Table 5 shows that
the majority of those teachers (77.8%) had obtaited: MA/MSc from a British
University; a finding that demonstrates a trend agnhthose teachers of English in
Greece that possess a postgraduate degree to gpemat two years in the United

Kingdom in order to study for a postgraduate degree

Table 4
Teachers’ qualifications (MA/ MSc)
Cumulative
Frequency Percent Valid Percent Percent
Valid ‘Teaching-related’
5 10,6 55,6 55,6
MA/ MSc
‘Non-teaching-
4 8,5 44,4 100,0
related’ MA/ MSc
Total 9 19,1 100,0
Missing System 38 80,9
Total 47 100,0
Table 5
Teachers’ qualifications (MA/ MSc) — location of irstitutions
Cumulative
Frequency Percent Valid Percent Percent
Valid Greek University 1 2,1 11,1 11,1
British University 6 12,8 66,7 77,8

University in other Non-
English speaking country 2 4,3 22,2 100,01
(Spain, Poland)
Total 9 19,1 100,0
Missing System 38 80,9

Total 47 100,0
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As far as other academic and/or professional qoalibns that were not covered by
the categories above are concerned, Table 6 shbats19.1% of all teachers
possessed ‘other teaching-related certificatedonips’ and a further 4.3% possessed

‘other non-teaching-related certificates/ diplomas’

Table 6
Teachers’ qualifications (other certificates/ diplanas)
Cumulative
Frequency Percent Valid Percent Percent
Valid Other ‘teaching-
related’ (diploma in 9 19,1 81,8 81,8
TEFL)
Other ‘non-teaching-
related’
(e.g. Diploma in 2 4,3 18,2 100,0}
Information
Technology)
Total 11 23,4 100,0
Missing  System® 36 76,6
Total 47 100,0

% Missing’ here denotes the teachers whose quatifios have been covered by previous categories
i.e. those who possessed a postgraduate degree.
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Section 3.2 ‘Research Instrument’

Appendix 3.4 ‘Questionnaire Development’

Box 1
The chronological sequence followed in designing ¢éhgquestionnaire

September 2007
Two meetings take place between the researchethangtincipal research supervisor to

decide on the issues to be addressed by the quesitie.

October 2007
The researcher
» searches for published studies that have usedignesires to explore similar topics
» consults methodological handbooks on questionmainstruction and processing to
familiarise herself with the theory of questioneaitesign and processing (e.g. the

procedures to be followed to strengthen the rditgtzind validity of questionnaire items)

November 2007
> A complete first draft of the Teachers’ Questionaas well as a complete first draft of
the Learners’ Questionnaire are produced and, tegised according to the principal
supervisor’'s suggestions.
» The revised second draft of the Teachers’ Questioars pilot-tested with 5 EFL
teachers in Thessaloniki, Greece. The resultseoptlot are discussed with both membelrs

of the supervisory team and the questionnairevised accordingly.

December 2007
» Discussions with principal supervisor regardingstrecture and contents of the
Teachers’ and Learners’ Questionnaires resultrithén revisions.
» The Learners’ Questionnaire is translated into grp#ot-tested with 7 EFL learners in

Thessaloniki, Greece and revised accordingly.

January 2008
» Consultation with lecturer in statistics leads tman changes in terms of the content of

the questionnaire.

o

» The revised versions of the Teachers’ and Learfg@ug’stionnaires are again pilot-teste
with 4 EFL teachers and 5 EFL learners of Englisithiessaloniki, Greece respectively.
» The final versions of the Teachers’ and Learnerggionnaires are checked by both

members of the supervisory team.

February 2008
The questionnaires are tested again at the fifatl gtudy which takes place in two

language schools in Thessaloniki, Greece. Only mimadifications are made.
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Appendix 3.5 ‘Questionnaire Content’

As the reader can see (and as it has been mentwaeusly in the thesis) there is a correspondenc
between the themes of ELT & AL handbooks and ttoddel T PRON handbooks.

Box 1
The themes that emerged from the review of ELT, Al& ELT PRON handbooks

Theme 1
The Place & Role of Phonology in L2 Listening

Theme 2

Accents of English & Listening Comprehension

Theme 3

The Place of Pronunciation in L2 Speaking

Theme 4

Pronunciation & Intelligibility

Theme 54lso,Theme Df ELT PRON manuals)

Phonological Perception & Production

Theme Galso, Theme Df ELT PRON manuals)

Suprasegmentals versus Segmentals

Theme 7

Pronunciation models & performance targets

Theme §also,Theme 11f ELT PRON manuals)

Pronunciation Syllabus & Teaching/ Learning Needs

Theme qalso,Theme & Theme Hf ELT PRON manuals)
Phonological Knowledge & IPA Symbols

Theme 1@also,Themes 6, 7, 8, 9, 0 ELT PRON manuals)

Pronunciation Teaching Methods & Activities

Theme 11
The Relationship between Language Teaching Methodth& Role of

Pronunciation in the Curriculum
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Appendix 3.6 ‘Questionnaire Content’

Alignment Check

The alignment procedure that was followed involtlesl creation of a matrix in which

the themes to be addressed occupied one dimensibtha questionnaire topics the
other. The researcher went through each theme lzacked which one of the topics
addressed this theme (Figure 1). Additional aligninehecks were conducted
following the revision of each questionnaire drdfthese involved cross-referencing
all questionnaire items with the 11 themes in oftdeensure that the questionnaire
was exhaustive in its coverage of the relevanteissiihe continuous focus on the
themesl/issues to be addressed helped the reseavdidiany extraneous items.

Figure 1
First Alignment Check (cross-referencing the 9 propsed questionnaire topics with the
11 themes)

Themes

1 2 3 4 5 6 7 8 9 10 11

Topic | X

Topic Il X

Topic Il X

Topic IV X %

Topic V X X

Topic VI X

Topic VII X

Topic VIII X X X X

Topic IX X
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Appendix 3.7 ‘Teachers’ Questionnaire’

Questionnaire for Teachers of English

I. LANGUAGE AREAS

1 a) If there was extra time for teaching Englishywould you give your students more
practice/ activities in the area of ...

Please tick one box only

[J grammar/ syntax

[J vocabulary

] pronunciation

2. How difficult do you think are the following for students of Engjsh to learn?
Please tick one box for each item using the sc&l€1E= extremely difficult; 5= not at all
difficult)

grammar/ synta

vocabulary

pronunciation

Il. TEACHING METHODS

Which teaching method(s) do you mostly use?
Please tick all those that apply

[J Communicative Language Teaching

(1 Audio-lingual

[l Grammar-Translation

[1 Direct Method
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lll. CONTEXTS OF USE OF ENGLISH OUTSIDE THE CLASSRO OM

In which situations, in your opinion, are your stucents more likely to use their
knowledge of English in the future (after they leae the frontistirio)?

Please tick all those that apply.

[Jwhen travelling for leisure or work in differemtuntries around the world

[J for a better chance of employment & financial reshia the job market in Greece and,
generally, at work

[J for studies at a university in an English-speakingntry

[] use of internet & computers

[ other(please specify)....................

IV. SPEAKING ABILITY

1. How important do you feel are the following elements in teachingpur students to

speak in English?
Please tick one box for each item using the sc&lg1E= extremely important; 5= not at all

important)

grammar/ synta

vocabulary

pronunciation

2. In your opinion, how important are the following when your students speak in
English so that other learners of English can undetand them?
Please tick one box for each item using the sc&l€1E= extremely important; 5= not at all

important)

appropriate use of grammar/ syntax

appropriate use of vocabulary

good level of pronunciation
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3. When conversing in English, learners of Englisinay not understand each other. In
your opinion, how oftenare the following responsible?

Please tick one box for each item using the scdig1= always; 5= never)

112|345

grammar/ syntay

vocabulary

pronunciation

V. LISTENING COMPREHENSION

1. How important do you feel are the following for your students tdoe able to

understand in a listening activity?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

knowledge of grammar/ syntax

knowledge of vocabulary

knowledge of pronunciation

2. How important do you think it is for the students to hear a vanety of accents of

English through the listening material of the courg?
Please tick one box for each item using the sc&l€1= extremely important; 5= not at all

important)

native speakers of a standard British variety Raegeived Pronunciation (
Standard South-of-England/ BBC English)

native speakers of a standard American variety@&egeral American

native speakers of standard regional varietiesngfigh e.g. Scottish,
Northern

native speakers of non-standard regional variefi&nglish e.g. Cockney
(= ‘working class’ London)

non-native (e.g. ltalian, Bulgarian) but fluent apers of English
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3. How oftendo you use any of the following as part of the lisning element of the
course?

Please tick one box for each item using the scdid1= always; 5= never)

112(3|4]|5

conversations among native speakers of standatidiBvarieties of
English

conversations among native speakers of standardiéanevarieties of
English

conversations among native speakers of standaichadyarieties of
English

conversations among hative speakers of non-stamegiahal varieties of
English

conversations among native speakers and non-raindluent) speakers
of English

conversations among non-native (but fluent) spesagEnglish

VI. PRONUNCIATION AREAS

How important do you think are the following areas for comprehesion

(=understanding spoken English) and production (=geaking English)?
Please tick one box for each item using the sc&l€1E= extremely important; 5= not at all

important)

vowels

consonants

sounds in connected speech

stress

intonation

VIl. PRONUNCIATION MODELS & PERFORMANCE TARGETS
1. Which pronunciation model do you follow in yourteaching?
Please tick all those that apply

[J British English standard accent

[1 American English standard accent

[1 Other(please specify)...................
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2 a) Ideally, how close would you likezour students’ accent to come to a native-like

model?
Please tick one box only using the scale 1-5 (Zreenely close; 5= not at all close)
01 02 03 04 05

b) In practice, how close do you expegour students’ accent to come to a native-like

model?
Please tick one box only using the scale 1-5 (treexely close; 5= not at all close)
1 02 03 14 5

3 a) Which is more important, in your opinion?

To raise students’ pronunciation to...(please tick one box only)

[1the level of native speakers so that people Wil they are native speakers

[J to a level at which native and non-native speakansunderstand them perfectly well,

although they still have the accent of their copntr

b) Please give a brief reason for your answer
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VIIl. PRONUNCIATION TEACHING
Please tell us how ofteryou use/ do any of the following as part of the Ejlish language
lesson.

Please tick one box for each item using the scdig1= always; 5= never)

112(3|4]|5

pronunciation practice just before/ as part orfpeaking’ activities

listening to authentic spoken English = real (tapeideo recorded)
conversations among speakers instead of scriptesl @ng. British/

American radio or TV)

modern computer technology (pronunciation softvaograms)

pronunciation practice in the language laboratory

(72}

ear-training (discrimination) exercises betweenilaimsounding phoneme

etc.

production/ articulation exercises (i.e. ‘readihgual’ activities, drilling &

imitation exercises)

individual responses from each learner in class

choral responses from all learners in class togethe

teaching the symbols of the international phorafitabet to the studentg

teaching the phonological rules of English (i.ees$ placement rules,

spelling to sound rules) to the students

PROFILE
Finally, in order to help us to better interpret and classify your answers, could you

please tell us a little bit about you & your languge teaching background?

a. Age:.... years old
b. Sex:[] Male [ Female

c. How long have you been teaching English?... years
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d. What professional/ academic qualifications do ywohave?

Please tick all those that apply

[1 Proficiency in English (Michigan or Cambridge Ueisity)

[J BA (University Degree) itfwhich subject)..........................
awarded byplease tell us which university).................

[ MA (Masters) in(which subject).....................oo .
awarded byplease tell us which university).................

1 Other (i.e. Certificate/ Diplomaplease Speciy...........cocvvvveriieninnns

e. What level of students do you teach at this fraistirio?

Please tick all those that apply

[J False Beginners/ Beginners [J Elementary (A + B senior)
[J Pre-Intermediate (C class) [ Intermediate (D class)

[J Upper-Intermediate (pre- Lower) [] Lower

[ Advanced [ Proficiency

1. Is English your first language?
If you tick ‘no’, go to questio and then to questiof. If you tick ‘yes’, go to questidh
[J No, my first language is  [J Greek

[J Other please specify)....................

[1Yes, English is my first language

2. Have you ever lived in an English speaking countf¥

(Reminder: this question is only for those thandbhaveEnglish as their first language)
[0 No

[JYes which country? .......... which city?..........

how long for? .......... and, for what reason? ..........

3. When you speak English, what accent would youggou have?
(Reminder: this question is only for those thaténamglish as their first language)
[1 A standard onéplease specify)....................

[J A regionally influenced ongplease specify) ......cccccvuee.....
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4 a) Have you done a course/ module in English phetics as part of a University
Degree?
[0 No OYes
(If you've ticked ‘no’, please go to questia
b) How usefulwas it in preparing you for the teaching of pronuriation in the English
language classroom?
Please tick one box only using the scale 1-5 (Zreexely useful; 5= not at all useful)

01 02 03 04 05

5 a) Have you received any specific training (i.@t a teachers’ training course) in the
teaching of English pronunciation?
[0 No
[J Yes. WherePplease give details)..........ccooeiiiiiiiiiiiii i

b) How usefuldid you find it in your teaching of pronunciation in the English
language classroom?
Please tick one box only using the scale 1-5 (Zreexely useful; 5= not at all useful)

01 02 03 04 05

THANK YOU FOR YOUR COOPERATION!
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Appendix 3.8 ‘Questionnaire Content’

Let us now take a closer look at the sections ¢batprised the final version of the
teachers’ questionnaire (the questionnaire thatusad in the main study).

|. Language areas

Question 1 (Q1) is an introductory, general quaestidich may introduce a new

dimension in our quest to determine teachers’ jiiesras far as areas of language
knowledge are concerned. The rationale for theusich of this question is discussed
in Section 3.2.3 ‘Questionnaire Design’, this Cleap2 examines which areas of
language knowledge present the greatest challemgthé learners and, as such, it
also touches upameme gsee Appendix 3.4 for a list of all themes).

Il. Teaching methods

The question of this section is directly relatednii®me 11it represents an attempt to
make sense of the teachers’ viewpoints regarding tble and practice of
pronunciation teaching — as recorded in their answeseveral questionnaire items —
through their choice of language teaching method.

I1l. Contexts of use of English outside the classno

The question in this section addresttesne 8albeit indirectly. Teachers are asked to
identify situations in which they expect their lears to use English in the future.
Their responses will not only be compared with ¢ého$ the learners (to see if any
discrepancies exist) but will also be used to erantihhe extent to which their chosen
pronunciation models and pronunciation performaaoget are appropriate (how they
relate to the learners’ purposes for learning Ehgland the learners’ perceived

needs).



149

V. Speaking ability

Q1 addressetheme 3as its aim is to discover the relative degree gfartance that
the teachers attach to pronunciation in terms efdgvelopment of students’ speaking
skills. Q2 and Q3 deal wittheme 4as they seek to establish the extent to which the
teachers are aware of the important role of promtion as far as the intelligibility of
EFL learners’ oral discourse is concerned.

V. Listening comprehension

Q1 addressesheme las the teachers are asked to indicate the immertar
pronunciation in comparison to other areas of lagguknowledge in the context of
listening comprehension. Q2 and Q3 refethieme 2Q2 explores the extent to which
the teachers are aware of the need to expose tednearious accents of English and
the Q3 the extent to which such an exposure talees n the language classroom.

VI. Pronunciation areas

This question relates theme 6Gsince teachers are asked to identify the prontiania
features that play the greatest role in the comgrsibility of spoken English.

VII. Pronunciation models and performance targets

This set of questions is based theme 7 teachers are first asked to identify the
pronunciation models they use and then appropmaunciation performance
targets.

VIII. Pronunciation teaching

This is based otheme 1(teachers are asked to indicate, in terms of &rqy, the
techniques they use for the practice of pronuramain the language classroom).
Nevertheless, it is a fusion of themes as it inetuthany of the themes that emerged

from the review of ELT PRON manuals, for examplesaverstheme Gear-training/
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recognition activities as well as production a¢ieg) andtheme Yteaching the IPA
symbols).

IX. Profile

Questions a — e are designed to gather informatiorthe following areas: the
respondents’ age, sex, years of English languagehiteg experience, professional
and academic qualifications and level of studeatgyhit. This information will be
used to examine whether any differences in teachesponses to previous questions
can be attributed to, for example, teachers’ betango different age groups.
Answers to questions 1 — 3 will provide the researavith additional information
regarding the respondents (whether or not theyN&s of English) and may help
explain their choice of pronunciation models intgecVII.

The remaining two questions explore teachers’ egpees in terms of
pronunciation teacher training. They relatetieme 9as the rationale is to discover
whether or not the teachers’ have acquired phommabgnowledge and have received
training in the teaching of pronunciation. To tkisd, Q4 asks teachers if they have
done a course in English phonetics and how uslkeéy have found it for the purposes
of teaching English. Q 5 asks teachers if they handergone any training specifically
in the teaching of English pronunciation and howfulsthey have found it for the
practical application in the classroom. Answerd tieachers will give to these two
guestions may shed light on answers given to pusviEections, for example, the

reported use of pronunciation teaching techniques.
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Appendix 3.9 ‘The Questions’

Using existing questions

Using questions that have been employed by othezarehers can have several
advantages; for example, these questions are ligdiave been piloted and, thus, will
be ready to use. Furthermore, they will enablerdsearcher to draw comparisons
between the responses in his or her study and thaseed previously to show
whether place or time has made a difference tarfged(Gorard, 2003: 102; Bryman,
2004: 160). Unfortunately, the quest for identifyigood quality questions from
previously published questionnaires and using thiem at least part of the
guestionnaire of this study was not very fruitfOlespite the perseverance of the
researcher, the process of finding and using sueltgppns was severely challenged a)
because some of the topics under investigatiombadeen explored before (at least,
not as part of surveys that employed questionngiaesl, b) by the lack of established
guestionnaires that have been through extensie¢imml (and have been subjected to
reliability and validity tests) in the field of smud language acquisitidh
Nevertheless, “ examining questions used by otlmght give you some ideas about
how best to approach your own questions, evenufdecide not to make use of them

as they stand” (Bryman, 2004: 160).

Types of guestions

Closed questions
According to Cohen et al (2007: 320), “the largee size of the sample, the more

structured, closed and numerical the questionmaay have to be”. Since the number

2 Donryei (2003) describes and explains this phemmmén the methodological handbook
Questionnaires in Second Language Research.
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of completed questionnaires for this study was gambe a large one, it made sense
to choose the closed format for most questions: rdsponse options of closed
guestions are predetermined and, thus, their psougsis quicker and easier
compared to that of open questions. Indeed, it relatively simple task for the
answers to closed questions to be coded numeriealty to be entered into an
electronic database so that they can be analyaédtisally. As for their coding and
tabulation, it “is straightforward and leaves nomofor rater subjectivity” (Dornyei,
2003: 35). Furthermore, closed questions wouldwalfilor direct comparisons to be

made between teachers’ and learners’ responses.

Open questions

We need to recognise that the information gathbyedpen questions “is more likely

to reflect the full richness and complexity of thews held by the respondent”

(Denscombe, 2003: 156). As Cohen et al (2007: pBO)t: “an open-ended question

can catch the authenticity, richness, depth ofaesg, honesty and candour which...
are the hallmarks of qualitative data”. Furtherméopen responses can offer graphic
examples, illustrative quotes, and can also leatbudentify issues not previously

anticipated” (Dornyei, 2003: 47).

Question guidelines & principles

Content validity

Another procedure that was followed by the research order to establish the
content validity of the questionnaire for this studas to ask the research supervisor,
who is a specialist in the area of pronunciatiod BhT, to review the questionnaire.

According to Cox (1996: 35), “specialists can ofeggestions regarding additions or
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deletions to enhance the content validity of th&rimment”. Let us take a concrete
example in order to illustrate this: the categooéspeakers with different accents in
Q2 (‘Listening Comprehension’ section, Appendix)3.Box 1 shows the list of
categories of speakers with different accentsdpaeared in an earlier version of the
Teachers’ Questionnaire. The supervisor pointedtmatta distinction must be drawn
between standard and non-standard regional varfetiehe list of categories was
modified according to the supervisor’s suggestiod e revised list appears in Box
2.

Box 1
Categories of speakers with different accents (eaer version) for Q2, ‘Listening
Comprehension’ Section, Teachers’ Questionnaire

1) native speakers of a standard British variagy Received Pronunciation

2) native speakers of a standard American varigty@eneral American

3) native speakers of different regional variebég£nglish e.g. Scottish, Cockney
(='working class London)

4) non-native (e.g. Italian, Bulgarian) but fluspeakers of English

Box 2
Categories of speakers with different accents (finaversion) for Q2, ‘Listening
Comprehension’ Section, Teachers’ Questionnaire

1) native speakers of a standard British variagy Received Pronunciation

2) native speakers of a standard American varigty@eneral American

3) native speakers of standard regional varietieEmglish e.g. Scottish, Northern

4) native speakers of non-standard regional vaeeedf English e.g. Cockney
(='working class’ London)

5) non-native (e.g. Italian, Bulgarian) but fluspeakers of English

% Tench, P. (tenchp@cardiff.ac.uk) 08.11.20D8&cher and Student Questionnairesrsonal e-mail
to Kanellou, V. (vikanellou@yahoo.com)
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A further technique for ensuring that a list of pesse categories is exhaustive,
comprehensive and representative is to use an @pded question in order to

generate these categories (Cohen et al, 2007; Bry2@®4; Gillham, 2000). Thus, in

an attempt to ascertain the contexts into whichlélaeners of our study would be
more likely to use their knowledge of English, gren question was included in the
guestionnaire used for the final pilot study. Thesvaers provided to this question
were grouped into appropriate categories by meagsrient analysis and, thus, the
initial open question was transformed into a clogeestion for the questionnaire used

in the main study.

Reliability

The question displayed in Box 1 which appears enfthal version of the Teachers’
Questionnaire, also appeared in an earlier versiothe Learners’ Questionnaire.
However, during the piloting process it emerged tie learners were unable to
answer the particular question appropriately bezatusvas irrelevant to them and
they lacked the knowledge to do so; one of thenkxarasked for a definition of the
term ‘intonation’ and it was revealed that the i@&sthe learners had also encountered
difficulties in their attempt to understand the meg of terms such as ‘sounds in
connected speech’ and so on. It was concludedthigaparticular question would
produce unreliable measures and was, thus, remibged the final version of the
Learners’ Questionnaire. It is interesting to ndtat a similarly phrased question
appeared in the Learners’ Questionnaire of Cendze@umberri’'s (1999) study on
learners’ views on the acquisition of English Prnociation. Nevertheless, the
participants of that study were all ‘English Stigdieniversity students and, thus, they

were in the position to answer the particular goasappropriately.
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Box 1
Teachers’ Questionnaire (‘Pronunciation Areas’ Seabn, Appendix 3.6)

How important do you think are the following areas for comprehesion

(=understanding spoken English) and production (=geaking English)?
Please tick one box for each item using the scélg1= extremely important; 5= not at

all important)

vowels

consonants

sounds in connected speech

stress

intonation

Validity

In writing the questions for the questionnaireto$ tstudy, the following rules were
adhered to:

1) Leading questions must be avoid€&wbhen et al, 2007; Bryman, 2004; Denscombe,
2003; Cox, 1996; Smith, 1988). That is, questidrag aire worded (or their response
categories presented) in such a way as to suggesspondents that there is only one
acceptable answer, and that other responses mightight not gain approval or
disapproval respectively (Cohen et al, 2007: 38f)course, as Cox (1996: 36) puts
it: “we will never know for certain, but we can gdaagainst respondents giving
socially desirable responses by carefully wordimg items”. In order to ensure that
the items on the questionnaire of this study coethino pejorative terms, the
guestionnaire was checked carefully several times.

2) Questions must be simple and briBryman, 2004; Dornyei, 2003; Denscombe,

2003; Smith; 1988). According to Dornyei (2003)uéstionnaire items should be
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short, rarely exceeding 20 words. They should pably be written in simple
sentences rather than compound or complex sentesmogseach should contain only
one complete thought” (: 52-53). Indeed, long amchjglicated questions may make it
difficult for the respondent to decipher the megnof a question and may cause
unnecessary confusion. According to Cox (1996), mlemnresponse formats, vague
phrases and words that the respondents do not siaddr severely reduce the
likelihood of obtaining accurate information severe 35).

3) Double-barrelled questions must be avoid@dyman, 2004; Cox, 1996; Babbie,
1991; Smith, 1988). These are the ones that asé fingle response to two or more
guestions. “Double-barrelled questions producetenimetable responses and have no

place in well-constructed questionnaires” (Smi®88: 227).
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Appendix 3.10 ‘Questionnaire Design’

Layout order of guestionnaire items

Cox (1996: 24) provides a further reason for plgdims section [the ‘Profile’ section
which included factual questions) at the end of dhestionnaire: “I prefer that the
content of the questionnaire be completed befoeeréspondent places himself or
herself into particular categories”. This view waso taken into consideration in
placing the ‘Profile’ section at the end.

At this point it is essential to note that “quess asked at an earlier point in
the questionnaire can affect the answers supptiedater stage” (Denscombe, 2003:
154). The problem of how sensitive people’s respsrtan be to the precise ordering
of questionnaire items is also addressed in otlethodological handbooks (Cohen et
al, 2007; Dornyei, 2003; Smith, 1988) and a poss#ualution is offered by Gorard
(2003):

Other than being aware of the problem, the bestrabef may be to use more than one version
of your questionnaire with differing question orsleirou can then allocate these versions
randomly to your sample and analyse their respoimsésrms of the sub-groups faced with
each version. If there is no obvious differencehi@ response patterns between groups then
you can report with some conviction that order Ib@sn eliminated as a possible confounding
variable in your results. If theis a difference between responses to different vessiren at
least you can use this difference as an estimateeddize and direction of the bias.

Gorard, 2003: 99

However, Gorard’s (2003) recommended proceduredcoat be applied in the case
of our study because the layout order of the qomessire topics was rather rigid; all
‘pronunciation-specific’ sections needed to be pthafter the more general sections
dealing with listening and speaking skills to avtigsing people’s responses. For
instance, if the ‘Pronunciation Teaching’ or ‘Prooiation Areas’ section had

preceded the ‘Speaking Ability’ section, the rofgponunciation in the development
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of learners’ speaking skills may have been viewadenfavourably than that of the
other language areas for that reason alone.

Questionnaire layout

As a general rule for the layout to be attractiad aviting, the questionnaire should
be spread out and uncluttered (Babbie, 1991: I35the other hand, if questions are
cramped together, the task of the respondents keconore difficult and may even
result in certain questions being skipped. The tkegn uncluttered look is to have
plenty of space for the questions (Gillham, 20@8). Thus, for this study, a larger
guestionnaire with plenty of space for and betwgemrstions was chosen over a
compressed layout, where all items would have lbemnded together.

Moreover, no question was split between two patfes.question is split in
such a way that it appears on two separate palges,espondent may provide an
answer in the wrong group of closed answers (Bryn2z@©4: 140). Thus, even
though there was some space left at the bottom agfe p5 in the Teachers’
Questionnaire, the ‘Pronunciation Teaching’ sectiguestion appeared on page 6
(see Appendix 3.7, Teachers’ Questionnaire).

Finally, the appearance of the questionnaire wahdr enhanced by the use
of a normal-sized reading font (11-point Times NBwman) and the fact that a
different typeface was used for questions and uesstins; questions were printed in
bold and instructions in italics. Varying betweapitals, bold, underlining or italics
is effective because it creates a layout that $§ ea the eye (Bryman, 2004; Gorard,

2003).
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Appendix 3.11 ‘Learners’ Questionnaire’ (English Vesion)

Questionnaire for Learners of English

I. LANGUAGE AREAS

1 a) If there was extra time for learning Englishwould you like the teacher to give you
more practice/ activities in the area of ...

Please tick one box only

[l grammar/ syntax

[l vocabulary

[] pronunciation

2. How difficult do you find the following to learn?
Please tick one box for each item using the scd@ld1= extremely difficult; 5= not at all
difficult)

grammar/ syntay

vocabulary

pronunciation

IIl. CONTEXTS OF USE OF ENGLISH OUTSIDE THE CLASSROO M

In which situations, in your opinion, are you morelikely to use your knowledge of
English in the future (after you leave the frontistrio)?

Please tick all those that apply

[J when travelling for leisure or work in differemduntries around the world

[ for a better chance of employment and financiatarel in the job market in Greece and,
generally, at work

[ for studies at a university in an English-spealdagntry

[] use of internet & computers

[J other(please specify)....................
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[ll. SPEAKING ABILITY

1. How important do you feel are the following elements in learnintp speak in English?

Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

grammar/ syntay

vocabulary

pronunciation

2. In your opinion, how important are the following when you speak in English so tha
other learners of English can understand you?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

appropriate use of grammar/ syntax

appropriate use of vocabulary

good level of pronunciation

3. When conversing in English, you and other learns of English may not understand
each other. In your opinion, how oftenare the following responsible?

Please tick one box for each item using the scdig1= always; 5= never)

112|345

grammar/ syntay

vocabulary

pronunciation
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IV. LISTENING COMPREHENSION

1. How important do you feel are the following for you to be ableotunderstand in a

listening activity?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

knowledge of grammar/ syntax

knowledge of vocabulary

knowledge of pronunciation

2. How important is it for you to hear a variety of accents of Endggh through the

listening material of the course?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

native speakers of a standard British variety Raegeived Pronunciation (
Standard South-of-England/ BBC English)

native speakers of a standard American variety@&egeral American

native speakers of standard regional varietiesngfigh e.g. Scottish,
Northern

native speakers of non-standard regional variefi&nglish e.g. Cockney
(= ‘working class’ London)

non-native (e.g. Italian, Bulgarian) but fluent apers of English

V. PRONUNCIATION MODELS & PERFORMANCE TARGETS

1. Which pronunciation model would you like the teaher to help you follow?
Please tick all those that apply

[J British English standard accent

[J American English standard accent

[1 Other(please specify)...................
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2 a) Ideally, how close would you likezour accent to come to a native-like model?

Please tick one box only using the scale 1-5 (Zreenxely close; 5= not at all close)
01 02 03 04 05

b) In practice, how close do you expegour accent to come to a native-like model?

Please tick one box only using the scale 1-5 (Zreexely close; 5= not at all close)

01 02 03 04 05

3 a) Which is more important, in your opinion?

To raise your pronunciation to... (please tick one box only)

[1the level of native speakers so that people Witlk you are a native speaker

[1to a level at which native and non-native speakansunderstand you perfectly well,

although you still have the accent of your country

b) Please give a brief reason for your answer:

PROFILE
Finally, in order to help us to better interpreta@nlassify your answers, would you mind

telling us a little bit about your personal & Engfii language learning background?

a. Age:.... years old

b. Sex:'1 Male [ Female

c. How long have you been learning English?... years
d. What is your level of English?

Please tick one box only

[J False Beginners/ Beginners [J Elementary (A + B senior)
[J Pre-Intermediate (C class) [ Intermediate (D class)

[J Upper-Intermediate (pre- Lower) [J Lower

[ Advanced [ Proficiency

e. Which is your first language?please tick)
[ Greek

[J Other please tell us which one)...............

THANK YOU FOR YOUR COOPERATION!
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Appendix 3.12 ‘Learners’ Questionnaire’ (Greek Verson)

Epwtnuatoioyio yio nabnréc Ayyiikamv

|. TENIKEX EPQTHZEIX

1 a) Av vpye tePLoGOTEPOS YPOVOS Y10 TN S1d0oKOLia TOV AyyMKAV, 00 10ghes o/ 1
KoONYNTNG/ TPLU VO 60V £61VE TEPLEGOTEPES O.OKNGELG. ..

(Iopaxald onueiwoe X o€ évo UOVoO TETPOYWVAKL)

[ YpOUUOTIKAG GUVTAKTIKOD

O Ae&hoyiov

[] mpopopdg

[ dALo (TopokaAd OLlEDKPIVIGE): ... ... ... ...

b) Hapaxai® ddee pra sovroun éfynon yia Ty axdvinen mov daretss:

2. 1660 806K0AY GOV QAIVOVTUL TO, TUPUKATO YO VO TO HAOES 6TO AYyMKA,
Hopoxodw olloloynoe kGbs Evo. amo Ta TOPOKAT® OTOLYEIO. XPHOLUOTOLOVTOS THV KAluoko 1
éwg 5 (1=rnapa moAd dborxolo, 5=rkalolov dvorolo) kot onueiwoe X oT0 avTioTo o

TETPAYDVOKL

YPOUUATIKY/ GUVTAKTIKO

Ae€IAOY10

TPOPOpPd

[Il. XPHEIMOITIOIQNTAYX TA ATTAIKA EKTOX TAEHX...

Y€ TO1EG KOTUOTAGELS TGTEVELS Elvan L0 TOAVE Vo, p1oLROTOMGELS TA AYYAMKE 6TO
péXLov (META TNV 0TOPOITNGT] GOV OT' TO PPOVTLETI|PLO);

2nueiwoe X ge ooa TETPOyVaKLo. Gélels

[ o€ ta&ido 610 €EMTEPIKO (TT.)- Y10, SL0KOTEG 1] Y10 SOVAELEC)

[ y1o0 KaADTEPT ETOYYEALOTIKNY amokatdotacn oty EALGSa / yevikd otn S0VAELD pov

[J y10. 6TOVOEG GE TAVEMIGTILUO YDPAG OTOL 1) ENLONUN YADOOCO £ivon TaL AyyAlKA

[ xprion internetkot nAEKTPOVIKGOY VITOAOYIGTOV

[ GAAO (TopaKadd OLEVKPIVIOE): .ue e,
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[ll. SPEAKING

1. 6060 onuovtikd Ocwpeic 0T sivar Ta mopokdTo otav podaivels ‘speaking’ ota

AYYMKG;
Hopoxodw alloloynoe kGbs Evo. amo Ta TOPOKAT® OTOLYEID. XPHOLUOTOLDVTOS THV KAluoko, 1
éwg 5 (1=napa moAd onuovtikd, 5=rkalolov onuaviikd) kot oHUEIWGE X 0T0 OVTIOTTOLYO

TETPAYDVOKL

YPOUUATIKY/ GUVTAKTIKO

Ae€IAOY10

TPOPOpPd

2. Katd ™ yvopn oov 6Tav Ahds ote AyyMKa, 1660 6NUOEVTIKG €ivol TO TUPIKATO

MOTE VO 6€ KOTOAUBaivouy Kot GArol podntég AyyMKOV;
Hopaoxalo alioloynoe kale Eva amod to. TOPOKGTW OTOLYELR. YPNOLUOTOIOVTAS TV KAluoxo 1
éwe 5 (1= rapa moAd onuovtikd, 5=rkabélov onuavtikd) kot onueiwoe X 6To avTioToLyo

TETPAYDVOKL

oOOTH YPNON YPOUUUATIKAG GLVTOKTIKOD

owaotn ypnon Ae&hoyiov

KAAO eminedo Tpopopdg

3. 0tay cvinNTtag 6ta AyyMkd pe aGArlovg podntéc AyyAMK@v, propel va uny Katarapet o
évag Tov drhov. Katd ) yvoun 6ov 1600 ovyva v0ivovtol 1o TapaKaT® Yo TETOL0V
€ildovg Tapeénynosig;

Hopaoxal.o aliodoynoe kale Eva amo T0. TOPOKGTW OTOLYELR. YPNOLUOTOIOVTAS TV KAluokxo 1

éwe 5 (1=rmavra, 5= roté) ko onueimoe X 0T0 AVTIGTOLYO TETPAYWVOKL

112|345

YPOUUATIKT GUVTAKTIKO

Ae&loyo

TPOPOPAL
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IV. LISTENING

1. 11660 onuovTIKG Vopilelg 0TL sival Ta mOPUKATO Y10 va KoToAdpes éva ‘listening’;

Hopoxodw olloloynoe kGbs Evo amo ta TOPOKAT® OTOLYEID. XPHOLUOTOLDVTOS THV KAluoko, 1
éwg 5 (1=napa moAd onuovtikd, 5=rkalolov onuaviikd) kot oHUEIWGE X 0T0 OVTIOTTOLYO

TETPAYDVOKL

YOG YPOUUOATIKNG GUVTOKTIKOD

yvoon AeEthoyiov

YVOON TPOPOPAG

2. 1660 oNUOVTIKO ival Y10 GEVO. VO, KOV GTONA VO A0V AYYAKA IE S10.QOPETIKEG

apopopéc oto ‘listening’ tov padfpatog TV AyyMk®v;
Hopaoxalo aliodoynoe kale Eva amod To. TOPOKGTW OTOLYELR. YPNOLUOTOIOVTAS TV KAluokxo 1
éwe 5 (1= rmapa moAd onuovtikd, 5=rkabélov onuaviikd) kot onueiwoe X 6To avTioToLyo

TETPAYDVOKL

dTopa TOV AoV pE TV emionun Kabiepopévn Bpetavikn tpogopd
(dnA. avtAv TO0L HopPOUEVOL Bpetavoh)

GTOWO TTOV LWAOVV LE TNV EMioNUN KoOlep®uUEVN AUEPIKAViKN TPOPOPE
(o). ATV TOL HOPPWOUEVOD APEPTKOVOD)

ATOUO TTOV LAODV UE TNV EXIGNUN TPOPOPA SLUPOPETIKDOV TEPLOYDV TNG
AyyMog 1 TN APEPIKNG Ty Le ZKOTGECIKN TPOPOPdL

GTOWO TTOV LWAOVV [LE TNV QVETIGTUTN TPOPOPE SIAPOPETIKAOV TEPLOYDV TNG
AyyAiag 1 tng Apepikng m.y. Cockney (stpogopd avBphdnmv KatdTEPOL
LOPPMTIKOD eMTESOV 6T0 ovaToAkd Aovdivol Aaikn mpopopd/ apyko)

dropa mov dev Exouv Ta AYYAKE MG UNTPIKT| TOLG YADCOH KOl TO MAODV
ue E&vn poopd (m.y. pe Ttohikn | Bovkydpikn) mapOio mov £xovv oA
KOAO eMinedo ota AyyAkd

V. MONTEAA ITIPO®OPAX
1. ITowo povtéro Tpopopdg 0o N0sheg va o€ Pondrjcel 0 kaOnyNTIHG G0V VO aKoAoVOT GG
oT0 AYYMKG;
Hopoxalo onueiooe X o€ Eva 1] TOPATAVED TETPOYWVAKIO,
O tnv emionun kadepopévn Bpetavikn tpopopd
O tnv emionun kadiepopévn AUEPIKAVIKT TPOPOPA

[ dAXo (TopoKkaAd SIEVKPIVIGE): ..vvveieinann,
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2 a)Karto amo 1davikig 6uvOnKeg 1060 Kovtd Oa 110shec va £pBsL | Tpo@opd cov 6¢

GUTNHV EVOS ATONOV TTOV 1] UNTPLKI] TOV YAMDGOW Eival | AyyMKN;
HopoxoAdod onueiwoe X e Evo, HOVO TETPAYWVAKL YPHoOTOIOVTaS TV kKAjuoka 1 éwe 5 (1=
Tapo. wold kovid, 5= kabolov kovia)

01 02 03 04 05

b) v mpdén moéco kKovrd mepLuévels va £pOEL 1) TPOPOPE G0V 6 VTNV EVOG ATONOV

7OV 1] UINTPIKNY TOV YAMDGGA Eival 1] AyyAkn;
HopoxoAdod onueimoe X o Evo, HOVO TETPAYWVAKL YpHoOToIOVTaS TV kAjuoka 1 éwe 5 (1=
Tapo wod kovid, 5= kabélov Kovid)

01 02 03 04 05

3 a) Ty MOTEVELS OTL EIVAL TTLO GULAVTLKO;

Na ¢Tadosig TNV TPoPOpPa 60V 6T AYYMKA. ..

(Trapakoian onusiooe X og éva [OVO TETPAYWVOKL)

[J 670 €Minedo avT®V OV £Y0VV T0, AYYAKA (O UNTPIKT TOVS YADGGO, OOTE d14.pOopoL Vo,
vopilouv mwg ExElC Kal €60 ToL AYYMKA ©0¢ UINTPIKT GOV YAMGOH

[ o€ éva eminedo TET010, MOTE TOPOLO OV JLATNPEIG TNV TPOPOPE TNG UNTPIKNG GOV YADGGUG
(7% Tpogéperg ta AyyAkd pe EXAnvikn mpogopd), va yiveson TANpmS KaTavontdg 1060 Gg

OVTOVG TTOL £XOVV OGO KUl GE OLTOVG TTOL OEV EYOVV TO AYYAIKA G UNTPIKT] TOLG YADOGA.

b) IMMopaxold ddoe po covroun e£ynon Yo TV axavtnon mov drdieées:
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MPO®DIA
Téhog Ba. ntav moAD ypHoiuo yio. v EPEDVE, OGS, AV UOG EOIVES OPLOUEVES YEVIKES TANPOPOPIES

YLO. GEVOL KOL TV EUTELPLO. GOV OGOV AQPOPa. otV EKUGHNnan twv Ayylikav...

a. Huxia: .... etov
b. ®Y)ro: [ Avtpog [ T'uvaika

C. Eo® xm méoa ypovia pabaivelg Ayyhkd,; ... ypovia

d. Xg mowo eminedo AyyMkov fpickeom,;
(rapaxodad onusiooe X oe £vo uéVo TETPAYWVaKL)
[l False Beginners/ Beginners

[l Elementary (A + B senior)

[ Pre-Intermediate (€i&n)

U Intermediate (xéé&n)

[ Upper-Intermediate (pre- Lower)

OJ Lower

1 Advanced

[ Proficiency

e.Ilow givor n pnTpIkny 6ov YA®Goo,
(rapaxoio onusiooe X oto avtioTorLo TETPAYWVIKI)

0 H EAAnvicn

L AN (Tapakold@d O1eDKPIVIOE). . ..cuuev e annn.n,

EYXAPIZETQ IIOAY!
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Appendix 3.13 ‘Questionnaire Piloting’

Issues raised & addressed in subsequent questienegisions

Here | will delineate some of the issues raisethe pilot tests conducted and how

they led to revisions of the questionnaire.

Clarity & adequacy of instructions

The version of the questionnaire administered &t#achers that participated in the
first pilot test included the three questions digpd in Box 1 as part of the ‘Profile’
section.

Box 1
Part of ‘Profile’ Section, Teachers’ Questionnaire(earlier version)

1. Is English your first language?
If you tick ‘no’, please go to questi@and then to questioh
If you tick ‘yes’, please go to questiBn
[0 No, my firstlanguage is  [J Greek
[1 Other please specify)....................

[1Yes, English is my first language.
2. Have you ever lived in an English speaking countf¥
[0 No
0Yes which country? .......... which city?..........

how long for? .......... and, for what reason? ..........
3. When you speak English, what accent would youggou have?
[1 A standard onéplease specify)....................

[1 A regionally influenced onéplease specify) ...................

Questions 1, 2 and 3 belong to a special kind @stian often referred to as the
filter-contingency set’. Contingency questions @y to a single subgroup of the

total sample of respondents” (Smith, 1988: 226) dhts subset is identified by a
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closed question called a filter question” (ibid:722Thus, ‘contingency’ questions
depend on responses to earlier questions. Q1 setdiléer for Q2 and Q3 and Q2 and
Q3 are contingent on Q1; Q2 is a contingency qoedbtr the subset of teachers that
do not have English as an ¥1and Q3 is a contingency question for the subset of
teachers that have English as ar’L1

Contingency and filter questions are useful fog thsearcher because they
allow him or her to follow up responses in moreadeand obtain more precise
information but can be confusing for the responslef@ohen et al, 2007: 332;
Gillham, 2000: 33). Gillham (2000) states that ‘®vtke simplest attempt to vary or
individualize or get beneath the surface [in a tjaasaire] looks over-elaborate” (:
33) and that “the capacity for respondents to gst br confused in a questionnaire
should not be underrated” (ibid: 33). Indeed, Reglket al (2002 cited in Cohen et al,
2007: 332-333) found that respondents tend to gnoisread and incorrectly follow
branching instructions, such that item non-respamsairs for follow-up questions
that are applicable only to certain subsamples, sspondents skip over, and
therefore fail to follow-up on those questions tiséould have been completed.
Redline et al (2002) also noted that sandwichiranbhing instructions between items
that do not branch is likely to lead to errors ofission and commission being made:
omitting to answer all the questions and answetirggwrong questions. For these
reasons, Cohen et al (2007) strongly recommendutheious and limited use of

filtering and branching devices and state that:

It is particularly important to avoid having paitiants turning pages forwards and backwards
in a questionnaire in order to follow the sequenteuestions that have had filters and
branches following them... One way of overcoming pheblem of branches it to sectionalise
the questionnaire, keeping together conceptuatigecitems and keeping the branches within
that section.

Cohen et al, 2007: 333

31 Question 2 is also a branch for Question 1
32 Question 3 is also a branch for Question 1
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The reader can see that these guidelines werenedlan designing the ‘filter and
contingency set’ displayed in Box 1; Questions lar®l 3 belonged to the same
section (the ‘Profile’ section of the Teachers’ &iennaire) and appeared on the
same page (p. 6 of that version of the questioaphattowever, when the first pilot
test of the Teachers’ Questionnaire was conducteel teacher who had replied ‘No’
to Q1 provided an answer to Q2 as well as to Q3eWthis was pointed out to the
respondent, he said that even though he had reaohslructions that accompanied
Q1, by the time he came across Q3 he had forgatient the particular instructions.
It was very important for the researcher to thifilaavay to overcome the particular
problem; if some of the participants of the maindst made the same mistake, then
the researcher would have to treat their respoasenissing data. Thus, ‘reminders’
were added to Q2 and Q3 (please see Box 2). Nolgmnsbwere encountered in
teachers’ replies to the particular questions lfm form they appear in Box 2) at the
second pilot test of the Teachers’ Questionnaire, @hus, they were retained in
exactly the same format for the Teachers’ Questoarof the main study.

Box 2
Part of ‘Profile’ Section, Teachers’ Questionnairg(final version)

1. Is English your first language?

If you tick ‘no’, go to questiol and then to questiof. If you tick ‘yes’, go to questiah
[1No, my first language is  [] Greek
[1 Other please specify)....................

[ Yes, English is my first language

2. Have you ever lived in an English speaking countf¥

(Reminder: this question is only for those thahdbhaveEnglish as their first language
0 No

[1Yes which country? .......... which city?..........

how long for? .......... and, for what reason? ..........

3. When you speak English, what accent would youggou have?
(Reminder: this question is only for those thatehBwglish as their first language)
[0 A standard onéplease specify)...................

[ A regionally influenced onéplease specify) ...................
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Clarity of questions

As it has been mentioned already, one of the gofatbe pilot test is to check the
clarity of questionnaire items and eliminate anybajuities or difficulties in wording.
For example, in the discussion that took place a$ @f the first pilot test of the
Teachers’ Questionnaire, it was revealed that pleoof the participants did not like
the wording of Q3 which belongs to the ‘Speakingilib section of the
Questionnaire (please see Box 3). They describegarticular question as ‘too long
and rather confusing’. Therefore, suggestions weade as to the improvement of the
wording of the particular question in the meetinmtt took place between the
researcher and the research supervisory team an trdliscuss the results of the first
pilot test. The original question (see Box 3) whiehs 44 words long was reduced to
21 words (see Box 4) and the teachers that paatmibin the second pilot test
described the modified version of that questiofcksmr and easy to understand’. Q2,
in its modified form, appeared in the final versiohthe questionnaire used in the
main study.

Box 3
Question 3 of ‘Speaking Ability’ Section, TeachersQuestionnaire (earlier version)

3. When a student participates in a conversation inEnglish, he/she may not
understand what is being said to him/her or the otér(s) may not understand what
he/she is saying. In your opinion, which of the f@wing are responsible for such
misunderstandings?

Please tick one box for each item using the sc&ld1= always; 5= never)
112|3|4|5

grammar/ synta

vocabulary

pronunciation
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Box 4
Question 3 of ‘Speaking Ability’ Section, TeachersQuestionnaire (final version)

3. When conversing in English, learners of Englisimay not understand each other.
In your opinion, how often are the following responsible?

Please tick one box for each item using the sc&ld1= always; 5= never)
112(3|4|5

grammar/ synta

vocabulary

pronunciation

Types of questions and their format

One of the issues raised as part of the discuskatrtook place during the first pilot

test of the Teachers’ Questionnaire concerned {tpest of questions that were the
most appropriate ones for the questionnaire andhgher not to transform some of
the ‘rating scales’ items into ‘rank order’ item\&/e have already looked at ‘rating
scales’ as part of Section 3.3.3 ‘Questionnaire SPoes’, Chapter 3. ‘Rank order’

items “contain some sort of a list and respondanésasked to order the items by
assigning a number to them according to their peefges” (Dornyei, 2003: 44-45).

The patrticipants of the first pilot test were askdtether they thought it would be a
good idea to transform some of the ‘rating scalesiions of the questionnaire into

‘rank order’ ones, for example Question 1 (BoxripiQuestion 1 (Box 6).
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Box 5
Question 1 of ‘Speaking Ability’ Section, TeachersQuestionnaire (final version)

1. How important do you feel are the following elements in teachingpur students to

speak in English?
Please tick one box for each item using the scélg1= extremely important; 5= not at

all important)

grammar/ synta

vocabulary

pronunciation

Box 6
Question 1 of ‘Speaking Ability’ Section, TeachersQuestionnaire (alternative version)

1. How important do you feel are the following elements in teachingpur students to

speak in English?
Please rank in order of importance (1= most impattand 3= least important)
grammar/ syntax:
vocabulary: N1

pronunciation:

All participants expressed their preference for tla¢ing scale’ version of Q1 and
gave the following reasons for their choice: fiste ‘rank order’ version required
greater mental effort to be answered than thengaticale’ version. Also, since the
‘rank order’ version imposed a cognitively morefidiilt task on the respondent, he or
she would need more time to answer it. Second,réimk order’ version prevented
respondents from rating items as equally importertteed, “unlike in a rating scale
in which a person can assign the same value taaewems... in rank order items
each sub-component must have a different value #gwaimgh such a forced choice
may not be natural in every case” (Dornyei, 20@). #or these reasons, (as well as a

third one; the researcher’'s awareness that ‘radkroitems are difficult to process
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statistically), it was decided not to include amgnk order’ items in the questionnaire

used for this study.

Adequacy of response categories provided for meltipoice items

Pilot test participants may indicate which questioreed expanding; for example,
which multiple-choice items need to include additibresponse categories. Indeed,
the learners that participated in the second pdst of the Learners’ Questionnaire
pointed out that the response categories providedQtiestion e (Box 7) needed to
include three additional levels of English languageficiency. Their suggestions
were taken into consideration and the final versibthe particular questionnaire item
appears in Box 8. Question d (Box 8) now coverspaksible levels of English
language proficiency as they correspond to thestygdeclasses available in English

language schools in Greéte

Box 7
Part of ‘Profile’ Section, Learners’ Questionnaire (earlier version)

e. What is your level of English?(please tick one box only)

[ Beginner [ Pre-intermediate [ Intermediate

[ Upper-intermediate (1 Advanced 1 Other(please specify)..................
Box 8

Part of ‘Profile’ Section, Learners’ Questionnaire (final version)

d. What is your level of English?

Please tick one box only

[ False Beginners/ Beginners [ Elementary (A + B senior)
[1 Pre-Intermediate (C class) [l Intermediate (D class)

[1 Upper-Intermediate (pre- Lower) [l Lower

[0 Advanced [ Proficiency

3 Learners are allocated to the appropriate classrding to their level of English.
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Section 3.3 ‘Procedure’

Appendix 3.14 ‘Final Pilot’

Transforming an open question into a closed guastio

As part of the teachers’ questionnaire, teachere wsked to identify the contexts in
which they expect their learners to use Englisthenfuture. In order to ascertain the
situations in which the learners would be more ik use their knowledge of

English, the open question displayed in Box 1 wssdu The same question with

slight changes in terms of the wording appeardteriearners’ questionnaire.

Box 1
‘Contexts of Use of English outside the ClassroonSection (Final Pilot Study Version)

Can you please describe any situations in which thetudents are likely to use English
in the future (after they get the certificate theyare studying for / leave the
frontistirio)?

This question yielded a variety of different anssveaand content analysis was
employed in order to reduce those to manageablenamhingful categories. The
guidelines offered by Gillham (2000) for the coritanalysis of open questions were
adhered to. Having listed all the responses topdeicular question and looked
through them, the following categories suggesteddelves:

» Travel abroad, holidays

* Find job (most employers ask for at least a basgifcate as proof of

knowledge of English), use English at work

* Undergraduate or postgraduate studies in an Ergishking country
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* Information technology, internet, chat online witiends (msn, skype)/ online
games/playstation or XBOX games
* Miscellaneous (reading books in English, scientiigsearch & wanting to
become an EFL teacher)
Then each response was checked off under the apgmgategory heading(s). It
emerged that most teachers’ and learners’ respamdd be grouped under more
than one headings as most teachers and learneligldradied more than one likely
context of use of English. The teachers’ and leafranswers were grouped into the
appropriate categories by means of content anahgsfellows (see Figure 2) and the
initial open question was transformed into a cloge@stion (see Box 3) for the
guestionnaire used in the main study. As can ba se&igure 2 the most popular
categories were the first two (travel and work) tloe learners and the most popular

for the teachers were (work and studies).

Figure 2
Contexts of use of English

Teachers Learners
Travel 3 55
Work 5 57
Studies 5 11
IT & Internet 4 26
Miscellaneous 0 3

Box 3
‘Contexts of Use of English outside the Classroon$ection (final version)

In which situations, in your opinion, are your students more likely to use their
knowledge of English in the future (after they leae the frontistirio)?

Please tick all those that apply.

[1when travelling for leisure or work in differenduntries around the world

[1for a better chance of employment & financial resviaa the job market in Greece and
generally, at work

[ for studies at a university in an English-speakiagntry

[ use of internet & computers

[1 other(please specify)....................
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Appendix 3.15 ‘Main Study’

CARDIFF

UMIVERSITY

FRIFYSGOL

QNRDYD

Consent Form for Teachers

This questionnaire is part of my PhD study on teaching & learning English as
a foreign language in Thessaloniki, Greece. | hope that you will agree to take
part in the study by completing the teachers’ questionnaire (it takes 10
minutes to fill in).

| am interested in your opinions on teaching English and, especially, on the
development of ‘speaking’ and ‘listening’ skills. There are no right or wrong
answers. Please answer all the questions as honestly as you can. Your
answers will remain anonymous; this consent form will be kept separate from
your questionnaire to ensure anonymity.

You do not have to participate in this project, if you do not want to, and you
may withdraw from it at any time and for any reasons.

Please sign below to give consent that | may include your answers in my
study.

Your cooperation is highly appreciated.

Signature: Date:

If you have any queries or comments, you can contact either me (Vasiliki Kanellou) or my
dissertation supervisor (Dr. Paul Tench):

Vasiliki Kanellou Dr Paul Tench,

PhD Researcher Senior Lecturer
Centre for Language and Communication Research
School of English, Communication and Philosophy,
Cardiff University, Humanities Building
Colum Drive, Cathays
CF10 3EU, Cardiff
United Kingdom.

Mobile: 6976 794813 Tel.: +4429 2087 4000
Fax: +4429 2087 4242
Email: KanellouVl@cardiff.ac.uk Email: TenchP@cardiff.ac.uk
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Appendix 3.16 ‘Main Study’

CARDIFF

UMIVERSITY

FRIFYSGOL

QNRDYD

Consent Form for Learners of English

This questionnaire is part of my PhD study on teaching & learning English as
a foreign language in Thessaloniki, Greece. | hope that you will agree to take
part in the study by completing the learners’ questionnaire (it takes 10 minutes
to fill in).

| am interested in your opinions on learning English and, especially, on the
development of ‘speaking’ and ‘listening’ skills. There are no right or wrong
answers. Please answer all the questions as honestly as you can. Your
answers will remain anonymous; this consent form will be kept separate from
your questionnaire to ensure anonymity.

You do not have to participate in this project, if you do not want to, and you
may withdraw from it at any time and for any reasons.

Please sign below to give consent that | may include your answers in my
study.

Your cooperation is highly appreciated.

Signature: Date:

If you have any queries or comments, you can contact either me (Vasiliki Kanellou) or my
dissertation supervisor (Dr. Paul Tench):

Vasiliki Kanellou Dr Paul Tench,

PhD Researcher Senior Lecturer
Centre for Language and Communication Research
School of English, Communication and Philosophy,
Cardiff University, Humanities Building
Colum Drive, Cathays
CF10 3EU, Cardiff
United Kingdom.

Mobile: 6946 178 793 Tel.: +4429 2087 4000
Fax: +4429 2087 4242
Email: KanellouVl@cardiff.ac.uk Email: TenchP@cardiff.ac.uk
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Appendix 3.17 ‘Main Study’

Ethics

Students’ age

The researcher of this study contacted the Depattmie'Research & Educational
Technology’ of the Greek Pedagogical Institute @okisi Athens) and received by fax
a set of guidelines outlining the procedure to dikived by researchers who wish to
conduct studies in state schools in Greece. Acagrth those guidelind$ parental
consent is only sought in the case of medical ejdi the children are under 15
years of age, parents are requested to give coasdntf the children are over 15, then
both parents and children must give consent. Isteigly, parental consent is not
mentioned in any other part of those ‘ethics’ form#en the researcher asked for
further clarification on this matter, she was imh@d that, unless a medical study is
carried out, then the school principal’s and/ acteer's consent in addition to the
student’s consent (for any children under 15) wa$ictent. Even though, private
language schools do not need to adhere to thosdategs (and there are no
guidelines regarding research to carried out irvgbel language schools), the
guidelines set out by the Greek Pedagogical Institan be seen as an indicator of

may (or may not) be acceptable in the case of f@isehools.

34 ‘Documents required for granting permission fase@rch’, Department of ‘Research and
Educational Technology’, Greek Pedagogical Ingitdanuary, 2008. —www.pi-schools.gr
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Appendix 3.18 ‘Main Study’

Learner consent form (Greek version)

CARDIFF

UNIVERSITY

PRIFYSGOL

(AFRDYD

AnAwon 2uykatdBsonc via MabnTéc

AUTO TO EpWTNPATOAOYIO ATTOTEAET HEPOG TNG BIBAKTOPIKNAS HOoU dIaTpIRNS Kal
agopd atn didaokaAia TNG AyyAIKNG YAWOOAG O€ GPOVTIOTHPIA TNG
Oeooahovikng. EATTICw 611 Ba dexTeite va AGReTe YEPOG OTNV £pEUVA UOU
OUMPTTANPWVOVTAG TO EPWTNUATOASYIO TwV PaBnTwyv (Ba XPEIAOTEITE TTEPITIOU
10 AETTTA yIO VO TO CUUTTANPWOETE).

Me evdia@épouv Ol BIKEG OOG TTPOCWTTIKEG ATTOWEIG OXETIKA PE TNV EKPNABNON
Twv AyyAIKWwv Kal 101aTépwg 0oov agopd oTo ‘speaking’ kar oTto ‘listening’.
Aev uttdpxouv owoTéG A AavBaopéveg atraviioels. MNMapakaAw aTTaviAoTe O€
OANeG TIG €pWTAOEIG 600 TIo €IANIKpIva yivetal. O1 ammaviioeig cog Ba
TTOPAMEIVOUV avwVvuuEeS: auTh Tn OAAwon ocuykatdBeong Ba Tnv KpaTAoW
XWPIOTA a1Td TO EPWTNHATOAOYIO YIa va dIOCQAAIOTEI N AVWVUUIa 00G.

H ouppeTOoxX 000G O QUTA TNV £PEUVA Eival TIPOAIPETIK.

MapakaAw UTTOYPAWTE TTAPOKATW VI VA POU ETTITPEWYETE VA XPNOINOTTOINOW
TIG ATTAVTACEIG OAG VIO TV EPEUVA HOU.

20G EUXAPIOTW €K TWV TTPOTEPWV VIO TN CUVEPYATIa OOG.

YT1roypagn: Huepounvia:

Av €xETE EPWTATEIG I OXOAIQ, COG TTAPAKAAW VA ETTIKOIVWVACETE €iTe PE euéva (BaolAikni
KavéAAou) eite ye Tov emBAETOVTA KABNyNTA TNG d1aTpIRNG pou (Dr. Paul Tench):

BaolAikr) KavéAAou Dr Paul Tench,

Ytowneia AiddkTopag Senior Lecturer
Centre for Language and Communication Research
School of English, Communication and Philosophy,
Cardiff University, Humanities Building
Colum Drive, Cathays
CF10 3EU, Cardiff
United Kingdom.

Kivntd: 6946 178 793 Tel.: +4429 2087 4000
Fax: +4429 2087 4242
Email: KanellouVl@cardiff.ac.uk Email: TenchP@cardiff.ac.uk
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Section 3.4 ‘Interviews’

Appendix 3.19 ‘Procedure’

Time & place

Gillham (2000b) suggests a two-day timetable sppddetween interviews and

justifies his suggests as follows:

Interviews require a lot of concentration and yalli find them a rather wearing business. So
space them out. One every two days is about righis will mean that you can transcribe as
you go: and you will find that each interview isatévely fresh in your memory.

Gillham, 2000b: 57

It was not possible to follow Gillham’s (2000b) giegtion as the researcher had to
interview the teachers once their students’ hadhsatend of the year exams’ (as well
as the FCE/ CPE/ ECCE/ ECPE exams) and before ethehérs went away on
holiday. Thus, all 12 interviews were conductethia last week of May, 2011 and the
first week of June, 2011. Nevertheless, the rebeafound that this did not affect the
transcription process in any way as she would vdaen any things that she thought
were important to note (for example, general imgiess about the interview and/ or
the interviewee) once each interview had been cetegland while the interview was

still fresh in her memory.
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Appendix 3.20 ‘Procedure’

Recording

Audio-recording versus video-recording

Audio-recording captures only speech and missesvedmal cues such as eye
movements and facial expressions and other cordexactors (Dornyei, 2007;
Denscombe, 2003). On the other hand, the methoWiadd¢o-recording “captures
many non-verbal as well as verbal communications, affers the most complete
record of events during the interview’(Denscomb@02 176). Video data is
“obviously richer than audio recordings” (Dorny2007: 139) but nevertheless, “the
video recording process is much more difficult afutrusive than switching on a
small dictaphone, and analysing video data is naasy task either” (ibid: 139). For
these reasons, Dornyei (2007) recommends the usEl@d data for one’s research
only if it is really needed (: 139). And, it is firese reasons that the researcher opted

for audio-recordings.
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Appendix 3.21 ‘Procedure’

Conducting the interview

Encouraging interviewee participation

For example, she would say something along thes lofénow that | have collected
and analysed all the questionnaire data, | knowt\Wwappens but | don’t know why it
happens (smile). | am so glad you've agreed to hedput on this, tell me what you
think based on your teaching experience and iniieragvith other teachers. You see
the last time | taught English to students her@hessaloniki, Greece was a decade

ago!’
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Appendix 3.22

Questionnaire Items for Interview

SPEAKING ABILITY

1. How important do you feel are the following elements in teachingpur students to

speak in English?
Please tick one box for each item using the sc&l€1E= extremely important; 5= not at all

important)

grammar/ syntaxM = 1.89)

vocabularyM = 1.49

pronunciationM = 2.28’

RESULTS: All have importance but...
Pron as important as Gram but less important than \6c

2. In your opinion, how important are the following when your students speak in
English so that other learners of English can undetand them?
Please tick one box for each item using the sc&lg1E= extremely important; 5= not at all

important)

appropriate use of grammar/ synthk = 2.38

appropriate use of vocabulaiyl = 1.79

good level of pronunciatiofM = 2.49’

RESULTS: All have importance but...
Pron as important as Gram but less important than \6c

3. When conversing in English, learners of Englisimay not understand each other. In
your opinion, how oftenare the following responsible?

Please tick one box for each item using the scdl€1E= always; 5= never)

1/2(3(4|5

grammar/ syntaxM = 2.49)

vocabularyM = 2.11

pronunciationM = 2.94

RESULTS: Pron as often responsible as Gram but
less often responsible than Voc



185

LISTENING COMPREHENSION

1. How important do you feel are the following for your students tdoe able to

understand in a listening activity?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

knowledge of grammar/ syntg = 2.63

knowledge of vocabularfM = 1.60

knowledge of pronunciatiofM = 2.00]

RESULTS: Voc (marginally) more important than Pron
and far more important than Gram

2. How important do you think it is for the students to hear a varety of accents of

English through the listening material of the courg?

Please tick using the scale 1-5 (1= extremely irtgodr 5= not at all important)

112(3|4]|5

a. native speakers of a standard British variggyReceived Pronunciation
(= Standard South-of-England/ BBC Engligk) = 1.62)

b. native speakers of a standard American varigty@eneral American
(M= 1.67)

c. native speakers of standard regional variefi&nglish e.g. Scottish,
Northern(M = 2.61)

d. native speakers of non-standard regional vasetf English e.g.
Cockney (= ‘working class’ London)YM = 3.17)

e. non-native (e.g. Italian, Bulgarian) but fluspeakers of English
(M =311

3. How oftendo you use any of the following as part of the lisning element of the
course?

Please tick one box for each item using the scdid1= always; 5= never)

112(3|4]|5

a. conversations among native speakers of stataish varieties of
English(M = 1.74)

b. conversations among native speakers of stataatican varieties of
English(M = 2.02)

C. conversations among native speakers of stamdgranal varieties of
English(M = 2.91)

d. conversations among native speakers of non-atdmdgional varieties
of English(M = 3.70)

e. conversations among native speakers and nover(atit fluent)
speakers of EnglisfM = 3.48)

f. conversations among non-native (but fluent) kpeaof EnglisHM =
3.78)
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PRONUNCIATION AREAS
How important do you think are the following areas for comprehesion

(=understanding spoken English) and production (=peaking English)?
Please tick one box for each item using the sc&lg1= extremely important; 5= not at all

important)

vowels(M = 2.26’

consonantgM = 2.53’

sounds in connected speech
(M=1.87)

stresqM = 1.84]

intonation(M = 1.76

RESULTS: Consonants less important than the rest

PRONUNCIATION MODELS

1. Which pronunciation model do you follow in yourteaching?
Please tick all those that apply

[J British English standard accent

[J American English standard accent

[1 Other(please specify)...................

RESULTS: 92% follow either St. Br. Engl. or Am. End. or both
Br. Engl. (38.3%), Am. Engl. (31.9%), both (21.3%)

PRONUNCIATION PERFORMANCE TARGETS

1 a) Ideally, how close would you likesour students’ accent to come to a native-like

model?
Please tick one box only using the scale 1-5 (Zreexely close; 5= not at all close)
01 02 03 14 05

b) In practice, how close do you expegbur students’ accent to come to a native-like

model?
Please tick one box only using the scale 1-5 (Zreenely close; 5= not at all close)
01 02 03 04 05

RESULTS: 1a) ‘very close’ (M= 2.04)
1b) ‘quite close’ (M = 2.91)
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2 a) Which is more important, in your opinion?
To raise students’ pronunciation to...(please tick one box only)

[l the level of native speakers so that people Wik they are native speakers
1 to a level at which native and non-native speakansunderstand them perfectly well,
although they still have the accent of their copntr

b) Please give a brief reason for your answer

RESULTS: 2a) 97.9% chose accented international ietligibility
2b) 26% did not give a reason for their choice

PRONUNCIATION TEACHING

1) Please tell us how oftegou use/ do any of the following as part of the Ejlish
language lesson.

Please tick one box for each item using the sc&l€1E= always; 5= never)

11234

a) pronunciation practice just before/ as parafir ‘speaking’ activities
M=2.89

b) listening to authentic spoken English = regbétar video recorded)
conversations among speakers instead of scriptes (@ng. British/
American radio or TVM =2.04

¢) modern computer technology (pronunciation saféwaograms)
M =4.30

d) pronunciation practice in the language laboyakbr= 4.14

e) ear-training (discrimination) exercises betwsiemlar-sounding

phonemes etiM = 3.51

f) production/ articulation exercises (i.e. ‘reaglaloud’ activities, drilling

& imitation exercisesM = 1.87

g) individual responses from each learner in ddss1.6C

h) choral responses from all learners in classtheg® = 2.7¢

i) teaching the symbols of the international phanalphabet to the
studentgvl = 3.72

J) teaching the phonological rules of English (s&ess placement rules,

spelling to sound rules) to the studeMts 3.26
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PHONETICS COURSES & PRONUNCIATION TRAINING
1 a) Have you done a course/ module in English phetics as part of a University
Degree?
[0 No OYes
(If you've ticked ‘no’, please go to questia
b) How usefulwas it in preparing you for the teaching of pronuriation in the English
language classroom?
Please tick one box only using the scale 1-5 (Zreexely useful; 5= not at all useful)
1 02 03 14 05

RESULTS: 1a) 48.9% of teachers have natone a course/ module on
English phonetics
1b) Those that did found it ‘very useful’ (M=2.2)

2 a) Have you received any specific training (i.@t a teachers’ training course) in the
teaching of English pronunciation?
[0 No
[1Yes. WherePplease give detailS)...........cooe i

b) How usefuldid you find it in your teaching of pronunciation in the English
language classroom?
Please tick one box only using the scale 1-5 (Zreexely useful; 5= not at all useful)

1 02 03 14 05

RESULTS: 2a) 72.3% of teachers have not received gnraining in
the teaching of pronunciation
2b) Those that have found it ‘very useful’ (M=2.8)
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Appendix 3.23

Questions for Teacher Interview

Introductory Questions

-As far as pron is concerned, you need to makesa#s such as, how much time to
spend in class teaching & practising pronunciatiatnat kind of pronunciation
activities to use and so on. What are your decssimesed on? An analysis of your
learners’ needs (why your students are learningli@ingwhere they intend to use
English etc.)?

-Overall, do you feel that teachers spend more tameé effort into teaching other
language areas i.e. vocabulary rather than proatios? Do you feel that

pronunciation is neglected compared to i.e. voaayuh the language classroom?

SPEAKING ABILITY

Q1) When it comes to teaching their students to spe&kglish, most teachers say
that they pay more attention to voc than pron &w(a*=voc, 7%= pron & gram).

Why do you think this happens? Why do they focus@mnrather than pron?

Q2) & Q3) The teachers believe that (appropriate use of)\@gspa more important
role than (a good level of) pron & (appropriate ofegram when learners of English
speak and want to be understood by others. If, a.dearner of English has a
conversation with another learner of English (aog-native speaker of English) and
there’s a misunderstanding (or breakdown in compatiun) voc is more often
responsible than pron or gram. Why do you think thithe case?

Extra Question:

Some experts in the field of ELT have claimed tif@% of the failures in
communication among non-native speakers of Englighcaused by pronunciation.

Do you agree? Or do you have a different view basegour experience?

LISTENING COMPREHENSION
Q1) The teachers said that for the learners to be t@blenderstand in listening
activities knowledge of pron is very important. Hoxer, a good knowledge of

vocabulary is even more important. Do you agreey @éhyou think this is?
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Q2) The teachers thought that getting learners terlidb the accent ofhative

speakers of a standard British or American varietyenglishis more important than
to the accent ohative speakers of standard regional varieties ngjlish, the accent
of native speakers of non-standard regional varieté€nglishand the accent of

non-native but fluent speakers of Engligfhy do you think this is?

Q3) a) The teachers claimed that they expose learnessrweersations among native
speakers of standard British Englialbit more frequently than tmerican varieties
of English.Why do you think this is?

b. Overall, the teachers claimed that they exposenégartoconversations among
native speakers of standard British American varieties of Englismore frequently
than to conversations among native speakers of standardomaf varieties of
English, conversations among native speakers ofstamdard regional varieties of
English, conversations among native speakers amdnative (but fluent) speakers of
Englishandconversations among non-native (but fluent) speakéEnglishWwhy do
you think this is?

c. Why do you think that exposing learnersctanversations among non-native (but
fluent) speakers of Englisk done so rarely? (especially nowadays when Eimgd
used primarily for communication among non-natigeakers worldwide)

Extra Question

Overall, do you think that teachers use listeningtenal in order to help learners

understand a wide variety of accents? If not, why?

PRONUNCIATION AREAS

Q1) Helping English language students to better undedsspoken English and be
understood by others...

The teachers said thabwelsare more important thaconsonantdor understanding
spoken English and speaking English. Why do youoktkiis is?

Extra Question

Do you focus on words first (vowels, consonants simdss) and then on connected
speech and intonation (or vice versa)? Which (odesg)ou teach first? Why?
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EXAMPLES/ CUES

Word level

Vowels i.e./e/ can be spelled in different ways

e: egy, keft, said, head, read (past), instad, any, leisure
Consonants i.gs/ can be spelled in different ways

Sit, less, dty, face,descent,psychology

Stress

-many ‘everyday’ nouns and adjectives that have $wltables only are stressed on
the first syllable: MOther, WAter, TAble, Lovely

-words formed of a combination of two words are allsustressed on the first
element: POSTman, NEWSpaper, TEApot

Connected Speech

-elision (disappearance of a sound):

‘We arrived the nextaly.’

‘That’s an inteesting idea’

Intonation

-question tags expecting confirmation (falling):ware Greek, aren’t you?

-question tags showing less certainty (rising): Yaoe Greek, aren’t you?

PRONUNCIATION MODELS

Q1) The vast majority of teachers (92%) choose to fokdather astandard British
accentor astandard American accefr both) as pronunciation models in their
teaching of English. Why do you think this is tlese?

PRONUNCIATION PERFORMANCE TARGETS

Q1) The teachers said that they would like their leex'ngccent to come ‘very close’
to a native-like model. However, they expect thatill only come ‘quite close’ to a
native-like model. What do you think are the reasbahind this?

Q2a) When | asked teachers to choose betwamrented international intelligibility
and native-like pronunciation all teachers (except for one) chosecented

international intelligibility as the most important pronunciation goal
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However, one third of the learners opted for nalike competence in pronunciation.
Why do you think this is?

Q2b) 26% of teachers did not provide a reason for tblkeaice. Why do you think
they did that?

Extra Question
As part of my PhD thesis, | am very much concerneith the debate on
pronunciation models and targets. Let me explaiatwimean. Some applied linguists
argue that in the past, people learned Englishrderoto be able to communicate
effectively with native speakers of English. Sotivea speakers of English were
considered by all to be the owners of the languagkthe guardians of its standards.
And, since English belonged to its native speakemmade sense for learners of
English to follow native speaker models and try andtate native-speakers.
However, nowadays many people learn English inroldeommunicate with other
non-native speakers of English. In fact, these dagse are more non-native speakers
than native speakers of English in the world. Sis¢hlinguists have begun to call into
guestion the whole issue of who owns the Englisiglage. (i.e. English cannot be
viewed as the preserve of British people when tlaee more Indians that speak
English than British people). They say that ‘Englis an international language and it
is owned by all those who use it’. It is not a @n language owned by its native
speakers, i.e. British people or Australian peopBs, they say that native speaker
models should stop being teaching models for learoEEnglish as well as the point
of reference against which their pronunciation $thdee judged. However, as we
know (and as my research has shown), many ELT ¢eaclse native speaker models
when they teach pronunciation (i.e. British Englshndard accent) and try to get
their learners to imitate those models.

What is your view on this matter? Who do you thiokns the English

language? What should be done?
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PRONUNCIATION TEACHING TECHNIQUES
Q1) a) Why do you think that ‘pronunciation practicefdre/ as part of/ after
speaking activities’ is only sometimes used? (doéspend on time available etc.)
b) Why do you think that ‘listening to authenticogen English’ is often used?
¢) Why do you think that ‘modern computer technglag rarely/ never used?
d) Why do you think that ‘the language laboratasyfarely used?
e) Why do you think that ‘ear-training exercisese aometimes/ rarely used? (i.e.
listening exercises that help learners discriminbetween different intonation
patterns or closely related sounds)
Example: You will hear either sentence a or b. [itbe sentence you've just
heard.
a. ‘Will he leavehere?’ orb. ‘Will he live here?’
a. ‘Don’t sleepon the floor’_or b.'Don’t slip on the floor'.
f) Why do you think that ‘production exercises’ aféen used? (i.e. ‘reading aloud’).
Extra Question
Many writers of ELT materials say that first we dee get our students to
understand/ listen to the sounds of English anadh thek our students to
produce them. So, they suggest that the teacher toefirst concentrate on
recognition activities (i.e. ‘listen and circle therd you hear’) and then on
production activities (i.e. ‘now practise saying twords you have circled’).
Do you agree? Why? Why not? What do you do? —fliteepeat’
g) & h) Why do you think that ‘individual repetitidresponses’ are more popular than
‘choral’ ones?
i) Why do you think that the ‘phonemic symbols’ aaely taught? (Many ELT
PRON books have phonemic charts/ many authors @f BERON books recommend
teaching students the phonetic script so that stsdsan work out the pronunciation
of new words for themselves etc.) Are your studéasiliar with the symbols of the
phonetic alphabet? If not, why not?
Extra: The letter ¢ has different pronunciations:
Cat, city, ocean,cello
J) Why do you think that ‘phonological rules’ artem taught? (Are they useful? Do

you teach i.e. stress placement rules?)
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Extra Question

1) About 10 years ago | carried out a study with teashof English here in
Thessaloniki and found that only 30% of them taygbhunciation explicitly (that is,
they gave their students oral activities to perfosuch as choral or individual
repetition, or taught them phonological rules). Thajority of the teachers did not
teach pronunciation at all; they thought that thetirdents would just ‘pick up’ the
correct pronunciation of words and so on while thweye engaged in other grammar
or vocabulary tasks. What do you think is the situratoday? Is it different?

PHONETICS COURSES & PRONUNCIATION TRAINING

Q1) Approximately half of the teachers have not dore@arse in English phonetics
as part of a University Degree; those that did ébunvery useful. Did it give you a
sense of confidence/ do you have a good idea of wdaare talking about when it
comes to pronunciation in the language classro@mkito this course?

Q2) The majority of the teachers never received angiipdraining in terms of the

teaching of pronunciation. Those that did founeeity useful.

Extra Question

If you have not done a course on phonetics/ if lgaue received no training in the
teaching of pronunciation, would you like to do so?

Closing Questions

Is there anything you’d like to add? Do you havg questions?
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Appendix 3.24 ‘Procedure’

Conducting the interview

Prompts and probes

According to Gillham (2000b: 42), interview devetopnt, “which means the
appropriate development of the interviewee’s respef) is essential and “a major
topic in its own right”. The appropriate use of pats and probes by the interviewer
is one of the main ways of developing interviewessponses. Cohen et al (2007)

delineate the role of prompts and probes in thessoaf an interview as follows:

Prompts enable the interviewer to clarify topics aquestions, while probes enable the
interviewer to ask respondents to extend, elaborde to, provide detail for, clarify or
qualify their response, thereby addressing richrdssth of response, comprehensiveness and
honesty that are some of the hallmarks of succesgirviewing (see Patton 1980: 238). A
probe may be simply the follow-up ‘why’ questiom.cbuld comprise simply repeating the
guestion, repeating the answer in questioning telnewing interest and understanding, asking
for clarification or an example of further explicat, or, indeed simply pausing.

Cohen et al, 2007: 360

The researcher made appropriate use of variousgtsoand probes throughout the
interview (some of them had been devised prioh®ihterview and others came up
as the interview progressed) and, overall, sheddhem a very useful tool in terms

of eliciting further information or more accuratéarmation from the interviewee.
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Section 4.3.2 ‘Learners versus Teachers: ResultsrfReQ1la’

Appendix 4.1

Pronunciation status in teaching and learning speglskills

No statistically significant differences were foubdtween learners’ and teachers’
evaluations of grammar and vocabulary.

Pronunciation role in teaching and learning speakskills

No statistically significant differences were foubdtween learners’ and teachers’
evaluations of vocabulary in terms of ‘importancdiowever, a statistically
significant difference was found between learneesid teachers’ scores for
‘appropriate use of grammar’. The learners viewesshppropriate use of grammaas
‘more important’ for the intelligibility of their poken discourse (M = 2.03, S.D =
0.079) compared to the teachers (M= 2.38, S.D 22),9(371) = 2.322p = 0.021 p
<0.05) (Box plot 1).

Box Plot 1
Perceived importance of grammar (‘Speaking Ability 2a’) the intelligibility of the
learners’ oral discourse

365

Speaking ability 2a
1

1 ——

T T
Learner Teacher

LearneriTeacher
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Here | will provide an explanation of what is reggated by Box plot 1 which the
reader can refer back to in order to understanBa@ll plots included in this thesis. A
Box plot is a way of summarising a set of data mess on an interval scale and
shows the shape of the distribution, its centrduevaand variability. This type of
graph consists of the median, the lower and uppertides and the most extreme
values in the data set (minimum and maximum valuBs¢ medianfor each dataset
is indicated by the black center lif2 The reader can see that, in our example, the
two boxplots have nearly identical median valud®e first and third quartilesare the
edges of the yellow area and the yellow area ismknas theinter-quartile range
(IQR). In other words, the IQR covers the distam®tween the first and third
qguartiles. The first quartile of a group of valussthe value such that 25% of the
values fall at or below this value. The third quarof a group of values is the value
such that 75% fall at or below this value. In oMample, we can see that the first
quartile of the teachers’ dataset correspondsdariadian of that dataset. Also, we
can see that the IQR is greater for the learneatasit than the teachers’ dataset
which indicates that the variability of the scogegen by the learners is greater than
the variability of the scores given by the teach@ise extreme valuegwithin 1.5
times the IQR from the upper or lower quartile) dre ends of the lines extending
from the IQR. In our example, we can see that th@mum values of the learners’
dataset correspond to the first quartile of thaiaskt. Also, we can see that the
extreme values are closer to the median in theh&racdataset than the learners’
dataset. Points at a greater distance from the anettian 1.5 times the IQR are

plotted individually as asterisks and these porefgesent potentialutliers In our

% For a more detailed explanation of what a boxpptesents the reader may wish to consult the
following sources: http://www.stat.yale.edu/Cow/4897-98/101/numsum.htm#quartiles
http://www.stat.yale.edu/Courses/1997-98/101/baxipim
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example, there is an outlier in the teachers’ @atakhe number 365 corresponds to
teacher ‘38'. (All participants have been allocatechumber: 327 learners + 47
teachers = 374 participants overall).

No statistically significant differences were faurmetween learners’ and

teachers evaluations gfammarandvocabularyin terms of ‘responsibility’.

Pronunciation status in teaching and learning Irstey skills
No statistically significant differences were foubdtween learners’ and teachers’

evaluations oframmarandvocabularyin terms of ‘importance’.

Perceived importance of exposure to various accehEnglish

No statistically significant differences were foubdtween learners’ and teachers’
scores fomative speakers of non-standard regional variebé$€nglish(‘Listening
Comprehension 2d’) and learners’ and teachers’escéor non-native but fluent
speakers of EnglisfListening Comprehension 2e’) in terms of ‘impoxtah

However, a statistically significant differencesMaund between learners’ and
teachers’ responses to ‘Listening ComprehensionT& learners rated exposure to
native speakers of a standard British variefyEnglish(M = 1.97, S.D = 0.951) as
‘less important’ compared to the teachers (M = 1%D = 0.945)f (372) = 2.398p
=0.017 < 0.05) (Box plot 2).

Also, a statistically significant difference wasufal between learners’ and
teachers’ responses to ‘Listening Comprehension Be learners rated exposure to
native speakera standard American varietyf English(M = 2.05, S.D = 0.972) as
‘less important’ compared to the teachers (M = 1%D = 1.055)f (370) = 2.424p

=0.016 p < 0.05) (Box plot 3).
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Finally, a statistically significant difference wdsund between learners’ and
teachers’ responses to ‘Listening ComprehensionTe learners rated exposure to
native speakers of standard regional varieties n§lish (M = 3.18, S.D = 1.200) as
‘less important’ compared to the teachers (M = 2%D = 0.977)f (368) = 3.064p
=0.002 p < 0.05) (Box plot 4).

Nevertheless, the learners and teachers of this slyiattached greater importance

to the exposure of learners to the accent oiative speakers of a standard British or
American variety of Englislcompared to the accent ohative speakers of standard
regional varieties of English the accent of native speakers of non-standard
regional varieties of Englishand the accent ofnon-native but fluent speakers of

English as part of the listening comprehension element diie course.

Box Plot 2
Ratings of the accent of native speakers of a staadl British variety of English
(‘Listening Comprehension 2a’) in terms of ‘importance of exposure’
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Box Plot 3
Ratings of the accent of native speakers of a staamdl American variety of English
(‘Listening Comprehension 2b’) in terms of ‘importance of exposure’
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Box Plot 4
Ratings of the accent of native speakers of standarregional varieties of
(‘Listening Comprehension 2c¢’) in terms of ‘importance of exposure’
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Section 4.3.3 ‘Teachers’ Questionnaires: Resultsrf®Q1b

Appendix 4.2

Course in English Phonetics

There was a statistically significant difference time responses of teachers to
guestionnaire item ‘Listening Comprehension 2dwasin those teachers that have
attended a course in English phonetics (M = 3.6B,51.027) and those that have
not (M = 2.70, S.D = 1.063), t (45) = 3.1¢25 0.003(p < 0.008¥°. The teachers that
had attended a course in English phonetics viewent tearners’ listening toative
speakers of non-standard regional varieties of Efghs ‘not so important’ whereas
those that had not attended a course in Englismgilos viewed it as ‘quite
important’. Thus, the first group of teachers vieviieir learners’ exposure to ‘native
speakers of non-standard regional varieties of iElmgihrough the listening material

of the course as less important compared to thenslkegroup of teachers (Box plot 1).

Box plot 1
Teachers’ ratings of the accent of native speakexsf non-standard regional varieties of
English (‘Listening Comprehension 2d’) in terms ofimportance of exposure’

Listening comprehension 2d
(]
|

T T
Mo es

Profile 4 a (phonetics course)

% The adjusted alpha is set at 0.008 (=0.05/6) As®ach questionnaire item is tested six timegsinc
there are six independent variables for the teadtyemder, qualifications, teaching level, L1 ceurs
English phonetics & pronunciation training).
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No other statistically significant differences egent in the teachers’ responses on

any of the relevant questionnaire items accordinip¢ ‘phonetics course’ variable.

Pronunciation training (pronunciation course)

There was a statistically significant difference time responses of teachers to
‘Speaking Ability 1b’ between those that have reeditraining in the teaching of
pronunciation (M = 2.15, S.D = 1.215) and thosé theve not (M = 1.24, S.D =
0.554)t (46) = 3.583p = 0.003 p < 0.008). The teachers that had received traimng i
pronunciation teaching regardewcabularyas a‘very important’ element in the
development of their learners’ speaking skills véasrthose that had not received any
training in pronunciation teaching regarded it asextremely important’ element in
the developments of their learners’ speaking skMecabulary was regarded as a
more important element in the teaching of spealagigthe teachers who had not
received training in pronunciation teaching comgate the teachers who had
received training in the teaching of pronunciatiBox plot 2).

Box plot 2
Teachers'’ ratings of vocabulary (‘Speaking Ability1b’) in terms of ‘importance’
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There was a statistically significant difference time responses of teachers to
‘Speaking Ability 2b’ between those that have reeditraining in the teaching of
pronunciation (M = 2.38, S.D = 0.870) and thosd tave not (M = 1.56, S.D =
0.660)t (46) = 3.507p = 0.001 p < 0.008). The teachers that had received traimng i
pronunciation teaching attached less importandbdappropriate use of vocabulary
as far as the intelligibility of their learners’abrdiscourse was concerned compared to
those teachers that had not received training ent¢faching of pronunciation (Box
plot 3).

Box plot 3
Teachers’ ratings of vocabulary ‘Speaking Ability 2’ in terms of ‘importance’

Speaking ability 2b

No Yes

There was a statistically significant difference time responses of teachers to
‘Listening Comprehension 1b’ between those that hackived training in the

teaching of pronunciation (M = 2.15, S.D = 1.068) @ahose that had not (M = 1.38,
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S.D = 0.604)t (46) = 3.129p = 0.001 p < 0.008). The teachers that had received
training in pronunciation teaching considetetwledge of vocabularp be a‘'very
important’ aspect of their learners’ listening comprehensiod those that had not
received any training in pronunciation teaching sidered it to be an ‘extremely
important’ aspect of their learners’ listening caefgension. Thus, knowledge of
vocabulary was considered as a more important aspedearners’ listening
comprehension by the teachers who had receivedirigain pronunciation teaching
compared to the teachers who had not receivedrigain pronunciation (Box plot 4).

Box plot 4

Teachers’ ratings of knowledge of vocabulary (‘Lisening Comprehension 1b’) in terms
of ‘importance’

Li st eni ng conprehension 1b
o
|

No Yes

No other statistically significant differences eget in teachers’ responses to any of

the relevant questionnaire items according to pinerfunciation training’ variable.
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Section 4.3.4 ‘Learners’ Questionnaires: Results fARQ1b’
Appendix 4.3
L1
A marginally statistically non-significant differe@a was found in the responses to
‘Listening Comprehension 2d’ between those leartteashave Greek as their L1 and
those learners that do not have Greek as theilGtéek L1 learners regarded their
exposure toon-standard regional varieties of Engliiirough the listening material
of the course as ‘more important’ (M = 3.07, S.0L.277) compared to Other L1
learners (M = 3.63, S.D. = 1.245%)(326) = 2.185p = 0.03 (adjusted alpha is set at
0.016 hereY (Box Plot 1).

No other statistically significant differences egest in learners’ responses on
any of the relevant questionnaire items.
Box Plot 1

Learners’ ratings of the accent of native speakersf non-standard regional varieties of
English (‘Listening Comprehension 2d’) in terms ofimportance of exposure’

-
|
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Listening comprehension 2d
W
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T T
Greek Other

Profile 1 (first language)

3" The adjusted alpha is set at 0.016 here (=0.@&/®gch questionnaire item is tested three times si
there are three independent variables for the éearfyender, level of English and L1).
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Section 4.4.3 ‘Teachers’ and Learners’ Questionnagés: Qualitative
Data Results for RQ2a’

Appendix 4.4 ‘Main Categorisation for Teachers’ & Learners’ Answers’

Teachers’ answers

Teachers who have not provided a reason for tHeoice

It is difficult to account for the fact that appioately one out of the four teachers
who chose accented international intelligibilityl diot explain why they did so. The
phenomenon of respondents failing to write in tla@iswer when required as part of a
guestionnaire is frequently encountered by reseascland can be attributed to
various factors such as respondents not wishirspéad extra time or make the effort
to write in their answer. However, it is unlikelpat this was the case with the
participants of this research — at least, as fdh@a$eachers are concerned — since the
vast majority of the participants wrote in theirsasers as required as part of other
guestions of the same questionnaire. While beanngind that the following may
not apply to all the teachers of this study thdtmbt provide a reason for their choice,
the author of the thesis would like to note the owmt one particular participant
made after returning the completed questionna¥eu“don’t mind that | didn’t write
down an answer for this [participant pointing tcegtion 3b] but that [thaccented-
international intelligibility option] speaks for itself; of course, this is momportant!
And, who cares if they sound like native speakeri?is possible that other
participants shared the same or a similar viewgrbeless, using the comment made
by one participant as an explanation for the behaviof the remaining eleven
participants who did not articulate their thoughdie this matter would be a

generalisation based on little evidence.
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Item(s) that fitted two categories

Each item (‘teacher’'s answer’) was allocated exetlg to one of the categories
described below. There was only one exception;racp&ar item that was placed in
Category 3 ‘issues of origin/ identity/ charactas’well as in Category 1 ‘emphasis on
successful communication’ since the first senteatdhe teacher's answetlt(s
important when they speak to be fully understooddiywe speakery’'was related to
the issues covered by Category 1 and the seconensenof the teacher’s answelr (
don’t think that adopting the level of native spaakwould be so appropriate;
keeping your cultural identity even through langeaig something which should
characterise non-native speaké@rsias related to the issues covered by Category 3.

(See Boxes 1 & 3 in this Appendix)

Teachers who chose accented international intéllidy (All)
Category 1: Emphasis on successful/ effective/ conghensible communication

Box 1
Examples

Item 1:'Being able to express oneself effectively is nrofortant than having a ‘so-
called’ accent which might not necessarily meamdpeible to get one’s message across.
What is important is being able to pronounce warésirly enough to be understood while
conversing.’

Item 2!The aim of teaching pronunciation is to teach stot$ how to communicate.’

Item 3:‘The main purpose is to achieve communication niivexdike pronunciation.’

Item 4:‘Language is a means of communicating not a reas@mow off.’
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Category 2: The mastery of NLP is not a feasibleatget

Box 2
Examples

Item 1:Itis quite difficult to get the native speakedscent so I'll settle to what | can

get.’

—

Item 2:'It is not easy to have them speaking like a natiyee has to reside in an Englis
speaking country to adapt their accent. This cdale years to achieve.’

Item 3:‘It seems that however hard teachers and studeatstry, the latter will never
sound like native speakers.’

Item 4:There isn't so much time in class to perfect thelasnts’ pronunciation. We focug

on grammar and vocabulary.’

Category 3: Issues of origin/identity/character.

Box 3
Examples

Item 1:‘It's important when they speak to be fully undecst by native speakers. | don'’t
think that adopting the level of native speakersldie so appropriate; keeping your
cultural identity even through language is somaghirhich should characterise non-
native speakers.’

Item 2:‘It is not their native language and who is to selyich accent/ pronunciation is

correct?’
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Learners’ answers

Learners who chose NLP
Category 1: Notions of correctness/accuracy; ‘thiss the appropriate/right thing
to do’

Box 1
Examples

Item 1:'When we learn a foreign language we must have @ur mind in such a way
as if it was our first language.’

Item 1:‘Because | think it's more correct.’

Item 3:'Because the language was made to be pronouncedhik.’

Item 4:‘| believe that when we do/ learn something andldidike to reach a good
level in that ‘something’, we should do so corrgcilhe goal is to learn how to speak
the English language correctly and it is not rightsay: “since | know grammar and

vocabulary who cares about pronunciation?”.’

Category 2: Effective communication is more likelyto be achieved.

Box 2
Learners’ answers (examples)

Item 1:'It will be easier to communicate with those whaéd&nglish as their mother-
tongue.’

Item 2:'Because the people that have English as theit frsguage will not understand
me.’

Item 3:'Since | am not going to interact with other Graelenglish | want my accent to be
as close as possible to that of a British persohean be easily understood by people fro
other countries.’

Item 3:'In order to minimise any misunderstandings in aopversations with native
speakers of English or in the case of a seminas@ntation so | can be perfectly
understood by others.’

Item 5:'So | will be better understood by others and Il wdt need to repeat everything |

say.
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Category 3: Sense of achievement/indication of hightevel of competence in
English.

Box 3
Examples

ltem 1:‘l believe that if | achieve that, then | will beaellent.’

Item 2:'Because speaking a language correctly when garenbther country and no one
can tell you're a foreigner is the reward for dfle work you have done.’

Item 3:*Because this will show to others that | have bleamning English for years and
that | know English well.’

Item 4:‘In this way you can prove that you have a verydyooexcellent command of the
English language.’

Item 5:°I chose the first option because people | converitle in English are impressed by
my accent and even ask me if | have relativesitaiBr They seem very surprised when |

tell them | don’t have any and | have never eveanlie an English-speaking country!

Category 4: Love for the English language & its praunciation.

Box 4
Examples

Item 1:‘I think that English pronunciation is ‘charming’.’
Item 2:‘I chose the first one because | prefer the promatien of the native speakers and
I think that with this | can also communicate be#ted of course it sounds much better.

Item 3:'Because | like the pronunciation of English.’
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Category 5: Greater acceptance by NSs; ‘fitting irfeeling more comfortable’.
Please note that items 2 and 3 (Box 5) were ityt@laced in to the ‘miscellaneous
items’ category. However, it was decided to mowventhto this category since we
could argue that these two respondents would &= tomfortable if people could
see that they are non-native speakers.

Box 5
Examples

Item 1:‘So | will feel more comfortable.’

Item 2:'When | speak in English | want others to thinktithiaave English as a first
language.’

Item 3:'Because | would like for people to think that Esiglis my first language.’
Item 4:'Because | want to live there (Britain, U.S.A amdos).’

Item 5:'Because | want to live abroad (UK).’

Box 6
Items that fitted two categories instead of one

Category 3 & Category 4

Item 1:'Because | want to be perfectly understood and hlewe English and | would

like for people to think | am a native speaker.’

Item 2:'I chose the first one because | prefer the promatimn of the native speakers

and | think that with this | can also communicaggtér and of course it sounds much

better.’

Item 3:'Because | like the English language very much larent to be understood by

others.’

Category 3 & Category 2
Item 4:°l believe that in this way | will be fully undeostd whereas if | speak English
with a Greek accent, | may not. And, of coursditseoption shows a higher level of

competence in English.’

Category 4 & Category 1
Item 5:'‘Because this is the pronunciation | like and sime=are learning a foreign

language we must acquire the relevant accent/ proiation.’
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Learners who chose All
Category 1: Emphasis on successful/effective/comgrensible communication.

Box 7
Learners’ answers (examples)

Item 1:°l think that only communication and comprehensaoa important.’

Item 2:'What matters to me is the person | am having avemsation with in English to be
able to understand what | am saying without anfjadilties; it is not important to me for
others to think | have English as a first language.

Item 3:‘l don't think it is necessary to have the sameest@s those who have English ag a
first language. What | want to achieve is to beamtbod by those who have English as g
first language and those who do not have Englisa fust language.’
Item 4:°I think that the goal is to successfully commutecaith others and not to become|a

specialist in the English language.’

Category 2: Issues of origin/identity/character; Geek identity — national pride.

Box 8
Learners’ answers (examples)

Item 1:°I want other people to know | am Greek.’

Item 2:‘l want others to be able to tell | am Greek.’
Item 3 ‘I don’t want to change my accent and not sounde'€’.’
Item 4:°l am a nationalist. | want to keep my Greek accent

Item 5:‘Because | don't like to speak with the pretentiacsent of English people’

Category 3: The mastery of NLP is not a feasible tget.

Box 9
Learners’ answers (examples)

Item 1:'The pronunciation of someone who does not havdigings a first language

cannot reach the level of pronunciation of somewshe does. | think that my pronunciation
cannot reach the level of a British teenager. 2bbé happy if | reached a level at which |
could be fully understood by all speakers of Efglis

Item 2:‘It is not possible for me to change my pronunadiatiSo, | accept this fact and just
want to be understood by others as much as possible

Item 3 ‘The other option is not a feasible target.’

Item 4:°I think a native-like accent can only be achie¥fesbmeone lives in England for
many years.’

Item 5:'Because | think that achieving native-like competein pronunciation is very
difficult.’
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Category 4: Limited goals (e.g. passing exams).

Box 10
Learners’ answers (examples)

Item 1:'l learn English to obtain certificates (FCE, CP&)d in order to use them for m

job later on.’

Item 2:'l just want to succeed in the CPE exam.’

Item 3:'l just want to graduate.’

Item 4:'I am not interested in pronunciation. | just wdaotbe able to speak in English.’

Item 5:'As long as | know some English.’

Box 11
Each item was placed in two categories

Category 1 & Category 3

Item 1:'l don't need to sound like a native-speaker. L jused to be able to
communicate with others. | don’t think | will bel@lbo reach the level of native
speakers.’

Item 2:'l don’t have unrealistic goals. | just want to Bble to communicate

successfully.’

Category 1 & Category 3

Item 1:'I'm not interested in people thinking that Englishmy first language. What
want is to be understood by others and successfaftynunicate with others. | like
the fact that | pronounce certain words in Enghgith a Greek accent.’

Item 2:'This is what | am interested in; for others to enstand me perfectly well
and also for me to keep my Greek accent.’

Item 3:‘It is more important and easier to speak Englisthva Greek accent and be

perfectly understood by others.’
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Appendix 4.5 ‘Supplementary Categorisation for Teabers’ & Learners’
Answers’

Garrett et al (2005) supplementary categorisation

In their paper on attitudinal data from New ZealaAdstralia, the USA and the UK
about each other’s Englishes, Garrett et al (2@@&)outline the coding scheme they

adopted (discrete categorisation of all items) thveth go on to state:

Essentially, we simply looked across the data fgr farther thematic groupings that appeared
in any way to provide further insights into thepesdents’ views. As we shall show below,
such thematic groupings cut across the coding oategof the scheme outlined above, and
sometimes only emerged in one area of the data example, for only Australian English,
and only from the US respondents.

Garrett et al, 2005: 220

Later on in the course of the same paper, Gartett 005) inform the reader that
some of the comments made by the US respondentg Alistralian English were
found to refer to ‘toughness’ in some way. Theeeng had already been placed into
different categories. Nevertheless, Garrett et280%) created a grouping of those
items referred to as ‘tough’ in order to examinavhiarge the grouping was and
whether or not the judges in different countrieeded in using these terms about
Australian English.

Box 1
Examples for ‘perfect/ correct English’ (Teachers)

Teachers —native-like pronunciation

Item 1:'A teacher’s goal should be to improve as much@ssjble students’

pronunciation in order to make fierfect’

Teachers — accented international intelligibility

Item 1:'It is important to be able to communicate with lbogtive and non-native
speakers of English. Withperfect accentthey run the risk of not being easily
understood by non-native speakers.’

Item 2:‘Learning a language is about being able to coneesith and understand each
other, not aboutperfect speech’of a language.’

Item 3:'There isn't so much time in classperfect the students’ pronunciatianVe

focus on grammar and vocabulary.’
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Box 2
Examples for ‘perfect/ correct English’ (Learners)

Learners—native-like pronunciation

Item 1:'I would like to have gerfect pronunciationust to be considered as a native
speaker.’
Item 2:'If somebody wants to speak a foreign language thest speak itorrectly.’

Item 3:‘It is good for one to speak a foreign langugmfectly’

Learners — accented international intelligibility

Item 1:'As long as we are understood it does not mattesifspeak with gerfect
accent’

Item 2:‘I don't like English very much so | don't wantdpeakperfect English’

Item 3:'I like to be able to communicate with others arair not interested in acquiring

a perfect accent

Box 3
Examples for affective items (Learners)

Learners—native-like pronunciation

Item 1:'I prefer it when foreigners speak in Greek cleasligh a perfect Greek accent and
suppose that foreigners (British/ American peoplefer listening to someone who speak
their language correctly.’

Item 2:*Having the same accent/ pronunciation as those daee English as a first
language gives you prestige.’

Item 3:‘It is essential for me to sound like a native d@gaas | intend to become an Engli
language teacher.’

Item 4:'So | can communicate better with others and nowitlemake fun of my accent.’

Learners — accented international intelligibility

Item 1:'So that others will not think I am from there aspkak so terribly (differently).’
Item 2:'So that others can tell | have a very good commairttie English language despit
the fact it is not my first language.’

Item 3:'l don’t want to sound like somebody who has Eihglis a first language.’

Item 4:'Some people don't want to be mistaken for an Ehgbierson.’

[72)

D

or
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It is worth noting that while a substantial propamt of learners’ responses could be
placed into the ‘self-regard/ regard by others'ugiog, there were also those learners
who stated very clearly that th&on’t care’ about what other people think @ris

not important’to them what other people think. Neverthelessh sesponses were
only found among those learners who opted for gecemternational intelligibility

and were only 5.4% of the learners’ responses.

Box 4
Examples for ‘personal terms’ & ‘making generalisatons’ (Teachers)

‘personal terms’ (referring to the learners dingctl
‘My priority is proficient communication. | want nsgudents to be able to understand and

be understood when speaking in English.’

‘making generalisations’

‘The aim of teaching pronunciation is to teach stid how to communicate.’

Box 5
Examples for ‘personal terms’ & ‘making generalisatons’(Learners)

‘personal terms’ (referring to the learners dingctl

‘So | will be better understood by others and wdl need to repeat everything | say.’

‘making generalisations’
‘What matters is not to have a perfect accent bute able to successfully communicate

with others.’
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Section 4.6 ‘Additional Findings’

Appendix 4.6 ‘Language Areas’

Quantitative data results

Teachers

Box 1
Relevant questionnaire question (Teachers)

I. LANGUAGE AREAS

1 a) If there was extra time for teaching Englishywould you give your students more

practice/ activities in the area of ...
Please tick one box only

[ grammar/ syntax

[1vocabulary

(1 pronunciation

[ other(please specify)..............

b) Please give a brief reason for your answer:

2. How difficult do you think are the following for students of Engjsh to learn?
Please tick one box for each item using the scéld1= extremely difficult; 5= not at all
difficult)

a. grammar/ synta

Pa

b. vocabulary

C. pronunciation

Table 2 shows that if there was extra time forreay English, 29.8% of teachers
would give their learners more practice/activitieghe area ofyrammar 12.8% in

the area o¥ocabularyand 14.9% in the area pfonunciation It is interesting to note
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that the remaining 27.7% of the teachers tick#ter, the teachers that choséher

mentioned most frequently ‘reading literature’ asypkeaking’®

Table 2
Results for guestionnaire item (1a), Section | ‘Laguage Areas’
Cumulative
Frequency Percent Valid Percent Percent
Valid grammar/syntax 14 29,8 35,0 35,0}
vocabulary 6 12,8 15,0 50,0
pronunciation 7 14,9 17,5 67,5
other 13 27,7 32,5 100,0
Total 40 85,1 100,0
Missing®®  System 7 14,9
Total 47 100,0
Figure 3
Language areas 1
12,5
10,0
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o
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grammarisyrtax wvocabulary pronuncistion ather

Language areas 1

38 Approximately one third of the teachers who chather put down ‘reading literature’, one third put
down ‘speaking’ and the rest put down ‘playing gaimeulture’, ‘collocations/ expressions’, ‘writiy
and ‘general practice’.

39 *Missing’ denotes those teachers that either didpnovide an answer to this questionnaire question
or their answers were considered invalid (for exiamgey ticked more than one options when
required to only choose one.)
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Table 4 shows that the mean responseggfammarwas 3.04 (N = 47, S.D = 0.932),
the mean response feocabularywas 3.04 (N = 47, S.D = 0.806) and the mean
response fopronunciationwas 2.96 (N = 47, S.D = 1.062). This finding shdhat
the teachers regard all three language areas (gggmotabulary and pronunciation)
as ‘quite difficult’ for the learners to masterj atores are at the mid-point of the

‘difficulty’ scale.

Table 4
Results for guestionnaire item (2), Section | ‘Langage Areas’
N Minimum Maximum Mean Std. Deviation

Grammar/Syntax

47 1 5 3,04 ,932
(Language areas 2a)
Vocabulary

47 1 5 3,04 ,806
(Language areas 2b)
Pronunciation

47 1 5 2,96 1,062
(Language areas 2c)
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Learners

Box 5
Relevant questionnaire question (Learners)

I. LANGUAGE AREAS

1 a) If there was extra time for teaching Englishwould you like the teacher to give you

more practice/ activities in the area of ...
Please tick one box only

[l grammar/ syntax

[1vocabulary

(] pronunciation

[ other(please specify)..............

b) Please give a brief reason for your answer:

2. How difficult do you find the following to learn?
Please tick one box for each item using the scéld1= extremely difficult; 5= not at all
difficult)

a. grammar/ synta

Pal

b. vocabulary

C. pronunciation

Table 6 shows that 31.8% of the learners would tilar teacher to give them more
practice/ activities in the area gfammar 35.2% in the area afocabularyand 22%
in the area opronunciation It is interesting to note that only 9.8% of tlearners
choseother, the learners that chos¢her mentioned most frequently ‘speaking’ and

‘listening’.*°

40 Approximately one third of the learners who chotieer put down ‘speaking’, one third put down
‘listening’ and the rest put down ‘essay writinyideo’ and ‘reading’.
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Table 6
Results for guestionnaire item (1a), Section | ‘Laguage Areas’
Cumulative
Frequency Percent Valid Percent Percent
Valid grammar/syntax 104 31,8 32,2 32,2
vocabulary 115 35,2 35,6 67,8
pronunciation 72 22,0 22,3 90,1
other 32 9,8 9,9 100,01
Total 323 98,8 100,0
Missing**  System 4 1,2
Total 327 100,0
Figure 7
Language areas 1
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Language areas 1

1 ‘Missing’ denotes those learners that did not fife\an answer to this question.
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Table 8 shows that the mean responsgfammarwas 3.25 (N = 327, S.D = 1.008),

the mean response fepcabularywas 2.95 (N = 327, S.D = 1.139) and the mean

response fopronunciationwas 3.63 (N = 327, S.D = 1.129). These findingswsho

that the learners regard grammar and vocabulaigugte difficult’ (their scores were

at the mid-point of the scale) to master and proration as ‘not so difficult’ (its

score was on the bottom side of the scale closedlar point ‘4’).

Table 8

Results for questionnaire item (2), Section | ‘Langage Areas’

(Language areas 2c)

N Minimum Maximum Mean Std. Deviation

Grammar/ Syntax

327 3,25 1,008
(Language areas 2a)
\Vocabulary

327 2,95 1,139
(Language areas 2b)
Pronunciation

326 3,63

1,129|
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Learners versus Teachers

The chi-square test was conducted to determine hehatr not there were any
statistically significant relationships betweenrteas and teachers and their responses
to the ‘Language Areas la’ question; in other wpitlsvas used to see if the
responses given for the qualitative variables efghrticular question were similar for
the learners and teachers.

A statistically significant relationship emerge@tWeen the teachers’ and
learners’ choice of language aregs(3, 118) = 19.649 < 0.001 (alpha is set at 0.05
here). There was a greater preference among |safioreextra practice in the areas of
grammar vocabularyandpronunciationcompared to the teachers; the teachers chose
othermore frequently than the learners did (Figure 9).

Figure 9

Relationship between teachers’ and learners’ answerfor ‘Language Areas 1a’

Bar Chart
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This is not a surprising finding, as it was expdctieat the teachers would have a
broader perspective on what else could be doné&anlanguage classroom if they
were given extra time for the teaching of English.

The independent t-test was used to uncover whathemot there was a
statistically significant difference in the respesdetween the group of learners and
the group of teachers for the ‘Language Areas 2stjan.

A statistically significant difference was foundtiveen learners’ scores (M =
3.63, S.D = 1.129) and teachers’ scores (M = 23b, = 1.062) forpronunciation
(‘Language Areas 2c¢’) in terms of ‘perceived diffity’, t (371) = 3.821p < 0.001
(alpha is set at 0.05 here). The teachers reggsdmtlinciationas a more difficult
language area for the learners to master tharettvadrs did (Box plot 10).

Box Plot 10
Learners’ versus teachers’ scores for pronunciatiorf'Language Areas 2c’)

5 —

Language areas 2¢
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1 R R

T T
Learner Teacher

LearneriTeacher
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Again, this is not a surprising finding, as thectears would be aware to a greater

extent than the learners of the complexities ingdlin the mastery of pronunciation.

Qualitative data results

The teachers and learners of this study were nigtasked to choose their preferred
language area for extra instruction/ practice batenalso asked to provide a reason
for their answer. Here | will present the reasorm/jpled by the teachers and learners
of this study for their choice of ‘pronunciations ahe area they would like to
concentrate on more; | will not examine the reagmosided for the other language
areas because these are not relevant in terms afrts of this research.

As in the case of the qualitative data results goynunciation goals (see
section 4.4.3 ‘Qualitative Data Results for RQ2a’);ontent analytic procedure was
followed in order to divide the teachers’ and leash responses into categories and
identify the main themes in the data. An inter-ca@diability check was also carried

out which reached 100% for the teachers’ data ddP® for the learners’ data.

Teachers
According to Table 11, 7 out of the 47 teachersodor ‘pronunciation’ and all
seven teachers provided a reason for their choice.

Table 11

Total opting for ‘pronunciation’ 7 (14.9%)

Total providing a reason for ‘pronunciation 7 (20PD

Total with no answer 0 (0%)
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Let us examine more closely the reasons providethéyeachers for their choice of
‘pronunciation’ as the language area they woule likeir students to receive more

instruction on. In the case of the teachers’ dagfollowing two categories emerged:

Category 1: Pronunciation is neglectedltems expressing the teachers’ view that
less attention is paid to pronunciation compared.¢o other areas of language
learning were placed into this category. Box 12udes those four items that belong
to this category.

Box 12

Teachers’ answers (Category 1: Pronunciation is néggcted).
Item 1:'Most course books focus on grammar and vocabu&saying the practice of other

areas for the last minute.’

Item 2:‘In Greece, methods of learning English pronuriciaiags behind the others
(vocabulary, grammar, etc.).’

Item 3.’ Lessons are primarily exam oriented; therefordotaof grammar and vocabulary
are presented/ not much time left for speaking@medunciation practice.’

Item 4:‘Pronunciation is a neglected area in teaching atadents mostly depend on theiy

experience to learn how to pronounce words’

According to the teachers whose responses have &lémrated to this category,
pronunciation is a neglected area of language tegdind learning and there is a
much greater focus on grammar and vocabulary. Titbeoteachers (item 1 & item
3, Box 12) also offer an explanation for this sitoi® course books tend to focus on
grammar and vocabulary and more attention is paigrammar and vocabulary at
exams.

Category 2: Miscellaneous.This category included those items that did notiHé
previous category. This category includes a totdhee items (displayed in Box 13)

each giving a different reason and, thus, the cayegas labelled ‘miscellaneous’.
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Box 13
Teachers’ answers (Category 2: Miscellaneous).

Item 1:'Although students know what they want to say, tfyn pronounce the words
the wrong way, so their message is not communicated
Item 2:'So that they could develop an accurate accent.’

Item 3:'They enjoy it regardless of whether they speakatr

Table 14 shows that category 1 ‘pronunciation igleeted’ attracted 57.1% of the
teachers’ responses and category 2 ‘miscellanegitrsicted 42.9% of the teachers’
responses.

Table 14
Percentages of teachers’ answers/ items in each egbry as a proportion of total

teachers’ answers/ items for their choice dpronunciation’

Categories % of teacher’s answers/ items
1. Pronunciation is neglected 4 (57.1%)

2. Miscellaneous 3 (42.9%)

Learners

Table 15 shows that approximately 1 out of 5 leer{22%) that participated in the
study opted for ‘pronunciation’ and the majoritythbse learners (80.5%) provided a
reason for their choice.

Table 15

Total opting for ‘pronunciation’ 72 (22%)

Total providing a reason for ‘pronunciation 58 (B%)

Total with no answer 14 (19.5%)

Let us examine more closely the reasons providethéyearners for their choice of
‘pronunciation’ as the language area they woul@d li& receive more practice on. In

the case of the learners’ data, the following catieg emerged:
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Category 1: Pronunciation is important. All the items allocated to this category
refer to the importance of pronunciation. Box 16ludes examples of items that
belong to this category.

Box 16
Examples of learners’ answers (Category 1: Pronunation is important).

Item 1:'‘Because | think pronunciation is very important.’
Item 2:'Because it's the most important [area/ element].’
Item 3:‘Because pronunciation always matters.’

Item 4:‘Pronunciation is very important for students.’

This category included a sub-category labelled iHgva good/ correct English
pronunciation is important’ which included itemsBuas the following:Because it's
important to pronounce the language correctéyid ‘I must have a good English

pronunciation.’

Table 17 shows that category 1 ‘Pronunciation ipdrtant’ attracted 22.2% of the
learners’ responses.
Table 17

Percentages of learners’ answers/ items in each egbry as a proportion of total
learners’ answers/ items for their choice ofpronunciation’

Categories % of learners’ answers (item$j
1. Pronunciation is important 22.2% (14 items)
2. To improve in this area 19% (12 items)

3. To improve listening/ speaking skills (fod4.2% (9 items)

communication purposes etc.)

4. Pronunciation is neglected 11.1% (7 items)
5. Pronunciation is difficult to master 9.5% (6nitx)

6. Pronunciation is interesting/ | like it 7.9%i(&Bms)

7.1 am good at it/ it's easy for me 4.7% (3 items)
8. For exam success 4.7% (3 items)
9. Miscellaneous 6.3% (4 items)

2 There should have been a total of 58 items simeeetwere 58 learners’ responses. However, five
items had to be included in two categories each thod, we had a total of 63 items.
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Category 2: To improve in this area.ltems expressing the learners’ desire to
improve their pronunciation were placed into thagegory. Also, it is reasonable to
assume that those learners who stated that theyotibave a good pronunciation’ or
are ‘weak in this area’ would like to receive eximatruction in order to improve in
this area. Box 18 includes examples of learnersivans that belong to this category
and Table 17 shows that this category is the sedargkst one in terms of the
learners’ responses.

Table 18
Examples of learners’ answers (Category 2: To impnee in this area).

Item 1:‘I want to improve my pronunciation.’

Item 2:‘l would like extra lessons on pronunciation besadi don’t have a good
pronunciation in English.’

Item 3.’ Because | am not good at it.’

Iltem 4:‘Pronunciation because | am rather weak at it.’

Category 3: To improve listening and/or speaking sks (for communication
purposes, etc.)This category includes the responses provided bsetthearners who
stated that they would like to generally improveithistening and/ or speaking skills.
Most of them clarified that they would like to sgdaetter English or improve their
comprehension skills when exposed to the languagecdmmunication purposes.
Box 4.151 includes examples of learners’ resporbat belong to this category.
14.2% of the learners’ responses belong to thisgcay (Table 17)

Box 19
Examples of learners’ answers (Category 3: To impne listening and/ or speaking
skills).

Item 1:‘Pronunciation because it will help you speak vaitl the others can understand

what you are saying even if you make mistakes.’
Item 2:‘Learners must be exposed to ‘listening’ in Englishmuch as possible in order to get
used to it

Item 3:‘It is good to practise our pronunciation in Endli®ecause in this way we will be
able to communicate and understand English better.’

Item 4:'More practice and better preparation for listeniagd speaking so that we can

understand what we hear and also speak correctly.’




230

Category 4: Pronunciation is neglecteds in the case of the teachers’ data, some
learners’ also felt that pronunciation is neglect€dose responses were allocated to
this category and account for 11.1% of the leafmasponses (Table 17). Box 20
includes examples of those responses.

Box 20
Examples of learners’ answers (Category 4: Pronunation is neglected).

Item 1:‘Pronunciation because much more time is devotel tihe other areas.’

Item 2:'‘Generally they are not interested in pronunciation the certificates even though it is
a very interesting area of English.’

Item 3:*Not much attention is generally paid to pronunmat’

Item 4:‘Pronunciation because we don’t do that enough Bl it very much.’

Category 5: Pronunciation is difficult to master. tems expressing the perceived
difficulty in acquiring pronunciation were allocdtéo this category. Box 21 includes
examples of such items.

Box 21
Examples of learners’ answers (Category 5: Pronunation is difficult to master).

Item 1:°It's the most difficult area in my opinion.’

Item 2:*When it comes to grammar and vocabulary, it's easyist sit down and
complete exercises in order to master both. Howgrenunciation is difficult to master
because you don'’t hear it every day.’

Item 3:°I think this area is difficult [to master] becauseany learners are not good at it{

Iltem 4:‘Because it's more difficult to master.’

According to table 17 this category accounted t68®of the learners’ responses.

Category 6: Pronunciation is interesting/ | like it Five learners wrote that they
either liked pronunciation or found it interestingheir responses formed a category
in its own right. Box 22 includes examples of sitelms. Please note that the first

item displayed in Box 22 also belongs to categoigrdnunciation is neglected’ since
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‘we don’'t do that enoughtan be interpreted as neglect of pronunciationhia t
classroom. It is promising that there are learmédre consider pronunciation practice
to be fun and, indeed, pronunciation practice carfum provided that teachers pick
‘fun’ activities for the practice of pronunciation.

Box 22
Examples of learners’ answers (Category 6: Pronunation is interesting/ | like it).

Item 1:‘Pronunciation because we don'’t do that enough hlilce it very much.’
Item 2:'Because | like pronunciation exercises.’

Item 3:'Because it’s interesting.’

According to table 17 this category accounted {084 of the learners’ responses.

Category 7: 1 am good at this/ it's easy for meThis category includes the three
items displayed in Box 23 and accounts for 4.7%hef learners’ responses (Table
17). Two learners would like to receive more pratiactivities in the area of
pronunciation because they find those exerciseg @ams 1 & 2, Box 23) and one
learner because he or she is (already) gooditdnt 3, Box 23).

Box 23
Learners’ answers (Category 6: | am good at thist’s easy for me).

Item 1:‘l chose pronunciation exercises because they wbeldasier to understand and

would take up less time. | have already been twdtl tny pronunciation is very good and,
therefore, such exercises would be easier for me.’
ltem 2:‘It's easier for me.’

Item 3:'‘Because | am good at it.’

Category 8: For exam succesg.hree learners wrote that they would like to peacti
more in the area of pronunciation in order to bieelbgorepared for exams such as the

FCE or CPE exam. These three items are displayBdxi24 and account for 4.7% of
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the learners’ responses (Table 17). Please noteténa 2 (Box 24) was also placed

into category 3 ‘“To improve my listening and/ oeaking skills’.

Box 24
Learners’ answers (Category 7. For exam success.)

Item 1:‘To be better prepared for the speaking elemetth®fCE certificate.’

Item 2:‘It is essential in order to understand the ‘listeg’ as part of the Proficiency
exam and generally the interlocutor.’

Item 3:‘l think | must practise for the ‘speaking’ part thfe exams.’

Category 9: Miscellaneous.To this category we included those responses tidat d
not fit any of the categories described so far%6 & the learners’ responses were
placed into this category (Table 17). For examible,item‘So | can practise more’
does not provide a reason as to why the partidedaner would like to practise more
in this area. It simply repeats the choice of |laggiarea the particular learner has

made.

Teachers and Learners

It is difficult to compare the categories that hamerged for the teachers to the
categories that have emerged for the learners girte teachers’ case there are only
two categories and in the learners’ case theresigie categories. Nevertheless, it is
interesting to note that the teachers and the éesrboth have a category labelled
‘pronunciation is neglected’. This can serve ascatibn that pronunciation is indeed

neglected compared to other language areas indhtext of teaching English as

foreign language in Thessaloniki, Greece.
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Appendix 4.7 ‘Contexts of Use of English’

Alternative way of presenting the results for tb®htexts of Use of English’ question

Teachers

Table 25
Results for questionnaire item of Section Il ‘Conext of Use of English’

Cumulative
Frequency Percent Valid Percent Percent

Valid all 16 34,0 34,0 34,0
travel+work+computers 7 14,9 14,9 48,9
work+computers 7 14,9 14,9 63,8
work+studies 5 10,6 10,6 74,4
travel+studies+computers 3 6,4 6,4 80,8
travel+work+studies 2 4,3 4.3 85,1
work+studies+computers 2 4,3 4,3 89,4
studies 1 2,1 2,1 91,5
work 1 21 21 93,6
studies + computers 1 2,1 2,1 95,7
travel+work 1 21 21 97,8
other 1 2,1 2,1 100,0}
Total 47 100,0 100,0

Since the teachers were given the opportunityctods many options as they wished,
twelve categories that consisted of one or moratexs of use of English’ emerged
according to their answers (see Table 25). Thegoayethat attracted the largest
percentage of teachers (34%) was the one thatdedlall four specified contexts:
‘context a’ (= travel), ‘context b’ (= work), ‘coakt ¢’ (= studies) and ‘context d’ (=
computers). 14.9% of the teachers chose ‘context=bwork) and ‘context d’ (=
computers) and a further 14.9% chose ‘context b'werk) and ‘context d’ (=

computers) as well as ‘context a’ (= travel).



Learners

Table 26
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Results for questionnaire item of Section Il ‘Contats of Use of English’

Cumulative
Frequency Percent Valid Percent Percent

Valid all 72 22,0 22,2 22,2
travel+work+computers 61 18,7 18,8 41
travel+work+studies 31 9,5 9,5 50,5
travel+work 31 9,5 9,5 60
travel+studies+computers 19 5,8 5,8 65,8
travel 17 52 52 71
work 14 4,3 4,3 75,3
travel+studies 12 3,7 3,7 79
travel+computers 9 2,8 2,8 81,8
work+computers 9 2,8 2,8 84,6
travel+work+other 7 2,1 2,2 86,8
computers 7 2,1 2,2 89
studies 6 1,8 1,8 90,8
travel+work+computers+other 6 1,8 1,8 92,6
work+other 5 1,5 1,5 94,1
work+studies 5 15 15 95,6
work+studies+computers 4 1,2 1,2 96,8
work+computers+other 3 9 9 97,7
travel+studies+computers+oth

2 ,6 ,6 98,3

er
studies+computers 1 3 3 98,6
travel+studies+other 1 3 3 98,9
travel+computers+other 1 3 3 99,2
other 1 3 3 99,5
travel+work+studies+other 1 3 3 100,0
Total 325 99,4 100,0

Missing System 2 ,6

Total 327 100,0
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Table 26 shows that the category that attractedlahgest percentage of learners
(22%) was the one that included all four specifoethtexts: ‘context a’ (= travel),
‘context b’ (= work), ‘context ¢’ (= studies) anddntext d’ (= computers). The
category that attracted the second largest pegemné learners (18.7%) included
‘context a’ (= travel), ‘context b’ (= work) and datext d’ (= computers). It is
interesting to note that while a total of twelvdegpries emerged according to the
teachers’ answers to this question (see Table 2%ptal of twenty-four categories
emerged according to the learners’ answers todhestion (Table 26). The main
reason for the additional categories is that 26 ajuthe 327 learners (8%) ticked
‘context e’ (= other) along with one or more of thther four contexts. The following
six additional contexts emerged through the lea’nenoice ofother. ‘listening to
music’, ‘reading books’, ‘watching movies’, ‘penlpa ‘English language teaching’

and ‘scientific research’.

Learners versus Teachers

Learners’ and teachers’ responses as displayedableT25 and Table 26 (this
Appendix) were not compared because the two-wale tdiat would display the

results of the responses’ cross-tabulation wouldgase; many of its cells would be
non-structural zeros and, thus, it would not besfids to use the chi-square test in
this casé&’. As for Table 4.95 and Table 4.96 (in main thesighin a comparison

between teachers’ and learners’ responses inistisi@tway is not possible.

3 The reader may wish to consult Bishop et al, 1f@¥%urther information on this matter (see
‘References’ list at the end of the thesis).
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Section 5.1 ‘Discussion for Research Question 1’

Appendix 5.1 ‘Pronunciation Status in Teaching & Learning Speaking’

Box 1
‘Vocabulary plays a more important role than pronunciation for success at exams'’

Angela:If the learners pay more attention to vocabuldrgy get higher marks. Learnerg
are more judged on the basis of vocabulary theywkis for pronunciation, they just
need to be understood.

Evanthia:We generally focus lots on vocabulary. Especif@ithe exams for the
students to do well at high levels and succeedarhe we need lots of vocabulary. So we
focus on collocations, idioms, advanced vocabudany so on.

Maria: Because | think for the student’s confidence ikhews a lot of vocabulary ahm i
appears to the examiner that the student feels omriedent... That's why I think
vocabulary is more important... again, for the exalntisink for the exams.

Box 2
‘The relationship between exams and the place of gabulary and pronunciation’

Liam: Well, yes that’s true [pronunciation is neglectednpared to vocabulary]. It
[vocabulary] is more important for exams.

Maria: The only part they [the examiners] examine thibie [students’ pronunciation] is
the speaking part so | think it's most importanutmerstand the reading parts which ar
based on vocabulary some basic parts in grammar agarder to choose the correct
answers

11

Katrina: So because the system is exam oriented we speadti vocabulary grammar
and so on.

Vicky (interviewer): So you are saying that pronunciainot that emphasised in thosg
exams if it was emphasised then teachers wouldh ieawore as well.

Katrina: Exactly ‘cause pronunciation if you think abouinitour books we’ve got like a
small exercise devoted to pronunciation in a listgmrexercises so listen to words and how
they are pronounced certain sounds so it's onlyliedittle exercise in each unit.

D

Marios: It is [neglected] and that’s not only in my cldgsn say that because all books
some books have no pronunciation exercises whagso&ud some others have you
know in every 30 exercises there might be a snmedlan pronunciation... oh all exams
actually if you see the scoring that they use tioeisg for the speaking test the
pronunciation is one of the minor criteria

Vicky (interviewer): Tell me a little bit more about thBecause | know you are an
examiner as well [for the Michigan EFL exams but irked for others too].

Marios: It's just as far as we can understand... as fareasam understand the word then
we don't really take it [the pronunciation] intocatint.

Evanthia:The students sit for the exams and it's all fin#hyeronunciation. We had no
problems. Our methods work, why change them? Pi@ation is dealt with as part of
vocabulary activities so there’s no need to foaupmnunciation separately or to a great
extent.
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Box 3
‘Vocabulary is the most important area of language&nowledge’

Katrina: And also because | think that learning a languagans learning vocabulary
because if you haven’t got your words and your boatary you won't be able to
produce anything.

AspasiaTo learn a language vocabulary is the first nengghing. Let’s say that
language is vocabulary.

Sarahi suppose that many teachers or course book wigieheads of department
might believe that grammar and vocabulary are #séctblocks to learning a languags.

Aphroditi: (draws on her experience as a teacher trainemk that many teachers
believe especially beginning teachers that to ktteManguage is grammar and
vocabulary and they focus on those two areas andkilis without paying attention to
pronunciation I'd say.

Claire: Without vocabulary there is no point in pronuniciat If you don’t have words
you have nothing to pronounce so vocabulary hée teery important because don't
they separate the pre-lower level and the loweslland the proficiency level based on
how many words you know like a vocabulary of 1006@00 words or a vocabulary of
3000 words or whatever is your level so you havieatee a vocabulary.

Evanthia:Vocabulary comes first at those [pre-lower, lo&gproficiency] levels yes
because the students are already competent in grgrimay can form grammatically
correct sentences. However, in order for the stisdencomprehend texts, to do well at
speaking and in writing then we need lots of votalyu So vocabulary is very
important. To raise students’ level to proficiemeyel regardless of whether or not thgy
will sit the proficiency exams you need lots ofteand lots of vocabulary. Vocabulary
is extremely important. | have even read resedrahgdays even if students do not use
grammar appropriately but use vocabulary appragyidhey can communicate
successfully.
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ECPE 2009 Speaking Scoring Rubric (Condensed Version)

LEVEL CONSISTENT LEVEL EXPERT

(¢}

LEVEL EFFECTIVE

Discourse and Interaction
({Development, Functional Range, and Listening
Comprehension)

Linguistic Resources (Range and Accuracy)

Vocabulary Grammar

Delivery And
Intelligibility

Production of Independent, Spontaneous Speech
* S izes isely and ttely; little to no reliance on

 Uses broad range of vocabulary
= Collocations, colloquial

* Uses a wide variety of basic
and complex grammatical

* Fluent and articulate
delivery

written material language, idiomatic expressions structures accurately and « Often uses rate of
© Provides coherent explanations without prompting on all tapics used accurately and effectively speech and/or prosodic
* Presents decisions persuasively and appropriately for varying appropriately e Uses a range of features to add meaning,
contexts grammatical structures aid listener, and/or
Contribution to Extended Interaction that are pragmatically 1o shift style/register
 Contributes consistently and appropriately to development of appropriate appropriately
interaction; very aware of listener
* Recommendations are appropriate and supported with
explanations
« Justifies position, regularly paraphrasing and elaborating to
explain and/or clarify
.. Cnrqmunxcatlon break_downs ok = “Slips of the tongue” may occur, often self-corrected; {fossilized)
Listening Comprehension . =
« Understands linguistic, sociolinguistic, and pragmatic errors may be present throughout discourse but do nat impede
information in order fo engage in extended, spontaneous Ineanic
interaction
Production of Independent, Spontaneous Speech * Usually uses a broad range of o Usually uses a variety  Frequently fluent and

« Summarizes concisely and accurately; some reliance on written
material
= Provides coherent explanations, usually without prompting, on
all concrete and most abstract topics
s Usually presents decisions persuasively, and usually
appropriately for context
Contribution to Extended Inferaction
fevel it of the

vocabulary of basic and complex

= Collocations, colloquial grammatical structures

- language, and idiomatic accurately and usually
expressions are often used effectively
and are usually accurate and © Usually uses grammatical
appropriate structures that are

* Occasionally uses secondary pragmatically appropriate

ing of words

» Usually contributes and appropriately to the p
interaction; very aware of listener

* Provides recommendations that are almost always supported
with expl and are appropriate to the context

« Justifies position, frequently paraphrasing and elaborating to
explain and/or clarify statements

* Communication breakdowns usually do nat occur

Listening Comprehension

* Almost always understands linguistic, sociclinguistic, and
pragmatic information order to engage in extended, spontaneous
inferaction

 Errors in vocabulary and/or grammar do not cause
miscommunication or interrupt the flow of discourse

« Accuracy in vocabulary and/or grammar may decline with more
challenging speech events

articulate; may require
minimal listener effort
* Usually uses rate of
speech and/or prosodic
features to add meaning,
to aid listener, and/or
to shift style/register
appropriately
Fluency may slightly
decline with challenging
speech events but this
rarely affects the flow of
discourse

Production of Independent, Spontaneous Speech
= Adequately summarizes; may rely on written material
periodically
 Haborates, often without prompting, and provide coherent
explanations on almost all concrete and many abstract topics
» Often presents decisions clearly, appropriately; may occasionally
show some limitations in ability to extend discourse and to
provide convincing explanations
CGontribution to Extended Interaction
 (ften contributes and appropriately to development of
interaction; aware of listener; may occasionally rely on
interlocutors for continuation of discussion
» Recommendations may require minor prompting for
supporting explanations; may occasionally be awkwardness fo
appropriateness of word choices/phrasing
 Justifies position adequately; usually able to paraphrase;
clarity of meaning may occasionally be lacking when providing
supporting details
e Gommunication breakdowns may occur during challenging
speech events; usually repaired
Listening Comprehension
» Usually understands linguistic and sociolinguistic information
and often understands the pragmatic information in order to
engage in extended, spontaneous interaction

« Often uses moderate range « Often uses a varisety of basic

of vocabulary accurately and and complex grammatical
appropriately structures accurately and
 QOccasionally uses idiomatic effectively

expressions and colloguial
language

« Occasionally uses incorrect
collocations that may lead to
vagueness

s Often uses a variety of
grammatical structures
that are pragmatically
appropriate

« Range of vocabulary and grammatical structures extends beyond
what has been provided orally and/or in writing

= Gaps and/or ertors in vocabulary and/or grammar, sometimes
self-corrected, frequently do not hinder communication, but may
rarely cause interruptions in communication flow

= Accuracy in vocabulary and/or grammar often declines with an
increase in rate of speech and/or with more challenging speech
events

Often fluent, usually
arficulate; may require
same listener effort
Pace usually consistent;
may occasionally be
relatively slow
Occasianally uses rate of
speech, and/or prosodic
features to add meaning,
aid listener, and/or

to shift style/register
appropriately

An increase in rate of
delivery may occasionally
lead fo a decrease in
clarity of speech or
comprehensibility
Fluency may decline
with more challenging
speech events but this
does not stop the flow of
discourse

-

(Reproduced from Irvine-Niakaris, 2009)
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Discourse and Interaction
(Development, Functional Range, and Listening
Comprehension)

Linguistic Resources (Range and Accuracy)

Vocahulary Grammar

Delivery And
Intelligibility

LEVEL DEPENDENT

Production of Independent, Spontaneous Speech

* Usually izes by repeating language already provided
° 0 lly able, when prompted, to elaborate and provide
lanations on most topics; explanations frequently

lack coherence and organization
« Usually presents decisions by repeating language already
produced
Contribution to Extended Interaction
* Frequently relies on other participants to initiate, develop,
intain di ; rarely offers feedback or tary
 Usually able to recommend; occasionally able, when prompted,
1o provide supporting explanations
 Attempts to justify a position are usually unclear and repetitive
¢ Communication breakdowns may occur during any speech
event and often are not repaired
Listening Comprehension
« Limitations in comprehension may often result in interruptions in
exchange and in communication breakdowns

* Limited range of vocabulary
* Frequently uses vague and/or
inaccurate vocabulary

* Frequent use of basic
structures (i.e., lack of
complex sentences} that
often contain errors

* Vocabulary and grammar structures used are typically repetitions
of what has been provided arally or in writing

* Gaps and/or errors in vocabulary and grammar may disrupt
effective communication

* Listener effort
frequently required

* Delivery is often slow
and halting

* Pausing and phrasing
are often incorrect,
negatively affecting
intelligibility

 Production may be word
by word, resulting in a
lack of sentence rhythm
and flat intonation

= L1 influence may
disrupt intelligibility

LEVEL LIMITED

Production of Independent, Spontaneous Speech
* Unable to summarize; merely reads information provided
* 0 lly able, when p d, to elab on concrete and
familiar topics; explanations usually lack arganization
« Usually able to present basic position on concrete topic; very
little elaboration; usually repeats language already produced
Contribution to Extended Interaction
quently unable to ibute to the devell of discourse
on topics that have been provided; considerable reliance on
interlocutors
* Usually able to state a recommendation or opinion but unable to
provide supparting explanation
* Rarely able to justify and defend; attempts are almost always
unclear and repetitive
© Almost always unable to repair communication breakdowns
Listening Comprehension
« Extreme limitations in comprehension result in an inability to
engage in extended discourse

e F

« Very limited vocabulary

* Regularly searches for words

* Frequently uses vague
expressions

e Uses only basic structures that
regularly contain errors

« Slow and halting
delivery

« Production is often word
by word, resulting in a
lack of sentence rhythm
and flat intonation

« Errors in rhythm, stress,
and intonation disrupt
intelligibility, often
causing considerable
listener effort

« L1 influence may
disrupt intelligibility

* Regular gaps and/or errors in vocabulary, grammar, and/or defivery
* Gaps and/or errors frequently prevent communication

http://www.lsa.umich.edu/eli/




240

Appendix 5.2 ‘Pronunciation Role in Teaching & Leaning Speaking’

Box 1
‘Vocabulary is the most important factor in succestl communication’

Sarahit depends on the level of the speaker. Perhapsgy tise incorrect words
when you're pre-lower, or you're level B1... | woultdwant to be making a
sweeping statement like vocabulary [is the languwaga which is more often
responsible for communication breakdowns] but ghatbbably it, especially lower
levels. | would definitely agree.

Angela:| think the most important factor in communicatiservocabulary. When
you want to say something you use words.

Box 2

‘Specific reference to the teachers’ comprehensiliiy of Greek learners’ oral discourse’
Marios: Overall yes so we [the teachers] find it hardeewthere is inappropriate use of
vocabulary to understand students whereas we Itéimefigaps of mispronouncing and
actually acquire the meaning.

Katrina: They [the students] might not pronounce the wardarectly as they should but |
mean you can understand the word they are usingw®ald say vocabulary is much more
important.

Aspa:Because when they [the teachers] ask their stad@mething, they can understand
from their answers what they want to say, and t@yt depend so much on their students’
pronunciation and grammar but on their vocabulary.
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Appendix 5.3 ‘Pronunciation Status for Teaching & Learning Speaking’

Box 1
‘Pronunciation is more important than vocabulary for listening activities’

Sarah think if we are talking about higher levels effners of English who are aware pf
the grammar and have a good level of vocabulaygpesr the accent might be the off-
putting element but rather it might be a psychalabrather than a natural barrier to
understanding.

Chara:This is a bit different because listening hasdadt 100% with pronunciation but
at least 90% with pronunciation. ‘Cause | have st how listen to something on the

tape and cannot understand it. But since theysed to my pronunciation because they
hear me almost every day when | read it they imatetli understand it and | see that the
vocabulary used is known to them. So it has to il pronunciation. And it has to do
with the fact if they only listen to one personmatter what type of pronunciation | have.

174

Evanthia:No, | think this is not the case with listeninghink pronunciation plays a morg
important part than vocabulary. Accent is importambnation | think intonation confuse
the students a lot, how fast the speaker speaks.dk the time when the students have
problems understanding a particular text in atistg activity we then see the same text
in written form and the students see that it igrgke text really. So perhaps, we should
focus on pronunciation more we should focus omiation more. Perhaps, we should
include pronunciation in our teaching to a greatdent than we do now.

[%2)
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Appendix 5.4 ‘Perceived Importance & Frequency of Eposure to Various

Accents of English’

Box 1
‘Focus on EFL exams

Sarahwe are always preparing students for exams dithged on the British syllabus of
the American syllabus so | supposed that it's ntaaghers or many course books
creators publishers or materials writers aim fergtandard British or American accent as
a basic building block for learners of English. @you can understand clearly and
familiarise yourself with those two accents then gan start perhaps introducing regional
accent

Box 2
‘The course books and listening material available’

Aphroditi: | think it's the course books and what we maintyisithe material in course
books and some supplementary but if you look atthterials available you get standard
accents and sometimes the students bring in samgefitim the internet or the films this is
when they are exposed to a non-standard variety

Vicky (interviewer):So you are saying this material is not availalole lgave to create it
yourself or find it somewhere

Aphroditi: yes which is a lot of extra work and you don’t @édwne you have to follow the
course book material because the activity you tiasee kind of integrates other skills as
well if you take it out it’s like this havoc thing@his is a good course book. You can'’t take
out. But if you have time to add something thatfgad thing.

it

Box 3
‘Favourable attitudes towards standard NS accents’

Katrina: | would say it's supposedly spoken in a most aa@@uway that's why they said it'g
better to have your students listen to a nativédBrior American accent because as a most
accurate pronunciation as opposed to a non-ngtiwaker who speaks the language fluently
but might not have the fluency and the pronuncmatequired... the correct pronunciation

Sarah:When you learn a language you try to learn itl@arty and as ehm making it as
easier as possible to communicate with any perdaisnight learn English so perhaps
learning the standard accent might be the easiesost straightforward way

Vicky (interviewer):so you feel it's safer for the students to lidietry to imitate a
standard accent rather than a non

Sarah:Yes perhaps yes | suppose it goes back to thénpgy that for example in
England all news reporters and all news readers taskave that accent and it is something
that most people try to attain and it would be eisded with intelligence and education and
and career prospects

Vicky: BBC English

Sarah:Yes BBC English and you still have that discrintioa against people with very
strong regional accents they might not get thatyetause of their accent.
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‘Exams and course book material’

Angela:l think that this is because since 1998 there \estethe British Council the
British Council examination [Cambridge EFL exan®jere wasn’t any American
examinations. So they focused on teaching Britesieties. Standard British. ... Yeah,
British textbooks. But now things have changed tiwedMichigan test is gaining

Vicky (interviewer):more acceptance

Angela:so they have to teach American English as well

Marios: There is an answer actually ah | don’t know of aayrsebook up to pre-first
certificate anyway B1 level

Vicky (interviewer):that’s pre-lower

Marios: Yeah pre-lower yeah exactly which uses Americaietias. They all use British
varieties in the book eh whether that is from ae&neublishing house or a British one
naturally they all use British pronunciation. Wheoomes to exams then when you have
test books then you have a variety to choose fRirhall the books up to B1 pre-lower
level they all use the British variety. So it ist momatter of choice. Whether you like it or
not they will have

Maria: Yes yes well all the books start with British Beggland when you come to the lows¢
classes then you get to separate each class angdbelay more Michigan you know
American that's why... well all classes are expogeBritish English all listening parts are
based on the British accent and British Englishtbeh when they catch lower this is whe
we do divide classes either in Cambridge or Michigaaminations and then we get them
practise more British English if they are goingdake Cambridge yes or to American
listening parts if they are going to take the Mgam proficiency

Vicky: what about those students that are going to take[€ambridge and Michigan]?
Maria: They take both classes
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Appendix 5.5 ‘Segmental & Suprasegmental Featured @ronunciation’

Box 1
English vowels versus Greek vowels

Sarah:Well from my little knowledge of the Greek langeags well | think that the
vowels are very different to the English vowel stsithat we have we have a lot of
rounder and longer sounds and it's a little bit endifficult for the it's just that it's
something different. It is an element of langudg# ts different and perhaps focusing 9
vowel sounds becomes a priority because it's a comanror that most Greek speakers
have and | think that the consonants that we hétetine Greek language are exactly th
same.

>

D

Evanthia:Yes because there are greater variations tharexémple long ‘e’ (i:/) and
short ‘e’ (/) the consonants are more straightforward

Aphroditi: | believe that simply there are more vowels in li&hgthan in Greek and the
students are not very much aware that there derelit phonemes and they sometimes
want to say a word but they don’t say it right hessathey don’t know the difference
between 4:/ and shorti/

Teaching segmentals first and then suprasegmdptalice versa)?

We have seen that the majority of ELT PRON mantieds introduced segmental

features and then moved on to suprasegmental ésatfrpronunciation (Theme 3,
Section 1.2.2). Half of the teachers interviewedinoed to first focus on the

segmental level of pronunciation before moving @thie suprasegmental level. They
said that this order seemed natural to them; omee learners had mastered
segmentals, they were introduced to suprasegmefsiads Box below for teachers’

responses).

Box 2
First teach segmentals and then suprasegmentals
Angela:When it comes to first classes in English A jurdad B junior then there are

some activities with word level, vowels and consdga. yeah and then we move on...
then stress and intonation, become more important

Katrina: They [the teachers of young learners] start ofhiilie alphabet and they start
with words on their own | think it is the only nadiliprocess. The traditional way.

Marios: Ah the emphasis is placed on word level first trad doesn’'t mean don't teach
any connected speech. But for the first classggslit’s the word level that comes first
whereas you know higher classes it is the connesgiedch that is relevant.
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A couple of teachers also remarked that that tlmeynd teaching intonation and
connected speech features rather difficult and,tiumade sense for them to wait
until the learners were older and had also reaehédjher level of competence in
English. 1/4 of the teachers claimed to teach Hetlels together. For example,
Aphroditi said that she does not teach segmentdl suprasegmental features
separately but instead incorporates all featurassnall phrases, poems and so on: ‘it'’s
boring for the students [to separate] it conveysnmeaning unless you practise a
phrase there’s no fun if you have let's say a sinvglwel... to teach vowels I'd have a
poem, I'd prefer a whole sentence and then it'e lik singing lesson’. Finally, a
couple of teachers claimed that they do not teadmental and suprasegmental
features explicitly; they expect their studentspick them up in the process of the
lesson (e.g. as they listen to their teacher spedke audio recorder) and only if a
problem arises would they address the particulaiufe (see Liam’s response in the

Box below).

Liam: Connected speech if there’s a specific problengavback and isolate the word..
but I wouldn’t teach it like that. It would have be in context. And if they get it wrong ir
context | would go back and say ‘no it should e that. | say the word they get the
word and say the sentence again but | avoid dbiagas far as possible. Because it
makes them embarrassed and it can be counterpngglifgtou are not careful.
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Section 5.2 ‘Discussion for Research Question 2’

Appendix 5.6 ‘Pronunciation Models’

Box 1
‘Focus on EFL exams, course books followed and lexsting material available’

Katrina: ... because of this whole exam orientation thingar®yreparation unfortunately.
Here in Greece they are taught to take exams.

Maria: ...all the books and the listening parts are baseithis [standard British and
American accents]

Claire: ... because of all the listening material we have

Aphroditi: | would say we teachers at least here in Greepevate institutions we are
paid for our job is to make students pass the examean help students pass the examsg
not make them pass the exams and so we depend amatkrials. The materials for the
exams are | would say standard English. Standat@diBor American English.
Coursebooks follow exams and we in a way this rst@ol | cannot produce my own
course book.
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Appendix 5.7 ‘Pronunciation Performance Targets’

Box 1
‘Aim is too high; the case of the ‘ideal’ versus th ‘real’ target; why some students
nearly reach this target and others do not’

Claire: It is just not possible to get what you wantt Mvas possible then when | speak
Greek | would have a perfect Greek accent aftenaoy years [of having lived in
Greece]. But it is not possible ‘na gyirisi | gloga to twist your tongue) it is not
possible ofr us to have it the way we want.

Marios: The way | see it pronunciation might be the maficdlt aspect of learning the
language. So actually it's a practical issue. Wevkit's hard to acquire

Vicky (interviewer):a native-like

Marios: a natural yes a native-like accent. So our exfiectare lower there.

Sarah:you know proficiency to get to a native-speakgeldecause it's different having
the grammar and the vocabulary and the syntax sdasimg able to pass of as a native-
speaker or having a very clear accent close tdigenspeaker level

Chara:The students of mine who are better at listeréisgs they usually have an accent
that is much more closer to a native speaker’s y#®e.ones that are better at listening
they will have a better accent.

Box 2
‘Not enough time spent on the practice of pronuncigon’

Angela:[teachers don’t have enough time to teach promtioci] they are under extreme
time pressure they have to follow the principaldess and they have to follow the course
book and the parents’ expectations they expedittigents to pass the test and they do
care if their accent is British-like or Americakdithey have to pass the test that's the
main aim...

U7
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Box 3
‘Those learners’ expectations are not realistic’

Maria: | think that students are not very good criticshafir knowledge. They think they

do well in everything even though they don’t shihk they have more high standards and

expectations of themselves. That's why they beltea¢ they could be taken up for natiy
speakers but...

Aphroditi: | think this is very natural when you embark oglsa difficult task learning a
language you want to perfect it. | think our teaghof English is very much affected by
the teaching of ancient Greeknd they [the learners] still believe that you carmaster
it completely. Not as far as pronunciation is conceed but language | think it stems
from the belief that language is something you camaster completely. Like history
you learn it and adopt the pronunciation. And gradually they realise that well it's a
notion and some of them think it's like just any oher subject.| don’t think they don't
want to sound English like native-speakers wellstudents | will tell them you're Greek
people who speak very good English and that the@’seed to be frustrated about the
fact that you sound it is also strange if you livé&reece where you are exposed to Gre
only with Greeks around and suddenly you put oatave-like quality which means
you've got a perfect ear and you've got people fike from time to time but the majority
of people well if they go to Britain and live thesell after a while they pick up the acce
it happens to everybody. Yeah if you are exposethtbyou want to | think it doesn’t
happen to people who do not want to integrate. K3peeple [who have been brought uy
and lived abroad for many years) who come to Graededo not want to integrate you
can trace that foreign accent they don’t want t@ gfi up it's psychological....

Sarahl imagine that | suppose it goes back to if you argoing to try to learn English
you'll try to learn it to a native-speaker levelperhaps the difference in the teachers’ g
the students’ responses is that the teachers uaddrhe practicality of getting to that
level it's not just something that can be taughhim classroom perhaps it has to it
involves living in the country perhaps for an amiooiitime it takes you years of practicg
going to university it goes beyond language schaontsyou know proficiency to get to 4
native-speaker level because it's different hawnd the grammar and the vocabulary 4
the syntax versus being able to pass off as agrafieaker or having a very clear accen
close to a native-speaker level... whereas as teauleare more aware of the
practicalities of the classroom and the constrahtsne

e
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Box 4
‘Those students aim higher; the reasons why’

Evanthia:This 1/3 had higher aspirations. That's what hkhiAlso I'm thinking of
specific students. Those that have higher aim&ireal. They usually have higher aims
higher expectations of themselves when it comestter subjects as well. Also, they md
really love the English language. | have studerite some to me with English songs an
so on and they really try to imitate the pronunorat. perfectionism plays a part. And
yes 1/3 is quite a large proportion of the studdfdsexpect 10% of the students to want
this but 30% is a high percentage. | didn't exjleat. That's good.

o<
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Box 5

‘Favourable attitudes towards NS accents as model§ySs are the rightful owners of
English & native-speaking EFL teachers are importah in terms of the students’

mastery of pronunciation’

Foteini: I'm trying to be in the British place. | mean, buldn't, if | were British, |
wouldn't like to, | wouldn't like my language inveay destroyed, no, to be pronounced
wrongly. That's the reason | wouldn't like to ledEnglish, to learn, not only English, jus
say Spanish or another language,hrte the right accent... maybe I'm too romantic

Claire: And that would be like me teaching Greek. Andidfi her me speak Greek my
accent is I've been here for over 20 years anill hstve an accent | can get into a taxi
and just say the name of a street and they’ll shyise xeni?’ ( = you are not Greek, are
you?) it's like after 20 yearso why would anybody want to learn Greek from me
since | don't have the correct pronunciation and tlat’s kind of like what you are
telling me... it is harder for the kids to learn if they don’t have even a little bit of
influence from a native speaker so as far as pronaiation...

Aspa:we prefer to put native speakers also in junior clases so that they [the
learners] get the right pronunciation at the first classes and this then continueseo th
next classes.

Katrina: The fact that | am a native speaker is an asset them [the parents].

Allright? They prefer it ‘cause they do think that having a native speakers as a
teacher | am also of that opinion that a child is xposed to the language as it is
spoken.. yes it does play a role. On the other hand, thdaggause Greece if infatuated
with acquiring certificates as many as you can #reyalso interested in just sitting for
the exam and having successful results. | wouldlsatyit's a combination. But yes whel
| started my private lessons they did prefer nadppeakers. Because they wanted their
child to have that accent as opposed to a GreeksBragcent... Look | can’t precisely
say that being a native speaker you are necessdiyter teacher. ‘Cause you could hg
Greek teachers of English teaching English whod:balve more knowledge of the
English language as opposed to a native spe@keicerning pronunciation though |
would say that native speakers do have an advantagfeere.

Vicky (interviewer):So you believe in those native speaker models.

Katrina: Yes not so much for teaching abilities and beiolg # teach but pronunciation
alone | would say so

—

ve
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Box 6
‘Adherence to NS models represents a higher & safeaim in terms of level of
competence in English’

Evanthia:l believe that when you learn a language you shiaarn it as best as you can|
There will always be learners of English who wdlch a very high level of competenc

in English.l think our aim should be to learn the language abest as we can and then
you can face anything. However, if your aim if yourexpectations are much lower, for
example basic communication you will face problemat some point.Aiming high,

that’s what | believe. Don't you think that's sdrisf? Doesn’t it make sense to you? Lel's
think of an example if you are in Switzerland amd yare working and you are dealing
with people from all over the world, with Americangh Italians with Spanish people for
example if you have a high level of competencerigliEh you can communicate
successfully with native speakers of English fatraple British people American peopl
then you are going to find for example the Itakamo speaks English ok their accent may
be a bit difficult for you to understand at firgitlthen you will get used to it

Vicky (interviewer):so you are saying you are better prepared
Evanthia:Yes.Whereas if your level of competence is average the&verything seems
difficult.

Maria: Well even though the main use of English is to comumicate among NNS |
believe we should stick to native speaker’s pronumation and everything else... no but
imagine changing the whole thing. Then you'd haseadful results. You won't have any
results. So if we start something new maybe it géll even worse.If we have a high
level now and we get average results imagine if i@wver the level then we’ll get even
lower results.

Box 7
‘Teachers who agree with the EIL side of the debatébut)...’

Marios: Overall, I'd say it depends on the individual nee8lince most as I've
said all of these learners of English will neveelanyway most of them will never live in
an English-speaking country ah they don't reallgchto learn the accents of the of the
anyway the standard accents. So for them it'slyot@elevant. They actually need to
communicate with the whole wide world. And in ortéieido so they just need to be
understood. So yes | agree. They don't need ta iefthe NS model].

Sarah1 think this is something [the fact that English isan international language] is
overlooked by many people including Greek learnerat the moment and course
book writers that it isn’t an element that is incomporated in the course book

materials so in fact that most students that are learniedahguage won’t communicate
with English or American native speakers they wammunicate with perhaps a French
businessman or perhaps a German tourist that righé over to Greece and | think that
it is an element that is not catered for at the emm. and | think that this is something
that should be focused on to a degree but I'm a@ Bow this could play up with the
classroom and perhaps this is something that taaylon their own rather than it being
taught in the classroom... alfte age of the students learning English here in @ece
is very young

Vicky (interviewer): yeah they start very early

Sarah:and the average age for students taking proficiencg very young | think 16 or
17 compared to the ages around the world that is ¢hyoungest

Vicky: yes that's extremely young

Sarah: so student don’t think the same way as we teacheos ‘that in the future

when I'm 30 | might use that language’
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Section 5.3 ‘Discussion for Research Question 3’

Appendix 5.8 ‘Pronunciation Teaching Methods’

Box 1
Teacher's perception as to the place of pronunciain software programs in class

Ahproditi: Well, from the experience | had with pronunciatsmitware programs that
you've got | would say that it's the kind of wortkat a student who that aims at perfect
pronunciation will do otherwise it's very off-putty. | mean if they want to invest time in
computers we I've seen that with students. | wotilleincourage them ‘cause then I'd lose
them unless the software the software has to bgualfity so that it is enjoyable if you hav
this kind of laboratory work well what I've donepeating yeah seeing if the curve of
intonation is going the right way or some studeatid tell me that it's time consuming an
that it’s not cost effective. Yeah? You invest dwo&ir and what do you get? You can do tl
in less time

Vicky (interviever):through other means you mean

Aphroditi: through other means yedtwould say it's very good for individual work for
some students who aim at perfection but not for cks.

[4)

nat

Box 2
Modern computer technology/ pronunciation softwareprograms as a new addition to
classrooms

Angela: Yeah we use interactive boards and there are mmammunciation activities in it
forms of games and the children find it more intérey

Vicky (the interviewer)andwhen did you start using technology?

Angela:Last year

Vicky: last year? So it's brand new

Angela:yes

Liam: computer technology it happens a great deal. Wevgideboards ah nearly all the
material now has recorded pronunciation which ids kan listen to it at home all the
material all the books now they have a cd whidioighe kids to use at home

Vicky: how long have you used them?

Liam: a couple of years now

Katrina: Look to tell you the truth becauksest year| had interactive boards installed at
my school and children have an e-book at home winigan that they have access to let's
say this kind of English learning on the computaa they listen to words and they lister
to the text they can actually hear the text soithonunciation in a sense and it is
teaching pronunciationn the past we didn't have this. We didn’t do it. But things are
changing And now with the interactive whiteboards the teaacdoesn’t actually have to
pronounce any words.
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Box 3
‘The IPA symbols are superfluous/ not needed’

Claire: one idea might be becausdds don't use dictionaries anymore Now they have
this on the computer and they see the word andttiegnpress a button and they have the
word pronounced

Vicky (interviewer):so they don't need them

Claire: ...don't even need to know phonetically what it [the wrd] looks like

Chara:l think they will never actually use the symbolsBecause when they open the
dictionary usually children nowadays do not knowho use the dictionarhey use CD
ROMS or they just ask and they don't use anything.

Marios:I'd say it's not value for time. | mean the benefis you get are | don't think
outweigh...

Liam: As a student as a native speaker it was justferdift way of writing a clearer way o
writing. But it's of no practical value at all. Thieing about English is you see it's also tru
if you think about Greek too, although Greeks dtiké to believe this, English spelling
really is a picture. It doesn't really make anydiof sense...

Vicky (interviewer):[| mention that one of the teachers | interviewleés use them and
believes in them]

Liam: Oh well, I'll take my hat off to her. But look thist street we lived here in
Thessaloniki was named after the Greek author asBwunvov; three different ways of
spelling #/ that justify that. You can't. You simply can’tere three different ways of
writing it. You just have to learn it. | don't tHirit's a major problem people are quite use
to this notion of

Vicky: spelling does not correspond to

Liam: yes | mean | would certainly be in favour of a spéihg reform of English | am
very much in favour of that but teaching the symba God no (he laughs)

Vicky: so you don't use them in class

Liam: no no

(4]

Box 4
‘The IPA symbols are too difficult for the students(& their parents) to learn’

Maria: Because | think it confuses theWihat | do is | try to write the pronunciation in
Greek. Sometimes... | use the Greek alphabet. Becauset even the parents know how
to read this kind of phonetics.

Vicky (interviewer):l see. And all the time you mean the students vatidtheir parents?...
and the parents would get confused.

Maria: yes and they come and ask how is this pronounceddo you read this word and |
keep on telling them that the back side of the bibeke are all the phonetics but they can
figure it out how to pronounce the word. So if @sery confusing word | write in Greek
Greek alphabet the pronunciation. Sometimes | kegpronouncing the word in class get
them to repeat the word correctly lviten they get home they have to read it's easierrfo
them to look at it in Greek words rather than thesephonetics.They can't figure it out.
They keep asking why is an ‘a’ into an ‘e’ [fa/) and why does ‘I’have two dots on it [for
[i:/?

Vicky: so if you are going to teach them to the studgmiishave to teach them to the
parents as well

Maria: in junior classes yes. In junior classes they sparents they don’t know how to
read them. And most students don’t know.

—
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Box 5
‘Discrimination exercises are important but...’

Katrina: Again, because the book doesn’t have them, tlehées’ material doesn’t have
them. And because teachers have to follow a péaticourse plan they haven't got the
ability to sort of use the extra material as mushhey canThey are limited the time
there are time constraints.Those [pointing to the ‘EXTRA’ sheet that featuesamples
of discrimination exercises] are important to digtiish.Absolutely, they are very
important. These words are easily confused by studés and this needs emphasis
(points to the EXTRA sheet). Teachers need tostiesse differences like ‘sheep’ and
‘ship’ and those closely related sounds. Becaussetiwvords contribute to the language
obstacle barrier if you likélhis can cause confusion in understanding the langge
These words are important.

Angela:lf there is time, we do those activities but ifrdaésn’t time we decide to skip
them.

Box 6
‘Discrimination exercises between similar soundinghonemes are ineffective’

Liam: the problem is you see Vicky that there is no trarfer. That's the problem. Yol
can do it you can make a point of it you can getrttall saying ‘leave’ ‘live’ five minutes
later when they are speaking it comes out the seaye

Vicky (interviewer):so you think that they are pointless these amaior
Liam: | think so really. | was never able to get gooslits like that. There is no transfer.
It's like in the old days when you had those dnsah where you ahm you would go
round the class substituting one word each timed Ame kids were brilliant at it
Absolutely fantastic. People representatives usemine from book companies to see qur
kids doing those drills and they were amazed atel @ short time | stopped doing |it
because you know it was like teaching a dog to julhmpugh hoops in a circus. Thay
were brilliant at the drills but there was no tf@nsAs soon as we stopped doing the drjlls
and started talking they kept making the same kastas they did before with the drill.
The drill didn’t. All they became proficient at was doing drills.

Box 7
‘Phonological rules are acquired naturally’

Marios: You know speaking is an automatic process. ltty Yiard for student to learn ruleg
concerning speaking ‘cause it's really hard fonthehen it comes to speaking to remember
the rules and you know apply themwe are trying to move away from the rules now
this is the trend anyway grammar is mostly taught tirough experience rather than
strict rules

Vicky (interviewer):so you do and you learn

Marios: Yes. So we try to avoid rules in general
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Box 8

Teachers against choral responses

Katrina:| guess individual responses are indicative ohéadividual’s ability. Whereas
if you have them altogether you may have someoheaysomething and just pretend to
be saying something. So it's not that indicativevbbit each student is capable of doing|or
saying.

Matria: well the class gets too noisy. Too noisy. Yes. ¥an't figure out if all of them
got it correctly or not. You don’'t know. So it'sther to examine each one individually.

Liam: No no | never ever do choral work... choral resperege dreadful they distort
Vicky (interviewer):you are against them

Liam: absolutely they distort the intonation and thestati the pronunciation... no it's
artificial. They don’t make you talk. Whereas indival [responses] sure but again |
would prefer it to come out naturally. If theretnsething which is interesting from a
pronunciation point of view | will point it out. fou say it like this it means one thing if
you say it like this it's got a comma.

Box 9
Choral versus individual responses and the ‘age’ tdor

Claire: With older kids they [the teachers] don't they Wionl can't think of the last time
we did a choral thing maybe it was in the ‘B seiloat they had

Evanthia:choral you only do when you teach younger learaatsyou do it first and ther|
you can do it individually.

Sarah:This might also come down to the level for exampfaost of the students were
pre-lower, lower or proficiency | think that beitd, 12 or 13 years old at that point they
don't really go for that type of technique.. theod one it's used from my experience
with 5 year 6 year 7 year olds... | don’t think... |wd ask students 16 or 17 years old to
do the choral technique whether it would work ipiebably an inappropriate exercise |
wouldn’t even consider it ‘cause of the age.
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Box 10
Teachers in favour for choral responses

Foteini: Yeah, first chorally and then if someone doesao'tltht, individually... we
usually do the whole class, and if | see someoneduaesn't participate, then | say
‘George, you say nowlt’s more time consumingas well if you do that [individual
responses].

Marios: | use both. And I'd say maybe yeah definitely ¢ else choral more.l.use the
choral for psychological reasonsThere are some students who feel embarrassed an
they don’t they refuse to pronounce some wordbey think that they will never get
them right so through the choral actually | stathwhe choral responses first and then
see an individual has a problem then | try to emsjgeathen I try to work individually
with the student but the choral it's like a psydgital boost it’s like an incentive to get
shy person to pronounce the word.

Vicky (interviewer):some of your colleagues said that mistakes mayngetected with
the choral one

Marios: No not really. | wouldn't say so. Because you kneur students and you know
the ones that mostly have problems with pronuramasio you don't listen to the others 3
much as those

Vicky: so you hear them during the choral ones

Marios: yes yes

Vicky: ok that takes some practice but you can get there

Marios: it depends on the size of the class of courgmufhave fewer than 10 students
it's quite easy. Now if you are in a state schow gou have 30 students then it is
impossible.

Aphroditi: | like to do choral responses because then yaudteverybody participating
and for many reasons it's good I'd say. Aegpecially it's good for students who need
more time more repetition to get the right thing san a way they are not exposed to
their own mistakes and | would say that young adult don't like to nobody likes to
make mistakes.

Box 11
Reception precedes production in L2 phonology

Claire: Yes, that’s the easiest way to do it.

Sarah think perhaps in every stage of language legrnéteiving the language is
always the first step

Marios: When we have a text we either hear you know a @fvay somebody reading it
a native speaker for example or | read it for tlaem then they try to read it themselves
always emphasising the more difficult words.

Vicky (interviewer):So you think this is the appropriate order todai?

Marios: I'd say so. Anyway this is what happens naturalhen we are born. We first ge
to hear and then produce.

Liam: | do think that they have to perceive first beftirey produce but | don't it's the
next step that is the difficulty

Vicky: what do you do?

Liam: what do you do what is the next step do you tharelan exercise. | would say nol.
Forget the exercise. Just leave it out. What happédren you learn your own language?
You hear it you use it you use your brain to repiazdit or to produce something new.
Your mother doesn't sit with you and give you astbéa exercise.

Vicky: that's true (I laugh)

Liam: this is nonsense
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Box 12
‘The need to prepare for and help students succeed the EFL exams’

Angela:Here in Greece the decisions are made by the afg@@paration for exams...
both Michigan and Cambridge

Vicky (interviewer):Do they sit all those exams? Why is that?

Angela:Because here in Greece, you definitely have te laagertification of English
Vicky: So, do they, let me see if | understand this.d8dahey sit the Cambridge one ang
then the Michigan one just in case they fail thenBadge one and get the Michigan ong?
Angela:(nods in agreement)

Vicky: Because they need to have at least one.

Angela:Yes

Marios: Ok again I'll go back to the exams I'll go backth® criteria its ah ok speaking

actually and I think all the teachers will agreeaking is of minor importance generally
for exams so ok if you see the differences in tteares | mean B2 lower level exam the
speaking test is about 10 minutes I'd say whefe@asvtiting is 30 minutes. So you can

understand the difference there. So it's a mafteriority I'd say.

Box 13
‘| teach pronunciation when the need arises to doos

Katrina: Lower level means competency, so when you are etanpin a language that
means that you are able to speak it clearly ang@atmessage acroso we only
emphasise pronunciation when the problem arises.

Aphroditi: Of course | have a course plan | have somehowlhiera to but at least in
general lines but the main decision depends onékds. Because | don't teach beginngrs
so | usually get people who already have some &fretablished pronunciatio8o
when pronunciation is a problem if it is heavily irffluenced by Greek pronunciation
then it's not easy to understand what they mean ttrel will spend more time. Also,
with proficiency students well it often happensttstaidents are very fluent in the
language but make mistakes in pronunciation whiemgrom the wrong model of very
Greek pronunciation. So that’s another reason.

Marios: In practice, | mean on a regular basis we doathepronunciation/Ve just
focus on the tricky words difficult ones you know

Vicky (interviewer):ok

Marios: whereas vocabulary and grammar and syntax ar@ptme day to day procedurg
they are parts of every lesson. Pronunciation somest

Evanthia:lf we see that students are having difficultiethvgronunciation for example
while engaged in a vocabulary activity, thea focus on those pronunciation
difficulties and do a couple of exercises for example discaton exercises of similar
sounding phonemes.

Sarah think that personally within the classrodrmy to use techniques or strategies
to deal with difficult pronunciation or common errors for the pronunciation when
they come upfor example, the silent /b/... | correct it and pgrhateach a mini rule or
something.

Foteini: If | see there is a pronunciation problem, | te&¢pronunciation].

Liam: | wouldn’t say that | analyse the learners’ neédsink it's basically because | am
a native speaker it\would these kids’ pronunciation of this word affectthe
understanding of the native speaker so | would cogect that. And there are also certain
patterns that need to be corrected. For exampleefzons | don’t understand many many
Greeks saypa:rents/ instead of pearants/. It strikes me as extremely odd it struck me

as off for thirty years and | still don’t understiwhy it should be like that. Now that | sif
on very heavily. | won't haveph:rants/ .




257

Box14
In favour of an implicit approach to teaching

Liam: Usually now | do pre-lower year 5 and as I've dhigy first they have to learn 5
words. Their first homework is ‘teachers can’t teatudents learn’ 5 words. It’s true. |
honestly don't believe that teachers can teach.seeend homework is particularly for
the Greek cases ‘I am not a parrot’. 5 words. Léaou are not a parrot. This is what
Greek homework is.

Vicky (interviewer):So you think the Greek educational system is &onlel for that.
Liam: That's right.

Vicky: and they transfer that to

Liam: learning English as well, yeah.

Box 15
In favour of implicit instruction for pronunciation but...

Aphroditi: | would say that pronunciation | would learn munbre when you are exposgd
to not only pronunciation but especially this wisemebody says something the teache
corrects and you say it or the whole class repdas.it's painless it's quick and it's not
don’t think you should select and say now it's pnociation it's like unless you do it an &
kind a very pleasant thing.if.you tell the average student let’s practise proanciation
ok and it's practising the same sound well after avhile their interest is gone.Yeah
because it doesn’t convey meaning the fact thalgauned to speak is just a small
element especially unless you show them what kiridrmy language they produce when
they make mistakes this appeals to them very niBighif you say ok today let's practise
this they want to do real things which convey megrthey want to exchange ideas |
would say that language is this is what I've naticew after so many years of teaching
they are so excited when you use the languageresaas

Vicky (interviewer):to an end

Aphroditi: to an end and not as a thing in itself... they aegthirough this anid they are
exposed to pronunciation they pick it up although emetimes you get students at
advanced level who need pronunciation work.

=

Box 16
Angela’s response

Because university is more theoretical... applieddistics and theories and we learned
were taught so many things so many theories bliimgpin practice... even here in Greec
in the university students of linguistics they stliterature English literature and America
literature and they become teachers of Englishtlaeylare expected to teach English to
students. But they don’t do any practice whileraversity... so there isn’'t as you can
understand there isn’t much connection to... youystiterature and then you have to teag
English... yeah grammar pronunciation vocabulary..ebml finished my degree and | gq
into the classroom.

11%

—
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Section 6.1 ‘Conclusions’

Appendix 6.1 ‘Pronunciation Status & Role’

PronSIG, SPEAK OUT! & conferences

PronSIG was established more than 20 years agchasdhow over 200 members
around the world; it offers teachers the suppod eonfidence they need in the area
of pronunciation instruction, the opportunity tochkange views and share ideas about
pronunciation methodology and materials and, d@tsdjscuss theoretical matters and
the interdependence of pronunciation and othersapédanguage learningPEAK
OUT! has included many seminal articles on pronunciadod has been at the
forefront of debates, controversies and emergisigeis such as the changing status of
Received Pronunciation and other native modelstherincreasing attention now
being paid to the interaction between listening emahprehension and the range of its
contributors is truly internationéf. As for conferences, Fraser (2000) wrote that the
TESOL 2000 conference held in Vancouver, one ofntiagor annual TESOL events
with attendance in the order of 10,000, reportedastly increased interest in
pronunciation, with a range of initiatives in prowtiation teaching showcased, and all
pronunciation sessions packed. Similarly, the h@gonal Association of Teachers of
English as a Foreign Language (IATEFL) in the UlKaeed a significantly increased
interest in pronunciation (Fraser, 2000: 33). Mg, two international conferences
on ‘English Pronunciation: Issues and PracticeseHasen held so far (the first in
Chambery, France in 2009 and the second one ina@rstown, South Africa in
2011) and the third one is going to take place mrd¥h, Spain in 2013. Also, the

Australian Council of TESOL Associations (ACTA)gsing to hold a Pronunciation

** Information reproduced from the PronSIG Open Fothat took place as part of the IATELF Exeter
Conference in April, 2008.
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Symposium as part of the ‘TESOL as a Global Tradghics, Equity and Ecology’

Conference in July, 2012.



