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RESUMO

A comunicacdao verbal abrange a decodificacéo dedsiinguisticas e a interpretacéo
de significados implicitos, o que pode ocasionabl@mas para aprendizes que desejem se
comunicar em contextos de segunda lingua. Est&rtigdo apresenta um panorama de
teorias pragmaticas que abordam o tema “inferéneiagomunicacdo verbal’, a fim de
destacar fendbmenos pragmaticos que afetam o sigthifi de enunciados, especificamente
atos de fala, implicaturas conversacionais gerra@dis e particularizadas estratégias de
polidez. Uma analise critica de modelos de comp&té&@omunicativa detalha as habilidades
que aprendizes necessitam desenvolver para asegs objetivos comunicativos e também
faz uma revisdo da nocdo de competéncia pragm&asacoes acerca do desenvolvimento
pragmatico destacam a importancia de proporciompnti pragmatico a aprendizes. Este
estudo também propde um modelo alternativo de ctémp@ pragmatica em comunicagao
verbal, enfocando a compreensdo pragmatica e vdojed caracterizar o que dificulta a
compreensao e producao de significados pragmapicoparte dos aprendizes. A descricdo
das sub-competéncias inferencial, conversaciom@tanoional e sociolinguistica incluiu
andlises pragmaticas de transcricdes de atividddesompreensdo auditiva, retiradas de
livros-texto preparatorios para o exame “IELTS” e wbcursos online. Esta dissertacéo
também investigou o papel de atividades de comp@eemuditiva como uma proposta
metodoldgica alternativa, visando promover o degkimento pragmatico. Um projeto
empirico, que incluiu um projeto de sala de aulancom grupo de oito aprendizes
preparando-se para o exame IELTS, corroborou asirgeg hipdteses: a fim de atingir
proficiéncia em compreensao auditiva, aprendizesssitam de pratica inferencial, visto que
inferéncias semanticas e pragmaticas inserem-semanicacao verbal; aspectos semanticos
e pragmaéticos, que afetam a significacdo dos eadosj podem ser destacados através de
atividades de compreensao auditiva que enfocanhabitidades especificas de compreenséao
auditiva. Os resultados do projeto de sala de suggriram que atividades de compreensao
auditiva tém o potencial de aprimorar diretamengail@competéncia inferencial, mas foram
inconclusivos com relagdo as sub-competéncias cemsienal-interacional e

sociolinguistica.

Palavras-chave: Comunicacao Verbal, Inferénciamggbéncia Pragmatica, Segunda Lingua,

Atividades de Compreenséao Auditiva



ABSTRACT

Verbal communication comprises the decoding of disgc forms and the
interpretation of implicit meanings, which may p@sproblem to language learners who wish
to communicate in L2 contexts. This thesis preseamtsoverview of pragmatic theories
addressing the theme “inferences and verbal conmration” in order to highlight pragmatic
phenomena which affect utterance meaning, namelgectp acts, generalized and
particularized conversational implicatures and tpakss strategies. The critical analysis of
communicative competence frameworks details thitiabilearners need to develop so as to
achieve their communicative purposes and it alseiewes the notion of pragmatic
competence. Views on pragmatic development stiessnmiportance of providing learners
with pragmatic input. This study also proposes #errative framework of pragmatic
competence in verbal communication, which addregsegmatic comprehension and
attempts to characterise what gets in the way afnkrs comprehending and producing
pragmatic meaning. The description of the infemntconversational-interactional and
sociolinguistic sub-competencies included the pragmanalyses of listening transcripts
taken from “IELTS” coursebooks and online resourdéss thesis also investigated the role
of listening comprehension activities as an alteveamethodological approach to promote
pragmatic development. An empirical project whiohlided a classroom project carried out
with a group of eight learners preparing for the.TE examination corroborated the
following assumptions: in order to achieve listeniproficiency, learners need practice in
making inferences as semantic and pragmatic infesenare embedded in verbal
communication; semantic and pragmatic aspectstafiethe meaning of utterances can be
highlighted via comprehension activities focusimgspecific listening sub-skills. The results
of the classroom project suggested that listeniogpprehension activities are potentially
capable of directly enhancing the inferential pragmsub-competency but were inconclusive

with regard to the conversational-interactional aadiolinguistic sub-competencies.

Key-words: Verbal Communication, Inferences, Praign@ompetence, Second Language,

Listening Comprehension Activities.



CONTENTS

INTRODUGCTION ...oiiiiiiiiie ettt e e s ee ettt e e e e e e st e e e e e e ssnstteeeeeeesannnneeesannsneeeaeeans 10
L PRAGMATICS oottt oo et e et e et et e e e et e e e et e e e eeaaaaeeeetneeeeannaenees 14
1.1 THE SCOPE OF PRAGMATICS ..ottt ettt e e 15
1.2 MEANING AND THE SEMANTIC- PRAGMATIC INTERFACE..........cccoiiiiiieneenn. 18
1.3 CLASSICAL PRAGMATIC THEORIES ... 23
1.3.1 SPEECH ACES ..o 23
1.3.2 Conventional and Conversational Implicatures............ccccceeeeeveevvieeiiiiiccicee e 27
1.4 NEO-GRICEAN THEORIES .....ooiiiiiiii it eereiiiee ettt e e e e 32
I I 011 (= = PP 32
1.4.1.1 Politeness and Conversation ANAIYSIS . ...cccuuuuuuruirriiiiiieee e eeeeeeeeeeeeieeeeeeeeeeeeens 37
L1.4.2 REIBVANCE ...ttt ettt ettt e e e e e e e e e e e ettt e e e e ae e s e e e e nbbb bbb aee e e 38
1.4.3 The Theory of Generalized Conversational Imptatures ............cccovvvvvvvciiieenennnn. 54
1.4.4 Revisiting Conversational Implicatures and Revance ............ccccevvvvvvviiciinnnnnn. 30,
FINAL CONSIDERATIONS ..ottt e e e e e e e nnna e eenans 53
2 PRAGMATIC COMPETENCE IN A SECOND LANGUAGE ....... cccoceiiiiiiiiieeeeeee 57
2.1 INTERLANGUAGE PRAGMATICS ..ottt 58
2.2 PRAGMALINGUISTICS AND SOCIOPRAGMATICS ... 60
2.3 PRAGMATIC COMPETENCE ... oot e e e e 62
2.4 PRAGMATIC DEVELOPMENT ...ttt ettt eenne s 68
2.4.1 Sources for pragmatiC INSIIUCTION .......cceeuuuiiiuiiiiiesieeee e e e e ee e 72
2.5 PRAGMATIC COMPETENCE IN VERBAL COMMUNICATION: Al

ALTERNATIVE FRAMEWORK OF SUB-COMPETENCIES .....ccceviiiiiiieeeeeeeee, 74
2.5.1 Inferential COMPELENCE ..ottt e e e e e e e e aen s 75
2.5.2 Conversational-Interactional COMPEtENCE ..e.vvvvvvveiiiiiieieeeeeeeeeeeeeee e 81
2.5.3 SOCIOliNQUISTIC COMPELENCE. .....ciiiiiiiee et e e e e ee e e e e eeeeeeane 91
FINAL CONSIDERATIONS ...t e e e e e e nan e e enans 98

3. THE ENHANCEMENT OF PRAGMATIC COMPETENCIES VIA LI STENING
ACTIVITIES .ttt e e e e e e e e e e eeees 102



3.1 THE INPUT/COMPREHENSION HYPOTHESIS ... 104

3.2 THE LISTENING SKILL.....iiitiiiiiiiiee et ee et st e s e s e e e ebe e e e ssenaeeesneeeenns 109
3.2.1 The nature of listening comprehension ProCeSS .........ccceeeeeeeeieeeeeeeiiniiineeeeeemoes 114
3.2.2 Taxonomy of listening miCro-sKillS .......cccueuvvriiiiiiiiiii s 119
3.2.3 Taxonomy of liStening ACHVIIES.........ecaeurumiiiiii e 122
3.3 DEVELOPING PRAGMATIC SUB-COMPETENCIES VIA LISTENG

ACTIVITIES. ..ottt ettt e e e e et e e e e e s e s e e e e e ssbteeeeeeeeannneneeaens 124
3.4. EMPIRICAL PROJECT ....uttiiiiiiiiiiiiiiimime sttt ettt ee e e e e e snstteee e e e s snnnneeeeennneees 132
Nt RS o = od £ RSP PPUPUPPPPRPRT 133
I \V (=1 g To o (o] (oo | TSR SRPRR 134
GG BN [ 1 {0 1T TP 136
SuA.A RESUILS ..ooiiiiiiieiee e+ttt ettt et e e e e e e e e bbb et it e et e et e e e aeaees 143
FINAL CONSIDERATIONS . ...ttt e e e e e e e e nnna e e 150
CONGCLUSION. ...ttt ettt oottt e e e e s ettt e e e e e e s s bbb e e e e e e s s s rnneaasnnseseeeeeesannnes 154
BIBLIOGRAPHICAL REFERENCES ... 159
APPENDICES ... it e et e e e et e e e et e e e e e e et e e e e aaaan 167
APPENDIX A- Pragmatic Competence Quiz - Phase.l........cccccooeviiiiieiiiiiieieeeiiiiinnnes 167
APPENDIX B- Pragmatic Competence Quiz - Phase §-Ke........ccccooeiviiiiiiiiiiieeiiinnnnn, 173
APPENDIX C- Pragmatic Competence QUiz- Phase.2............ooovviiiiiiiiiiiiiinnieeeeeeeen, 175
APPENDIX D- Pragmatic Competence Quiz - Phase 2-Ke...........ccccvriiiiiiiiiciiinnnnn. 83
ATTACHMENTS L. e e ettt e e e e e ettt e e e e e s nbnneeesansseeeeeeeaans 185
ATTACHMENT A- LiStening QCHVItIES .........uuuicccieeeeiiiiiiiiiiiaaa e e e e e e e e e e eeeeeeeesveeenneeeeees 185

ATTACHMENT B- Listening activities tranSCripts ..........cooovviiiiiiiiiiiiiiiieeeeeee e eeeeen 198



10

INTRODUCTION

Foreign language students whose main learning gekdte to verbal interaction in L2 face
the multifaceted nature of verbal communication.il#/ltommunication encompasses the
interpretation of encoded information, the decodafdinguistic signs does not suffice to
account for the richness and subtleties of verbatmunication. Grice (1975) indicates that
natural language communicates more than the litigumeaning of utterances for, when
people verbally interact, they also communicate licitp meanings. When people
communicate with each other, they communicate nmggniinformation, propositions,
thoughts, assumptions, beliefs, attitudes and emet{fSPERBER & WILSON, 1995). In the
inferential model of communication, communicatorsvide evidence of their intentions and
hearers infer them from the evidence provided. &loee, verbal communication also
includes the making of inferences. According to r8pe and Wilson (1995, p.22), “an
inferential process starts from a set of premises r@sults in a set of conclusions which

follow logically from, or at least warranted bygetpremises”.

Pragmatics is essentially concerned with inferen@€sVINSON, 1983) and investigates
aspects which affect utterance meaning. In ordenterpret the full meaning of utterances,
listeners rely on sentence meaning aspects asawealh features which operate at utterance
level. While semantic inferences relate to the dewp of utterances conveying propositions
via the application of phonological, syntactic, plaological and lexical rules, pragmatic
inferences are based on the distinction between sgeakers literally say when using words
and what their communicative intention is when gdimese words, which often goes beyond
what is said. Pragmatic theories addressing thedHenferences and verbal communication”
highlight pragmatic phenomena embedded in oral racten, namely speech acts,
conversational implicatures and politeness strategWhen verbally interacting in L2,
learners face the challenge of interpreting thesgrpatic inferences in order to understand

speakers’ intended meanings and respond linguistiapropriately to them.

Communicative competence frameworks address théiedsecond language learners need
to develop in order to successfully communicate2rncontexts. They usually include a code
component and a use component, of which pragmatispetence is a sub-competency.

However, the characterisation of what pragmatic petence comprises varies depending on
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the perspective adopted. For instance, pragmatiapetence may refer to sociolinguistic
knowledge to use language appropriately to comnatinie situations. Yet, the ability to
produce and interpret pragmatic meaning seems wolvi@ more than the sociolinguistic

dimension.

In addition, different views on pragmatic develomihecknowledge the importance of
providing pragmatic input in order to enhance leeshcommunicative abilities. Krashen’s
input hypothesis (1985) indicates that in ordedeéwelop the ability to speak, firstly acquirers
need a lot of exposure to comprehensible inputotheer words, comprehension precedes
production. Therefore, receptive skills play a rale the second language teaching
programme. Considering learners’ communicative sgéstening comprehension activities
offer a great source of comprehensible input ansemdle real-life communication.
Furthermore, listening comprehension processesudeclboth bottom-up and top-down
processing micro-skills which, when combined, eealthe activation of pragmatic
phenomena embedded in oral discourse. Thus, Igjeasumprehension activities may also be

used to foster pragmatic development.

The subject of this thesis is the enhancement afympatic competencies via listening
activities. | will address the following main resela question: What are the pragmatic
phenomena embedded in verbal communication whichpoae a problem to learners when

communicating in L2 contexts? The sub-questioncwhintend to answer are as follows:

1. How are inferences embedded in verbal commuaitat

2. What are the abilities and pragmatic phenomehi@hwconstitute pragmatic competence
constructs?

3. What is the importance of pragmatic comprehensansidering learners’ communicative

needs?

4. How can teachers promote pragmatic developmel iearning situations?

5. What is the role of listening comprehensionwtatis in the enhancement of pragmatic sub-

competencies?

This thesis is divided into three chapters. Thesanihchapter one are to present an overview
of pragmatic theories which address the theme rémiees and verbal communication” and to

highlight pragmatic phenomenterivedfrom these theoriewhich have an impact on verbal
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communication. These features will be further nef@rto in the characterisation of pragmatic
competence constructs in chapter two. In addiobiapter one will also attempt to stress the
role of inferences in verbal communication so agistify an inferential component within an

alternative pragmatic competence construct to bpgsed in chapter two.

The aims of chapter two are four-fold: to presentriéical overview of communicative
competence frameworks which include the notionrafymatic competence, to highlight the
importance of pragmatic comprehension within a praiic competence construct, to present
different views on pragmatic development, and finalo propose an alternative model of
pragmatic competence in verbal communication. Thamework will include three
components and will be characterised by pragmatenpmena addressed in chapter one. In
order to illustrate these pragmatic sub-competsntianscripts from listening comprehension

activities from IELTS coursebooks and online researwill be pragmatically analysed.

The main aim of chapter three is to justify theichmf listening comprehension activities as
a methodological approach to pragmatic developmé&hé descriptions of the nature of
listening comprehension processes and of taxonoohiestening comprehension micro-skills
will attempt to demonstrate how pragmatic phenomaméedded in oral discourse may be
highlighted via a strategy-based approach to listerin addition, | will describe an empirical
project carried out with a group of eight learnpreparing for the IELTS examination at a

language institute in the south of Brazil in thstfisemester of 2009.

The theoretical aims of the empirical project arearroborate, refute or reject the following

assumptions:

1. In order to achieve listening proficiency, leans need practice in making inferences as
semantic and pragmatic inferences are embeddegtlimlhcommunication;

2. Semantic and pragmatic aspects affecting thenimgaf utterances can be highlighted via

comprehension activities focusing on specific hatg sub-skills;

3. Following a strategy-based approach, listenstyiies can directly and indirectly enhance

the inferential, conversational-interactional andislinguistic pragmatic sub-competencies to

be proposed in chapter two.



13

Finally, the empirical project findings will be s on a classroom project developed with a
group of learners studying English as a foreigrgleage. For the purposes of this thesis,
English as a foreign language and English as anselanguage learning situations will be
both referred to as English as second language. (b2pddition, communicating in L2
contexts may refer to situations in which learnendally interact with native speakers of the
target language or with speakers of different fasiguages in L2. Considering the notion of
English as a Global Language (CRYSTAL, 2003), thditees to be proposed in the
alternative framework of pragmatic competence airanabling learners to successfully and
appropriately communicate in L2 contexts. Learm@esnot expected to copy native speakers’
linguistic models but to be able to fulfil theirmmanunicative needs in L2.
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1 PRAGMATICS

The study of meaning is usually associated withas#ios. However, the investigation of

what meaning encompasses depends on the theoqeisgdective adopted. Philosophers of
language such as Frege and Russell investigatecklditeons between linguistic expressions
and events in the world to which these words réferOther semantic schools include the
analysis of arguments through rules of formal legimd theories of argumentation which

address the effect of semantic chunks in textexical perspective focuses on the semantic
relations between lexical items in sentences ss@yaonymy and polysemy. A question one
raises: does a semantic perspective suffice touatdor the unpredictable, spontaneous and
illogical nature of verbal communication? After,altal discourse reflects speakers’ roles and

attitudes, speaking purpose and context.

Pragmatics is about utterance meaning. An utterasc@ sentence in an actual context.
Utteranceslie at thecore of pragmatic investigation as they possessiaty of linguistic and
non-linguistic properties (SPERBER & WILSON, 199%)n many occasions, speakers
convey their intended meanings via implicit formkiehh are not encoded in the sentence
uttered. The real-time situational context andghared knowledge by speakers and listeners
enable some information to be assumed. Speakedkiggopragmatic phenomena such as
speech acts and implicatures expecting listenardgeqoret these inferences, which may make

sense only in specific communicative contexts.

The main aim of this chapter is to present an aeanof pragmatic theories which address
the theme “inferences and verbal communicationalio aims at highlighting pragmatic
phenomenaderived from these theoriesvhich have an impact on verbal communication.
These constructs will be referred to in chapter, tinahe characterisation of pragmatic sub-
competencies learners need to master in order doessfully interact in L2 contexts. In
addition, an implicit objective of this chaptertes highlight the importance of inferences in
verbal communication so as to justify an inferdntmmponent within a pragmatic

competence construct which will be proposed in tdrawo, section 2.5.

This chapter is divided into four sections. In gattl.1, | will compare possible definitions

for pragmatics in order to narrow its scope asnguistic sub-field which investigates aspects



15

affecting the meaning of utterances. In secti@, 1 will introduce some features comprising
the semantic-pragmatic interface which play a molhe understanding of utterance meaning.
In section 1.3, | will present Speech Act TheoryUGTIN, 1962, SEARLE, 1969) and
Conventional and Conversational Implicatures (GRIC#/5) as classical pragmatic theories
which focus on “beyond saying”. Finally, in sectibr, | will address Neo-Gricean theories
which revisit Grice’s Conversational ImplicaturesdaConversational Maxims: Politeness
(BROWN & LEVINSON, 1987), Relevance (SPERBER & WIDN, 1995), The Theory of
Generalized Conversational Implicature (LEVINSONQOQ) and The Non-Trivial
Connectivity Theory (COSTA, 2005).

1.1 THE SCOPE OF PRAGMATICS

Defining Pragmatics has promoted a lot of contrey@mongst linguists due to a wide range
of possible scopes for this field. Levinson (1988pvides the reader with an extensive
discussion on the scope and vagaries of the defisipresented. He starts his argumentation
by analysing traditional definitions such as “synts taken to be the study of the
combinatorial proprieties of words and their pasesmantics to be the study of meaning, so
pragmatics is the study of language usage” (LEVINSQ983, p.5). However, such a
definition for pragmatics is far too limited in g and does not account for context —
dependent aspects of verbal communication. “Pragsiat the study of the relations between
language and context that are basic to an accddahguage understanding”. (LEVINSON,
1983, p. 21).

In the above definition, the terlanguage understandings used to draw attention to the fact
that, above all, understanding an utterance ingollie making of inferences that will connect
what is said to what is mutually assumed or what be@en said (LEVINSON, 1983). For

Levinson, the main strengths of this definition dhkat, firstly, it acknowledges that

pragmatics is essentially concerned with inferesno@, secondly, it does not make distinction
between semantics and pragmatics along the enaosewoded line. However, Levinson
points out that this definition fails to includeettstudy of interaction between linguistic
knowledge and the entirety of the participants’yetapaedic knowledge, and it also calls for

some explicit characterisation of the notion oftexi
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As Levinson (1983) states, pragmatics is esseyt@hcerned with inferences. When we
make an inference, we arrive at a hypothesis, algadgment based on other knowledge,
ideas or judgment. An inference is the reasoninghvlieads to a conclusion drawn from a
premise. There are different types of inferenceso@e handglassical deductive inferences
are forms of reasoning based on rules of formaktlothese inferences are necessarily valid,
not defeasibfe and can be demonstrated (ALLWOOD, ANDERSSON & DAHIO77;
SPERBER & WILSON, 1995)Semantic and pragmatic inferenceson the other hand,
comprise the meaning of utterances which may beey@d via explicit or implicit forms.
Semantic inferencegelate to the decoding of utterances via the agptn of phonological,
syntactic, morphological and lexical rules, and séh@ropositiorfsmay or may not express
truth-conditions Pragmatic inferencesare based on the notion of implicatures proposed b
Grice (1975), who emphasised the distinction betwetat words mean, what a speaker
literally says when using them and what the comatiie intention of the speaker is when
using the words, which often goes beyond whati sa

According to Sperber and Wilson (1995, p.15), teeaf premises used in interpreting an
utterance constitutes what is usually known asdbtext, “a psychological construct, a
subset of the hearer's assumptions about the wdfal’ the authors, it is these assumptions,
rather than the actual state of the world, thaafthe interpretation of an utterance. Levinson
(1983) narrows the notion afontext to the selection of features that are culturalyl a
linguistically relevant to the production and iqestation of utterances. These features
include having knowledgef role and status, spatial and temporal locatformality level,
medium, appropriate subject matter and register.

Another type ofpragmatic inference is the presupposition phenomenon (LEVINSON,

1983).In a broad sense, attempts at defining presuppos#hare the idea that it describes
“any kind of background assumption against whiclaetion, theory, expression or utterance
makes sense or is rational” (LEVINSON, 1983, p. 21 technical sense, “presupposition is
restricted to certain pragmatic inferences or aggioms that seem at least to be built into
linguistic expressions and which can be isolatedguspecific linguistic tests” (LEVINSON,

1983, p. 168). In his book “Pragmatics”, Levins@8&3) presents a historical overview of the

! A defeasible inference can be cancelled (by cangXeatures, false arguments, invalid argumenadind
contradiction) (SPERBER & WILSON, 1995).
2 A proposition is what a sentence says about thtdidLLWOOD, ANDERSSON & DAHL, 1977).
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evolution of the concept gifresupposition based on philosophers of language such as Frege,
Russell and Strawson, who discussed the natweferfenceandreferential expressions

Levinson (1983, p.199) describes two main clas§sgmantic theories currently available to
linguists: the semantics of truth-conditions andthar class “that assumes that all semantic
relations are definable in terms of translationsemftences in atomic concepts or semantic
features”. In truth-conditional semantiggesupposition has been characterised as a kind of
entailment® whereas the latter semantic school is concernéu ‘tfie context-independent,
stable meanings of words and clauses, leavingagnpatics those inferences that are special
to certain contexts” (LEVINSON, 1983, p. 204). Ciolesing the second perspective, the
linguist advocates thatresupposition belongs to pragmatics and not to semantics. Lewins
(1983) concludes that thresupposition phenomenon still needs to be further investigated

and is an important ground for the study of how a&etncs and pragmatics interact.

Returning to the discussion on the scope of pragsyabavid Crystal's (1997) commonly

cited definition emphasises tkecial interactional domainof pragmatics:

Pragmatics is the study of language from the pointiew of users, especially of
the choices they make, the constraints they eneountusing language in social
interaction and the effect their use of languagedraother participants in the act of
communication. (CRYSTAL, 1997, p.301).

Kasper and Rose (2002) explain that the above itefindescribes one side of the semiotic
triangle from Charles Morris’s theory (1938py relating the sign and its interpreters. Thus,
pragmatic meaning arises from the choices, whiah governed by social conventions,
between linguistic forms. Kasper and Rose (200ajifgl that these constraints are partly
universal, partly activity- and genre-specific. &ed language learners face the challenge of
working these constraints out so that they are tblenderstand implicit meanings, recognise
speech acts and produce utterances which cariiidbetionary forcé they have in mind and

are appropriate to the communicative situation deyin.

% An entailment is a clause which logically follofvtem the sentence asserted (YULE, 1996).

* Charles Morris was a philosopher of language whgirmlly coined the ternPragmatics as “the science of
the relation of signs to their interpreters” (LOCHSO, 2003, p.5).

®> According to Searle (1979), an illocutionary forisethe communicative force of an utterance whiels b
specific purpose other than that conveyed by thelsvo



18

The social interactional domain of pragmatics v# addressed und&peech Actand

PolitenessTheories in the subsequent sections.

To sum up, the scope of pragmatics as a linguistib-field can be narrowed to the
investigation of phenomena which affect the undéding of utterances. Levinson’s
discussion (1983) highlights that pragmatics iseesally concerned with the making of
inferences. Whileemantic inferencesrelate to the decoding of utterances via the apptin
of phonological, syntactic, morphological and lexicules, pragmatic inferencesinclude
phenomena such aonversational implicatures presupposition and speech actsin the
next sub-section, aspects comprising skeantic-pragmatic interfacewill be described so

as to account fantterance meaning

1.2 MEANING AND THE SEMANTIC- PRAGMATIC INTERFACE

When people communicate with each other, they conncate meanings, information,
propositions, thoughts, ideas, beliefs, attitudesiotions, among others (SPERBER &
WILSON, 1995). As previously mentioned, the studymeaning is traditionally associated
with semantics. Levinson (1983) regards the disbincbetweersentencesaandutterancesof
utmost importance to both semantics and pragmatitts regard to the characterisation of
meaning. For Levinson (1983),s&ntenceis an abstract theoretical entity defined within a
theory of grammar whereas atterance is the issuance of a sentence, a sentence-analogue
or a sentence-fragment, in an actual context. TowereLevinson (1983) placesentence-

meaningwithin semantics andtterance-meaningwithin pragmatics

LoCastro (2003) advocates that in order to assiganing to a speaker’s language, the first
step to be taken is the establishment of the atistneaning of the words and phrases which
give the potential meaning of each element, typickdund in a dictionary. Therefore,
sentence-meaningaddresses questions like “What does X mean?” rgh®&” a word, a
phrase, a verb or any attached morpheme. When @ igpolysemous i.e. it possesses more

than one meaningensé guides listeners towards the meaning the speat@rds that word

® The notion of sense was first coined by the pbitder of language Frege, who tried to explain wéntsnces
which lacked proper referents in the real worldiddae meaningful. He made the distinction betwesmtse and
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to have in that particular instance of use. Lo@agB003, p. 40) presents the following

example to illustrate ambiguity of meaning:

A: You look smart - that colour suits you.
B: Oh, thank you.

Speaker (A) could be referring to either (B)’'s bied or demeanour. The co-tétktat colour
really suits you” helps listeners to narrow down the word meaningltdhes. Therefore,
LoCastro points out that processing meaning withenframework of semantics entails use of
context; in this example, a limited co-text of thelividual sentence. However, establishing
pragmatic meaning of an utterance requires thetiaddl consideration of the physical and

socio-cultural context as well as the co-text.

On exploringsentence-meaningit is important to consider the lexical items as&mantic
relations which foster the global understanding @entence. According to Marconi (1997),
the ability to use words may be calléeical competenceand is an essential ingredient of
semantic competencdi.e. knowledge of meaning) But what does this ability consist of?
What kind of knowledge and which abilities have effect on it? Marconi (1997, p. 2)
advocates that being able to use a word compngesbilities which are, to a large extent,

independent of each other:

a) Having access to a network of connections betwbahword and other words and
linguistic expressions;

b) Knowing how to map lexical items onto the real wlotheing capable of botaming
(selecting the right word in response to a giveneabor circumstance) and

application (selecting the right object or circumstance in oese to a given word).

The former ability is callednferential as it underlies our inferential performances (sash
interpreting a general regulation concerning ansnaa applying to “cats”) whereas the latter
is calledreferential. Marconi (1997) definemferential competenceas the ability to manage
a network of connections among words, which affgesformances such asemantic

inference, paraphrase definition, retrieval of a word from its definition andsynonymy.

referenceand proposed that “such sentences retain theiesan®meaning even if they lack referents and thils f
to have a truth value” (LEVINSON, 1983, p. 170).
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In Marconi 1991, the author called this abilitye inferential aspect of lexical semantic
competence,taking into consideration that artificial systeméich try to model human
lexical competence are capable of modelling (otty$ side of competence and that such
systems are essentially inferential devices. Mar¢#97, p. 60) adds that the ability to draw

semantic inferences is also crucial to lexical cetapce.

Referential competence on the other hand, “has been characterised aahiliey to apply
words to the real world” (MARCONI, 1997, p.64). underlies performances such as
naming, answering questionsconcerning the obtaining situatioopeying orders like
“Close the door” and following directions. According to Marconi (1997), these
performances are partly based on the ability togeise objects and actions, which is not
purely a linguistic ability. A subject may sucdedly recognise an object in the real world
without being able to retrieve its name. Furthemn@ome philosophers of language have
disregardedreferential competence as part of semantic competence since laypeople’s
inability to identify instances of a word like “uream” in the real world, for example, does
not necessarily indicate lack of linguistic knowdedbut rather lack of scientific expertise. In
Marconi’s view (1997, p. 65), however, we may l&ak recognitional ability but still possess
some ability to discriminate between objects, fwstance, to differentiate between a metal
like “uranium’ and a fruit like “apple”. Consequéntit makes sense to regard such ability as
part ofreferential competence MARCONI, 1997).

Returning to the distinction betweaentence-meaningand utterance-meaning,Levinson
(1983, p. 18) regards tHatter as “the paring of a sentence and a contextiely the context

in which the sentence was uttered”. Levinson (2006jines this layer of meaning as
utterance-token—meaning as it relates to inferences made in actual costéxt actual
recipients with all of their rich particularitie$dowever, Levinson (2000) also adds an
intermediate level of meaning entitlagterance-type meaning based onpreferred or
default interpretations generated by default usage rules associated withircdinguistic
structures Utterance-type meaning comprises more than encoded linguistic meaning but
less than the full interpretation of an utteranCARSTON, 2004). The distinction between
these two types giragmatic inferenceswill be addressed in section 1.4.3.

According to LoCastro (2003)tterance-meaning may also be labelled asontextual

meaningsince it is rather rare in pragmatics for an aree to be studied outside its context,
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which comprises the linguistico-text ( as in sentence-meaning and paralinguistic
variables such asprosodic features ( intonation and stress pattern$)aralinguistic
elementsdo not occur alone, they accompalmguistic items by clarifying and adding
meaning, and in the case pifosodic features frequently conveying the speaker’s attitude

and mood.

Prosodyencompasses features lgeess intonation andtone. Stressis the pronunciation of

a word or syllable with more force than the surdinog words or syllables and it helps
listeners to identify key information within an eithnce. Secondly, when uttering a sentence,
speakers generally raise or lower the pitch ofrthieice, forming pitch patterns. They also
give some syllables in their utterances a greatgrek of loudness and change their speech
rhythm. These phenomena compris®nation, which helps listeners to identify whether an
utterance is a question, a statement or a comnamuply the unsaid and to identify attitude.
Lastly, tone is “a change in pitch that affects the meaning andtimmoof utterances in
discourse” (RICHARDS, J.; PLATT, J.; WEBER, H, 1990 294).

Besides prosodic features, LoCastro (2003, p.4@icates that speakers may also rely on
shared background knowledgein order to narrow down the meaning of an uttegarin
addition, reference must also be assigned so that listeners recogrfigeor what is being
referred to in the context of the utterance. Itivo-lined dialogue below, speaker (B) takes

it for granted that speaker (A) knows the subjeeing referred to.

A: How was school today?

B: Those boysre really getting on my nerves!

The above example illustrategophoric referenceas the expression “those boys” refers to
some entity outside the text (exo=outside). In #xample, “those boys” could refer to a
group of students who may be bullying speaker {Bfgrmation which is also shared by

speaker (A).

Exophoric referenceoften requires knowledge of the socio-culturalteahin which the text
is found. As another example, during the presidezaypaign in the USA in 2008, a motto

became really populatYes, we can” The pronoun “we” refers to the American peopleow
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believed they could make a difference by supporBagak Obama, the democrat candidate

who eventually won the elections.

Endophoric reference on the other hand, refers to linguistic elemdinés are present in the
linguistic text itself (endo= inside). LoCastro (&) indicates that the most common form of
endophoric referencein English isanaphora, where the analyst has to go backwards in the
text. The following three examples have been tdkan Yule (1996, p.23):

1) In the film, a man and a woman were trying teslwa cat. The man was holding the cat
while the woman poured water on it. He said sometho her and they started laughing.

Yule (1996) uses the above example to explain hoaphora works. In English, initial
reference is often indefinita (man, a woman and a ¢athile the definite noun phrasethé
man, the cat, the wompand the pronounst(he, her and theyare examples adnaphoric

reference.

(2) I turned the corner and almost stepped onlieré was a large snake in the middle of the
path.

The second example illustrates a less frequamophoric reference cataphora. The
pronoun “it” is used first, and the interpretatignput on hold until the noun phra'&elarge

snake”is presented in the next line.

(3) Peel an onion and slice it. Drop the slice®ihbt oil. Cook for three minutes.

Zero anaphora, or ellipsis, occurs when the interpretation requires us totiflean entity, as
in “Cook (?) for three minutes’and there is no linguistic expression presenteY1996)
suggests that the use zdro anaphoraas a means of maintaining reference clearly cseate
an expectation that the listener will be able tterinwho or what the speaker intends to

identify.

Finally, according to Yule (1996), the key to maksense ofeferencelies on the pragmatic
process whereby speakers select linguistic exmnessvith the intention of identifying certain

entities and with the assumption that listener$ eallaborate and interpret those expressions.
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LoCastro (2003, p. 45) states thaferenceis an important feature of language use and is
collaborative in nature: “it depends on sharedvwedge between the speaker and the

addressee and influences the listener’s abilitpfter the speaker’s intended meaning”.

To sum up, the study of meaning and the investgatif the semantic-pragmatic interface
pose a challenge to second language students. Nptdo learners need to master the
meaning of lexical items but also realise the éffbbat semantic relations and pragmatic
phenomena have on speakers’ intended meaniBgatence-meaningaspects such as
synonymy, polysemy, semantic inference paraphrase, naming andapplication comprise

lexical competencelLikewise, features that operate at utterance lékaecontext, prosody;,

shared background knowledgeand reference are fundamental in the interpretation of

pragmatic inferences that implicate “beyond saying”

1.3 CLASSICAL PRAGMATIC THEORIES

Within the realm of pragmatics that focuses on thel/saying”, John L. Austin (1962) and
Hebert Paul Grice (1975) were philosophers of lagguwhose works fundamental to
contemporary pragmatic theories. Austin was inedyby the way speakers use words to do
different things. The making of “a suggestion”, fostance, depends not only on the literal
meaning of the words used, but on the speaker&niioin and the institutional and social
setting in which the linguistic activity takes ptadustin’s ideas were further exploited by his
student, John R. Searle (1969), who develope&pech Act Theoryby creating taxonomy

of speech acts Similarly, Grice’s Conversational Implicatures Theory is based on his
distinction between what someone says and what @oenenplicates by uttering a sentence.
These two theories will be described in the nektsections.

1.3.1 Speech Acts

Speech Act Theoryis grounded on the principle that when people wantexpress
themselves, they produce utterances and, at the s8ara, perform acts via these utterances.
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These acts are callespeech actsand are an integral part of the teaching of Ehgls a
second language. The analyses of different expgengsed to perform speech acts and of
their level of formality and degree of impositioerge as a basis for the teaching of language

functions such as “requests”, “apologies” and “sefs”, among others. Widdowson (1978)
explains that when we produce an utterance inadliese of a normal communicative activity,
we simultaneously do two things: we express a @ihjpo of some kind, and by doing so we

perform anllocutionary act of some sort.

Austin (1962) initially argued that a better undansling of the nature of language must
involve a better understanding of how languagem$gexided in social situations, and of the
various actions that it can be used to perform tidAyzroposed a three-fold distinction among

related acts which take place every time an utteramproduced:

1. Locutionary Act: the basic act of saying something; uttering wavdhl certain sense
and reference;

2. lllocutionary Act: utterances which carry a certain conventional gostich as a
“promise” and a “warning”. The illocutionary act is performed via the
communicative force of an utterance, i.e.itleeutionary force.

3. Perlocutionary Act: the effect speakers produce upon the feelings etmoha of their

interlocutors.

According to Yule (1996), among these three dinmmsithallocutionary force is the most
discussed as it is what “counts as”. The salloeutionary act might carry different

illocutionary forces as we can observe in the following examples (YULEQ6, p.49):

lllocutionary Act: “I'll see you later.” (=A)
lllocutionary Force:

1. [l predict that] A.

2. [I promise you that] A.

3. [ warn you that] A.

Yule (1996) clarifies that in order to identify wihfarce the speaker intends the utterance to
have, listeners can make use of two devidhs: illocutionary force indicating device

(IFID ) andfelicity conditions. An IFID may be a verb within the utterance that explicitly
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names the act being performed. For instance, inuttegance’l warn you that....”the verb
“warn” indicates “a warning”. Such a verb is callegeaformative verb. In the absence of

performative verbsyord order, stressandintonation might be used a§IDs.

Secondly,felicity conditions are certain expected or appropriate circumstaticgsaid the
recognition of an intendeilocutionary force. Searle (1969) develop&peech Act Theory
as a theory of the constitutive rules underlying successful performance iibcutionary

acts These rules are classified as:

1. Propositional content conditions: rules which put conditions on the propositional
content of somélocutionary acts, e.g. in the case of “a promise” or “a warningjie t
content must be about a future event;

2. Preparatory conditions: rules which tell what the speaker will imply ineth
performance of thdlocutionary acts. In the case of “a promise”, for instance, firstly
the event will not happen by itself, and secondhg event will have a beneficial
effect;

3. Sincerity conditions: rules which tell what psychological state the geeaxpresses
to be in, e.g. for “a promise”, the speaker genyimetends to carry out the future
action;

4. Essential Conditions:rules which tell us what the action consists iseesially. By
the act of uttering “a promise”, for example, tlpeaker thereby intends to create an

obligation to carry out the action as promised.

Bearing these conditions in mind, Searle (1979ppsed a taxonomy oflocutionary acts

into five mutually exclusive and jointly exhaustigiasses

1. Representative or Assertivestatements which commit the speaker to the triitheo
assumption expressed; for example, “assertifigs. raining.”

2. Directive: speech acts that speakers use to get someoneoalgesomething; for
example, “commanding™Close the door.”

3. Commissive: speech acts which commit the speaker to the pedoce of a future
action; for example, “promising™!’ll finish the paper by tomorrow.”

4. Expressive: speech acts which convey the speaker's emotiotidlde to the

assumption expressed; for instarfcem so happyto be here.”
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5. Declarative: statements which bring about the state of affaiescribed in the

assumption expressed; for examplenow pronounceyou husband and wife.”

Yule (1996) summarises an alternative approachstinduish types ofpeech actsbased on
sentence structure versusfunction. A fairly basic structural distinction between dhr
general types obpeech actsis provided, in English, by the three basic sergetypes:
declarative, interrogative andimperative. In this frameworkspeech actscan be divided

into two categories:

1. Direct Speech Actsutterances in which there is a direct relationeein the structure
and the function, for instancedaclarative used to make “a statemenfl*m a bit tired.”

2. Indirect Speech Acts:utterances in which there is an indirect relatmetween the
structure and the function, for exampledeclarative used to make “a requestt was
wondering if you could lend me your book.”

Yule (1996) also indicates thatdirect speech actsare usually associated with greater
politeness in English than direct ones. He condumesaying that the analysissgdeech acts
is a useful way of studying how more gets commueatdhan is saidln addition, Perna
(1992) states tha&@peech Act Theoryfacilitates the understanding of what speakersl nee

know in order to effectively and appropriately coomitate in their mother tongue.

Summarising, it is common sense amongst pragmaliatsghe study ofpeech actplays a
vital role in the study of thpragmatic meaning of utterances

Papk the single most uncontroversial assumption @dem pragmatics is that
any adequate account of utterance comprehensionh inelsde some version of
speech-act theory. As Levinson (1983, p. 226) sspeech acts remain, along with
presupposition and implicature in particular, om¢he central phenomena that any
general pragmatic theory must account for. (SPERBBRILSON, 1995, p. 243).

Speech actswill be further addressed in section 1.4.1, witholiteness strategieandface
threatening acts The role ofspeech actsn L2 pragmatics will be discussed in chapter two
within communicative and pragmatic competence constructs. Speech actswill be

illustrated in the characterisationmfagmatic sub-competencie# section2.5.
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1.3.2 Conventional and Conversational Implicatures

As previously mentioned, thé&ricean Theory of Conversation starts with a sharp
distinction between what someone says and what @oenenplicates when producing an
utterance.Conventional Implicatures relate to what a speaker literally says and are
determined by the conventional meaning of the seeteittered and also contextual processes
of disambiguation and reference fixinGonversational Implicatures, on the other hand,
relate to what a speaker implicates (beyond sayang) are associated with the existence of

some rational principles and maxims which govemvesosation.

According to Levinson (1983), Gricelmplicature Theory is a theory about how people use
language and is based on a set of over-archingmggsns which guide the conduct of

conversation:

Our talk exchanges...are characteristically, to salegree at least, cooperative
efforts; and each participant recognizes in thensoime extent, a common purpose
or a set of purposes, or at least a mutually aecegirection...at each stage, some
possible conversational moves would be excludedoasersationally unsuitable.
We might then formulate a rough general principleich participants will be
expected (ceteris paribus) to observe. (GRICE, 19755).

Following the above reasoning, Grice (1975) propaseme guidelines which underlie the
efficient co-operative use of language, which jginexpress a generato-operative
principle. These guidelines are defined in terms of faonversational maxims (IN:
LEVINSON, 1983, p. 101-102):

The co-operative principle: Make your contribution such as required, at thgestt which it

occurs, by the accepted purpose or direction ofdlkeexchange in which you are engaged.

1. The Maxim of Quality
Try to make your contribution one that is trspecifically:
0] Do not say what you believe tofakse.

(i) Do not say that for which you laallequate evidence.
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2. The Maxim of Quantity
(1) Make your contribution as informative as is reqdifer the current purposes of
the exchange.

(i) Do not make your contribution more informative thamequired.

3. The Maxim of Relation (Relevance)

Make your contributions relevant.

4. The Maxim of Manner

Be perspicuous, and specifically:
(1) Avoid obscurity.

(i) Avoid ambiguity.

(iii)  Be brief.

(iv)  Be orderly.

In other words, speakers respecting the conversdtimaxims would speak sincerely,
relevantly and clearly, while providing sufficieninformation. However, real life
communication will seldom meet these requirementrice acknowledges the fact that
people flout these maxims in the normal course cdrasersation and, above all, this flouting
of maxims indicates that a speaker is trying to sayething else beyond the conventional
meaning of the sentence uttered. In order to conkieyimplicit meaning of an utterance,
speakers rely on a deeper level of co-operationchvigoes beyond surface meaning.
Conversational implicatures are thennferenceswhich arise to preserve the assumption of

co-operation.

To illustrate the deeper layer of the cooperativegple, let us examine the following
examples provided by Levinson (1983, p. 102):

A: Where’s Bill?

B: There’s a yellow VW outside Sue’s house.

If taken literally, (B)'s response fails to answ)’s question, flouting theMaxims of
Quantity andRelevance However, this apparent failure of co-operatiodi¢ates that (B) is

relying on (A)'s co-operation to interpret the ingdl meaning of the utterance: Bill has a
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yellow VW and therefore may be in Sue’s house.rileoto arrive at this conclusion, Grice
proposes that hearers should apply the followinglehso as to calculateonversational

implicatures:

Process and arrive at the conventional meaningeo@itterance,
Check the conventional meaning against the CoabiperPrinciple;
Check the context of the utterance;

Check background information;

o bk 0N PE

Consider that numbers 1-4 are mutual knowledgeeghly the speaker and
hearer;

6. Calculate any implicatures.

Returning to the distinction betweaonventional and conversational implicatures the
former are generated by the meaning of certaingbestlike the sentential connectors “but”
or “therefore”. Let us consider the following exales taken from the University of Stanford

website (http://plato.stanford.edu/entries/pragosati

1. He is an Englishman, therefore he is brave.
2. He is an Englishman and he is brave.

3. His being brave follows from his being English.

According to Grice, in (1) and (2) the speaker baisl the same. The difference is that (1)
entails (3), being @onventional implicature conveyed by the meaning of “therefore”, and

not by the flouting of the conversational maxims.

Conversely, Grice distinguished between kindsaiversational implicature generalized
and particularized. In Grice’s termsgeneralized conversational implicatures (GClarise
without any particular context or special scendr@ng necessary whereparticularized
conversational implicatures (PCI) require such specific contexts. Levinson (1983]126)

uses the following examples to illustrate thisidigion:

1. I walked into a house.

GCI: The house was not my house.
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There seems to beggneralized implicatureconveyed by the use of the indefinite article “a”
(house), which implicates that the house is natadlorelated to the speaker.

2. A: What has happened to the roast beef?

B: The dog is looking very happy.
PCI: Perhaps the dog has eaten the roast beef (basdldeofact that the dog is looking very
happy).

Thus, particularized implicatures are generated by saying something in virtue ofesom
particular features of the contextevinson (1983) adds that most of the floutings or
exploitations of theconversational maximsare particularized, and that irony, for instance,
requires particular background assumptions to oulethe literal interpretations. For Grice,
any kind of non-literal use that relies in speciatumstances like tautologiesnetaphor and
hyperbole can be explained in termgafticularized implicatures.

According to Levinson (2000, p.1%onversational implicaturesare held to display various

distinctive features as a result of inferentialikron:

1. Cancellability (i.e. defeasibility): the property of being an inference defeatable by
the addition of premises;

2. Non-detachability: any expression with the same coded content witl te carry the
same implicatures;

3. Calculability: the more or less transparent derivation of therarice from the
premises that include the assumption of rational’ecsational activity;

4. Non-conventionality: the non-coded nature of inferences and their parasi

dependence on what is coded.

Levinson (2000, p.15) extends Grice’s characteasabf conversational implicatures by

adding two more features:

5. Reinforcability: it is also possible to add explicitly what is amgwimplicated with

less sense of redundancy than it would be theitase repeated the code content;

" A tautology is an apparently meaningless expressiowhich one word is defined as itself, for insta,
“business is business” (YULE, 1986, p.135).
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6. Universality: as inferences are derived ultimately from funda@eronsiderations of

rationality, we expect a strong tendency to uniakns

To conclude, Grice’sCo-operative Principle, maxims and conversational implicatures
have raised a lot of controversy amongst linguikhe following questionings about the co-
operative principle appear on the Stanford Univgnrsebsite:

Are all of them necessary? Do we need more? Arg leemative or descriptive?
What's their exact role in the theory of implicatsir Are they principles that
speakers and hearers are assumed to observeoimatatommunication, or simply
theorist's tools for rational reconstruction? Dties CP require from speaker and
hearer further cooperation towards a common gowgbri that of understanding
and being understood? What is clear is that Gritéhates to these principles an
essential role for the definition and the interptien of conversational
implicatures. (<http://plato.stanford.edu/entrieapmatics>).

Sperber and Wilson also comment on Grideiplicature Theory:

Grice’s ideas on implicatures can be seen as ampttto build on a commonsense
view of verbal communication by making it more égipl and exploring its
implications. In hiswilliam James Lecture$srice took one crucial step away from
this commonsense view towards theoretical sophistia; but of course one step is
not enough. Grice's account retains much of theugagss of the commonsense
view. Essential concepts, mentioned in the maxiradedt entirely undefined. This
is true ofrelevance for instance: hence appeals to the “maxim oftiet& are no
more than dressed-up appeals to intuition. (SPERBBR_SON, 1995, p.35-36).

Nevertheless, Grice’s unquestionable contributethe study ofitterance- meaningvia the
notion of conversational implicatures remains uflehged and fundamental to the
underlying principles of contemporary pragmaticoifies such as Brown and Levinson’s
Politeness Theory(1987), Sperber and WilsonEheory of Relevance(1995), Levinson’s
Theory of Generalized Conversational Implicatures(2000) and Costa’s\on-Trivial
Connectivity Theory (2005), which will be described in the subseqseations.
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1.4 NEO-GRICEAN THEORIES

1.4.1 Politeness

Politenessis a theory about social interaction. When peogebally interact, politeness
phenomena are reflected in their linguistic behari8rown and Levinson (1987, p.55) claim
that human communication is governed by politemakss which account for “the linguistic
minutiae of the utterances with which persons chdoexpress themselves in quite unrelated
language and cultures”. Although language usage apagrently seem nonsensical at times,
there are some universals which charactgragenessand whose nature is rational. Thus,
politenessis seen as a universal principle which is basithéproduction of social order and

a pre-condition of human cooperation.

Within the realm ofpoliteness Brown and Levinson (1987, p.61-62) present thiviong
universal features shared by all competent aduthlbees of a society:

1. Face:the public self-image that every member wants &nclfor himself, which can be
of two kinds:

(a) Negative facefreedom of action and freedom of imposition; thentvof every competent
member that his actions be unimpeded by others;

(b) Positive face:the positive consistent self-image or personallgimed by interactants,
crucially including the desire that this self-imaage appreciated and approved of; the want of
every member that his wants be desired to at szast others.

2. Rationality: certain rational capacities, in particular consist@odes of reasoning from

ends to means that will achieve those ends.

Considering the concepts édice and rationality above mentioned, Brown and Levinson
(henceforth B&L) state that some acts produced pgakers intrinsically threateface
namely those acts that by their nature run conti@theface wantsof the addressee (H) and
or of the speaker (S). By “acts”, B&L refer to whatintended to be done by verbal or non-
verbal communicationFace Threatening Acts (FTAs)can be characterised as those that

threatennegative faceand those that threatepositive face B&L advocate that when
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speakers perforRTASs, they use four super-strategibald on record, positive politeness

negative politenesandoff record.

In abald—on-record strategy (S) wants to do thETA with maximum efficiency more than
he wants to satisfy (H)'s face. Thus, he choose®ie direct form such as direct imperatives,
e.g. “Lend me your book” In order to minimise (H)'s face threat, (S) maemitigating
devicessuch as'Please” or “Would you”. Generally speaking, speakers performiigAs

via bald-on-record strategiescomply with Grice’s Conversational Maxims.

Nevertheless, the authors claim that neither deranices in general meet the Gricean maxims
nor do natural conversations proceed in such agbruashion, mainly because of the desire
to give some attention tface In a verbal interaction, speakers may flout Gsiageaxims
when trying to cooperate with each other or by shgwespect for théace wantsor needs

of their interlocutors:

Politeness is then a major source of deviation feuch rational efficiency, and is
communicated precisely by that deviation. But eiresuch departures from the
Maxims, they remain in operation at a deeper ldté$ only because they are still
assumed to be in operation that addressees aegiftralo the inferential work that
establishes the underlying intended message andptilée or other) source of
departure — in short, to find an implicature, aa.inference generated by precisely
this assumption. (BROWN AND LEVINSON, 1987, p.95).

The second strategy-typeositive politenessjs oriented towards the positive face of .(H)
other wordspositive politenessis redress directed to (H)ositive face The potential face
threat of an act is minimised by the assurance (®aivants some of (H)’'s wants. (S) may
make use of positivpolitenessstrategiesby claiming common ground. B&L (1987, p.102)
propose the followingpositive politeness strategiesbased on three principles: claim
common ground (strategies 1 to 8), convey thataf®) (H) are co-operators (strategies 9 to
14) and fulfil (H)'s want (strategy15).

1. Notice, attend to (H)'s interests, wants, needs,: é&¥ou must be hungry”; “It's a
long time since breakfast”; “How about some lunch?”

2. Exaggerate interest, approval, sympathy with (Hjow absolutely marvellous!”
Intensify interest to (H):I“'come down the stairs, and what do you think Psee
Use in-group identity markersHelp me with this bag here, will yopal?”
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5. Seek agreement: by relying on safe topics or rapggtart or all of what the
preceding speaker has said;

Avoid disagreement: by pretending to agree, telimite lies, using opinion heddes
Presuppose/raise/assert common goal: by gossgnmag| talk, etc.;

Joke;

Assert or presuppose (S)’s knowledge of and confmer(H)'s wants: L.ook, | know

© © N o

you want the car back by 5.00, so should(n’t) tk@town now?”(making a request);
10. Offer, promise;
11.Be optimistic: ‘Look, I'm sure you won’'t mind if | borrow your typeter.”
12.Include both (S) and (H) in the activity.ét's have a cookie then.”.
13.Give or ask for reasonsWhy not lend me your cottage for the weekend?”
14. Assume or assert reciprocity:Will do X for you if you do Y for me.”

15. Give gifts to (H) such as goods, sympathy, undaedsta), cooperation.

B&L (1987, p. 129) claim that whilegbsitive politenesss the kernel of familiar and joking
behaviour”, negative politeness‘is the heart of respect behavioufS) recognises and
respects (H)'snegative-face wantsand will not interfere with (H)'s freedom of aatio
Negative politenessis specific and focused and performs the functdérminimising the
degree of imposition that thETA carries.Negative politenessmay be achieved bgn
record delivery or redress of &TA. The authors propose the following framework of
negative politeness strategie§l987, p.131), illustrated by examples of formul@Enguage
taken from LoCastro (2003, p.117):

Be conventionally indirect:Could you please ...?”

Question, hedgel ‘don’t suppose you could...”

Be pessimistic: You don’t have any...., do you?”

Minimise the imposition: FFjust dropped for a second to ask...”

Give deference:We very much look forward to...”

o g0k~ w b RE

Apologise: 1 am sorry to bother you, but...”

8 “In the literature, dnedgeis a particle, word, or phrase that modifies tegrde of membership of a predicate
or noun phrase in a set; it says of that membersiaipit is partial, or true only in certain resgeor that it is
more true and complete than perhaps might be exp§cBROWN & LEVINSON, 1987, p.145). In other
words,hedgesare caution expressions that speakers use in twdaoid direct responsibility for what they say.
These phrases may be used to save their own fabe addressee’s.
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7. Impersonalise (S) and (H): avoid the pronouns ‘Wt dyou”: “It appearswe may
have to...”

8. State thé=TA as a general rulePassengers will refrain from...”

9. Nominalise: T am surprised at your failure to ...”

10.Goon record as incurring a debt, or as not indebting (H)d ‘be eternally grateful if

you could...”

Finally, off-record strategies illustrate communicative acts done in such a wat their
communicative intention is not clearly interpreté¢hen doing &TA, (S) may want to avoid
direct responsibility for his act by usimdgf-record strategieswhich involve indirect uses of
language and inferences. It is (H)'s task to intefrphe communicative intention to the act,
whose implicatures may be cancelled by (S) at angtpB&L (1987, p. 211) claim that the
comprehension of indirect language encompassestages:

1. Atrigger’ serves notice to (H) that some inference must &gem
2. Some mode of inference derives what is meant (f@eépfrom what is actually said,

this last providing a sufficient clue for the infeice.

In other words, (S) wants to doFTA via indirect forms and gives (H) some clues hoping
that (H) notices them and interprets what he raatignds to say. B&L suggest that the basic
mechanism to do this is to invite conversationaplinatures via the violation of Grice's

Maxims. Thus, the authors (1987, p.214) proposéalt@ving off-record strategies

A) Violate Relevance Maxim:
1. Give hints: ‘It's cold in here”= Communicative intention (c.i.) Shut the window.
2. Give association cluesOh God, I've got a headache agaiw’ (c.i.) (S) wants to
borrow (H)’'s swimsuit in order to swim off his hesuhe.
3. Presuppose:l‘washed the caagain today” = (c.i.) (S) presupposes that he has done

it before and the utterance implicates a criticism.

B) Violate Quantity Maxim:
4. Understate:

° The trigger may be some violation of Grice’s maxiwhose main objective is to preserve face.
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A: “What do you think of Harry?”

B: “Nothing wrong with him”= (c.i.) | don’t think he is very good.

5. Overstate: I'tried to call a hundred times, but there was mesy answer’= (c.i.)
apologising for not getting in touch.

6. Use tautologies:War is war” =(c.i) excuse

C) Violate Quality Maxim
7. Use contradictions:
A: “Are you upset about that?”
B: “Well, yes and no™= (c.i.) (S) cannot tell the truth.
8. Be ironic: “Lovely neighbourhood, eh?(in a slum) = (c.i.) His neighbourhood is
terrible.
9. Use metaphors:Harry is a real fish”= c.i. He drinks like a fish.

10. Use rhetorical questionsHbw was | to know...?"= (c.i.) | wasn't.

D) Violate Manner Maxim:

11.Be ambiguous: John's a pretty sharp cookie= (c.i.) Either a compliment or an
insult.

12.Be vague: Looks like someone may have had too much to drink”

13.Over-generalise:The lawn has got to be mowr”(c.i.) implying an order

14.Displace (H): Marry, could you help me with Maths? (c.i) aiming at receiving
help from somebody else present in the room.

15.Be incomplete, use ellipsiswWell, | didn’t see you...”

The above super-strategies demonstrate how speekergseooliteness strategiesn order

to produce and minimiseTAs, based on the notions pbsitive andnegative face.At one
end ofpoliteness bald—on-record strategiesinclude direct forms such as imperatives and
basically refer to conforming to GriceGonversational Maxims In order to minimise a
possibleFTA, speakers may usmitigating devices At the other endpff-record strategies
rely on the flouting of th€onversational Maxims andencompass indirect uses of language
andinferenceswhich need to be interpreted by addressResitive politeness strategieare
oriented towards the positive face of (H) and maybed to convey common ground, and as
a result, minimise potenti&dTAs. Converselynegative politeness strategieare aimed at

minimising the degree of impositioRTAs carry, respecting (H)'s freedom of action.
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According to B&L (1987), women have a tendency t®e umore elaborate@ositive-

politeness strategieshan do men among men in most cultures.

All things consideredpoliteness strategies play a role in cross-cultural communication.
While some acts may be considered as mifRbAs in some cultures, in other cultural
contexts they may be regarded as highyAs. Therefore, in order to successfully
communicate in L2 contexts, learners benefit frdra interaction ofpoliteness strategies
with sociolinguisticknowledge Politeness strategieandsociolinguistic knowledgewill be

addressed in chapter two, section, 2.5.3.

1.4.1.1 Politeness and Conversation Analysis

B&L (1987) acknowledge thdTAs do not necessarily inhere in single actions aagt be
conveyed by a series of acts (and responses) thatoh themselveBTAS. These series of
conversational acts might be also studied froncoaversational structure perspective
(Shegloff and Sacks, 1973), which places conversatilocation as a crucial determinant of
how an utterance is understood. According to Lexingl983), the study of conversation is
closely related to pragmatics as it is clearly pretotypical of language usage and also
provides insights into pragmatic phenomena suclspects of deixis and presupposition.
Conversation Analysis (CA)is an empirical approach which relies on inductmethods:
“search is made for recurring patterns across maesgords of naturally occurring
conversations” (LEVINSON, 1983, p.287).

Among CA findings (SACKS, SCHEGLOFF & JEFFERSON, 1974; GOWIN, 1981),
conversation is characterised bturn-taking : a speaker (A) talks, then stops and then
another speaker (B) starts talking, and then stapd,speaker (A) starts talking again, so on.
However, Levinson (1983) highlights that aroundefiper cent of the speech stream is
delivered inoverlap which describes moments in which two speakerskspmaultaneously.
The mechanism that goverrigrn-taking is called alocal management systemwhich
operates on a turn-by-turn basistukn is built by syntactic units, such as sentences)sds,

nouns phrases, which are identified as turn unjtgrbsodic and intonational means. The end
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of such a unit constitutesteansition relevance place (TRP),.e. a point at which speakers
may get the control of thiéoor, which is the right to speak.

In most cultures, when two people participate icoaversation, it is commonly regarded as
polite social behaviour that each speaker shouid faathe other’s turn to finish in order to
linguistically respond to it. In other words, speekare expected to be awardwh-taking
conventions. Nonetheless, if both speakers addpgla involvement stylé®, for example,
they may fight for thdloor. Once a speaker gets tth@or, he may uséloor holding devices
such ashesitation fillers. These are expressions likgou see”, “the thing is”, “yeah”,
“um”, which give speakers the time to organise theasdand, at the same time, prevent
interruption from other participants. Speakers witoduce an extended turn also expect
listeners to indicate that they are following whsitbeing said.Backchannel signalsor
backchannelsare vocal indications of attention used by listen® signal that they are
following the speaker’'s message (YULE, 1986).

Summing upCA findings provide an insight on aspects which mtigca the perception of
polite linguistic behaviour in cross-cultural coxie Metaphorically speaking, a verbal
interaction can be compared to a chess game irhvih&two players’ face wants are at stake.
Aspects such asirn taking conventions, overlap, hesitation devicesand backchannels
can affect the flow of a conversation. These featwvill be further discussed and exemplified
in the characterisation of the conversational-exdgonal pragmatic sub-competency, chapter

two, section 2.5.2.

1.4.2 Relevance

Relevanceis a theory of communication and cognition. It @iy rests on Grice’s notion of
conversational implicatures and placelevanceas its super Maxim. Its range of applications
varies from linguistics, cognitive sciences, anflulogy to pedagogy, not to mention sub-
fields like pragmatics, semiotics, and advertisifig.their second edition of “Relevance”

19 A High Involvement Style describes speakers who participate actively initiberaction, speak fast, with
almost no pausing between turns, and with somelayvesr even completion of the other’s turn. High
Considerateness Styleon the other handllustrates speakers who use a slower rate, expager pauses
between turns, do not overlap, and avoid interaumptir completion of the other’s turn (YULE, 1996).
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(1995), Sperber and Wilson (henceforth S&W) revieweas previously criticised by other
theorists and also include a description of howttie®ry evolved so far.

A fundamental addition to the revised version ofelRance are the two claims that S&W

(1995, p.260) make aborglevance,one about cognition and the other about communicat

(1) Human cognition tends to be geared to the maximisaif relevance.
(2) Every act of ostensive communication communicatepresumption of its own

optimal relevance.

The First Principle originates from the idea that cognition is a bipdal function and that
cognitive mechanisms are adaptations. As such, dneya result of a process of Darwinian
natural selection and “have evolved in small ineatal steps, mostly consisting in the
selection of a variant that performed better attime than other variants that were around”
(SPERBER & WILSON, 1995, p.261-262). The perfornent variants may be related to
qualitative and quantitative benefits. Selectioasgures for the former vary perpetually with
changes in the genotype and the environment wheselstion pressures for the latter
improvements are a relatively stable factor. ThDsteris paribus, i.e. greater benefits or
lower costs are always a good thing. In additiocWS(1995, p.266) claim that there is one
general and essential way is which human cognigxinibits good design: “by tending to
allocate its resources to the processing of availaiputs in such a way so as to maximise the
effective cognitive effects”. In short, theognitive principle of relevanceadvocates that

human cognition tends to be organised so as tommseirelevance.

The communicative principle of relevance on the other hand, is related to theories of
communication. S &W (1995) contrast two extremprapches: theodeand thanferential
theories. In the code model, human languages are seen as codes and theseassoeste
thoughts to sounds. “Communication is achievedrmppding a message, which cannot travel,
into a signal, which can, and by decoding this aligat the receiving end”. (SPERBER &
WILSON, 1995, p. 4). Although theode model of verbal communicationis only a
hypothesis, S&W highlight its well-known merits aleds-known defects:

Its main merit is that it is explanatory: utterama succeed in communicating
thoughts, and the hypothesis that they encode titsugight explain how this is
done. Its main defect, as we will shortly argueaht it is descriptively inadequate:
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comprehension involves more than the decoding lofaaistic signal. (SPERBER
& WILSON, 1995, p. 6).

In theinferential model, communication is achieved by communicators progdvidence

of their intentions and hearers inferring the i@t meanings from the evidence provided. In
other words, communication is achieved by the awwmierecognising the communicator’s
informative intention. This model is based on Gsceo-operative principle and fails to
explain how the maxims are to be used in infereag®@ing at the recognition of informative
intentions. S&W suggest that hearers can recognisemative intentions by the observation
of the communicators’ behaviour, by using one’svidealge of people in general and of the
individual in particular, by inferring which of theffects of this behaviour the speaker could
have predicted and desired and then by assumindhthse predictable and desirable effects

were also intended.

S&W (1995) conclude that thmvdeandinferential theoriesare not incompatible as they can
be combined in different ways. Verbal communiaatiovolves bothcoding andinferential
processesTherefore, the authors propose an improved versidheinferential theory, the
ostensive-inferential model.S&W add that this improved model is not supposedé¢o
regarded as the basis of a general theory of conwation, but tabe combined with theode

modelin order to provide an account of verbal commuicat

Following this comparison, the second claim thaM&&1995) make is what they define as
the communicative principle of relevance originally used in 1986 to contrast with other
pragmatic principles such as GriceZo-operative Principle. It is grounded in thd-irst
Principle which assumes that the cognitive behaviour offerdtuman is predictable enough
to guide communication. As previously mentionéite (Second) Principle of Relevance
states that every act oftensive communicationcommunicates a presumption of its own
optimal relevance, which was revised as followsERBER & WILSON, 1995, p. 270):

Presumption of optimal relevance (revised):

(a) The ostensive stimulus is relevant enough for ib&oworth the addressee’s effort to
process it.
(b) The ostensive stimulus is the most relevant compatible with the communicator’s

abilities and preferences.
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S&W (1995, p. 271) state that “unlike Grice’s masgimeither the principle nor the
presumption of relevance is presented as a gda¢ foursued or a rule to be followed by the
communicator”. It is rather a description claim abthe content of a given act oftensive

communication:

We claim that a presumption of optimal relevancedmmunicated by any act of
ostensive communication. Given our definition otemsive communication, for
this to be true it must be mutually manifest to ammicator and addressee that the
communicator has the informative intention of makithe presumption of
relevance manifest to the addressee. (SPERBER &N, 1995, p. 271).

Furthermore, S&W (1995) rely on two hypotheses lideo to characterise thaferential
nature of communication Firstly, they implicitly assume that the procedsinferential
comprehensionis non-demonstrative as communication may fail even under the best of
circumstances. What an addressee can do is toregohanassumptionon the basis of the
evidence provided by the communicator’'s ostensef@galiour. Such an assumption may be
confirmed but not proved. Secondly, S&W explicidlgsume that the processioferential
comprehensionis global (having free access to all conceptual informafilormemory) as
opposed tolocal (deductive reasoning either context-free or semsionly to contextual

information from a set domain).

Factual assumptionsare “basic assumptions, entertained as true ¢ésers of the world but
not explicitly represented as such” (SPERBER & WIING 1995, P.74). They may be
regarded as more or less likely to be true. In otdeestablish the initial strength of an
assumption S&W indicate that factual assumptions are acquifeem four sources:
perception, linguistic decoding assumptionsandassumption schemastored in memory,
and deduction. Firstly, perceptual mechanisms assign to a sgnstomulus a conceptual
identification of that stimulus, for instancé&The doorbell is ringing” Under normal
conditions of perceptions, these elementary desong of stimuli become strong
assumptions. The linguistic input mechanisms agsignparticular type of sensory stimulus a
logical form. However, the decoding of logical f@amdoes not suffice for the recovery of
propositional forms. Thus, conceptual memory furddias a huge repertory of assumptions

which come with a certain degree of strength:

Assumptions constructed by completing assumptidmesas come with initial
plausibility which may make them worth processitigeir subsequent strength
depends on their subsequent processing historyenGav set of assumptions as
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premises, further assumptions can be derived adugions of a deductive process.
(SPERBER & WILSON, 1995, p.83).

All things considered, S&W (1995) claim that thenfation of assumptions by deductisna
key process in non-demonstrative inference and ribat assumptions inherit their strength
from the assumptions used in deriving them. S&W9g)9indicate that a deductive rule
system is a very efficient means to limit the numiifeassumptions that have to be separately
stored in memory, to access the conclusions ofraegis, to draw out the implications of
newly acquired conceptual information, and to iaseethe impact of this information on a
stored conceptual representation of the world. @asisumptions derived from encyclopaedic
memory are regarded as old information, assumptietneved from perception or linguistic

decoding count as newly presented information whetomes old while being processed.

Therefore, S&W propose to investigate the effectneWly presented information on old
information drawn from an existing representatidrth@ world. S&W (1995, p.109) define
contextualisation as a deduction based on the union of new infoonaind old information:
“To modify or improve a context is to have someeeffon that context”. However, S&W
claim that the addition of new information that togtes old information or that is entirely
unrelated to old information does not count asnaprovement to the context. Utteranbesr
contextual effectswhen they add new and related information, stifeggian old assumption
or provide evidence against it, perhaps leadintstabandonment.

In addition, S&W believe that the notion afontextual effect is essential to the
characterisation ofelevance They argue that havingontextual effectsis a necessary
condition forrelevance and other things being equal, the greater theéeztunl effects, the
greater the relevance. S&W also claim tbantextual effectsare brought about by mental
processes which involve a certain effort, a cer@penditure of energy, which has to be
taken into account when assessiatpvance Thus, S&W propose the following framework
of degrees of relevanc¢1995, p. 125):

Extent condition 1. an assumption is relevant in a context to thergxXteat its contextual
effects in this context are large;

Extent condition 2: an assumption is relevant in a context to the néxtleat the effort
required to process it in this context is small.



43

In short, they propose that the more relevant aaraption is, the less effort is required to
process it.

A final consideration aboutlevancerelates to howontextsare determined. When people
engage in conversations, listeners hope that tsengs#tion being proposed is relevant,
otherwise they would not bother trying to processt iall. Then, they try to choosecantext

which will justify that hope, maximisingelevance Therefore, a context is chosen once it is

relevant to an individual.

Another important addition to the second edition Rélevance relates to explicit
communication and theexplicit-implicit distinction . S&W (1995, p.256) indicate that
Grice failed to realise that hiSo-operative Principle andMaxims could help other aspects
of pragmatic interpretation than the recoveryiraplicatures: “with disambiguation and
reference assignmentfor example, which he saw as contributing nowtmat is implicated
but to what is (explicitly) said”. For S&W, idisambiguation andreference assignmentthe
first interpretation consistent that meets the &éarexpectation of relevance is the one the

hearer should choose.

S&W (1995) introduce the notion ekplicature to draw the distinction between thgplicit-
implicit content of an utterance. Antterance is a perceptible modification of the physical
environment which makes manifest a variety of aggions. S&W (1995, p. 178) highlight
that “verbal communication proper begins when {heager is recognized not as just talking,
not even just as communicating by talking, butsaging something to someone”. An
explicature is an explicitly communicated assumption whiclaidevelopment of the logical
form encoded by the utterance. By contrast, anymapson, not explicitly but implicitly

communicated, is amplicature.

Carston (2004), a proponent BelevanceTheory explains that the notion @Xxplicature
originated from the relevance framework, as a artm the more common terimplicature.
Although the termexplicature may be related to the Gricean notion of “whata®l’j it also
departs significantly from it given that arplicature “involves a considerable component of
pragmatically derived meaning, in addition to thieguistically encoded meaning”
(CARSTON, 2004, p.3). Carston suggests that a &etpf in the derivation of aexplicature

is that it may involve dree enrichment, i.e. the incorporation of conceptual material
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pragmatically inferred, on the basis of rationainoaunication behaviour. For instance, in the
sentences utterétary and Paul went up the hilkogether]” and“Sarah left John and [as a

consequence] he became clinically depressetiiie expressions in brackets are free
enrichments. According to Carston (2004, p. 17)tffeut these developments of the logical
form, in most contexts the interpretation of theexgnce would not satisfy the presumption of

optimal relevance”.

To illustrate the distinction between tlplicit-implicit content of an utterance, S&W
(1995, p.179) present the following set of assuamstiderived from the sententdewill get
cold” uttered by Mary to Peter at dinner time:

(a) Masyitterance is optimally relevant to Peter.
(b) Mary has said that the dinner will get coldwsoon.
(c) Mary believes that the dinner will get cold ysoon.
(d) The dinner will get cold very soon.

(e) Mary wants Peter to come and eat dinner at.once

Assumption (a) is a premise underlying tmanmunicative principle of relevance every act

of ostensive communication communicates a presompdf its own optimal relevance.
Assumptions (b-d) include as sub-parts one ofdlgechl forms encoded by the utterance, and
are, thereforeexplicatures which are constructed inferentially. This infeiahtprocess is
described as follows: “by using contextual inforroatto complete and enrich this logical
form into a propositional form, which is then embed into an assumption schema typically
expressing an attitude to it” (SPERBER & WILSON,9%9 p.181).Disambiguation and
reference assignmenbperate at this inferential level taking into calesation that Peter has
decided thatit” refers to “dinner”/will” refers to the immediate future, , and thadld”
means “inducing cold” rather than “experiencingdéoAssumption (e), on the other hand, is
animplicature as it is not a development of one of the logicai® encoded by the utterance
but constructed on the basis of contextual inforomatand by developing assumptions

schemas derived from encyclopaedic memory.

The distinction between thexplicit-implicit content of an utterance is further developed by
Levinson (2000) in his theory d@deneralized Conversational Implicature,which will be

addressed in the next section.
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To conclude, S&W’'sRelevance(1995) is an extremely challenging and thought-pkavg
theory as it accounts farognition and communication. It regards human cognition as a
biological function which tends to be organisecasdo maximise relevance. It highlights that
verbal communication involves bottoding and inferential processesand proposes an
improved ostensive-inferential model, which views communication as a collaborative
process involvingostention andinference It characterisesferential comprehension as
non-demonstrative and indicates that addressees make assumptioes! lwas speakers’
ostensive behaviour and on encyclopaedic knowleddgmse assumptions trigger new
assumptions or inferential chains which can be iomed but not logically proved. It also
highlights the rolecontextualisation and contextual effectsplay in the characterisation of
relevance and advocates that the more relevanssamgption is, the less effort is required to

process it.

Due to its wide scop&elevancehas numerous applications. One of the main ainchapter
two is to characteriggragmatic sub-competenciesind, consequently, investigggegmatic
comprehension Thus, theprinciple of relevance will be applied in order to demonstrate
how the triggering of inferential chains can affdw understanding of pragmatic inferences.
In chapter three, a subsidiary aim is to describgering activities which can promote
pragmatic development. Thus, the rolecohtextualisation in the activation ottop-down

processing skillswill be highlighted in section 3.3.

1.4.3 The Theory of Generalized Conversational Imptatures

In 2000, Levinson published “Presumptive Meaningee Theory of Generalized
Conversational Implicatures”, in which he furtheldeessed some questions previously raised
in 1983 related to theemantic- pragmatic interface The main point he defends is the
existence ofpreferred or default interpretations which form the basis of a new radical
theory of meaning. According to Levinson (2000)jc8's distinction of different types of
utterance content was a fundamental advance inthteery of meaning. As previously
described in section 1.2.2pded contentcould be dividedbetween“the said” and “the
conventionally implicated” whereasnferred content described particularized or

generalized implicatures In this composite view of meaning, the theoryGxneralized
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Conversational Implicatures (henceforthGCIs) plays a small role in a general theory of
communication as it attempts to account for onatingdly small area of pragmatic inference.

Standard theories of communication rely on the ragsion that there are only two levels of
meaning: a level osentence-meaningto be described within a theory of grammar) and a
level of speaker-meaning (investigated by pragmatic theoriesypeaker-meaning or
utterance-token —meaningdescribes inferences made in actual contexts tmwalrecipients
with all of their rich particularities. However, ish traditional two-fold division
“underestimates the regularity, recurrence andesyaticity of many kinds of pragmatic
inferences” (LEVINSON, 2000, p. 22). Therefore, lteson proposes a level of systematic
pragmatic inference based not on direct computatatrout speaker-intentions but on general
expectations about how language is normally usdus Third level of meaning is called

utterance-type-meaning.

GCl is a theory abouitterance-type meaning GCls are default inferences that capture our
intuitions about a preferred or normal interpretatiin other words, these intuitions give rise
to presumptions default inferences about both content and force. According to Lesms
(2000, p. 23), it is at this intermediate levelttipeech actspresuppositions conventional
implicatures, felicity conditions, conversational pre-sequences and above all,
generalized conversational implicaturesoperate. Levinson adds that this third layer of
meaning is not a novelty if we consider Austin{8962) three-way distinction between
locutionary, illocutionary and perlocutionary acts, previously described in section 1.2.1,
which corresponds tosentence-meaning utterance-type-meaning i{ntermediate layer

formed of conventions or habits of ismdspeaker-meaningespectively.

In order to illustrate the distinction between th&o levels of pragmatic inferences
(generalized versusparticularized conversational implicatures), Levinson (2000, p. 16)

presents the following examples:

Example 1

A: What time is it?

B: Some of the guests are already leaving
GCI= Not all the guests are already leaving.
PCI= It must be late.
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Example 2

A: Where’s John?

B: Some of the guests are already leaving
GClI= Not all the guests are already leaving.

PCI= Perhaps John has already left.

Although the utterance-formiSome of the guests are already leavingarries different
particularized conversational implicatures (PCI) which may be attributed to the Maxim of
Relevance, there is a shared inference that “haff #he guests are in the process of leaving”
which applies to both contexts. This preferred rnefee is obtained by the statement of the

form: “Some x are G.

Levinson relies on three heuristics in order to itinthe range of possible default
interpretations conveyed by a single utterances@leuristics are closely related to three of
Grice’s conversational maxims, but rather thansuteey are primarily inferential heuristics

which motivate the behavioural norms.

The First (Q-) Heuristic states that What isn't said, isn't”. It corresponds to Gricdisst
Maxim of Quantity: make your contribution as informative as requiretihis maxim is
usually considered to be responsible doalar implicatures which are induced from ranked
sets of alternates, for instana@pjantifiers or scalar adjectives(LEVINSON, 2000, p.36):
“Some of the boys came.”

+> (scalar implicates) Not all of the boys came.

Considering th€Q-) Heuristic, Levinson advocates that such sets of alternatgde the
basis of the following sorts of inference (200@BG337):

a) Some of the boys came

+> not all

b) Three boys came in

+> not four

c) Possibly, there is life on Mars

+> not certainly

d) Not all of the boys came

+> some did
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e) If John comes, I'll go

+> maybe he will, maybe he won't
f) John tried to reach the summit
+> he didn’t succeed

g) Her dress was red

+> not red and blue

The Second (I) Heuristic states that “What is expressed simply is sterecayly
exemplified”. Rephrasing this heuristic in Carstomvords (2004, p.3): “What is said in a
simple (unmarked) way represents a stereotypicahtson”. It relates to Grice’'s second
Maxim of Quantity: Do not make your contribution more informativearthrequired. It
presupposes the idea that what can be taken fotegraloes not need to be explicitly stated as
it exemplifies a stereotype, for instance (LEVINSQQ00, p. 37):

“If you mow the lawn, I'll give you $5.”

+> Only if you mow the lawn, will | give you $5.

The Third (M) Heuristic states that “What is said in an abnormal way isi@tmal; or
marked message indicates marked situation”. Itegeléo Grice’sMaxim of Manner: Be
perspicuous (avoid obscurity of expression andiytg). It contrasts with the second
heuristic, for when a marked expression is useds isuggested that the stereotypical
interpretation should be avoided. To illustrate kedr expressions, Levinson (2000, p. 39)
presents an example which contains more sophistidatguistic input:

“The corners of Sue’s lips turned slightly upward.”

+> Sue didn’t exactly smile.

Levinson (2000) summarises the functions of higisgas:

Our heuristics recommend to the speaker the sefettetween forms that might
invoke the relevant relations, so that, for examphénimal forms will pick up
stereotypical or otherwise more specific intergietes, maximal forms will
discourage this, and forms that are weaker thagrsthn a scale of informativeness
will implicate that the stronger forms may not ho{dEVINSON, 2000, P. 258-
259).

Another important aspect @&CI theory is the way in which it differs from thRelevance

framework. Levinson (2000) challenges Sperber and Wilsoeguctionist view which
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places implicatures as a side effect of a tendeaaogxtract the maximal inferences for the
minimal psychiceffort. On the one hand, S&W regard all infereneeolved in implicature
derivation as deductive, and therefore, monotdnloevinson, on the other hand, states that
these inferences are non-monotonic in characteorigily, Levinson claims th&elevanceis
incapable of making empirical (right) predictionartly because the theory is not clearly
articulated but partly because the factor of cogaieffort is not empirically measurable.
Conversely, inGCI theory, the utterance-types are sufficient to produce preferred
interpretations which are intuitively rigfitas ‘GCls are inferences that appear to go through

in the absence of information to the contrary” (UE®ON, 2000, p. 42).

Furthermore, another challenging claim LevinsorO®0makes relates the ra&ClIs play in

the assignment of truth-conditional content. Torhiad, such pragmatic inferences can affect
true condition via processes disambiguation and reference assignmentand intrusive
constructions amongst others. In a review GfCI theory, Carston (2004) draws attention to
Levinson’s interesting notion ahtrusive constructions as a class of constructions which
include negations, conditionals, disjunctions aoochparatives. These constructions are called
intrusive due to their inner property: “the trutbnditions of the whole expression depend on
the implicatures of some of its constituent pa(t€VINSON, 2000, p. 213-214). Following
this perspective, Levinson then proposes that 4rotiditional semantics depends on these

pragmatic inferences or, in other words, on presivapneanings.

To sum up, Levinson’&CI theory largely contributes to the investigation of gemantic -
pragmatic interface with the addition of an intermediary level of meaani entitled
utterance-type meaning These presumptive meanings are inferred fromsthecture of
utterances and licensed by three heuristics. Ilsewvir(2000)also makes a sharp distinction
betweenGCls and PCls and places the former as a possible feeder ofcwuditional
content. Levinson'sgeneralized conversational implicatureswill be exemplified in the
characterisation of pragmatic sub-competencies,ehathe inferential sub- competency, in

chapter two, section 2.5.1.

In deductive systems, a monotonic argument is efsraible, i.e. it cannot be cancelled.
2 For a comparative analysis of both theories, sagnison (2000, p. 55-59).
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1.4.4 Revisiting Conversational Implicatures and Revance

In his Masters thesis, Costa (1984) revisits Gsiteiplicature Theory by proposing a re-
organisation of the conversational maxims and dgointroducing alogical-pragmatic
calculus for particularized conversational implicatures Similarly to S&W'’s initial studies
on Relevance(1986), Costa (1984) intuitively suggests that nieéion of relevance is more
powerful than it was originally portrayed in GriseCooperative Principle framework
(1975). Therefore, Costa advocates that the nationelevance should be elevated to a
general super maxim due to its articulating nawfreelation present at all levels of co-
operation. In other words, Costa suggests thatitigerstanding of implicatures relies on the

assessment of relevance at the following levelglation:

- between “the said” components (logical forms, psipon and
entailment);

- between “the said” and the topic;

- between “the said” and the communicative act;

- between “the said” and “the implicated”;

- between “the implicated” and the topic;

- between “the implicated” and the communicative act.

Furthermore, Costa (1984) regards relevance aagaatic property of the conversational co-
operative phenomenon as opposed to Grieelkation Maxim, which, in his opinion, should
be kept as a separate maxim but re-phrased agddgpiate” so as to avoid ambiguity. Thus,
Costa phrases his relevance super maxim in the concative act as “Be as relevant as
possible”. Conversely, Costa also contrasts hisonobf relevance to S&W'’s cognitive
principle of relevance, which relates to a costdfiéndea previously presented in section
1.3.2.

Considering relevance as a pragmatic function widefines the relation between the

components of a communicative act, Costa (1984¥emts the followingnon-trivial **

deductive calculuswhich includes the notion of relevance in its dation:

'3 The notion of non-triviality opposes to formal icg that only have mechanical formulas.
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A- Interlocutor 1 ( makes a question)

B- Interlocutor 2 ( answers it)

C- Context (set of potential propositions or assunmgieither known by
A and B or likely to be accepted as plausible)

U- Utterance (said by B)

Q- Implicature (Peter is at Mary’s house)

(A) Where’s Peter?
(B) There’s a black Audi outside Mary’s house.

(C) Context
{(B) fancies Mary}
{Mary fancies (B)}
{(B) has a black Audi}
{(B) and Mary are single}
{And so forth...}

(B) has stated (U).

(B) must be cooperating.

(B) knows that (A) is aware of (C).

On stating (U), (B) will only be relevant if he she intends that (A)
understand§Q).

5. (B) has not tried to prevent (A) from understandi@y.

6. Therefore, (B) has stated (U) and implicaf€q.

P w0 Dnh PR

Costa’snon-trivial deductive calculusis a theoretical construct which attempts to plewa
logical framework for inferences drawn from implicheanings of utterances matural
language However, neither does it aim at reproducing tlemtal processes produced by both
speakers nor does it follow the strictness of atasdogics. This model reinforces the idea
that conversational implicatures are indeterminatel shows the role context plays in
reducing the innate subjectivity of context-depermidaferences. The notion of context is
reduced to relevant propositions and, as a resiétrences are drawn based on the relation

among (A), (B) and (C).
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In his subsequention-Trivial Connectivity Theory, Costa (2005) presents an alternative
theoretical construct which attempts to describe tinnate human tendency for

communication. Costa (2005) grounds his theoryherfollowing principles:

1. The Principle of Non- Trivial Connectivity: there is an innate tendency for non-trivial
connectivity which is to be understood as basic &mueommunication. In Costa’s words, the
“human mind/brain” is cognitively orientated toward communicative connection. Costa
defines non-trivial as the propriety of a connection that is not memlechanical but

interactive and creative.

2. Human language is essentially syntax (form), semtics (content) and pragmatics
(usability). Costa assumes the Chomskian perspective that hilamgoage possesses a
specialised faculty in the “mind/brain” expressey mmeans ofUniversal Grammar'*,
However, he adds thainiversal Grammar has a syntactic, semantic and pragmatic property

in which the nature of a structure is its represgomal potentiality and usability.

3. The Principle of Communicative Interactivity: taking into consideration the natural
tendency for connectivity, forms of social orgatima build communicative codes and their
usage rules, such as different languages. Thexeiftteractivity characterises the nature of
language as a genetic property for the expressiolanguages asocial constructs. The

syntactic, semantic and pragmatic universal priesigenetically rooted ground variations in

social parameters that differentiate languages.

4. The Principle of Descriptive and Explanatory Adguacy of Linguistics in its
Interfaces: Costa assumes that linguistics, and therefore, sraashould be descriptively
and explanatorily adequate for a methodological mitment of internal and external
interfaces. Cognitively speaking, this principldates to the investigation of the language
faculty on its frontiers with other modules. Coatlvocates that the innateness of this faculty
represents the core of scientific investigationagdinguistic theory which might have external
interfaces with natural and cognitive sciences saghiology, psychology and physics. If we
consider semantics as a linguistic sub-theory,eth¥ems to be an undeniable internal

interface with syntax. As far as communicationaaaerned, the semantic-pragmaniterface

4 Universal Grammar as defined by Chomsky (197&9p. “the system of principles, conditions, ancesuthat
are elements or properties of all human languagbs.essence of human language”.
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(previously described in section 1.1) contributeghie study of utterance-meaning, especially
if we take into consideration the role of contéMie internal interface would then work as a

restriction on descriptive adequacy.

An interesting assumption Costa (2005) makes id tha principle of non-trivial
connectivity is innate and composed of syntactic-semantic amgnpatic structures that
represent human language in its most elementam. fg¥hile syntax deals with sentences,
semantics addresses lexis and propositions, amphaitecs deals with utterances. Therefore,
Costa suggests that these three areas have an iompeemmunicative competence, of which
pragmatic competence is a sub-component and witoge svill be extensively characterised
in chapter two.

Summarising, Costa’s studies largely contributthtoinvestigation of inferential processes in
natural language. His re-organisation of Grice’sximg and inclusion of relevance as a
super-maxim are soundly illustrated via tien-trivial deductive calculus Furthermore, his
theory ofNon-Trivial Connectivity provides a very interesting and challenging insigto
the nature of communication. Finally, his notiorisesternal and internal interfaces license
the investigation of scientific phenomena presandifferent areas or sub-fields and whose
inter- or intra-disciplinary findings are likely tbe richer in terms of potentiality of

application.

FINAL CONSIDERATIONS

In this chapter, we saw that verbal communicatiovolves bothcoding and inferential
processesThe scope of pragmatics was narrowed to the figagsn of aspects affecting the
meaning of utterances, namely the making of infeeen An utterance was defined as the
issuance of a sentence in an actual context. Thgaason between sentence-meaning and
utterance-meaning aspects suggested that thenfetpretation of utterances relies on lexical
competence (MARCONI, 1997), i.e. the ability to wserds, as well as on aspects which
operate at utterance level such as context, prossiigred background knowledge and
reference assignment. Semantic inferences weneedefas the decoding of utterances

conveying propositions via the application of phlogaal, syntactic, morphological and
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lexical rules whereas pragmatic inferences werée $aibe based on Grice’s notion of
implicatures (1975).

The main aim of this chapter was to present a #imal overview of pragmatic theories
addressing the theme “inferences and verbal conwation”. Within classical theories,
speech acts were defined as acts performed viaanttes. Austin’s (1962) three-fold
distinction of speech acts was addressed and itswggested that the illocutionary force is
the most investigated dimension as it conveys sgsakintended meanings. Searle’s
taxonomy of illocutionary acts (1969) was also nefd to as well as the characterisation of
direct and indirect speech acts. It was suggedtatihdirect speech acts are also usually

associated with greater politeness.

The second classical pragmatic theory, conventiandlconversational implicatures (GRICE,
1975), highlighted the distinction between whata@es say and what they implicate when
producing an utterance. It was stated that comwealt implicatures are determined by the
conventional meaning of the sentence uttered vdoilerersational implicatures relate to what
speakers implicate (beyond saying) and are asedcigith the existence of some rational
principles and maxims which govern conversationwds acknowledged that the flouting of
these maxims indicates that speakers are tryingayosomething beyond the conventional

meaning of the sentence uttered, relying on a ddepel of cooperation.

The Neo-Gricean theories revisited Grice’s notiarfsimplicatures and conversational
maxims. Politeness (BROWN & LEVINSON, 1987) wasidefl as a theory about social
interaction, as a universal principle basic to gmeduction of social order and as a pre-
condition of human cooperation. The politeness ensi@ls of face and rationality were
introduced as well as the notion of face-threatgrants. It was indicated that four super-
strategies may be used to produce face-threatemitg and minimise their effect. The
description of bald-on-record and off-record sigase emphasised the compliance with and
the flouting of Grice’s Conversational Maxims, respvely. Similarly, the comparison
between positive and negative politeness stratetpesonstrated how speakers can use and
manipulate language in order to create differefécts on addressees and achieve their

communicative aims.
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Relevance (SPERBER & WILSON, 1995) was acknowledaga@ highly influential theory
since it accounts for cognition and communicatiunderlying principles were highlighted
and an ostensive-inferential model was proposemjrgted on the idea that communication is
a collaborative process involving ostention an@iiance. It was argued that addressees make
assumptions based on speakers’ ostensive behasimdiron encyclopaedic knowledge,
triggering inferential chains. Contextualisatiorasvseen an essential ingredient for the
characterisation of relevance and it was advodht&ickhe more relevant an assumption is, the

less effort is required to process it.

The main contribution of the theory of Generaliz&gonversational Implicatures
(LEVINSON, 2000) was the addition of an intermegitevel of meaning to the semantic-
pragmatic interface: utterance-type —meaning. Speets, presuppositions, and generalized
conversational implicatures were claimed to opesathis level. It was argued that this level
of systematic pragmatic inference is based on gémxpectations about how language is
normally used. Generalized conversational impliceg were re-defined as default inferences
or presumptive meanings that capture our intuitaimsut a preferred or normal interpretation
and are licensed by heuristics. GCls differ fromtipalarized conversational implicatures as
the latter are context-dependent.

Costa’s initial studies (1984) stressed the impmaof relevance as a conversational super
maxim that affects the understanding of implicagurghe illustration of Costa’s non-trivial
deductive calculus demonstrated a logical chanseti#yn of pragmatic inferences in natural
language. The subsequent principle of non-triviehnectivity (2005) was claimed to be
innate and composed of syntactic-semantic and fgmstructures that represent human
language in its most elementary form. Thus, synsaxmantics and pragmatics were said to

have an impact on communicative competence

To conclude, the description of the above theaaitsmpted to highlight the role inferences
play in verbal communication. During a verbal iafgfon, speakers produce speech acts,
conventional implicatures, generalized and parigeéd conversational implicatures and
addressees need to be able to interpret them &r twdrespond linguistically appropriate to
speakers’ intended meanings. In addition, polgésrghenomena are reflected in interactants’

linguistic behaviour and have an impact on sucoéssimmunication.
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Considering that learners usually study a secomgulage for communicative purposes,
pragmatics seems to be closely related to commiiveceompetence constructs as the latter
aim at characterising the abilities language learmeed to develop in order to successfully
communicate in L2. In the next chapter, | will atfg to demonstrate the role inferences and
pragmatic phenomena described in chapter one Imatre icharacterisation of pragmatic and

communicative competence constructs.
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2 PRAGMATIC COMPETENCE IN A SECOND LANGUAGE

As previously mentioned in chapter one, pragmaiscslosely related to communicative
competence constructs. Among many other challengisks, when learners verbally interact
with other people in a second language, they nedoetable to interpret speech acts and
conversational implicatures in order to respongdistically appropriately to the situation.
Communicative competence constructs usually incaudede and a use component, of which
pragmatic competence is a sub-competency, and ibestre abilities second language
learners need to possess in order to successtyntinicate in L2 contexts. According to
Dell Hymes (1972, p. 281), a person who acquiresrsonicative competence acquires
knowledge and ability for language use with resp@ctwhether (and to what degree)
something is: formally possible; feasible in virtoethe means of implementation available;
appropriate (adequate, happy, successful) in oglaid a context in which it is used and

evaluated; and is in fact done, actually perfornaed what its doing entails.

Interlanguage pragmatics studies the pragmaticldewent of second language learners by
focusing on non-native speakers’ use and acquisitiopragmatic competence of a second
language. However, what abilities pragmatic compmteencompasses depends on the
perspective adopted. The main aim of this chagténree-fold: to present a critical overview
of communicative competence frameworks which ineluthe notion of pragmatic
competence, to highlight the importance of pragcnabmprehension within a pragmatic
competence construct, and by doing so, to propesealirnative model of pragmatic
competence which acknowledges the role inferentasip verbal communication. In order
to characterise the sub-competencies of this alten model, pragmatic phenomena
addressed in chapter one will be referred to. Bsgliary aim of this chapter is to present

different views on pragmatic development.

This chapter is divided into five sections. In gmtt2.1, | will describe the scope of
interlanguage pragmatics and what pragmatic phenamenvestigates. In section 2.2, | will
present Leech (1983) and Thomas’s (1983) dichotoofy pragmalinguistics and
sociopragmatics in order to relate pragmatics tcomseé language acquisition and
communicative competence constructs. In sectionl2:8ll detail Canale and Swain (1980)

and Canale’s (1983) and Bachman’s (1990) framewofksommunicative competence and
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their characterisation of pragmatic competence. Tdle of pragmatic competence and
pragmatic comprehension in interlanguage developmgialso be discussed. In section 2.4,
| will present different views on whether pragmatampetence can be taught: Kasper (1997),
Bardovi-Harlig and Mahan-Taylor (2003) and Scae€ll990). The objectives of pragmatic
instruction will also be detailed. In section 2,4sburces for pragmatic instruction will be
addressed.

In section 2.5, | will comment on the previous @terisations of pragmatic competence and
will propose an alternative model of pragmatic cetepce in verbal communication
consisting of three sub-competencies: infererd@hpetence (representing the notion of
pragmatic comprehension), conversational- intepaeli competence (representing the notion
of pragmatic production) and sociolinguistic congpete (representing the notion of
appropriateness and interacting with both compr&ibenand production dimensions). The
characterisation of these sub-competencies wilresented in the subsequent sub-sections.
In addition, transcripts from IELTS listening adties will be used to illustrate the different

aspects that integrate these pragmatic dimensimmhaféect utterance meaning.

2.1 INTERLANGUAGE PRAGMATICS

It is commonly accepted that culture plays a roldanguage behaviour. In cross-cultural
communication, the successful interpretation obikpes’ intended meanings largely depends
on each interactant’'s own cultural norms of intetgtion (LOCASTRO, 2003). At
production level, the linguistic social actions akers of a particular language engage in
reflect their underlying worldviews. In short, irdetants’cultural schemata i.e. pre-existing
knowledge structures based on experience in thest-language culture, affect the

interpretation and production of pragmatic meaning.

Moreover, manifestations of cultural models of thlouare embedded in talk both at micro
and macro levels. LoCastro (2003) states that mierel behaviour includes prosodic
features, listener behaviour, turn-taking, convigmsal routines, conventional indirectness
and speech act realisation, among others. From @onrtevel perspective, the following

features have an impact on cross-cultural commtiaitaattribution of illocutionary force,
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perception of politeness, and violation or adheeeincGrice’s co-operative principle. Aspects
such as mismatches between form and function,rémsfer of socio-pragmatic norms from
the first-language culture and unawareness of tabpios in a second language culture can

hinder cross-cultural communication.

Cross-cultural pragmatics studies the impact of the above features in ccafistal
communication. According to Yule (1996), it alsovestigates differences in expectations
based ortultural schemata.Yule adds that studies sross-cultural pragmaticsreveal that
all interactants speak with @ragmatic accent i.e. aspects of their talk that indicate what
they assume is being communicated without beindy ¥aile suggests that in order to develop
the capacity for cross-cultural communication, matention to an understanding of what

characterisepragmatic accentin L1 and L2 should be given.

Cross-cultural pragmatics can be sub-divided intocontrastive pragmatics and
interlanguage pragmatics The former comparespeech actsacross cultures and languages
in order to understand how culture is embeddedalk. tLoCastro (2003) indicates that
contrastive pragmatics views participants of communicative acts as fuémbers of the
target language communtty Interlanguage pragmatics,on the other hand, is “the study of
non-native speakers’ use and acquisition of linguiaction patterns in a second language”
(KASPER & BLUM-KULKA, 1993, p. 3).

As the focus of this thesis is on language learstrdying English as a second language in
Brazil, 1 will be narrowing the scope of this chapto interlanguage pragmatics (ILP
henceforth). The concept ofterlanguage refersto a second language acquisition construct
proposed by Selinker (1972) which accounts for degeloping system of learners that is
neither that of their L1 nor that of the L2 (LOCARD, 2003). Annterlanguageis “a stage

on a continuum within a rule governed system thataveloped by L2 learners on their path
to acquire the target language” (HUANG, 2007, p)12&s this intermediate system is
unstable, we as teachers can operate at thistogn#vel by selecting suitable classroom

activities and procedures to promote pragmatic ldgwveent.

!> For more information onontrastive pragmatics please refer to LoCastro (2003, p. 226-249).
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Broadly speaking, the main focuslaP investigation is otinguistic action. By linguistic
action LoCastro (2003) meanspeech actsand their enactment by learners. In a narrow
sense, LoCastro (2003) states tha® specifically investigates what gets in the wayaof
learner’s comprehending and producing pragmaticnmgaMostILP research has involved
English and has addressed the following featurésS®ER & BLUM-KULKA, 1993, p. 4-

7): attribution of illocutionary force, percepti@i politeness and of indirectness, the role of
linguistic form versus contextual information, timpact of the L1 background and of
stereotypes of L2 language behaviour, the procgssfnconventional and conversational

implicatures, the perception of social status andiegree of imposition.

Most of these phenomena were described in the dinsipter of this thesis as they are
constructs ofclassicaland Neo-Gricean pragmatic theories They play a role irsecond
language acquisitionand learning processessince learners need to aware of them so as to
be able to understand and produce pragmatic meamirige next sub-section, Leech (1983)
and Thomas’s (1983) dichotomy gqfragmalinguistics and sociopragmatics will be
addressed in order to relgieagmatics to second language acquisitioandcommunicative

competenceconstructs.

2.2 PRAGMALINGUISTICS AND SOCIOPRAGMATICS

The scope opragmatics as a linguistic sub-field was addressed in thedhictory section of
chapter one. While Levinson (1983) highlights theggmatics is essentially concerned with
the making of inferences, Crystal’'s largely citeefigition (1997) emphasises the social
interactional domain of pragmatics. In additionvBRi6(2005) suggests that it is Leech (1983)
who provides the most convenient starting pointrédatingpragmatics to second language
acquisition by narrowing the scope of his discussion to genirguistics and by describing

two culturally bound facets of pragmatigsagmalinguistics andsociopragmatics

In Leech (1983) and Thomas’s (1983) two-fold diemsbf pragmatics, pragmalinguistics is
“the more linguistic end of pragmatics where we sider the particular resources which a
given language provides for conveying particuldociitions” (LEECH, 1983, p. 11).

Pragmalinguistic competence encompasses interactants’ knowledge of stratefpes
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realising speech intentions and the linguistic #amed to express these intentions (ROVER,
2005). In other wordgpragmalinguistics refers to the resources speakers use for conveying
communicative acts and relational or interperson@inings (KASPER, 1997). For instance,
communicative acts may be intensified or softenededding on the choice of linguistic

forms which convey different degrees of directnarssf indirectness.

Sociopragmatics,on the other hands “the sociological interface of pragmatics” (LEHC
1983, p. 10). Sciopragmatic competenceencompasses knowledge of the social conditions
governing language use (ROVER, 2005). It refersthe social perceptions underlying
participants’ interpretation and performance of ommicative acts (KASPER, 1997).
Sociopragmatic competencepresupposes participants’ awareness of degreeslative
power, social distance and degree of impositiorolved in a specific communicative act
(BROWN AND LEVINSON, 1987) and of their rights amiligations (THOMAS, 1983).
For example, speakers performing@eech actmay have the intended illocutionary force
wrongly interpreted by addressees due to cultufidrdnces and, as a consequence, trigger

an undesired perlocutionary effect.

According to Rover (2005), it is rather difficutt tiraw a clear line between what belongs to
each domain when analysing performance d&maagmalinguistic and sociopragmatic
competenciesare intrinsically intertwined for two main reasorsrstly, language use is
invariably contextual. Secondly, both competenca® involved in producing and
comprehending speech intentions. However, RoveO5P&uggests that this division is
theoretically and empirically useful and that reskashows that learners can be more

advanced in one of these competencies than inttiee.o

Rover (2005) also adds that by constructing, tgstind revising hypotheses about syntactic,
semantic and phonological features of the targeguage, learners therefore arrive at an
approximation of what Selinker (1972) calledterlanguage The following quote
summarises the role both dimensions play in theeldgwnent ofpragmatic competenceof

learners in a second language:

The task for the learner consists of building upnawledge base of conventional
strategies and forms for expressing speech intestan the paralinguistic side,
discovering the social rules of that target languagommunity on the
sociopragmatic side, and mapping pragmalinguistionventions on the
sociopragmatic norms. (ROVER, 2005, p.4).
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In the next section, aspects deriving from tghegmalinguistic and sociopragmatic
competencieswill be dealt with under the notion g@ragmatic competence.Canale and
Swain (1980) and Canale’s (1983) and Bachman’s QL2®nstructs ofcommunicative
competencewill be detailed as well as their characterisatidipragmatic competenceThe

role of pragmatic competencen interlanguagedevelopmentwill also be discussed.

2.3 PRAGMATIC COMPETENCE

First of all, the notion o€ompetenceoriginates from Chomsky’s dichotomy cbmpetence
and performance (1957). Linguistic competenceis the portion of knowledge native
speakers possess of the linguistic system of thether tongue. It encompasses knowledge of
grammar, phonology and lexis, all essential areathe production and understanding of any
sentence in any language. Based on a finite setle$ and elements, speakers are able to
produce an infinite number of sentenePerformance, on the other hand, is the actual use
of the linguistic knowledge to produce written ssmdes or utterances. It corresponds to the
way speakers behave linguistically. Not only isgaage usersperformance affected by
their linguistic competencebut also by non-linguistic factors such as socw@hventions,
beliefs, emotional attitudes and cultural backgrbudell Hymes (1972) first coined the term
communicative competencen opposition to Chomsky’s dichotomy, which, inshiiew,

failed to include socio-cultural factors.

From asecond language acquisitiowiewpoint, the notion oEommunicative competence
has strongly influenced methodological approaclmsirse design and classroom-based
research as from the 80’s. According to Niezgoda &wover (2001), definitions of
communicative competenceusually include at least two componentscagle component
and ause component The former describes a language user’'s knowleofgesyntax,
morphology, semantics, lexis, and phonology whetbaslatter relates to the ability to use
language appropriately for a purpose within a gigentext. Among the most influential
frameworks for the characterisation @mmunicative competenceare Canale and Swain’s
(1980) and Canale’s (1983) and Bachman’s (1990).

'® This phenomenon is calledcursivity and is the core feature of Universal Grammar.
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In the first model, Canale and Swain (1980) subd@ivcommunicative competencanto
three sub-competencies, which are later extendeéiimale (1983) to four:

1. Linguistic or grammatical competence: consists of the knowledge of the basic elements
of communication such as sentence patterns, margival inflections, lexis and

phonological or orthographic systems;

2. Sociolinguistic competenceconsists of the social and cultural knowledge meguto use
language appropriately with reference to formalggliteness and other contextually defined
choices; it refers to the degree sentences areipeddand understood appropriately;

3. Discourse competencerefers to the knowledge of how to combine gramnaaferms and

meanings to achieve a unified spoken or writtet itedifferent genres and situations;

4. Strategic competence:includes the strategies and procedures relevaniariguage
learning, language processing and language pradtudti activates knowledge of the other

competencies and helps language users to overcom@wnication difficulties.

Generally speaking, the degree of importance of #i®ve competencies in this
communicative competenceconstruct largely depends on the perspective adopthe
discourse proponents Celce-Murcia and Olshtain@2p016) regardliiscourse competence
as the central competency since “this is where yvigelg else comes together”. In other
words, the realisation of all of the other compeies is done through discourse. From a
pragmatic perspective, Niezgoda and Rover (200B4)p.state thatsociolinguistic
competencecomprises botrappropriateness of meaning and form (echoing Leech and
Thomas'’s distinction ofsociopragmatic and pragmalinguistic competenciesespectively)

and, therefore, represents the notiopraigmatic competence

Scarcella and Oxford (1992) accept Canale and Ssvdiamework of communicative
competencewith two major revisions. Firstly, Scarcella andf@d (1992, p.72) extend the
notion ofdiscourse competenceéo refer to “verbal, nonverbal, and paralinguistmowledge
underlying the ability to organise spoken and writtexts meaningfully and appropriately”.
The authors highlight that some researchers fatlmeitermconversational competenceo

refer to this broader definition afiscourse competenceelated toconversations.Secondly,
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Scarcella and Oxford (1992) expand the originalceph ofstrategic competenceo include
all types of compensation strategies that makeouprmissing knowledge such gsiessing
from context in reading and listening armhraphrasing andcircumlocution'” in speaking

and writing.

In a second model afommunicative competenceBachman (1990, p.80) states that “the
ability to use language communicatively involveghbknowledge of or competence in the
language, and the capacity for implementing it, using this competence”. Therefore,
Bachman (1990) proposes a theoretical framewordoofmunicative language ability which
includes three componentslanguage competence strategic competence and
psychophysiological mechanisnté. In other wordscommunicative competencés seen as
“a dynamic system in whicWorld knowledge andlanguage competencéeed intostrategic
competencewhich defines the degree to which linguistic intentions efficiently executed”
(NIEZGODA & ROVER, 2001, p. 64). Strategic competencethen interacts with
psychophysiological mechanismswhich refer to “the neurological and psychologica
processes involved in the actual execution of lagguas a physical phenomenon”
(BACHMAN, 1990, p. 84). Lastly, these mechanisntenact with the context of a particular

situation.

In Bachman’s framework of communicative competerit®90), language competence
comprisesorganizational competenceand pragmatic competence.Both language sub-
competencies consist of several categories whitéraot with each other and also with
features of the language use situatio@rganizational competence encompasses
grammatical and textual abilities. Grammatical competenceconsists of a number of
independent competencies which are involved indagg usadé such as the knowledge of
vocabulary, morphology, syntax, and phonology/godgy. Textual competenceincludes
the knowledge of rules governing text formation.cBaan (1990) adds that a text is
essentially a unit of language (spoken or writteopsisting of two or more utterances or

sentences that are structured together accordingules of cohesion and rhetorical

7 Circumlocution refers to using too many words to express onesglfally to avoid saying something clearly.
'8 For more information ostrategic competenceand psychophysiological mechanismssee Bachman (1990,
p.98-110)

19« anguage usage” refers to the function of a listjia item as an element in a linguistic system”
(WIDDOWSON, 1978).
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organization. Therefore,textual competencealso encompassenversational language

useand conventions involved in establishing, maintarand terminating conversations.

Bachman (1990) placepragmatic competence as a sub-competency danguage
competence Pragmatic competenceor pragmatic knowledge as revised by Bachman &
Palmer (1996, p.69), “enables us to create or pné¢rdiscourse by relating utterances or
sentences and texts to their meanings, to thetiatenof language users, and to relevant
characteristics of the language use setting”. IrchBean’s original framework (1990),
pragmatic competence comprises two features:illocutionary competence and

sociolinguistic competence.

lllocutionary competence aids the interpretation of the relationships bernvetterances or
sentences and texts and the intention of languages (BACHMAN & PALMER, 1996).
According to Kasper (1997), it refers to the knadgle of the communicative action (in both
written and spoken modes) and how to carry it Budm aSpeech Actperspective (Austin,
1962, Searle, 1969), which only focuses on spokisnodrse,illocutionary competence
enables interlocutors to interpret the illocutignéorce of a speech act (see section 1.2.1).
lllocutionary competence or functional knowledge, as revised by Bachman & Palmer
(1996, p.69-70), comprises knowledge of four catiegaof language functions:

1. Ideational: functions whichenable us to express or interpret meaning in tesmsur
experience of the real world and include the uselabfjuage to express or exchange
information aboutideas knowledge or feelings Utterances performing these functions

include descriptions, classifications, explanatj@m expressions of anger and sorrow.

2. Manipulative: functions which enable us to affect the world aws. They include
instrumental functions (getting other people to do things, for exampleeqtiests” and
“suggestions”)regulatory functions (controlling what other people do, for instanceylés”
and “regulations”) andnterpersonal functions (establishing, maintaining and changing

interpersonal relationships like “greetings” andrfgpliments”).

3. Heuristics: functions which enable us to use language to extemdknowledge of the
world around us, for instance, when using languageeaching and learning, for solving

problems, and so on.
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4. Imaginative: functions which enable us to use language to craatenaginary world or
extend the world around us for humorous or aesthmirposes such as jokes, figures of

speech and poetry.

Bachman and Palmer (1996) conclude that theseciegories ofanguage functionsare by
no means mutually exclusive. They do not usuallguoconly in individual or isolated
utterances. On the contrary, most language usédvies’the performance of multiple functions
in connected discourse. The following quote sumsearBachman’s original views on these

functions and how they relate $ociolinguistic competence

Whiidlocutionary competence enables us to use language to express a wide
range of functions, and to interpret the illocution force of utterances or
discourse, the appropriateness of these functiod$aw they are performed varies
from one language use context to the next, accgrtira myriad of sociocultural
and discoursal features. (BACHMAN, 1990, p.94).

Bachman (1990, p. 94) definssciolinguistic competenceas “the sensibility to, or control of
the conventions of language use that are deternbgetie features of the specific language
use context”. Thereforesociolinguistic competencefosters the performance of language
functions in ways that are appropriate to that exintlt encompasses the following abilities:
sensitivity to differences in dialect or varietgnsitivity to differences in register, sensitivity
to naturalness and ability to interpret culturderences and figures of speech. To illustrate
the second ability, if learners need to make aiqdar request in L2, they should be able to
select functional exponents appropriately accordinthe degree of formality of the situation
and the degree of imposition the request carriesirtstance, an employee asking to borrow
the boss’s car is likely to select the functiongb@ent | was wondering if you couldend
meyour car?” as opposed tvCould you lendme your car?” and“ Lend me your car, will

you?”.

All things considered, Bachman’s (1990) frameworacps the notion ofpragmatic
competenceas a sub-category @bmmunicative competences the former comprises the
ability to use language appropriately accordingatspecific situational context. Bachman
claims that attempts to validate the various corepts of different communicative
competence constructs have not been conclusiveganobile Bachman and Palmer (1992)
were able to demonstrate hogrammatical and pragmatic competenciesare closely

associated with each other.
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Furthermore, Garcia (2004) states that while thgoirtance opragmatic competencan the
language ability construct is well-acknowledged,ritle ininterlanguage developmenthas
only recently begun to be investigated empiricaigpecially in terms of comprehension of
oral language. According to Garcia (2004ragmatic comprehension refers to the
comprehension of pragmatic meaning via spoken diseo In Thomas’s model (1995),
pragmatic comprehensioninvolves the comprehension speech actsandconversational
implicatures. As previously mentioned in chapter omgpeech acts(AUSTIN, 1962,
SEARLE, 1969)describe acts performed via utterances wbdaversational implicatures
(GRICE, 1975) relate to what a speaker implicaghd saying, which needs to be inferred
by the hearer.

Garcia (2004) suggests that second language studeat! to be able to comprehend meaning

pragmatically in order to:

1) understand speakers’ intentions;

2) interpret speakers’ feelings and attitudes;

3) differentiate speech act meaning such as theredifce between “a directive” and “a
commissive”;

4) evaluate the intensity of speakers’ meaningh iscthe difference between “a suggestion”
and “a warning”;

5) recognise sarcasm, joking, and other facetielswiour;

6) be able to respond appropriately.

Concluding, the models otommunicative competenceand pragmatic competence
described in this chapter share the underlyingcppia that pragmatic competenceis a
multi-faceted construct and consists of sub-commupéés. In other wordspragmatic
competenceencompasses a number of abilities second langeageers need to master in
order to comprehend and produce pragmatic meamicigesspond linguistically appropriately
to communicative situations. Nonetheless, areetraslities learnt, acquired, transferred

from L1 or developed?

The next section will tackle this controversialuesby presenting some views based on

current research opragmatic development,referring to the previous characterisations of
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pragmatic competence(LEECH, 1983, THOMAS, 1983, CANALE & SWAIN, 1980,
CANALE, 1983, BACHMANN, 1990).

2.4 PRAGMATIC DEVELOPMENT

Several empirical studies have attempted to ingatdi whethepragmatic competencecan
be taught in a second language. On one hand, K987, p.1) states that the notion of
competence whether pragmatic or linguistic, is not teachaliléompetenceis a type of
knowledge that learners possess, develop, acqusecor lose”. According to Kasper (1997),
Bachman'’s framework of communicative competenc®@) @learly indicates tharagmatic
competenceis not extra or ornamental. It is not subordingte#nowledge of grammar and
textual organization but co-ordinated to formaglirstic and textual knowledge. Based on
this perspectivepragmatic knowledgemay not need to be explicitly taught as it maymim
develop alongside lexical and grammatical knowledgighout requiring any pedagogical

intervention.

In addition, Kasper (1997) argues that adult le@meceive a considerable amount of L2
pragmatic knowledgefor free for two main reasons. Firstly, sopragmatic knowledgeis
universal as “competent adult members of any conityidoring a rich fund ofuniversal
pragmatic knowledge and abilities to the task of learning the pragosatof another
language” (KASPER & ROSE, 2002, p. 164). Conseduyeatiult learners are usually aware
of the followinguniversal pragmatic features among others (KASPER & ROSE, 2002, p.
165):

1. Turn-taking conventions, repair, the sequerg@omplishment of actions and preference
organisation (conversation analysis features);

2. Acts of speaking, writing, and using hybrid miittes such as the main categories of
illocutionary acts (AUSTIN, 1962, SEARLE, 1969);

3. Specific communicative acts: greetings, leakents, requests, suggestions, invitations,
offers, refusals, acceptances, (dis)agreements,logips, complaints, compliments,

expressions of gratitude;
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4. Conversational implicature (GRICE, 1975), infeneg heuristics and indirectness
(SEARLE, 1975);

5. Indexicality as an implicit expression of episte’®, affective and social stance and
contextualisation;

6. Politeness as a mutually face-saving strate@Q®B/N & LEVINSON, 1987);

7. Major realisation strategies for communicativetsa such as levels of directness in
requesting;

8. Routine formulae for managing recurrent commafnie events;

9. Sociopragmatic variability in actional and limgfic choices.

Secondly positive transfer from L1 may facilitate learners’ acquisition pfagmalinguistic
andsociopragmaticknowledge in L2 (KASPER, 1997). For instance, wkigre is a direct
correspondence between form and function in L1 lahdlearners can successfully convey
their intended meanings using the correspondinggoiSimilarly, learners may only need to
make small adjustments in their social categonsativhen participants’ distributions of

rights and obligations and their relative sociavpoare equivalent in L1 and L2 contexts.

On the other hand, educational psychology resesnggests that learners do not transfer
available knowledge to new tasks. To make mattensey “L2 recipients often tend towards
literal interpretation, taking utterances at faedue rather than inferring what is meant from
what is said and underusing context informationAGPER, 1997, p.4). Another aspect that
may hinder the understanding and the productigoragmatic meaning isegative transfer.
According to Rover (2005negative transferincludes the translation of L1 routines which
do not convey the same illocutionary force in tlaegét language, the distribution and
frequency of pragmalinguistic realisations of “ajgges” and the directness level of

“requests”, among others.

Returning to the central question whetlpeagmatic competencecan be taught, Kasper

(1997) advocates that teachers should raise |learaeareness of what they already know in
terms of pragmatic knowledge and encourage them to transfer this knowledge 20 L
contexts. As far as the need for explicit teachengoncerned, Kasper (1997) highlights that

the most compelling evidence that L2 pragmaticrutgion is necessary comes from learners

2 Epistemic refers to cognition, involving knowledge
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whose L2 proficiency is advanced but whose unsstekepragmatic performance does not
originate from cultural resistance. The findingsBafuton (1988), for instance, indicate that

the interpretation aimplicatures is still a problem area even for advanced ESLniea.

Grounded on the results of ten classroom-basedest@kamining the effect of pragmatic
instruction, Kasper (1997) proposes a lisawfareness-raising activitiesandactivities for
communicative practicewhose aim is to help learners become more effeand successful
communicators in L2. Throughawareness- raising activities learners can acquire
sociopragmatic and pragmalinguistic information as these observation activities help
learners to make connections between linguistim$&mpragmatic functions, their occurrence
in different social contexts and their cultural miegs. Communicative practice activities
give learners the opportunity to take alternatingcaurse roles as speaker and hearer,
experience different speech events and perforneréifit communicative actions. Kasper
(1997) concludes saying that teachers face théecig@ of arranging learning opportunities in

a way that learners benefit fralme development of pragmatic competence in L2.

Similarly, Bardovi-Harlig and Mahan-Taylor (2003)avbur the explicit teaching of
pragmatics in the L2 classroom. After the obseoratf a number of EFL learners, Bardovi-
Harlig and Mahan-Taylor (2003) came to the condughat students demonstrated a clear
need for pragmatic instruction. Firstly, learneh®wed significant differences from native
speakers in language use in areas sucthe@sxecution and comprehension o$pecific
speech acts conversational functions such as “greetings” and “leave takings” and
conversational managemensuch as “back channellifig and “short responses”.

Secondly, without the explicit teaching of pragrosti language learnergdragmatic
competencevaries a lot regardless of their language backgtaar language proficiency. In
other words, learners who are at an advanced &\Vigiguistic competence do not necessarily
show a similar advanced level of pragmatic competerBardovi-Harlig and Mahan-Taylor
(2003) advocate tharagmatic instruction should be integrated into courses syllabi at early
levels. By exposing learners to pragmatic inpwgaaty stages, teachers may be able to reduce
the mismatch betweegrammatical andpragmatic knowledge

2L Backchannels are vocal indications such as ‘uhi;lusted to signal that the listener is paying dttento the
speaker’s turn.
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A third view addresses the impact of communicatlmmeakdowns in second-language
acquisition. According to Scarcella (1990), frequesmmunication difficulties in the target
language community can affect a person’s abilityeimch short and long-term goals and also
hinder second language acquisition. @ynmunications difficulties Scarcella (1990) means
the particular problems that result when convessalists do not share the same knowledge
of the rules governing conversation which enabke dbbtle and complex coordination of
thematic development, turn-taking and topic chandased on studies reporting
communication difficulties faced by subjects who had lived in the target U=gg
community for a considerable period of time, Sciac€990) concludes that many adult
learners never master the conversational skilthk@tecond language.

Scarcella (1990, p. 344) suggests that learneitaréato achieveonversational competence

(i.e. discourse competencen conversationg may be accounted for by the following reasons:

- Learners may not receive enough exposure toetbensl language;

- Learners may not have enough direct experiengeersing with native speakers;

- Some conversational features may be acquiredrates language acquisition process since
they are neither perceptually salient nor easilyaustood;

- Learners may inappropriately transfer L1 routiteek2 contexts;

- Speakers may wish to maintain their own cultties;

- The target culture may discourage learners fraastaring the language too completely;

- L1 community members may consider learners wlealsptoo fluently” in L2 as linguistic
renegades or traitors;

- Learners may feel that prejudice rather thanuisiic differences prevents them from

gaining socio-economic power in the target languamemunity.

Therefore, Scarcella (1990) argues that it may lbeenmportant for instructors to provide
learners with positive learning experiencesrather than it is for instructors to devote
concentrated effort teaching learners the conversalt features that enable speakers to
overcome conversational difficultief?ositive learning experiencesinclude motivating

learners to acquire the second language despitencomation difficulties.

A final consideration about pragmatic developmefdtes to instructors’ goals when teaching

L2 pragmatics. According to Bardovi-Harlig and MakBaylor (2003), the main aim of
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pragmatic instruction is to raise learners’ awassref pragmatic phenomena and offer them a
range of options for interaction. Learners areaxiected to comply with a particular target-
language norm but be familiar with the range ofgpmatic devices and practices in the target
language. Bardovi-Harlig and Mahan-Taylor (2003naade that pragmatic instruction
enables learners to maintain their own culturahidies, to participate more fully in target
language communication, and to gain control offtnree and outcome of their contributions.
Successful communication is the result of optinaher than total convergence. Finally,
pragmatic development in a second language algs hedhrners to expand their perception of

the target language and those who speak it.

Considering Kasper (1997) and Bardovi-Harlig andh&taTaylor's (2003) perspectives,
second language teachers face the challenge oidprgVearners with classroom activities
which promote the development of pragmatic knowéedg from early levels. If teaching
practices are adequately adjusted to learners’sneégragmatic instruction, the latter are
more likely to be able to communicate adequatelyth@ target language. In conclusion,
learners who undergo pragmatic enhancement aevéire more likely to achieve their

communicative aims. The next sub- section will exesources for pragmatic instruction.

2.4.1 Sources for pragmatic instruction

According to LoCastro (2003), Krashen’s notion afmprehensible input? (1982) has
demonstrated the importance of providing appropriaidequate and rich input to foster
learners’pragmatic development Thus, LoCastro (2003) describes the effect thieviing
sources of input have on pragmatic instructismachers classroom and supplementary
materials andother learners. Firstly, teacherswho master the L2 code well and are familiar
with pragmatic principles are able to provide pragminformation such as basic rules of
politeness, social conventions and contextual gp@ateness. Teachers can also allocate class
time for discussions on pragmatic differences betwkl and L2 and encourage positive

transfer.

22 Krashen’s Input Hypothesis (1985) will be addressechapter three.
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Secondly, teachers can make useclafssroom and supplementary materials such as
textbooks, dictionaries, videos, multimedia andtste® assist pragmatic development.
LoCastro (2003) adds that teachers should seletdriaia judiciously so that the discourse
levels portrayed in the materials are appropriatéeérners’ age group, interests and needs

and that the samples of language sound autherdio@mural.

In a comparative study &TL textbooks, Vellenga (2004) indicates that learning pragnsatic
only from current coursebooks is highly unlikeli/ellenga (2004) analyses eight EFL and
ESL textbooks focusing on the use of metalanguegglicit treatment of speech acts, and
metapragmatic information such as discussion(seagister, illocutionary force, politeness,
appropriacy and usage. Her findings show that tedb include a small amount of explicit
metapragmatic information, which is not suppleménby teachers’ manuals. Based on
teacher surveys, Vellenga highlights that teacharsly bring in supplementary materials
related to pragmatics. Thus, in order to provideugh information for the acquisition of
pragmatic competence in L2, pragmatically friendly textbook should include the
following features (VELLENGA, 2004, p.23):

a) Awareness-raising activities;
b) Extralinguistic contextual information for adiiguage samples;
c) Provision of a variety of language forms to anpbsh a certain speech act;

d) Rich cultural information to enable socio-pragimahoices.

A final source of pragmatic input is wh#arners bring to their L2 classroom, their
sociocultural backgrounds and expectations. LoGag&003, p.318) states that “learners’
goals for learning L2 are primarily a function detsocial environment they grew up, their
experiences with the world at large, and the vahay attach to become a proficient user”.
There seems to be a direct relationship betweers#iye level of motivation for learning an
L2 and the willingness to develop pragmatic ahilily addition, research suggests that
positive transfer and motivatidhare intertwined. Learners should be given the dppiy to
transfer what they already know in terms of pragekhowledge to L2 contexts but also
need to be motivated to do so.

3 For information on integrative and instrumentaltivation, see Gardner and Lambert (1972) and Garane
Macintyre (1993). For strategies to promote motoratsee Dornyei (1994).
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To sum up, LoCastro (2003) suggests that teacters most of the responsibility for the
development of pragmatic competence in L2. By mlioyg authentic models of language use
and pragmatic information, by selecting suitablavdes and supplementing textbooks and
by motivating learners and encouraging positivedfer, learners are bound to achieve an
adequate level of competence to communicate effdgtiand successfully in a second
language.

2.5 PRAGMATIC COMPETENCE IN VERBAL COMMUNICATION:
AN ALTERNATIVE FRAMEWORK OF SUB-COMPETENCIES

The theoretical constructs pfagmatic competencepresented in the previous sections do
not addrespragmatic comprehensionspecifically and refer to botbral andwritten forms

of discourseLeech (1983) and Thomas’s (1983) two-fold distioictdof pragmatics makes it
clear that thepragmalinguistic and sociopragmatic dimensions are intertwined as both
competencies are involved producing and comprehending speech intentions (ROVER,
2005). In Canale and Swain (1980) and Canale’'s JL9¥Bamework, sociolinguistic
competencerefers to the knowledge to use language appropriatdereasdiscourse
competencerefers to the ability to combine discoursal featuto produceral andwritten
texts. Similarly, Bachman’'s framework otommunicative competence(1990) places
pragmatic competenceas a language sub-competency which enablgsrtddiction and the
interpretation of oral and written discourse (BACHMAN & PALMER9%26).

In addition, as most research pragmatic developmentof non-native speakers focuses
mainly on pragmatic production, it seems theoretically valid to attempt to chtease
pragmatic comprehensionmore extensively so as to investigate what gethéenway of
second language learners understangnagmatic meaning Sincepragmatics is essentially
concerned with the making of inferences (LEVINSQNS83), it seems legitimate to include
an inferential component within a pragmatic competenceconstruct. Hopefully, such an
investigation may lead to an insight on how teaghoractices may be adjusted so as to foster
pragmatic comprehensionand, as a consequence, enable learners to sudiyesdkrpret

verbal interactional exchanges.
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Based on the notions pfagmalinguistics andsociopragmatics(LEECH, 1983, THOMAS,
1983), on previous characterisations mfagmatic competence within frameworks of
communicative competencCANALE & SWAIN, 1980, CANALE, 1983, BACHMAN,
1990) and on my experience as an EFL teacher pngpaarners for international exams and
as an oral examiner for Cambridge ESOL Main Sukankinations, | suggest an alternative
framework for the characterisation pfagmatic competence in verbal communicationin
this alternative modelpragmatic competenceencompasses three componeirigerential
competence (representing the notion opragmatic comprehensior, conversational-
interactional competence (representing the notion ofragmatic production) and
sociolinguistic competencérepresenting the notion appropriatenessand interacting with

bothcomprehensionandproduction dimensions).

2.5.1 Inferential Competence

As previously described in chapter one,ifierence can be defined as the reasoning which
leads to a conclusion drawn from a premise. Weldssical deductive inferenceare based
on rules of formal logic and are necessarily va&mantic and pragmatic inferenceselate

to sentence meaningand speaker or utterance meaning, respectively. In addition,
utterance-type-meaning refers to a level of systematgragmatic inference based on
general expectations about how language is normatg (LEVINSON, 2000). According to
Levinson (2000), pragmatic phenomena suchpagch actspresuppositions conventional
implicatures, felicity conditions, conversational pre-sequencesand generalized

conversational implicaturesoperate at this level.

As stated in section 2.3pragmatic comprehension may be characterised as the
comprehension ofpeech actsand conversational implicatures (THOMAS, 1995). With
regard tospeech actsVan Dijk (1977, p. 213) defingsragmatic comprehensionas “the
series of processes during which language usergnagsirticular conventional acts, i.e.
illocutionary forces, to each other’'s utterance$he following channels or sources of
information play a role in thassignment of the illocutionary forceof utterances (VAN
DK, 1977, p. 214):
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1. Properties of the structure of the utteranc@saggned on the basis of grammatical rules;
2. Paralinguistic properties such as prosodic featlwgestures and facial expressions;

3. Actual observation or perception of the commative context;

4. Knowledge or beliefs in memory about the speaker his or her properties, or about other
properties of the actual situation;

5. More in particular, knowledge or beliefs witlspect to the type of interaction going on,
and the structures of preceding contexts of intemac

6. Knowledge or beliefs derived from previous speacts, both at micro (or local) level and
at macro (global) level,

7. General semantic, in particular conventionalpwiedge about (inter)action, rules,
especially those of pragmatics;

8. Other kinds of general world-knowledge (frames).

Likewise, as previously mentioned in chapter onke tsuccessful interpretation of
implicatures by second language learners depends not only wiersts ’lexical and
semantic competencie$MARCONI, 1997) but, in the case obnversational implicatures,
on paralinguistic features such asntext, prosody, shared background knowledge
cultural schemataandreference assignmen(LOCASTRO, 2003).

Therefore, considering thatpragmatic comprehension involves the comprehension of
speech actsand implicatures (THOMAS, 1995) and, more broadly speaking, the
interpretation of pragmatic inferences the inferential component of pragmatic
competenceis grounded orhe theoretical framework of inferencespresented in chapter
one, includingthe semantic-pragmatic interface | will be presenting five short extracts
taken from listening activities from a textbookided “Insight into IELTS” by Jakeman and
McDowell (1999) in order to illustrate differentpgs ofimplicatures andspeech actsand

how linguistic and paralinguistic features affdwtit interpretation.

The pragmatic analyses of the extracts will be ofixed nature as their aim is to characterise
the inferential component of pragmatic competencerather than detail or compare
individual theories. The taxonomy ocutionary acts and the assignmenf illocutionary
force refer to Austin (1962) and Searle’s theories (3968nventional implicatures portray
the Gricean original model (1975) while the distioe between generalized and

particularized conversational implicatures relies on Levinson’presumptive meanings
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(2000). Sperber and Wilson'elevance principle (1995) will also be applied so as to
illustrate the triggering of inferential chains whiwould bear the most contextual effects in

those contexts.

Extract 1 - dialogue: (JAKEMAN & MCDOWELL, 1999, p.166)
(1) Girl: Mum! What do you think of my new shirt® Bou like it?
(2) Woman: OH, it’s...uh...lovely, darling.

(3) Girl: Oh Mum.

Pragmatic analysis:

Context: a mother and her daughter talking about a newt. shir

(1) Directive speech actillocutionary force: asking for opinion.

(2) Particularized conversational implicature: the mother implies that she does not like the
shirt very much by usingesitating devicessuch asuh” and by expressing a bit wbny via

the lexical itenflovely” .

(3) Applying the Relevance Theory When daughters buy new clothes, mothers usually
comment on their new outfits and may even complintiegir children on their choice. In this
dialogue, the mother did not. The daughter hadskofar her mum’s opinion and the mother
hesitated. When people hesitate to express tha&iroop they are probably not very sure about
what to say. If the mother had really liked thertslihe would not have hesitated to express
her opinion. Thus, the girl realises her mum isngeiironical and expresses her

disappointment by sayirf@®h Mum”.

Extract 2 - dialogue: (JAKEMAN & MCDOWELL, 1999, p.166)
(1) Customer: | bought this mobile phone on Friday...

(2) Assistant: Is there a problem with it, sir?
(3) Customer: Well, primarily, it does not appearftinction outside the metropolitan area,
which means it fails to function as a mobile phasdar as | can see.

(4) Assistant: Right, I'll just have a word withetmmanager and see what we can do.

Pragmatic analysis:

Context: a customer and a shop assistant talking abouéeanrecently bought.
(1) Representativeor assertive speech actllocutionary force: stating a proposition.

(2) Directive speech agtllocutionary force: asking a question.
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(3) Particularized conversational implicature:

- Anaphoric reference (considering the first line of the dialoguejt”“ = mobile phone
bought on Friday;

- Use of the hedgéas far as | can use”to indicate what the speaker is saying may not be
totally accurate;

-Presupposition the speaker assumes mobile phones are supposeslorto outside
metropolitan areas; the speaker implies that tiseaeproblem with the mobile phone recently
bought because it does not function outside theapelitan area.

(4) Commissive speech aciilocutionary force: promise; hearer acknowledges the problem

and commits himself to a future action, i.e. té& tal the manager.

Extract 3 - dialogue: (JAKEMAN & MCDOWELL, 1999, p.160)
(1) Student: I'm afraid | haven’t been able to éinithe history essay, and | was hoping that

you would give me an extension.

(2) Lecturer: When do you think you could let meehd?

(3) Student: Well...I should be able to finish itnext Monday.

(4) Lecturer: Well..., OK. As long as | can haveyithen. That'll be fine.

Pragmatic analysis:

Context: a student and a lecturer talking about a histosges

(1A) Directive speech actillocutionary force: request; also aindirect speech actas it uses
a declarative form to make a request;

(1B) The first part of the utterancém afraid | haven't been able to finish the hisyo
essay...”is also anexpressive speech acfillocutionary force: apologising) used as a
politeness strategyto lessen the impact of the reqdést

(2A) Directive speech actillocutionary force: asking a question. It isdirect speech actas
the speaker uses an interrogative form to makeeatipun.

(2B) It is also gparticularized implicature as the syntactic structufgou could let me have
it” allows the speaker to imply that he is not paltidy happy about giving the student an
extension. This example corroborates the idea ¢bawersational implicatures may be
conveyed not only via lexis and phonology but agotax.

(3) Representative speech agtlocutionary force: stating a possibility.

4 This strategy will be examined in terms of poléss in the sociolinguistic sub- competency, se@i6t8.
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(4A) Generalized conversational implicature:maybe the teacher will receive the work by
next Monday, maybe he will not. Th&CIl is generated by the use of tharusive
construction “as long as”, which expresses a condition.

(4B) Particularized conversational implicature the teacher implies that he is not
particularly happy about giving an extension byngsthe hesitation device“well” . The
teacher also implies that the student may gettiotoble if he does not submit his essay by

Monday.

Extract 4 - dialogue: (JAKEMAN & MCDOWELL, 1999, p.167)
(1) Teacher: Michael, did you do this work yourgelf
(2) Student: Yes, sir. Of course | did.

(3) Teacher: It seems to have been remarkablydegie, for you!

(4) Student: Guess | had a good day, sir.
(5) Teacher: Michael, | wasn't born yesterday.

Pragmatic analysis:

Context: a teacher and a student talking about a school.work

(1) Expressive speech actllocutionary force: challenging the authenticity of a student’s
work. It is also anndirect speech actas the speaker uses an interrogative form to sgms
disbelief.

(2) Representative speech agtlocutionary force: asserting the authenticity of his work.

(3) Particularized conversational implicature:

- Anaphoric reference(considering the first line of the dialogu#}” = this work;

- Presupposition the speaker assumes the quality of work is tgh o have been done by
the student; the speaker implies that the studesiblnded in somebody else’s work by using
the lexical items:“remarkably well done”and“for you” .

(4) Particularized conversational implicature the speaker resorts tmny to account for
the high quality of his work. The speaker implikatton a good day, he would be able to do a
work of remarkably high quality.

(5) Applying the Relevance Theorythe teacher is probably familiar with the qualbyhis
student’s work. There is the shared knowledge sloate students may hand in somebody
else’s work and pretend it is theirs. The qualityhe work handed in is higher than that of
what his student usually produces. The studeninba®een able to justify it. Consequently,

the teacher comes to the conclusion that the stusldying. The teacher makes manifest his
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conclusion ironically by using the idiomatic exm®Es “I wasn’'t born yesterday”,which

means “Do not try to cheat on me” in this context.

Extract 5 — monologue:(JAKEMAN & MCDOWELL, 1999, p.168)
Speaker: This is how to approach writing an esdayst, you should read the question

carefully. Then you should make some notes coveng main ideas. After that you can

start writing.

Pragmatic analysis:

Context: someone giving instructions on how to write aragss

- Cataphoric reference: “This” refers to the two suggestions which will be memdid
afterwards (reading the question carefully and mgkiome notes);

- Conventional implicature: You should only start writing after reading theegtion
carefully and after making some notes covering yoain ideas. The sequence is given by the
signpost words?*(sentential connectors): “first”, “then” and “afteThere is no flouting of

the conversational maxims.

The first four analyses illustrate pragmatic pheenenembedded in verbal communication.
Speakers perfornspeech acts convey differentillocutionary force, producegeneralized
and particularized conversational implicatures via linguistic and paralinguistic means,
relying on some level of cooperation with listeneta the case ofconversational
implicatures, speakers imply something hoping that listeneri be able to infer it
pragmatically, based onprevious knowledge and contextual information. In addition,
speakers who wish to provoke a humorous effectheir audience or on interlocutors, by
usingirony or bytelling jokes, are more likely to resort tparticularized conversational

implicatures, as the analyses of extracise andfour suggest.

The last example attempts to demonstrate that ieveonologic discourse speakers address
someone (an audience) expecting some form of coabpe. In more formal lectures,
speakers may state their propositions relying anctimventional meaningof words and

using signpost words in order to facilitate the audience’s understagdilNonetheless,

referencestill needs to be assigned, being collaborativeaiture.

% Signpost words enable speakers to introduce idedsprovide a framework for what speakers say inemo
formal speech such as a lecture or a talk (JACKMBAMCDOWELL, 1999).
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To sum up, the analyses of the first four extréghlight the role inferences play in verbal
communication. However, some of what is impliedeferred to may beulturally-specific.

In other words, the comprehensionpphgmatic meaningis also affected bgociolinguistic
aspects. The impact @&ociolinguistic knowledgeon pragmatic comprehensionwill be
detailed in section 2.5.3. Furthermore, the nexaptér will focus on an alternative
methodological approach to pragmatic developmehné @xtracts from “Insight into IELTS”
will be further referred to in the description afténing comprehension activities which may

be used to enhance pragmatic comprehension, s&8on

2.5.2 Conversational-Interactional Competence

Bachman (1990) placesonversational language useindertextual competence a sub-
competency obrganizational competenceas a text refers to both written and oral modes o
discourse. In other words, in Bachman’s model aibiéity to manage a conversation does not
belong topragmatic competencebut totextual competence However, Crystal’s definition
(1997) clearly indicates thgragmatics refers to the study of language from the point of
view of users in the case of verbal communication “interlocatoincluding the choices they
make and the constraints they encounter in usimguiage in social interaction
Consequentlyconversation managementseems to fit more into an interactive scenario
consisting ofspeakers a communicative eventanda context rather than as a property of

textual competence

Generally speakingyritten texts andoral texts have very distinctive features. According to
Ur (1996, p. 159-161), whilavritten discourse is fixed and stable so that reading can be
done at any time, speed and level of thoroughngsedderspral discoursetakes place in
real time. Listeners face the challenge of follagvimhat is said at the speed set by speakers,
although they may occasionally request for claaiiien. Secondly, avritten text is usually
explicit as it makes clear the context and refegsn¢na verbal interaction, the real-time
situational context and the shared knowledge byalsgrs and listeners mean that some
information can be assumed and does not need tmdme explicit (relying on Grice’s

cooperative principle).
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Furthermore, the content ofvaritten text is usually presented more densely whereas the
information in speech is diluted and conveyed byynather words, including repetition,
redundancy and the use of fillers. Ur (1996) inthsahat a written text is more organised and
carefully planned, takes longer to produce, confornore to conventional rules of grammar,
includes more precise vocabulary and uses a ggnexatepted variety of the language.
Conversely, in aroral interaction, speakers usually improvise as they speak, ude sel
correction and paraphrasing techniques, produceagmarently disorganised stream-of-
consciousness kind of discourse, hesitate a lot andhe case of native speakers, may

produce a regional variety of the language.

In addition, Richards (2006) highlights the comtgf the speaking skill by presenting
other composite features ofal discourse composed of unit ideas (conjoined short phrases
and clauses), may be planned (e.g. a lecture) planned ( e.g. a conversation), employs
more vague and generic words than written languagloys fixed phrases, contains slips
and errors reflecting on-line processing, involwediprocity (i.e. interactions are jointly
constructed) and shows variation (e.g. betweendband casual speech), reflecting speaker

roles, speaking purpose and the context.

All things considered, the ability to engage in @ml interaction is complex enough to
deserve a separate characterisation from theyabiliproduce written discourse, especially
within a pragmatic competence construct. Ur (19926161) adds that people speak far more
than they write and that “speech is more importantsurvival and effective functioning in
society than writing is”. Therefore, in order tdfhéearners to communicate well in a second
language, it is important to examine witanversational competenceencompasses and

also consider thiunctions speakers perforim oral discourse

As previously mentioned in section 2.3, the t@wnversational competencenay be used to
refer to discourse competencein conversations (SCARCELLA & OXFORD, 1992),
following Canale and Swain (1980) and Canale’s 898ommunicative competence
framework. In a narrower sense, Richards and Su&tv{@985) state thatonversational
competence describes the speaker's knowledge of hspeech acts(AUSTIN, 1962,

SEARLE, 1969) are used in social situations ardefsed with reference tatterances
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Moreover, the investigation of how utterances aedushows that many have a recurring and
predictable nature and are associated with paati@dcial situations and with particular types
of interactions (RICHARDS & SUKWIWAT, 1985). Thes#terances may be referred to as

conversational routinesand may include several different types of conieera utterances:

a) Some are situational formulas suclitdave a seat’, “Nice to meet you, “How are you”,
“See you later’, “Sorry I'm late” and“Yes, Please}

b) Some accompany particular speech acts, suctDas’'t mention it’, as a way of
minimising the need for thanks;

c) Some signal direction within discourse, markapgaker attitudes towards what has been

said or what is to be saitlddge3 such asAs a matter of fact’.

Richards and Sukwiwat (1985) conclude that manyas@vents and speech acts require the
use ofconversational routines These help define speech situations and thenoappte use

is a vital component of social competence in a Uagg. Therefore, their model of
conversational competencecomprises both the appropriate use sgfeech actsand

conversational routines

From a macro-perspectivepeech actsand conversational routines are embedded in a
broader framework which ienguage in use Brown and Yule (1983, p. 1) highlight that
“the analysis of discourse is, necessarily, thdyamaof language in use”. Brown and Yule
(1983) provide a starting point for the characti® of thefunctions of speaking by
making a distinction betwednteractional and transactional functions of language The
former functions are involved in expressing sowddtions and personal attitudes whereas the

later focus on the exchange of content consistfrfgatual or propositional information.

Richards (2006) extends Brown and Yule’s dichotaimya three-fold framework for the
characterisation of th&unctions of speaking talk as interaction, talk as transaction and
talk as performance Talk as interaction refers to what is normally meant by conversation
and describes interaction which serves a primaolgial function such as when people meet,
exchange greetings, small talk, chit chat and necoecent experiences. The focus is more on
the speakers and how they wish to present thensédveach other (recalling Brown and

Levinson’s notion oface andpoliteness strategiesrather than on the message.
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The nature ofalk as interaction can be summarised as follows (RICHARDS, 2006): das

primary social function, reflects role relationshipeflects speaker’s identity, may be formal
or casual, uses conversational conventions, refldegrees of politeness, employs many
generic words, uses conversational register andimsly constructed. In order ttalk as

interaction, learners need to master the following skills, agiothers:

. Opening and closing conventions;

. Choosing topics;

. Making small talk;

. Recounting personal incidents and experiences;
. Turn-taking;

. Using adjacency-pairs;

. Interrupting;
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. Reacting to others.

Richards (2006) suggests that the mastetal&fas interaction may be particularly difficult
for language learners. Students have reported seseihawkwardness and of searching for
words when faced with situations which requitatk as interaction. Among the possible
examples ofalk as interaction situations are: chatting to adjacent passengemsglarplane
flight, chatting to school friends over coffee, dgats chatting to their professor while
waiting for an elevator, telling friends about amusing weekend experience and hearing

them recount similar experience.

Converselytalk as transactionrefers to situations where the focus is on whattsally said

or done. Therefore, the central focus is on thesage and making oneself clearly and
accurately understood as opposethtk as interaction. According to Burns (1998) talk as
transaction may be distinguished between activities wherentiagn focus is on giving and
receiving information and where the participantsu® mainly on what is said or achieved,

and transactions which focus on obtaining goodssanices.

Richards (2006) states thatlk as transaction includes the following characteristics: has a
primarily information focus, focuses on the messageploys communication strategies, may

contain frequent questions, repetitions ,comprebenshecks, negotiation and digression and
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does not presuppose error-free language. Learnass maed to be able to perform the
following activities (speech acts) in situationsiethinvolvetalk as transaction

. Explaining a need or intention;
. Describing something;

. Asking questioning;

. Confirming information;

. Justifying an opinion;

. Making suggestions;

. Clarifying understanding;

. Making comparisons;
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. Agreeing and disagreeing.

Considering the above skills, it is noticeable ta#it as a transactionfeatures are an integral
part of the syllabus of a large number of EFL texlts. Students are usually exposed to these
functions via grammatical items or functional exgots. According to Richards (2006, p. 4),
examples otalk as transaction include: classroom group discussions and problelving
activities, discussing needs repairs to a compwttdr a technician, discussing sightseeing
plans with a hotel clerk or a tour guide, makintgle@phone call to obtain flight information,
asking someone for directions in the street, bugomething in a shop and ordering food

from a menu in a restaurant.

Lastly, talk as performance refers to public talk which transmits informatidefore an
audience such as morning talks, public announcesmamti speeches. According to Jones
(1996), speakers must include all the necessaoynrdtion in the text, hence the importance
of topic as well as textual knowledge. RichardsO@O0highlights the following features of
talk as performance focuses on both message and audience, reflegenisation and
sequencing, presupposes form and accuracy, reseminigten language and is often

monologic. Learners need to master the followintssin order totalk as performance

1. Using an appropriate format;
2. Presenting information in an appropriate seqeienc
3. Maintaining audience engagement;

4. Using correct pronunciation and grammatr,;
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5. Creating an effect on the audience;
6. Using appropriate vocabulary;

7. Using appropriate opening and closing;

To sum up, the characterisation of thumctions of speaking(BROWN & YULE, 1983,
RICHARDS, 2006) provides teachers and researchéghsandetailed account of the type of
activities learners might engage in during a verbedraction in a second language. In order
to perform these functions, learners need to be &bproduce differentlocutionary acts,
which may includeconversational routines.In addition,when managinglialogic discourse
speakers also rely on conversation analysis featgteh asturn taking conventions,

hesitation fillers andbackchannelsin order to hold or alternate the floor.

Therefore, based on Richards and Sukwiwat’'s (188%pn of conversational competence
Richard’s (2006) framework diunctions of speakingand conversation analysisfeatures
presented in chapter one, | propose an alternatimgersational-interactional component
within a pragmatic competence construct. This edeéenmodel encompasses speakers” ability
to produceillocutionary acts conveying the intendedlocutionary force as well as the
ability to managelialogic andmonologicdiscourse.

| do not use the termaonversational-interactional to refer to the concept afiteractional
competencewhich “involves learning particular patterns ofdéraction and behavior both vis-
a-vis the other learners in the classroom as welwéh the teacher” (RICHARDS &
LOCKHART, 1994, p.141). | name @onversational-interactional as both types of dialogic
and monologic discourse illustraterbal interaction in real life communicative situdions

in which speakergonverseeither to interlocutors or to an audience. THhhs, sub-skills

involved in each type of oral discourse can be sansad as follows:

1. Managing dialogic discourse:

Opening and closing conventions (including convérsal routines and formulaic language);
Making small talk;

Turn-taking conventions (recognition of transiti@hevance place);

Using adjacency-pairs;

Holding the floor (hesitation fillers and floor libhg devices);

Interrupting politely (using functional exponentsleoverlapping);
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Reacting to others (paralinguistic features suakti@annels and prosody);
Knowledge of functional exponents used for perfoigninteractional and transactional

” [{H ” “

functions such as “presenting an opinion”, “justifying an mipn”, “asking for opinion”,

“clarifying understanding”, “making suggestionsgdreeing” and “disagreeing”.

2. Managing monologic discourse:

Using an appropriate register (oral presentatilmtsures, speeches);
Presenting information in an appropriate sequeasmg signpost words);
Maintaining audience engagement (coherence of jgeas

Creating an effect on the audience (jokes, irony).

Similarly to the characterisation of theferential component, | will be presenting two
extracts taken from listening activities from “Igkt into IELTS” in order to illustrate the
conversational-interactional componentof pragmatic competence. Apeech actand their
correspondingllocutionary force were formally demonstrated in the previous sectionill
be focusing mainly on the exemplification of theoad sub-skills and on thefunctional
exponentsused for performingllocutionary acts, in talk as interaction andtransaction

activities.

Lastly, a third extract will be used to exempliffanagingmonologic discoursen atalk as
performance situation. The selected extract comes from an entite, organised by the
British Council in conjunction with Cambridge ESOWhich provides information and
materials for the IELTS examination: <http://wwamabridgeesol.org>. The transcript was
also used as part of a pre-test whose objectivetavassess studenfgagmatic competence

in English. The assessment instrument as well @asthpirical project | carried out with a
group of students preparing for the IELTS examorain the first semester of 2009 will be
described in the final section of chapter threetise 3.4.

Extract 1 - dialogue: (JAKEMAN & MCDOWELL, 1999, p.163)

(1) Jill: Hello, Sue...fancy meeting you here! ISige Johnson, isn't it?

(2) Sue: Oh, hi, Jill. It must be ages since wesgen each other. What a surprise! How are
you?
(3) Jill: Yes, well ...I'm fine...just got back framo years’ teaching in Hong Kong, actually.

(4) Sue: | thought you’d gone into computing orsing.
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(5) Jill: No, I ended up being a teacher after ahnd how about you?

(6) Sue: Oh, fine. Things are going quite wellaotf

(7) Jill: So what have you been up to over the tlaste years?

(8) Sue: Working, studying, you know the usualginOh, and | got married last year.

(9) Jill: Congratulations! Anyone | know?

(10) Sue: Yeah, you might remember him from ouegeldays. Do you remember Gerry?
Gerry Fox?

Sue: ...

Jill: ...

(11) Sue: Look, why don’t we have dinner togethmet eatch up on a few things? Would you
like to come over one evening?

(12) Jill: That'd be lovely.

(13) Sue: What about next Friday evening?

(14) Jill: Fine. What time? Shall | come over ab8ut’clock?

(15) Sue: Oh, come about half past seven. I'm lstmme around 6.30 so that'd give me
plenty of time to get dinner ready.

(16) Jill: Fine, and one last thing...where do yoteR? What's the address?

(17) Sue: Oh, good thinking...here’'s my card, theresklis on the back. We’ve got a flat in
an old house. We live on the third floor of a latguse. The house has been converted into
flats. You know, it's a typical London flat. So whgu arrive you’ll need to press the bell
second from the top.

(18) Jill: The bell second from the top. OK.

(19) Sue: There’s a little intercom arrangement san let you in.

(20) Jill: Right. OK, see you on Friday then.

(21) Sue: See you.

Pragmatic analysis:

Context: two old school friends who haven’t met each ofber long time.

The first part of the extract exemplifiealk as interaction, namelysmall talk. The speakers
useopening conventiongadjacency pairs)such asHello, Sue” and “Oh, hi, Jill” to greet
each other, lines (1) and (2). They also expregppihass and surprise by usifgymulaic
language such as‘fancy meeting you here’and“It must be ages since we’'ve seen each
other. What a surprise!”.Fromlines (3) to (10), the speakers exchange persaf@ation

about their recent achievements. In line (4), theaker attempts to correct information by
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saying“l thought you'd ..."”. In line (5), the speaker is aware tafn taking conventions
(TRP) and invites the interlocutor to spegknd how about you?”. The utterance%So what
have you been up to over the last three yeals® (7) and‘Congratulations!” line (9)
are also examples @onversational routines.The former is used to keep to conversation
going whereas the latter is used to respond to itfi@mation by congratulating the

interlocutor on her marriage.

The second part of the extract illustratakk as transaction From lines (11) to (22), the
speakers engage in setting up a future meetingspbeakers rely on a numberfahctional
exponentsto convey the followinglocutionary force:

1. Making a suggestion:*Why don't we...?”line (11),“What about ...?"line (13);"“Shall
[...?" line (14)

2. Accepting a suggestion‘That'd be lovely” line (12);“Fine” lines (14) and (16); “Right”
line (20)

3. Inviting: “Would you like to...?"line (11)

The suggestion in (11) serves apra-sequencefor the invitation. In line (15), the speaker
uses thebackchannel “Oh” to respond to the suggestion. Lines (16) to (18jtrpy
exchanges ofactual information. Line (17) consists of an individuldng turn. In order to
hold the floor, the speaker ussor holding devicessuch as‘You know” and“So” and
consequently, also avoidsverlap. The last two exchanges, lines (20) and (21), aiont
closing conventions (adjacency pairsyia the use of theonversational routines“OK, see

you on Friday thenand “Seeyou”.

Extract 2 - monologue:(JAKEMAN & MCDOWELL, 1999, p.161)

Speaker: Dr. Boyd’s surgery here. I'm afraid wdithve to cancel Ms Taylor’'s appointment

tomorrow, as unfortunately Dr Boyd has the flu. @oshe come on Monday at 3.30 pm
instead and ring back to confirm she can make tina?

Pragmatic analysis:

Context: a secretary leaving a message on an answeringmeach
The speaker uses reeutral style, which is appropriate to phone messages.oagh this
extract ismonologig it also illustrategalk as transaction The secretary introduces herself

by saying “Dr. Boyd’s surgery here’and addresses Ms Taylor indirectly. The speaker
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wishes to transfer the previous doctor’'s appointnaea makes use of different resources to
create the following effects:

Breaking bad newdgunctional exponent“I’'m afraid...”

Implying the reason for the cancellation is beytimeir control:generalized conversational
implicature via syntax‘we’ll have to...”

Lessening the impact of the cancelatilexis “unfortunately”

The functional exponerfCould...?” is used to introduce two requests: to ask Ms Tago

come on Monday at 3.30 and ask her to phone bacarttrm if she can make it.

Extract 3 - monologue:

<http://www.cambridgeesol.org/teach/ielts/listedawivities/referencing_words_work2.htm
>

Good evening, and welcome to the British Councy.idme is John Parker and I've been
asked to talk to you briefly about certain aspeditdife in the UK before you actually go
there.SoI'm going to talk first about the best ways of mgksocial contacts theréow you
might be wondering why it should be necessafter all, we meet people all the timBut
when you're living in a foreign country it can beoma difficult, not just because of the
language, but because customs may be different.

If you're going to work in the UK you will probabbe living in private accommodation, so it
won't be quite so easy to meet people. But theessaifl things that you can do to help
yourself.First of all, you can get involved in activities in your locaimmunity; join a group
of some kindFor example you’ll probably find that there are theatre graupho might be
looking for actors, set designers and so on, goif play an instrument you could join music
groups in your areaQr if you like the idea of finding out about locaktary there’ll be a
group for that too. These are just examples. Aredlibst places to get information about
things like this are either the town hall or thebfia library. Libraries in the UK perform
quite a broad range of functions nowadays — theyio¢ just confined to lending books,

although that’s their main role of course...

Pragmatic analysis:

Context: a talk given to a group who are going to stayhim K.
This extract illustratedalk as performance The speaker uses reutral style as he is
addressing students, and presents information iapgnopriate sequence. He introduces his

talk by welcoming students and stating his name #edaim of the talk. His ideas are
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coherently organised, probably keeping the audiengaged and he ussignpostwords to
facilitate understanding and convey the followingections:

Suggesting cause and effect or restBo” and“Now”

Providing additional informatiorf: After all’

Leading towards a contrast or oppositBut’

Setting out the stages of a tdllEirst of all’

Introducing an example of what was said earli&or examplé

Leading towards a comparisoror”

Overall, histurns are extended and show an appropriate range ofngaarmnd vocabulary for
a talk.

To sum up, the above analyses illustrate the fanstbf speakingtalk as interaction, talk
as transactionandtalk as performance The nature ofalk as interaction is mainly dialogic
as it serves a primarily social function wher&dk as performanceis usually monologic as
it involves individual long turns. Conversely, edts one and two show th&lk as
transaction can be performed in both modes. Extract one detraias howconversational
routines andfunctional exponentsare used to perform differeiiocutionary acts and also
highlights the importance of respectinturn taking conventions for successful
communication. Extract three exemplifies the imaoce of usingsignpost words to

structure long turns and facilitate comprehension.

Furthermore, these pragmatic analyses also indmatespeakers use functional exponents in
order to convey different illocutionary force. Hewver, language learners may select
functional exponents not necessarily adequatedadmmunicative situation they are in, or
conveying an unintended degree of politeness oregegf imposition. Therefore, learners’
ability to produce speech acts benefits from theraction with sociolinguistic knowledge, to
be detailed in the next sub-section.

2.5.3 Sociolinguistic Competence

Both Canale and Swain (1980) and Canale’s (198d8)Bachman’s (1990) frameworks of

communicative competencencludesociolinguistic competences a sub-component. In the
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first model, sociolinguistic competenceencompasses both appropriateness of meaning and
form and represents the notiongrhgmatic competence NIEZGODA &ROVER, 2001). In
the second framework, it relates to the appropress of language functions according to
socio-cultural and discoursal features and it scetl as a sub-competency ppigmatic
competence In this alternative framework opragmatic competence sociolinguistic
competence is the third and final component which acts as ileerf for successful
communication. While speakers need to select apjtepforms and be aware of polite
linguistic behavior in L2 in order to convey tha@mended meanings successfully, listeners
also need to be aware of socio and cultural reém®and polite routines in L2 in order to be
able to interpretpragmatic meaning Thus, sociolinguistic knowledge affects both
conversational-interactional and inferential sub-competencies and relates to the notion of

appropriateness

Bardovi-Harlig and Mahan-Taylor (2003) indicate tthehen learners mak@ragmatic
errors, these are often interpreted osaxial or personallevel rather than as a consequence
of faulty or incomplete learning. Therefongragmatic errors tend to have more serious
consequences than language errors since they maggaeded adace threatening acts
Bardovi-Harlig and Mahan-Taylor (2003, p. 2) lisbnse potential pitfalls of making

pragmatic errors:

A pragmatic error may hinder good communicatiomieein speakers;
It may make the speaker appear abrupt or brusgsecial interactions;
It may make the speaker appear rude or uncaring;

It may cause unintentional insult to interlocutors;

S A

It may cause denial of requests.

In other words, in cross-cultural communication teats, if learners are verbally interacting
in L2 and their interlocutors, for instance, makkgs based on cultural references that the
former are not able to understand, such lack gdarese may imply indifference. Conversely,

if learners wish to make a request and choose ifuradtexponents that are too informal or
too direct for the situation they are in, interltams may deny the request because of speakers’
inappropriate choice of language. Thesgiolinguistic knowledgemay prevent learners from

suffering the above consequences.
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Strictly speakingsociolinguistic competencefacilitates the comprehension pfagmatic
inferences such asspeech actspresuppositionsandimplicatures as the interpretation of
these phenomena sometimes presupposes social lachlcknowledge. It also fosters the
successful execution gpeech actand of the functions involved talk as interaction, talk

as transactionandtalk as performance since speakers have a better chance of achieving
their communicative aims if they are able to sesgaropriate forms to thecommunicative

situation they are in.

In addition, the perception pblitenessin cross-cultural communicatias deeply affected by
the degree of impositionand level of directness of speech acind also bysocio roles
Brown and Levinson (1987, p. 243) point out thatisties or sub-cultures within societies
differ significantly inethos which refers to the “affective quality of intetex characteristic
of members of a society”. The following patterns cpfalities are reported to belong to
different societies: generally warm, easy-going &mehdly; stiff, formal and deferential;
displays of self-importance, bragging and showirffj distant, hostile and suspicious.
However, in order to justify the existence midliteness universal strategiesdescribed in
chapter one), B &L (1987) make a two-fold distinctibetweerpositive-politeness cultures

andnegative-politeness cultures

Generally speaking, ipositive- politeness culturesuch as in the Western USA and in some
New Guinea culturesmpositions are thought of as sma#ipcial distanceas no insuperable
boundary to easy-going interaction, arelative power as never very great whereas in
negative-politeness culturesmembers of that society tend to havetand-offish attitude
such as the British and the Japanese. Nonethelessuthors clarify that these are mainly
generalisations and need to be more thoroughlgedfilnstinctively, B&L (1987) notice that
all over the world, in complex societiedpminated groups and sometimesnajority
groups, have positive-politeness cultures while dominating groups have negative-
politeness cultures In other words, “the world of the upper and me&ldroups is constructed
in a stern and cold architecture of social distaasgmmetry ands resentment of impositions,
while the world of the lower groups is built on Edeloseness, symmetrical solidarity, and
reciprocity” (BROWN & LEVINSON,1987, p. 245).

In addition, the degree to which interactional agtay or may not be considerddce-

threatening actsvaries cross- culturally. For instance, offers imgiand and in the USA are
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not perceived as highlfTAs whereas in Japan, an offer as small as a glassatdrwan
occasion a tremendous debt (BROWN & LEVINSON, 199 Herefore, learners need to be
aware of socio-cultural differences in order to @ypsuitablepoliteness strategiesvhen
verbally interacting in L2 with members from diféet cultures. The description pbsitive

andnegative-politeness strategieandFTAs were addressed in chapter one, section 1.4.1.

Taking into consideration socio-cultural aspedisis alternative model ofpragmatic
competence acknowledges thasociolinguistic competenceencompasses the following
features:

1. Ability to interpretcultural referencesandfigures of speeciBACHMAN, 1990);

2. Sensitivity todifferences in dialector variety, differences in registerand naturalness
(BACHMAN, 1990);

3. Social and cultural knowledge required to usegleage appropriately with reference to
formality , politenessand othercontextually defined choiceCANALE & SWAIN, 1980,
CANALE, 1983).

The above features will be illustrated via the gsed of four short extracts taken from
different sources: “Insight into IELTS” (extractsahd 2) and “New Headway Advanced”
(extracts 3 and 4) by Liz and John Soars (2003yilll be only focusing on the aspects
comprising the notion adociolinguistic competencéighlighted by Bachman (1990), Canale
and Swain (1980) and Canale (1983) as the othgmatc phenomena were highlighted in

the previous pragmatic analyses.

Extract 1 -dialogue: (JAKEMAN & MCDOWELL, 1999, p.167)

(1) Woman: I've just seen the new Bond movie.

(2) Man: Have you? | saw it on Saturday.
(3) Woman: Wasn't it fabulous? Didn’t you just ldhe special effects?

(4) Men: Yeah, they weren't bad. It was okay.

Pragmatic analysis:

Context: a couple talking about a movie.
(1) The linguistic expressiofthe new Bond movie'illustrates acultural reference. James
Bond is a famous British spy who is the main chiaraof the film series “007”. Instead of

stating the name of the film, the woman usefinite description “the new Bond movie”,
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whosesenseaids the attribution afeference®. “The new Bond movietefers the new James
Bond film which is on at the cinema at the time ditkerance is uttered. It is worth mentioning
that thisdefinitive description can refer to a number of James Bond'’s films dejpgnon the
occasion of théocutionary act.

(2) The man interprets the cultural reference ssgfodly and adds that he is familiar with it
as he has seen the film himself.

(3) The woman usepositive politeness strategiedy exaggerating approvdlWasn't it
fabulous” and including (H) in the activityDidn’t you just love...”. Her utterances are
aimed at conveying common ground.

Overall, this extract showsaalloquial register as both speakers are probably friends.

Extract 2- dialogue: (JAKEMAN & MCDOWELL, 1999, p.169)

(1) Mark: Is that the little robot that functions a geologist?

(2) Ben: Yes, that'’s right. It's called a roverkéi a land rover, | suppose! — and it can detect
the geological composition of the ground it's stiaugdon so, yes, it's a sort of geologist. It's
actually quite amazing.

(3) Tutor: I heard it described as being like a miwave oven on wheels.

(4) Ben: Yeah. Well from an appearance point ofvyibat’s a fair description...

Pragmatic Analysis:

Context: students and their tutor talking about an inventalled “rover robot”

Due to the difficulty to describe a scientific imt®n such as a robot, the speakers rely on a
simile, which isafigure of speech.

(1) “...functionsas a geologist’describes its function.

(2) “ Like a land rover” describes its nature.

(3) “...describedas being like a microwave oven on wheetiE'scribes its appearance.

(4) Ben indicates the successful interpretationthe previoussimile by re-phrasing its
purpose from an appearance point of view, that’s a fair cigstion” .

The extract illustrates @eutral style, neither too formal nor too informal, as the speslaze

probably discussing a class-related issue duriagsdime.

% For Frege’s dichotomy afenseandreference see chapter one, the semantic-pragmatic interface
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Extract 3- dialogue: (SOARS, L. & SOARS, J, 2003, p.141)

(1) Man: Hi Jenny. You all right?

(2) Woman: Uh huh. You?

(3) Man: ER...yeah. OK. Listen, Jenny. Are you daimmghing tonight?
(4) Woman: Gosh! Er...I don’t know. Why?

(5) Man: Well, | was wondering if you'd maybe...yonow...if we could go out
somewhere...if you...if you'd like to.

(6) Woman: Well, er...What did you have in mind?

(7) Man: Oh, | don’t know. We could have a biteetd, or we could take in a film. What do
you fancy?

(8) Woman: Well, that would be really nice. We dauleet at the new bar on the High Street
and take it from there. What do you think?

(9) Man: Ok. Nice idea. What time...?

Pragmatic analysis:

Context: a man inviting a woman out

(1) + (2) The phrasé¥ou all right” and“You” signal a very colloquial style and imply that
the speakers may be close friends.

(3) The man produces directive speech act“Are you doing anything tonight?”
(lllocutionary force : questioning) as a pre-invitation, which is cudtily specific.

(5) The man employsegative politeness strategiem order not to sound too imposing. He
uses thenedges”l was wondering” and“maybe” and producesn indirect speech actif
we could go out somewher@’e. a statement to make an invitation) in ordenvite her out.
(7) The idiomatic expressiorfhlave a bite to eat”and“take in a film” used by the man
indicate a possiblBritish English variety.

(8) The woman also employsegative politeness strategieby usingindirect forms “We
could...” in order not to sound too imposing either.

Despite speakers’ apparent closeness, both enm@gstive politeness strategieshowing
respect for each other’s freedom of choice, whaxdnss to fit the British stereotype suggested
by B&L (1987).

Extract 4-dialogue: (SOARS, L. & SOARS, J, 2003, p.141)
(1) A: Hello
(2) B: Hi. Can | speak to Amanda, please?
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(3) A: She’s out at the moment. Sorry.
(4) B: Ah, OK. Would you have any idea when shéifig back?
(5) A: I'd have thought she"d be back by 8.00. &hally is on Tuesdays.

(6) B: Would you mind giving her a message?

Pragmatic Analysis:

Context: speaker (B) rings to speak to (A)’s flatmate

(1) + (2) Both speakers usenversational routinesfor telephoning.

(4) Although the situation is quite informal, speakB) uses the modal veflwould” as a
strategy to minimise a possiffd A since his question may sound too inquisitive.

(5) Speaker (A) also uséypothetical tenses hedgingl’d have thought shal ...” to avoid

direct responsibility for the accuracy of infornuati

(6) Speaker (B) uses a more formal functional egpbdf\Would you mind...”to lessen the
degree of impositionof the request.

Overall, speaker (B) usemctful politeness strategiesso as to soften théegree of

imposition of his questions and requests.

To sum up, the analyses of the four extracts attempted to dstrate howsociolinguistic
knowledge affects botmferential and conversational-interactional sub-competencies and
how politeness strategiesnay be used to create different effects on inteitiars.In extract
one, the woman makescaltural reference which is understood by the interlocutor. She also
employspositive politenessstrategiesto convey common ground. Extract two illustrates t
use offigures of speech Extract three includesegative politeness strategieased by two
British speakers who seem to be concerned abopéctsg each other’s freedom of choice.
The analysis of the last extract aims at showing ioguistic items may be used to
minimiseFTAs and to help speakers achieve their communicative.ai

All in all, this alternative model ofporagmatic competencein verbal communication

comprises three sub-competencidaferential competence represents the notion of
pragmatic comprehension and refers to the sucdassfupretation of pragmatic inferences
such as conversational implicatures and speech actd is aided by linguistic and
paralinguistic features. It also includes the assignt of the illocutionary force of utterances.

Conversational-interactional competenceaepresents the notion of pragmatic production and
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refers to the ability to produce illocutionary aetscording to speakers’ intention. It also
encompasses the ability to manage dialogic and hogiwodiscourse in order to perform the
following functions of speaking: talk as interactjotalk as transaction and talk as
performance. Finallysociolinguistic competenceepresents the notion of appropriateness
and describes the ability to use language to parfgpeech acts appropriately according to
the communicative situation, including an awarergstegrees of formality and politeness. It
also comprises the ability to interpret culturdierences, figures of speech and to recognise
differences in dialect, variety, register and naliugss. It affects both comprehension and

production dimensions.

A final question to be addressed refers to howdwvetbp the above sub-competencies. In
section 2.4, we discussed the importance of progigragmatic input for learners and a few
ways to develop pragmatic instruction were proppsedering the previous characterisations
of pragmatic competence. In the next chapter, #tera of listening comprehension processes
will be presented and an alternative methodologapgiroach to pragmatic development will

be suggested, based on listening comprehensionti@sti

FINAL CONSIDERATIONS

In chapter one, pragmatics was referred to asttitly ®f aspects affecting utterance meaning.
It was suggested that the full interpretation @gérances depends on both sentence-meaning
and utterance-meaning aspects. Pragmatic theodiéessing the theme “inferences and
verbal communication” were described and it waschated that pragmatic inferences are
embedded in verbal communication. Pragmatic phenanderived from these theories,
namely speech acts, generalized and particulagaadersational implicatures and politeness

strategies were characterised and exemplified.

In this chapter, we saw that interlanguage pragmmativestigates what gets in the way of
learners’ comprehending and producing pragmatic nmgasuch as the processing of
conventional and conversational implicatures, titebaition of illocutionary force of speech

acts and the perception of politeness, indirectinessal status and degree of imposition of

face-threatening acts. In order to relate pragmeatiicsecond language acquisition, Leech
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(1983) and Thomas’s (1983) dichotomy of pragmalisijts and sociopragmatics was
addressed.

In addition, two communicative competence framewovkere presented. In Canale and
Swain (1980) and Canale’s (1983) model, communieatompetence was said to consist of
four components: linguistic or grammatical compe&en sociolinguistic competence,

discourse competence and strategic competencewadt suggested that sociolinguistic
competence represents the notion of pragmatic cmmpe as it encompasses both
appropriateness of meaning and form. It was algbligihted that some researchers favour the

term conversational competence to refer to disecosnpetence related to conversations.

Bachman’s (1990) dynamic framework of communicatbeenpetence was said to include
three components: language competence, strategigpeatence and psychophysiological
mechanisms. It was claimed that language competsmo@rises organizational competence,
which includes grammatical and textual competerase pragmatic competence, which
encompasses illocutionary and sociolinguistic caemee. Textual competence was
acknowledged to include conversational language amd conventions involved in
establishing, maintaining and terminating conveosat It was advocated that illocutionary
competence aids the interpretation of the relabippssbetween utterances or sentences and
texts and the intention of language users. Sogulstic competence was defined as the
sensibility to, or control of the conventions ofdmage use determined by the features of the

specific language use context.

It was concluded that the notion of pragmatic cot@pee encompasses a number of abilities
second language learners need to master in ordeortgprehend and produce pragmatic
meaning and respond linguistically appropriatelyctonmunicative situations. However, it
was highlighted that most research on the acqoisiif communicative abilities by non-
native speakers tends to focus on pragmatic praductather than on pragmatic

comprehension.

Three different views on pragmatic development wadelressed. It was suggested that
teachers should raise students’ awareness of Wwkgtalready know in terms of pragmatic
knowledge, encourage them to transfer this knowdetlgL.2 contexts, and use awareness-

raising activities and activities for communicatpectice (KASPER, 1997). Similarly, it was
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indicated that pragmatic instruction should begrdgéed into courses syllabi at early levels
(BARDOVI-HARLIG & MAHAM-TAYLOR, 2003). It was arged that it was important for

teachers to provide learners with positive learmrperiences (SCARCELLA, 1990).

The aims of pragmatic instruction were defined vatkiew to raise learners’ awareness of
pragmatic phenomena and to offer them a range wdrapfor interaction. It was suggested
that learners are not expected to comply with dqaar target-language norm but be familiar
with the range of pragmatic devices and practicethé target language. The importance of
providing appropriate, adequate and rich inputoidr learners’ pragmatic development was
highlighted and different sources of pragmaticrinsgion were described.

The final part of chapter two was devoted to tharabterisation of an alternative model of
pragmatic competence in verbal communication, whacknowledges the importance of
pragmatic comprehension and includes three sub-etanpies: inferential competence,
conversational- interactional competence and soguoistic competence. Inferential

competence was defined as the ability to intergmetgmatic inferences such as the
comprehension of speech acts and implicatures. ifferential sub-competency was

characterised by the following theoretical condsutiscussed in chapter one: taxonomy of
illocutionary acts, the assignment of illocutionaigrce, conventional implicatures and

generalized and particularized conversational icaplires.

The conversational-interactional sub-competency weduced by the comparison between
oral and written discourse features in order tdifyy® separate conversational component
from the previous models of discourse and textoahmetence. Talk as interaction, talk as
transaction and talk as performance functions afaking (RICHARDS, 2006) were

described as well as conversational routines. Gsatienal-interactional competence was
defined as the ability to produce illocutionarysaconveying the intended illocutionary force

as well as the ability to manage dialogic and mogial discourse.

Sociolinguistic competence was indicated to affeoth conversational-interactional and
inferential sub-competencies. It was highlightedttpragmatic errors tend to have more
serious consequences than language errors. Itsaatbasation accepted the previous
descriptions of sociolinguistic competence (CANAKESWAIN, 1980, CANALE, 1983,

BACHMAN, 1990) and included the ability to use lamage to perform speech acts
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appropriately according to the communicativeaitn, including an awareness of degrees
of formality and politeness.

The illustration of the above sub-competenciesuetl the pragmatic analyses of transcripts
from “IELTS” listening activities. These analysesndonstrated how pragmatic phenomena
which had been addressed in chapter one affecantte meaning and how inferences are
embedded in verbal communication. In the next araptwill describe possible ways to
approach listening comprehension activities in orte activate pragmatic aspects and
consequently, promote pragmatic development. Chdptee will focus on the role of the
listening skill as a methodological approach to thevelopment of pragmatic sub-

competencies.
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3 THE ENHANCEMENT OF PRAGMATIC COMPETENCIES VIA LIS TENING
ACTIVITIES

In chapter two, we discussed the importance of idhog learners with pragmatic input.
Different forms to promote pragmatic developmentreveletailed based on previous
characterisations of pragmatic competence: Ledd®83) and Thomas’s (1983), Canale and
Swain (1980) and Canale’s (1983) and Bachman’sQL88bdels. In addition, an alternative
framework of pragmatic competence in verbal commation was proposed, which includes
three components characterised by pragmatic phamoeuddressed in chapter one. The main
aim of this chapter is to investigate the role istehing comprehension activities in the
enhancement of the pragmatic sub-competencies gedpo chapter two. It attempts to
justify the choice of listening comprehension at®g as a methodological approach to
pragmatic development.

The descriptions of the nature of listening compretion processes and of taxonomies of
listening comprehension micro-skills aim at demmistg how pragmatic phenomena
embedded in oral discourse may be highlighted vsrategy-based approach to listening.
Another aim of this chapter is to describe an eiogliproject carried out in the first semester
of 2009, whose theoretical aims were to corrobgratefute or reject the following
assumptions: in order to achieve listening proficie learners need practice in making
inferences as semantic and pragmatic inferencesm@teedded in verbal communication;
semantic and pragmatic aspects affecting the megawfirutterances can be highlighted via
comprehension activities focusing on specific hgtg sub-skills; following a strategy-based
approach, listening activities can directly and irectly enhance the inferential,
conversational-interactional and sociolinguisticagmatic sub-competencies proposed in
chapter two.

Chapter 3 is divided into five parts. In sectioh,3.will describe Krashen’s Input Hypothesis
(1985) and his current theoretical framework ongleage acquisition (2003) in order to
highlight the role of the listening skill as a soairof comprehensible input which resembles
real-life communication and also present the assiompthat comprehension precedes
production. Swain’s comprehensible output hypoth¢$985) will be briefly referred to. In
section 3.2, | will comment on the status of thstelning skill according to different EFL
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methodological approaches and also discuss theuifés second language listening poses

to learners.

In section 3.2.1, | will present bottom-up and tigwn processes involved in listening
comprehension as well as Mendelsohn’s frameworg5;18998) for the teaching of strategy-
based listening. Lynch’s (1998) distinction betweem-reciprocal and reciprocal listening
events will be described. In section 3.2.2, théofeing taxonomies of listening micro-skills
will be detailed (RICHARDS, 1985): conversationaténing, academic listening and bottom-
up and top-down processing micro-skills. In sect@.3, | will address taxonomies of
listening activity-types which activate both bottap and top-down processes and Richards’s

(2005) constructs of noticing and restructuringvatos.

In section 3.3, I will suggest ways in which listep activities can be used to enhance the
pragmatic sub-competencies proposed in chapter tweill also describe nine IELTS

listening activities used as part of a classrooajeat. The description of the activities aims at
demonstrating how top-down and bottom —up strasegam be combined in order to enhance

pragmatic understanding.

In section 3.4, | will state the aims of the classn project carried out with a group of eight
Brazilian learners preparing for the IELTS examimatin the first semester of 2009, which
was embedded in the empirical project. In sectignl3 | will detail subjects’ profile, needs,
previous learning experience and the nature ofEh&S examination. In section 3.4.2, | will
describe the procedures followed during the projéctsection 3.4.3, | will present the
instruments used to assess subjects’ linguisticpwagmatic competence. In section 3.4.4, |
will present and compare the data obtained froreeestruments. Lastly, | will comment on
the effectiveness of the listening activities tasealearners’ overall level of listening
proficiency and at the same time enhance theirentel, conversational-interactional and

sociolinguistic pragmatic sub-competencies.
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3.1 THE INPUT/COMPREHENSION HYPOTHESIS

The Input Hypothesis (KRASHEN, 1985) is embedded in a framework compgf five
theories which are the core of Krashen’s curremoi on language acquisition the
acquisition-learning hypothesis the natural order hypothesis the monitor hypothesis
the input hypothesisandthe affective filter hypothesis Krashen e Terrell (2000) state that
since acquisition is more important thatearning for developing communicative abilities,
their main focus of investigation is on how peoatguire a second languagi their view,
acquisition takes place when people understand messages targfe¢ language. Listening to
an unknown language on the radio does not seemidoaequisition as input is
incomprehensible. In other words, people only aegwhen the focus is on what is being
said rather than how it is said and when languagesed for real life communicative

purposes.

In language acquisition, learners develop language skills by using languinyreal-life
communicative situations. The authors argue dleguisition is the natural way to develop
linguistic ability as it is a sub-conscious proceléscan be compared to the way children
acquire their first language as infants are notrawhat they are acquiring a language but
rather using it for communication. Considering tbhildren acquire their first language, it
may be possible for them to acquire a second lagegyaa well. Converseljgarning refers

to a formal learning environmenkLearning a language encompasses developing formal
knowledge about it. Learners are explicitly exposedrammar rules and develop the ability
to talk about the structure of the language. Camsetly,learning is a conscious and explicit

process.

The acquisition-learning hypothesisclaims that individuals are still capable of acong a
second a language even at adulthood as this cgplas not disappear at puberty. However,
the acquisition-learning hypothesisdoes not imply that adults are able to acquirecisd
language with perfection, or are always able tehealevel of language proficiency similar
to that of native speakers’. According to Krasleeherrell (2000), this hypothesis also fails
to detail which language aspects are acquired anhighware learnt, or how adults use
acquisition andlearning in performance. It merely indicates that both psses differ and

are present in adults.
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The second hypothesite natural order hypothesis,claims that “weacquire the parts of a
language in a predictable order” (KRASHEN, 20032)p.While some grammatical items are
acquired early, others come at a later stage. Aghahe order of acquisition for first and
second language is similar, it is not identi€a&r instance, th&ing” morpheme in English,
(the progressive), is acquired at an early stagirsh language acquisition while the third
person singular morphenies” is acquired later. Conversely, in second langusggiisition,
the “-ing” also comes at early stages whereas the third ppeiisgular-s” may never be
acquired. According to Krashen (2003), there amesamazing facts about thatural order
phenomenon: it is not based on any obvious festofsimplicity and complexity, it cannot
be changed and it is not possible to teach aloag#tural order as it is not the teaching order.

Thirdly, the monitor hypothesisaims at explaining howcquisition andlearning are used.
Language is normally produced using our acquiregduistic competence while learning has
the function of an editor, of monitor (KRASHEN, 2003). In other words, when we are
about to say something in another language, tha fofr our sentence pops into our mind
because of our subconsciously acquired competehben, just before producing the
sentence, just before saying it, “we scan it ird#yn inspect it, and use our consciously
learned system to correct errors” (KRASHEN, 2003).p Furthermore, the conscious
monitor can also be used aslf-correction after we produce sentences. Krashen points out
that it is rather difficult to uséhe Monitor successfully as the acquirer must know the rule,

must be thinking about correctness and must hasértte for using it.

Fourthly, the input hypothesis,which is the core of this sectioaitempts to explain how
language acquisition takes place.According to Krashen (2003), we can only acquire
language when we understand messages, when weaeoenprehensible input In other
words, we acquire language when we understand whabear or what we read. In recent
years, Krashen (2003) has used the teamprehension hypothesido refer to thenput
hypothesis as the latest version acknowledges the importasfcainderstanding. The

input/comprehension hypothesican be restated in terms of tietural order hypothesis

Krashen (1985) advocates that we progress alongatwal order by understandinghput
which contains structures that are a bit beyondcomrent level of competence. In short, we
move from*“i” , our current level, tdi +1”, the next level along the natural order, by

understandingnput containing“i +1” . Krashen (1985) adds that we are able to understand
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language containing unacquired grammar with thp béthecontext, which includes extra-
linguistic information, our knowledge of the worlénd previously acquired linguistic
competence. In first language acquisition, thete&ex providesxtra-linguistic context by
limiting his or her speech to “here” and “now” whas in second language acquisition, the
beginning-language teacher provides context viaaligids and the discussion of familiar

topics.

Formalising theinput hypothesis an acquirer can move from a stdtje, which is the
acquirer's current level of competence, to a stage 1", which refers to the stage
immediately following‘i” along the natural order. Krashen (1981) illusgdtés movement
via a framework based on empirical studies, whiebcdbes the average order of acquisition
of grammatical morphemes for English as a seconduiage. Children and adults usually
acquire firstly the morpheme&ing” (progressive), “plural” and “copula” (to be).
Secondly, they acquire the morphert@sxiliary” (progressive) and“article” (a, the) The
next stage encompasses the acquisitiorfiroégular past” and lastly, the morphemes

“regular past” , “third person singular” (-s) and“possessive” (-s)

Krashen e Terrell (2000, p.33) highlight thaput does not necessarily need to be targeted
only at“i + 1", the next stage in the natural order. In reat@gchers’ main role is to ensure
learners understand what they hear or read. Ihérarare exposed to enough comprehensible
input, “i + 1” will usually be covered automatically. Althoughput will contain other
structures, there will be plenty of exposure‘ta- 1”7 as well as a revision of previously
acquired structures. Krashen e Terrell (2000) riefehis process as tmet. When adults and
children are verbally addressed in a language hiaeng not acquired completely (both in L2
and L1 respectively), speakers “cast a net” ofcstmes around listeners’ current leval’)'so

that the latter understand what is said. Tiasincludes examples 6f + 17 and it is defined

as roughly tuned input, which is the result of speakers using languagehab acquirers
understand what is said, as opposedfitiely tuned input, which aims specifically at one

structure at a time.

Summarising, if theinput hypothesis is correct, the following corollaries are correct
(KRASHEN, 2003, p. 5):
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1. Speaking does not directly result in languaggquestion: talking is not practising.
Speaking is a result of acquisition rather tharcagse. Speech cannot be taught directly but
emerges on its own as a result of building commetema comprehensible input.

2. If input is understood, and there is enought,ofhie necessary grammar is automatically
provided. Teachers do not need to attempt to tdeemext structure along the natural order
as it will be provided in just the right quantitiasd automatically reviewed if students receive

a sufficient amount of comprehensible input.

The input/comprehension hypothesisand its corollaries clearly highlight the rdistening
and reading comprehensionplay in the language programme as “we acquire [@atn)
language by understanding input that is a littleyomel our current level of (acquired)
competence” (KRASHEN & TERRELL, 2000, p.32). Thehaus point out thathe input
hypothesis is based on the principle thabmprehension precedesproduction. In other
words,receptive skills precedegproductive skills. Consequently, the ability to speak or write

fluently in a second language will come on its omith time.

All things consideredinput seems to be the essential environmental ingrednetacting
with our cognitive system. According to Krashen889p.2-3), “the acquirer does simply
acquire what he hears- there is a significant dauion of the internal language processor
(Chomsky’s Language Acquisition DevideAD)”, i.e. the part of the brain responsible for
language acquisition. THeAD itself generates possible rules according to mpabcedures
which filter the processing of input for acquisitidNonetheless, not albbmprehended input
reaches theAD asbarriers may get in the way.

The affective filter hypothesis claims that affective variables do not impact lzege
acquisition directly but prevent input from reaahithe LAD as acquirers need to be open to
the input. Thus, “the affective filter is a mentabck that prevents acquirers from fully
utilizing thecomprehensible inputthey receive for language acquisition (KRASHEN83.9
p.3). When the affective filter is “up”, acquirargy understand what they hear and read, but
the input will not reach theLAD. For instance, in situations when learners araoaisx
unmotivated, have low self-esteem or are afraickeéaling their weaknesses in the language
classroom. Conversely, acquirers are open towedaput when the filter is “down”. For

example, in situations when acquirers are not aoreck with the possibility of failure in
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language acquisition and consider themselves tgdiential members of the group that

speaks the language.

In a more recent view of his theory, Krashen résishe rolelearning playsin second
language acquisitionKrashen (2003) highlights that beginners are yikelencounter a great
deal of incomprehensible input when travelling abroad to the target language tgun
Therefore, the main aim of language classes igitg beginner learners to the point where
they can go to the target language community an@imlcomprehensible input To
Krashen’s mind, an intermediate level of proficigisaffices to enable learners to get by in a
foreign country and to continue to improve themgliistic competence on their own. At this
level, learners are able to get socoenprehensible inputfrom the environment and from the
mainstream in school. However, Krashen adds thatishnot a humble goal for those who

expect perfection as true mastery comes only gétars of experience.

In addition, Krashen (2003) also suggests thatnkxar benefit tremendously frornee
voluntary reading as it may be regarded as the most powerful toddrmguage education.
Free voluntary reading combines language work and fun as it enhancesingad
comprehension, vocabulary, grammar and writingiairedpleasant and enjoyable at the same
time. Krashen (2003) adds that it also solves telated problems: it marks the transition
from the elementary level to authentic languageamkfrom conversational language ability

to academic language ability.

As the main aim of this chapter is the enhanceméptagmatic sub-competencies in verbal
communication, | base my choice on tisening skill instead, as it is also a great source of
comprehensible inputand resembles real-life communication, beadogstruct-validity*’.
However, | do not suggest that only listening atas are enough to enhance all aspects of
the pragmatic sub-competencies presented in chapterListening activities definitely play

a role in the development of tierential sub-competency Exposure to authentic samples
of the target language via listening or video atiés may also help learners to raise their
awareness afociolinguistic aspectan L2. Similarly, at beginner levels, listeningtiaties
may be used to presdninctional exponentsin situational contexts.

27 Construct validity refers the degree to which itleens in a test reflect the essential aspects ettikory on
which the test is based (RICHARDS, PLATT & WEBERH5, p. 61).
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On the other hand, students also need to be gikatice activitiesin order to develop their
conversational skillswith confidence, precision and appropriaten8gspractice activities |
mean class activities in which learners practisenmoonicative skills via role-plays,
discussions, debates, oral presentations and pnobbdving activities. | dare say that only
comprehensible inputis not enough to develop learnecsnversational-interactional sub-

competencyin L2.

Krashen’s rival hypothesis, ttamprehensibleoutput hypothesis (SWAIN, 1985), claims
that the act of producing oral and written langyageler certain circumstances, is part of the
process okecond language learningThe notion ofoutput refers to a process, an action, a
verb rather than a finished product. In Swain’s eipoautput has three functions language
learning: the noticing-triggering function, the hypothesis-testing function and the
metalinguistic function. Learners need tbe pushed to communicate their intended
meanings with precision, coherence and appropeaten“Being pushed in output...is a
concept parallel to that of i+1 of comprehensibiput. Indeed, one might call this the
comprehensible output hypothesis” (SWAIN, 198548:249).

To sum up, Krashen'snput/comprehension hypothesisis one of the most influential
theories of second language acquisition. Many otirigeories were originally developed in
order to review its underlying principle¥he input/comprehension hypothesishighlights

the importance of receptive skills in second lamguacquisition and in the development of
communicative skills for two main reasons. Firstgguirers need to understand messages in
order to acquire language. Secondly, it claims toamprehensionprecedegproduction. It

also relates the notion cbmprehensible inputto cognition and shows the impaaffective
barriers haveon cognitive process. In the next section, the neatd thelistening skill will

be detailed so as to support my view that listergogyities can used to promgbeagmatic
development

3.2 THE LISTENING SKILL

A large number of learners who take English clasgdanguage institutes in Brazil usually

regard verbal communication as their main learrobgective. However, depending on the
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methodological principles adopted by institutioting speaking skill is likely to be prioritised.
Nunan (2002) compares listening to the “Cinderskdl” in second language learning as it is
too often overlooked by its elder sister, the spegakkill. To his mind, most people believe
that being proficient in a second language congisteeing able to speak and write well.
Therefore, receptive skills tend to be considesmbsdary skills, bearing the status of means
to other ends, rather than ends in themselves.

From a historical perspective, the status of thietiing skill has varied across time depending
on the methodological approach in vogue. AccordmgNunan (2002), listening every so
often becomes popular. In the eaghammar translation method, for instance, the reading
skill was the focus as translation and grammaristudiere the main teaching and learning
activities. However, with the shift of focus to blanguage skills via theaudio-lingual
method, listening became fashionable in the early 19808 method was partially based on
behaviourisn?® and used dialogues and drills. Rost (1990) atids ds theaudio-lingual
method emphasised learner identification of language pectg] the role of listening was

merely to reinforce the recognition of those prdadue the syllabus.

Listening gained prominence again in the 1980s Withshen’s notion oEomprehensible
input as described in the previous sectidts importance was further reinforced by James
Asher’'s (1988)Total Physical Responsea fringe method deriving from Krashen’s theory
and based on the belief that students learn mdeetiely if the pressure for production is
taken off them at early stages. Similarly, firstdaage acquisition theorists such as Brown
(1990) also helped to strengthen the role of tlstering skill by demonstrating the
importance of developingracy, which is the ability to listen and speak, as vesallliteracy in

school.

Nunan (2002) believes that listening is assumirgigr and greater importance in the second
language classroom. In his opinion, second langaageisition has given listening a major
boost by emphasising the importance coimprehensible input and the assumption that
listening is fundamental to speaking since it pdesi input for the learner. In addition,
listening extracts can be used for language woilkamers are able to notice linguistic items

(grammar, functions and vocabulary) in a contextai® (1985) indicates that learners need

8 Behaviourism refers to “a theory of psychology evhstates that human and animal behaviour canleowds
be studied in terms of physical processes onlyCfRARDS, J.; PLATT, J.; WEBBER, H., 1985, p.27).
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to process meaning before they internalise formewise,task-based learningactivities
may also be centred on reading or listening texts.

Task-based learningis a holistic approach where meaning is centrabggosed to the
traditional PPP (presentation, practice and productiapproach, which focuses mainly on
language items. When learners carry outask, the main focus is on exchanging and
understanding meanings rather than on the pradicere-specified forms or patterns.
Learners receive feedback from their teacher ok #&&hievement rather than on language
performance. Willis’s framework for task-based reag (1996) shows that the tasks learners
engage in may be based on reading or listening.tedt a later stag€language focus)
learners carry outonsciousness-raising activitie&’ in order to identify and process specific
language features present in the previous taskatekior transcript. Therefore, iask-based

learning, listening activities also play a role in ba#sk andlanguage focusstages

Celce- Murcia and Olshtain (2000, p. 102) highlittat “listening is the most frequently used
language skill in everyday life”. Research indisatigat, on average, we use the listening skill
twice as much as we speak, four times as much aea and five times as much as we
write. Therefore, bearing learners’ communicativensa in mind, listening is a vital

component in the language classroom, regardledseahethodological approach adopted by

institutions.

Ur (1984, p.2) lists a number cgal-life activities which involve some aural comprehension
as an essential component of the communicativatsitu listening to the news, weather
forecast, sports report, announcements etc. omaitie; discussing work, current problems
with family or colleagues; making arrangements,hexging news etc. with acquaintances;
making arrangements, exchanging news etc. oveplibae; chatting at a party, other social
gathering; hearing announcements over the loudkspe@t a railway station or at the
airport); receiving instructions on how to do sohieg or to get somewhere; hearing a

speech, lecture; listening to recorded, broadeasys attending a formal occasion (wedding,

%9 Consciousness-raising activities are opposed actige activities and have the following featurBs1(1S,
2002, p. 168):

1.There is an attempt to isolate a specific linfuigature for focused attention;

2. Learners are provided with data which illusttaie targeted feature;

3. Learners are expected to utilise intellectufdreto understand the targeted feature;

4. Misunderstanding of the grammatical structurdelayners leads to clarification in the form ofther data and
description or explanation;

5. Learners may be required to articulate the dekcribing the grammatical structure.
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prize-giving or other ceremony); getting professiloadvice (e.g. from a doctor); and being

tested orally in a subject of study.

According to Ur (1984, p. 9), most (but not all) thiesereal-life listening activities are
characterised by the following features: we lidi@ma purpose and with certain expectations;
we make an immediate response to what we heargavéhe person we are listening to; there
are some visual or environmental clues as to thenimg of what is heard; stretches of heard
discourse come in short chunks; most heard diseosrspontaneous and therefore differs
from formal spoken prose in the amount of redunganoise and colloquialisms, and in its
auditory character. Although particular situatiomsay lack one or more of these

characteristics, it is rather rare for none of ttierbe present.

Nevertheless, global understanding may be hindeyedferential problems in both L1 and

L2 listening situations. According to Rost (1990%teners may encounter the following
referential problems: unfamiliarity with specialised jargon, lexicalziziness, multiple co-
reference possibilities and unlikely reference.ohdler to overcome such problems, Rost
(1990) suggests a number of strategies listenerarake use of. ignore specialised terms,
tolerate ambiguity, guess meaning, ask for thelsge®@ paraphrase; assume most common
sense, estimate meaning from other speaker cleks;tthe most salient gloss; and assume

speaker error and ask for clarification.

In addition, second language listeningposes a number of further difficulties for student
Firstly, learners might not be able to recognmg®mnemeswhich do not exist in L1 and,
therefore, miss important information or misundamst messages. For instance, as the
phoneme 6/ does not exist in Portuguese, learners mightralsde it to the nearest sound
familiar to them such as /s/ or /f/. As a resultadBlian learners could mistakenin” for the

3usin” or“fin” . Secondlyhomophonesandhomonyms™* may also generate

minimal pairs
misunderstandings such ‘agaist” and“waste” /weist/ and'bear” used a verb (to tolerate)

as opposed to the noun (an animal), respectivaly19B4) advocates that if students learn to

% Minimal pairs are two words in a language whickedi from each other by only one phoneme, having
different meanings.

3 Homophones are words which sound alike but arttemriifferently and have different meanings. Hogmos
are written in the same way and sound alike bue ltifferent meanings.
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produce sounds accurat&lyit will be much easier for them to distinguishopkemes when

said by someone.

Another problem area for learners are the Englysitesns ofstress intonation andrhythm

as these features can interfere with proper urmlaisig of spoken English. Ur (1984)
suggests that teachers can draw students’ attetstigeneral patterns such tase groups,
sentence stressand intonation directions in order to raise learners’ awareness of how
prosody can affect utterance meaning. For instarlegical words such as nouns, verbs,
adjectives and adverbs carry more meaning and sually stressed within an utterance
whereasgrammatical words such as articles , prepositions , auxiliary, proms and
conjunctions are usually unstressed (ROST, 199@)rtRly, coping withredundancy and
noisecan also be problematic for second language learki¢hile we are used to tolerating a
certain amount of noise and redundancy in L1, tHastors may act as a barrier gtobal
understanding. For instance, learners may have the mistaken assumghat they should
understand every single word in order to understammimunicative messages and, therefore,

panic when unable to.

Furthermore, a number of listening activities |lemsnare exposed to portraplloquial
language.Ur (1984) points out that although learners mayehalready studied a number of
colloquial expressions, they may not be able togaise them in connected speech due to the
fast speed of speaker delivery. In other wordgegrisrs may not have the time to search their
memory for the meaning of something they are notahghly familiar with. As an example,

a waitress at a snack bar may ask customers whetegrwish to ordefsoup or salad”,
which may be understood &super salad” by non-native speakers. Another aspect which
may prevent learners from understanding communieatiessages fatigue. Learners report
that listening to and interpreting unfamiliar soankexis and for long stretches of time can be
very tiring and they might simplyswitch off’ after some time. Lastly, considering the
diversity of English varieties if learners are familiar with only one varietycbuas British
English, for instance, they may find it very haml understand samples of American or
Australian English due to pronunciation and lexid#ferences. Listening to non-native
speakers of English may also be challenging becafsespeakers’ L1 phonological

interference.

%2 Although the phonemd/ is considered a non-core feature of Englishjised.ingua Franca Core (JENKINS,
2000).
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With regard to the nature of listening comprehemgoocesses, Richards (1985) revisits the
semantic-pragmatic interface(chapter one, section 1.2) by comparing two viewsom a
semantic perspectivethe following processes appear to be involvedamprehension and
demonstrate how listeners decide what a sentenaaS{€LARK & CLARK, 1977, p. 49):

1. [Hearers] take in the raw speech and retainca@logical representation of it in working
memory;

2. They immediately attempt to organise the phaogiold representation into constituents,
identifying their content and function;

3. As they identify each constituent, they us® itonstruct underlying propositions, building
continually onto a hierarchical representation rpositions;

4. Once they have identified the propositions faroastituent, they retain them in working
memory and at some point purge memory of the plogncdl representation. In doing this,
they forget the exact wording and retain the meganin

Conversely, gragmatic view focuses on what an utterance means to a persopanticular
speech situation. In other words, while #emnantic structure of a sentence specifies what a
sentence means as a structure in a given langumglestraction from speaker and addressee,
“pragmatics deals with that meaning as it is interpreted satgonally in a given situation”
(LEECH, 1977, p.1). According to Richards (198%)dries which describe how listeners
arrive at pragmatic meanings derive frgpeech act theorysee chapter one, section 1.3.1),
conversational analysigsee chapter one, section 1.4.1.1) disgourse analysisin the next

sub-section, discourse analysis perspectiveill be addressed.

3.2.1 The nature of listening comprehension process

Listening comprehension, discourse analysis angnpatics are closely linked. According to

Celce-Murcia and Olshtain (2000), when we listea ttommunicative message via a lecture
or a news broadcast or engage in a conversatiorgrevdéistening to a stretch of discourse.
The authors state that both L1 and L2 models ofligtening process acknowledge that
listening has bothbottom-up andtop-down aspects. Théottom-up level of the listening

process involves prior knowledge of the languagsesy in terms ophonology, grammar
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andvocabulary. Phonological knowledgeenables listeners “to segment the acoustic signals
as sounds that form words, words and or phraseéddha clauses or utterances unified by
intonation contours having some key prominent el@i(€ELCE-MURCIA & OLSHTAIN,
2000, p. 103)Lexical knowledgeenables listeners to distinguish words within pesawhile
grammatical knowledgeallows listeners to recognise inflections on waadswvell as phrases

or clauses which function as parts of cohesiveai@drent instances of text.

Nunan (2002, p. 239) states that “thattom-up processing model assumes that listening is
a process of decoding the sounds that one heass linear fashion, from the smallest
meaningful units (phonemes) to complex texts”. §hihe sequence of the comprehension
process unfolds as follows: phonemic units are dedaand linked together to form words,
and words are linked together to form phrases, lwlioe also linked together to form
utterances, whose final output is complete and mgéul texts. This model has been referred
to as “listener as tape recorder view” (ANDERSON_¥NCH, 1988) since it assumes that
listeners take in and store messages sequensaiylarly to the way tape recorders do: one

sound, one word, one phrase and one utteranctna¢.a

The top-down interpretation model, on the other hand, claims that listeners recaosthe
original meaning of speakers using incoming sowsdslues (NUNAN, 2002). Listeners rely
on prior knowledge of the context and of the sitwratvithin which the listening takes place
to make sense of what they hear. Likewise, CelcesMuand Olshtain (2000) point out that
top-down listening processesinvolve the activation ofschematic knowledge and
contextual knowledge Schematic knowledgecomprises two types of prior knowledge:
content schemata which describe background information on the dppand formal
schemata which consist of knowledge about different genwifferent topics, or different
purposes such aalk as interaction versustalk as transaction ( see chapter two, section
2.5.2), including relevantsocio-cultural knowledge (see chapter two, section 2.5.3).
Contextual knowledgerelates to an understanding of the specific lisgsituation at hand
as listeners assess who the participants are,thvaetting is and what the topic and purpose

are.

Celce-Murcia and Olshtain (2000) advocate ttogi-down features get filtered through
pragmatic knowledge to assist in the processing of oral discourseshort, top-down

listening processegncompass the activationmfagmatic knowledge The authors also add
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that good listeners make use of their understandfndpe ongoing discourse or co-text by
taking into consideration what has already beed aad by predicting what is likely to be
said next (recalling the processes abntextualisation and contextual effects from

Relevance Theory, see chapter one, section 1.4.2).

With regard to the effectiveness and independemdeoth models, Nunan (2002) suggests
that second language learners should develop bottom-up and top-down strategies.
Listening activities such as discriminating betwesimimal pairs and identifying word or
sentence stress assigbttom-up aspects whereas tasks which activate schematic and
contextual knowledge give learners the opportumityuse what they know in order to

understand what they hear.

Celce-Murcia and Olshtain (2000) argue that thettom-up model is generally
acknowledged not to be able to operate with anyiracy or efficiency on its own and to
require the benefit of and the interaction witp-down information to make discourse
comprehensible to listeners. While for native speakand skilled L2 speakersottom-up
processingis assumed to be automatic, beginners and leasettyzert L2 learners are likely
to face problems, especially when decoding phoncdbgegments. In order to compensate
for less than automatibottom-up processing, Celce-Murcia and Olshtain (2000) ssigge

teaching L2 listening via strategy-based approachas well agnetacognition

A strategy-based approachteaches learners how to tackle a listening taslenwhot
everything is comprehensible and thus requiring Wlse of special mental processes or
learning strategies (MENDELSOHN, 1995). Its maimas to teach students how to listen.
Mendelsohn (1995) indicates that a good listenmgse should have two main aims. Firstly,
to help learners develop strategies to recogniseuae the signals that are provided in the
spoken target language. Secondly, to teach stutlemido use these signals to predict, guess
and infer. Therefore, learners need practice enftilowing strategies: determining setting,
interpersonal relations, mood, topic, the essericthe meaning of an utterance; forming

hypotheses, predictions and inferences; and detergiihe main idea of a passage.

Mendelsohn’s framework (1995, 1998) for the teaching atrategy-based listeningto
second language learners can be summarised ag$ollOELCE-MURCIA & OLSHTAIN,
2000, p.103):
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1. Raise learners’ awareness of the power and wdlusing strategies;

2. Use pre-listening activities to activate leashbackground knowledge;

3. Make clear to learners what they are goingstet to and why;

4. Provide guided listening activities designegrtovide a lot of practice in using a particular
strategy using simplified data initially if needed,;

5. Practise the strategy using real data with fazusontent and meaning;

6. Use what has been comprehended: take notedemtuae to prepare a summary, fill in a
form to gather data, etc;

7. Allow for self-evaluation so that learners cassess how accurate and complete their
listening has been.

Moreover, Celce-Murcia and Olshtain (2000) suggdstt learners can make use of
metacognitionin order to enhance their listening skiMetacognition involves the planning,
regulation, monitoring and management of listenargl it is particularly related to the
listening strategies 1, 2, 3 and 7 presented abddetacognitive strategiesallow learners to
have an overview of the listening process by ptedjc monitoring errors or breakdowns in

understanding and evaluating the success of corapsaim.

Grounded on Mendelsohnésrategy-based framework(1995, 1998), Nunan (2002, p. 241)

argues that an effective listening course shouldnaeacterised by the following features:

1. The materials should be based on a wide rangautfientic texts, including both
monologues and dialogues;

2. Schema-building tasks should precede the lisggni

3. Strategies for effective listening should beomporated into the materials;

4. Learners should be given opportunities to pregjuely structure their listening by listening
to a text several times and by working througheasingly challenging listening tasks;

5. Learners should know what they are listeningafoat why;

6. The task should include opportunities for leesn® play an active role in their own
learning;

7. Content should be personalised.

In addition tobottom-up andtop-down processing modelsthe nature of listening can also

be characterised in terms of whether listenersregeired to participate in the interaction.
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Lynch (1998) indicates that listening activitiesnche placed in a continuum fromon-
reciprocal to reciprocal conversation.Reciprocal listening refers to those listening
situations in which listeners are given the opputjuto interact with speakers and to
negotiate the content of the interaction. It imesva multiplicity of tasks which are done
simultaneouslf{ANDERSON & LYNCH, 1988, p. 4): listeners must idiéyn spoken signals
from midst of surrounding sounds, segment the naptis stream of speech into units and
recognise them as known words, grasp the syntatheofutterance, understand speaker’s
intended meaning and formulate a correct and apiatepresponse to what has been said. At
this end, learners’ L2 oral communication strategmay a role in the success of the
communicative event, specially theagmatic sub-competencieslescribed in chapter two.

By contrast, non-reciprocal listening includes activities like ‘listening to the radiair
“listening to a formal lecture” and presupposesress” activation ofop-down andbottom-

up processing skillswithout the benefit of any interaction with speak@CELCE-MURCIA

& OLSHTAIN, 2000). Nunan (2002) highlights thastiening to anynonologue either live

or through the media, is, by definitioronreciprocal. In his opinion, while in the real world,
it is rare for listeners to be cast in the rolenoh-reciprocal eavesdropper on a conversation,

this is the normal role in the listening classroom.

All things considered, Anderson and Lynch (1988yaaate theactive nature of listening
comprehension. In their view, effective listenerstively engage in the process of
comprehension by constructing their own coheremé¢rpretation of spoken discourse
(mental model). “Thenental modelthat we build as a representation of a spoken agesis
the result of our combining the new informationwhat we have just heard with our previous
knowledge and experience” (ANDERSON & LYNCH, 1988, 11). Previous knowledge
includes general and factual knowledge, socio-calltknowledge and knowledge of context
(all of which play a decisive role in the triggagirof inferential chains licensed by the

Principle of Relevance see chapter one, section 1.4.2).

To sum up, both Anderson and Lynch (1988) and Nyg802) stress the inadequacy of the
“listener as tape-recorder” view as listeners do not simply take language snaatape-
recorder but rather interpret what they hear adngrtb the listening purpose and to their
background knowledge. In order to interpret spattiscourse effectively either ieciprocal

or non-reciprocal listening situations, listeners must deploy bdtbttom-up andtop-down
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processes. In the next section, taxonomies of rukilts required for effective listening
comprehension will be presented.

3.2.2 Taxonomy of listening micro-skills

According to Richards (1985), the characterisatodnlistening purposes depends on the
nature of the listening event. Students may be segbdo listening as a component of social
interaction (e.g. conversational listening), listenfor information, academic listening (e.g.
lectures), listening for pleasure (e.g. radio, mesyitelevision), or for some other reason.
Based on the analyses of listening processes atfiedeatures of spoken discourse, Richards
proposes taxonomies of listening micro-skills. Aar fas conversational listening is
concerned, Richards (1985, p.198-199) providesai@ving taxonomy of micro-skills:

Ability to:
1. retain chunks of language of different lengthssioort periods;

2. discriminate among the distinctive sounds of thgablanguage;

3. recognise the stress patterns of words;

4. recognise the rhythmic structure of English;

5. recognise the functions of stress and intonatiosigoal the information structure of
utterances;

6. identify words in stressed and unstressed positions

7. recognise reduced forms of words;

8. distinguish word boundaries;

9. recognise typical word-order patterns in the talgeguage;

10. ability to recognise vocabulary in core conversaidopics;

11. ability to detect key words (i.e. those that idgntbpics and propositions);
12.guess the meaning of words from the contexts irclvthey occur;
13.recognise grammatical word class (parts of speech);

14.recognise major syntactic patterns and devices;

15.recognise cohesive devices in spoken discourse;

16.recognise elliptical forms of grammatical units astences;

17.detect sentence constituents;
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18. distinguish between major and minor constituents;

19.detect meanings expressed in different gramméticals/ sentence types (a particular
meaning being expressed in different ways);

20.recognise the communicative functions of utterapn@esording to the situations,
participants, goals;

21.reconstruct or infer situations, participants, gpal

22.use real-world knowledge and experience to workpouposes, goals, settings;

23. predict outcomes from events described;

24.infer links and connections between events;

25.deduce causes and effects from events;

26.distinguish between literal and implied meanings;

27.identify and reconstruct topics and coherent stméctfrom ongoing discourse
involving two or more speakers;

28.recognise markers of coherence in discourse;

29.process speech at different rates;

30. process speech containing pauses, errors, comsgtio

31.make use of facial, paralinguistic, and other cheesork out meanings;

32.adjust listening strategies to different kindsisfdner purposes or goals;

33.signal comprehension or lack of comprehension,albriand non-verbally.

With regard taacademic listening Richards (1985, p.199) indicates the followiagonomy

of micro-skills:

Ability to:
1. identify purpose and scope of lecture;

2. identify topic of lecture and follow t@pilevelopment;

3. identify relationships among units within discou(seg. major ideas, generalisations,
hypotheses, supporting ideas, examples);

4. identify role of discourse markers in signallingrusture of a lecture (e.g.

conjunctions, adverbs, gambits, routines);

infer relationships (e.g. cause, effect, conclusion

recognise key lexical items related to subjectictop

deduce meanings of words from context;

© N o o

recognise markers of cohesion;
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9. recognise function of intonation to signal informat structure (e.g. pitch, volume,
pace, key)

10. detect attitude of speaker toward subject matter;

11.follow different modes of lecturing: spoken, audaodio-visual;

12.follow lecture despite differences in accent anekesh

13.recognise irrelevant matter: jokes, digressiongmderings;

14.recognise function of non-verbal cues as markesrgdhasis and attitude;

15.recognise instructional/learner tasks (e.g. wamyirguggestions, recommendations,
advice, instructions)

And
16.familiarity with different styles of lecturing: faral, conversational, read, unplanned;
17.familiarity with different registers: written vars colloquial;

18.knowledge of classroom conventions (e.g. turn @katarification requests).

From a different perspective, Richards also prav@éaxonomy obottom-up andtop-down
processing micro-skills (IN: NUNAN, 1989, p.25-26). In shorthottom-up processing
includes scanning the input to identify lexicalnitg segmenting the stream of speech into
constituents; using phonological clues to identifg information focus in an utterance; and
using grammatical clues to organise the input iotmstituents. Converselypp-down
processing comprises the following skills: assigning an iatgion to part of a particular
event such as story telling, joking and complagniassigning places, persons or things to
categories; inferring cause and effect relatiorshignticipating outcomes; inferring the topic

of a discourse; inferring the sequence betweentsyend inferring missing details.

In order to provide our learners with practicehe tbove listening sub-skills, we can rely on
published coursebooks and supplementary listeniaigmals. However, not all activity-types

and extracts available from these sources are atledu our students’ listening needs. In the
next section, a brief discussion on the criteriathe selection of listening materials and of

activities will be presented as well as taxononoilsstening activity-types.
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3.2.3 Taxonomy of listening activities

According to Richards (1985), our main aim in teagHistening skills is two-fold: to provide
comprehensible, focused input and purposeful lisgetasks which develop specific listening
skills. Therefore, before selecting listening atts, Richards (1985) suggests that teachers
should consider a few factors. Firstly, does thieviig bear content validity? In other words,
does the activity provide practice in listening @vehension or in something else? Secondly,
does the activity reflect a purpose for listeningat resembles authentic real-life listening or

Is it an activity merely aimed at performing clagsn exercises?

Thirdly, does the activity “test” or “teach” listerg skills? In other words, does the activity
assume that learners already possess the skilkss@my to perform the listening tasks and
does the activity gradually prepare learners ferlistening event? Richards (1985) indicates
that a large number of listening activities “tesather than “teach”. Activities which “teach”
learners usually encompass bapine-listening and post-listening tasks. Pre-listening
activities give learners the chance to activatatent andformal schemataon the listening
topic and set a purpose for listenimpst-listening activitiesmay integrate the information
derived from the listening activity into thaevelopment of another language skilbr may

include the isolation of linguistic items as datadonsciousness-raising activities

Richards (2005) revisits the listening skill anddicates that listening comprehension
activities may be followed by activities whose maim is to promote second language
acquisition.This second phase has been referredlistening as acquisition(RICHARDS,
2005) and comprises two cyclawticing activities andrestructuring activities. Noticing
activities include returning to listening texts previouslheddor comprehension objectives in
order to raise learners’ awareness of languagecespén noticing activities, learners listen
to an extract for a second time in order to idgrdifferences between what they hear and a
printed version of the transcript, complete a cleeesion of the text or tick expressions off
from a list that occur in the texRestructuring activities encompass oral and written tasks
which involve the production of selected linguistiems from a listening text. In
restructuring activities, learners read aloud dialogues in pairs, pracdtisdogues that
incorporate items from the text or role-play sitoa$ in which they are required to use key

language from texts.



123

As far aslistening comprehension task-typesare concerned, Richards (1985, p. 204) lists
the following general activities:

1. Matching or distinguishing: choosing a response in written or pictorial forrhich
corresponds to what was heard, for instance, chgaspicture to match a situation;

2. Transferring: receiving information in one form and transferriigor part of in into
another form, such as listening to a discussiomadouse and then sketching the house;

3. Transcribing: listening, and then writing down what was heaod ifistance, dictations;

4. Scanning:extracting selected items by scanning the inputrder to find a specific piece
of information, for instance, listening to a new®ddcast and identifying the name of the
winning party in an election;

5. Extending: going beyond what is provided, such as reconstrgich dialogue when
alternate lines are missing or providing a concingo a story;

6. Condensing:reducing what is heard to an outline of main poisteh as note-taking;

7. Answering: answering questions from the input focusing onedéht levels of listening.
For example, questions which require recall of itletanferences, deductions, evaluations or
reactions;

8. Predicting: guessing or predicting outcomes, causes, reldtipasand so forth, based on

information presented in conversations or narrative

In addition, Ur (1984) presents a number of agasititword-level andsentence-levelimed

at helping learners to develdg@ttom-up processing aspects Word-level activities focus

on different sounds and sound combinations whiduowithin single words. Ur suggests a
variety of techniques aimed at soyselception such as repeating words after the teacher or a
recording, discriminating between minimal pairs atehtifying how often a word is uttered.
Sentence level activitiesattempt to remedy problems which occur when waads put
together to make utterances: the distortion of deunithin common collocations, unclear
word-division, and intonationSentence level activitiesnclude repeating full utterances,

counting the number of words, identifying word sir@nd intonation patterns and dictation.

To conclude, whildottom-up activity-types assist learners to discriminate between sounds
and segment them into meaningful unitep-down activity-types give learners the
opportunity to activate schematic and contextuawedge in order to interpret discourse.

The next sections of this chapter will be devotedhe description of an empirical project |
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carried out in the first semester of 2009, whosannabjective was to investigate the
effectiveness of listening comprehension activitrethe development of learners’ pragmatic
sub-competencies. These activities will be fullysad&ed and activate mainipp-down

processesvhich assist the interpretation of oral discourse.

3.3 DEVELOPING PRAGMATIC SUB-COMPETENCIES VIA LISTENG ACTIVITIES

The goals of teaching L2 pragmatics were highlightechapter two. Firstly, we as teachers
should raise learners’ awareness of pragmatic phena affecting utterance meaning and,
secondly, offer them a range of options for intdcec Learners are not expected to imitate
L2 native-like models but rather be familiar withetrange of pragmatic devices and social
practices in the target language community. Aftertlae ultimate goal is to enable learners to
successfully communicate in L2, either with natbpeakers or with non-native speakers. In
addition, as previously mentioned, there seemsta Hirect relationship between a positive
level of motivation for learning a second language the willingness to develop pragmatic
ability.

Different ways to promote pragmatic developmentemgescribed in chapter 2.4, based on
previous characterisations of pragmatic competefideECH, 1983, THOMAS, 1983,

CANALE & SWAIN, 1980, CANALE, 1983, BACHMAN, 1990)With regard to the

alternative pragmatic competence construct for aledommunication proposed in chapter
2.5, listening activities will be suggested in ardie develop the inferential, conversational-
interactional and sociolinguistic pragmatic sub-petencies. However, | am aware that the
degree of importance of the listening skill and tdwege of activity types vary according to the
nature of the sub-competency and that, in somescasene further pedagogical intervention

is needed.

Listening comprehension exercises seem to fosgemfierential sub-competency as the latter
encompasses the comprehension dimension. Top-dowateges give learners the
opportunity to infer hidden meanings conveyed bywerpsational implicatures and to
interpret the illocutionary force of speech actslevbbottom-up strategies enable learners to

decode oral speech. In addition, the taxonomiedisténing comprehension sub-skills
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previously presented give learners practice incamdi aspects which affect utterance

meaning.

Conversely, as the conversational-interactional-carbpetency comprises the pragmatic
production dimension and includes the ability todurce illocutionary acts (conveying the
intended illocutionary force) and the ability to mage dialogic and monologic discourse, it
seems that listening plays an intermediary rolensitering the notion of listening as
acquisition (RICHARDS, 2005), learners may lisfen a second time to a listening text
originally used for comprehension purposes in otdenotice discoursal features such as
functional exponents (used to perform speech ,acts)versational routines, hedges and
hesitation devices. However, learners will probabded the restructuring stage in order to
gain confidence to produce such features. In amditearners may also need further speaking

opportunities to practise these features in a@wivhich resemble real life.

Finally, the sociolinguistic sub-competency may Iestered by both listening as
comprehension and listening as acquisition persfecas it affects both comprehension and
production dimensions. On one hand, learners malystgning comprehension exercises in
order to interpret cultural references and figuoésspeech or to raise their awareness of
differences of dialect, variety, register and naltugss. On the other hand, learners may
perform noticing and restructuring activities whiclcus on the degree of formality of speech
acts or on how linguistic choices and politenesatagiies affect the degree of imposition of
face threatening acts. Nonetheless, as one ofithe af pragmatic instruction is to offer
learners a range of options for interaction, moggieit teaching of linguistic forms seems to
be needed as well as fluency practice activitiembkmg the expression of sociolinguistic

subtleties.

The following listening comprehension activitiesreveised as part of a classroom project
which will be detailed in the next sub-section, amdose main objectives were to raise
learners’ overall level of listening proficiencydato promote pragmatic development. They
integrate the listening module from the coursebtiokight into IELTS™® (JAKEMAN &
MCDOWELL, 1999) and are structured withinsaiategy-based approach Every listening

unit starts with a brief introduction on the immorte of the listening sub-skill being

% The coursebook “Insight into IELTS” was chosen tués modular nature, which focuses on languarte s
skills rather than on grammatical items.
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developed, which is followed bypre-listening and listening activities. Pragmatic
phenomena embedded in the extracts of these activities waralysed in chapter two,
sections 2.5.1, 2.5.2 and 2.5.3, within the char&tion of thenferential, conversational-
interactional and sociolinguistic pragmatic-sub competencigsrespectively. Activities

which “test” rather than “teach” were also usedwilltnot be described.

Material: “Insight into IELTS” (JAKEMAN & MCDOWELL, 1999) —The Listening
Module

1. Unit 1 (p.8-9): Orientating yourself to the text

a) Pre-listening activity

Visual input: four pictures with blank two-turn speech balloolhgsirating communicative
situations.

Task: Students (sts henceforth) were asked to look atptbeires and imagine who the
people were, where they were and what their relahigp was. Sts were also asked to write
down in the speech balloons what the people weregimly saying to each other.

Aim: to use real-world knowledge and experience to work jpurtposes, settings and
relationshipgcontextual knowledge)

b) Listening activity

Visual input: a three-column table with missing information.

Auditory input: ten short extracts featuring different communiaatsituations. Eight out of
the ten extracts involve dialogic discourse and @ transaction features whereas two
extracts are monologues, including talk as perfoicea aspects. Pragmatic features
comprising thanferential competencepresent in the sixth conversation were highlighted
section2.5.1,seeextract 3.

Task: Sts listened to the extracts twice and completedidble indicating who the speakers
were and why they were speaking.

Aims: to recognise vocabulary in core conversational copand to infer situations,

participants and purposes.

2. Unit 2 — Extract 1 (p.10): Listening for specift information
a) Pre-listening activity
Visual Input: a telephone message pad with missing informatibint¢en gaps) regarding

seven messages. The pad came from a house whenmeb@mnof students live together.
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Task: Sts were asked to look at the thirteen gaps inphe and discuss the type of
information that was required for their completiery. dates, time, places.

Aim: to predict the nature of missing information.

b) Listening activity

Auditory input: seven phone messages portraying monologic discoamgk talk as
transaction features. Pragmatic features comprisihg conversational-interactional
competencepresent in the fifth message were highlightecertion2.5.2 seeextract 2.

Task: Sts listened to the messages twice and filledergéps from the message pad.

Aim: to scan the input for missing information.

3. Unit 3 — (p.14-15): Identifying detail

a) Pre-listening activity 1

Visual input: a short texthighlighting the importance of “listening for detail” and eight
pictures of different umbrellas.

Task: Sts read the short introduction. Sts then looKketthea eight pictures in order to notice
their distinctive features. Sts played a game inspane student would describe an umbrella
orally and his or her partner had to identify itarg the eight possibilities.

Aims: to raise learners’ awareness of the importanceetdildin listening comprehension
activities and to give them practice in describitegail.

b) Pre-listening activity 2

Visual input: Six questions and six three-option multiple-chgazures.

Task: Sts were asked to look at each set of picturesamgpare and contrast them orally.
Aims: to give learners the opportunity to highlight dletand to anticipate content for the
listening activity.

c) Listening activity

Auditory Input: a conversation between two friends who had not seeh other for a long
time, portraying talk as interaction and talk asnsaction functionsPragmatic features
encompassing theonversational-interactional competencepresent in this conversation
were highlighted irsection 2.5.2 seeextract 1.

Task: Sts listened to the conversation twice and ansivelch question by choosing a
picture which illustrated the right answer.

Aim: to scan the input to identify lexical items prewsbuhighlighted.
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4. Unit 4 — (p.16): Identifying main ideas

a) Pre-listening activity

Visual input: a four-column chart with eight situational desddps and missing
information.

Task: Sts were asked to read the descriptions and pradictype of situational language
which might be produced by speakers in each of them

Aim: to give learners the opportunity to predict formallanguage and conversational
routines(formal schemata)

b) Listening activity

Auditory Input: Eight short extracts of communicative situatiohsstrating the functions of
talk as interaction, talk as transaction and tadkparformance. A number déinctional
exponents producingillocutionary acts were selected from these extracts and used as
pragmatic input for theragmatic competence quiz phase one, part tw@o be described in
section 3.4.3, seeappendix A.

Task: Sts listened to the extracts twice for differentgmses. Firstly, sts listened to the
situations once in order to note down the introdncphrase of each extract. After correction,
sts were asked whether they remembered what epahwas about and how it developed.
Sts discussed their ideas in pairs. Thirdly, steevasked to listen to the extracts again and
complete the missing information regarding the¢amd how it developed.

Aims: to adjust listening strategies to different kindslistener purposes, to identify and
reconstruct topics from ongoing discourse involvorge or two speakers, to recognise the
communicative functions of utterances, accordinght® situations and participants and to

infer links and connections.

5. Unit 5— (p.19) — Extract 1: Seeing beyond the gace meaning

a) Pre-listening activity

Task (adapted from the coursebook)Sts were asked the following question: “Did ydkel
my new glasses?”(shoes, bag, efc. Sts were supposed to think of different waysay
“yes” and to consider what each different way me@hts introductory activity was followed
by a short class discussion on how intonation cenvey meaning.

Aim: to raise learners’ awareness of the function wination to convey meaning.

b) Listening activity

Visual input: athree-column chart with nine yes-or-no questiors missing information.



129

Auditory Input: nine short dialogues followed by nine recorded geso questions.
Dialogues included a number of pragmatic inferenéaagmatic features comprising the
inferential competencepresent in the example and in the conversatiare® tand eight were
highlighted in sectior2.5.1, seeextracts 1, 2and 4, respectivelyConversation seven was
used to highlighsociolinguistic competencaspects, sesection 2.5.3, extract 1

Task: firstly, sts listened to the example, which demonstrated th@nactivity worked: sts
were supposed to listen to the conversations asderhe yes-or-no questions based on the
way speakers used intonation to convey meaningw8ts also asked to write down which
indicators of language features helped them topné¢ the real meaning of the speakers. Sts
listened to the extracts twice.

Aims: to recognise the function of intonation to signal ithfermation structure of utterances,
to distinguish between literal and implied meaniagd to make use of paralinguistic clues to

work out meanings.

6. Unit 5— (p.20-21) — Extract 2: Seeing beyond thsurface meaning

a) Pre-listening activity

Visual input: three posters containing two argumentse@ple” before ‘profits”, “hospitals”
before ‘hotels” and ‘social services’before space research’used to advertise a student
debate.

Task: sts were asked to read the posters and discusadhgossible sides to each argument
in pairs.

Aims: to give learners the opportunity to activate thentent schemataand to predict
information for the listening activity.

b) Listening activity

Visual input: a grid with the names of the speakers and emptedagrxt to them and eight
four-option multiple-choice questions.

Auditory Input: a conversation between three friends who live stualent house together,
giving their opinion on how the government shoyp@érsd public money. This conversation
illustrates turn-taking conventions and presentxtional exponents used in discussions as
well as speaker attitudes and opinions.

Task: Sts listened to the conversation twice for diffénparposes. Firstly, sts were asked to
complete the grid by ticking the box next to theneaof the speakers each time they spoke.

Secondly, sts were asked to look at the multiplgashquestions and choose an option based
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on what they were able to remember from the fistehing and also on their ideas from the
pre-listening activity. Sts then listened to the@wersation again to confirm their guesses.

Aims: to adjust listening strategies to different kindsistener purposes, to identify speakers
via turn-taking conventions, to detect attitude spieaker toward subject matter and to
recognise the communicative functions of utteranaascording to the situations and

participants.

7. Unit 6 — Extract 1 (p.22-23): Following signposivords

a) Pre-listening activity

Visual Input: an introduction about the importance of usinghp@st words to introduce
ideas and to provide a framework for monologic disse. A list of possible directions
signpost words may guide our listening to (skapter two, section 2.5.2 Ten unfinished
sentences including signpost words.

Task: sts were asked to read the sentences and idéreifsignpost words and their direction.
After correction, sts were asked to complete thinighmed sentences with their own ideas.
Sts were then asked to read their sentences atoadpartner, stressing the signpost words
and using appropriate intonation patterns to comeegning.

Aims: to raise learners’ awareness of the functionsgimast words in monologic discourse
and to give learners practice in using thgonmal schemata)

b) Listening activity

Auditory input: ten short monologues including the full versiortha ten sentences from the
pre-listening exercise. Pragmatic features cormyitheinferential competencepresent in
the seventh monologue were highlighted in se@iénl,seeextract 5.

Task: Sts listened to the monologues and checked theation patterns of the signpost
words.

Aims: to recognise the functions of stress and intonabasignal the information structure of
utterances, to recognise cohesive devices in spdismourse and to identify relationships

among units within discourse.

8. Unit 6 — Extract 2 (p.24): Following signpost wals
a) Pre-listening activity
Visual Input: a picture of a rover robot followed by incompletetes and a diagram with

missing information.
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Task: sts were asked to look at the picture of the rogbot and try to describe it. Sts were
expected to produce similes. Sts then were askémbk at the gaps and predict the missing
information.

Aims: to raise learners’ awareness of the use of figafepeech for descriptions and to give
learners the opportunity to activat®mntent schemataand predict information for the
listening activity.

b) Listening activity

Auditory input: an extract from a university tutorial with four sfers taking part.
Pragmatic features comprising teeciolinguistic competencewnere highlighted irsection
2.5.3,seeextract 2.

Task: Sts listened to the conversation twice and fillethie gaps.

Aims: to scan the input for missing information and toogmise key lexical items related to

subject and topic.

9. Unit 7 — Extract 1 (p.25): Being aware of stresshythm and intonation

a) Pre-listening activity

Visual Input: a short text on the importance of using prosdeiatures to divide information
into chunks of meaning. Six telephone numbers.

Task: after reading the introduction, sts were askeshipthe telephone numbers aloud using
rising andfalling patterns of intonation.

Aims: to raise learners’ awareness of the functionsigihg and falling intonation in
English usedfor signalling more information to come and for grgdchunks of information,
respectively.

b) Pre-listening activity 2

Visual Input: five short extracts taken from different lectures

Task: sts were asked to read the extracts and marknicilgbe words they thought should be
stressed and also the intonation patterns. Stketdbeir ideas in pairs and read the extracts
aloud to each other.

Aims: to raise learners’ awareness of sentence stresgtrhtion patterns and give them
practice in reading aloud using prosodic featunesohvey meaning.

C) Listening activity

Auditory input: recorded version of the five extracts.
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Task: Sts listened to the extracts once and compared ribées on the patterns of prosodic
features. After correction, sts were asked to reel extracts aloud again following the
intonation patterns highlighted from the recordings

Aims: to recognise the stress patterns of words, to resedghe rhythmic structure of English
and to recognise the functions of stress and ititmmao signal the information structure of

utterances.

The description of the above activities attemptediastrate howtop-down andbottom —up
strategies may be combined in order to enharmmragmatic understanding, following a
strategy-based approach While pre-listening activities give learners the opportunity to
activate theirschematic and contextual knowledgeand thus, predict information to come,
the listening activities enable students to practise bédp-down and bottom-up micro-
skills affecting utterance meaning Depending on the aims of the listening activity,
pragmatic phenomenamay be directly and indirectly highlighted. Howevare these
activities used for comprehension purposes poigntizapable of affecting pragmatic
production? The next sub-section will report ore tfindings of an empirical project

addressing this question.

3.4 EMPIRICAL PROJECT

The tasks from “Insight into IELTS” described iretprevious section illustrate how listening
comprehension activities may be used to promotgnpatic development via a strategy-based
approach to listening. These activities were im@etad in a classroom project developed in
the first semester of 2009, which is part of a deyeempirical project whose main aim was to
corroborate, refute or reject the following assuon:

1. In order to achieve listening proficiency, leens need practice in making inferences as
semantic and pragmatic inferences are embeddegtlimlhcommunication;
2. Semantic and pragmatic aspects affecting thenimgaf utterances can be highlighted via

comprehension activities focusing on specific hatg sub-skills;
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3. Following a strategy-based approach, listenstyiies can directly and indirectly enhance
the inferential, conversational-interactional amtiglinguistic pragmatic sub-competencies

proposed in chapter two.

The classroom project main aims can be statedllasvi

1. By the end of the project, learners will havepioved their overall level of listening
proficiency by practising specific listening sulilskvia a strategy-based approach;

2. By the end of the project, learners will havdarced their inferential, conversational-
interactional and sociolinguistic pragmatic sub-petencies by following a strategy-based

approach to listening.

3.4.1 Subjects

The classroom project included the participatioreigit Brazilian learners of English as a
second language, who were taking a preparatoryseofor the IELTS examination at a
language institute in the south of Brazil in thestfisemester of 2009. Their age range varied
from mid-twenties to late-forties. Students attehdehour and 15 minute- lessons twice a
week amounting to an overall exposure of 48 hautbeé semester. Overall, motivation was a
key factor in their development. Students were Iyighotivated and committed as their main
course aim was to achieve satisfactory gradeseinBEbhTS examination in order to be eligible

to work or study in English speaking countries.

Learners’ previous learning experience can be sumathas follows: subject 1 had been
studying English for eight years and had takehat course in Canada; subject 2 had had
English lessons as a regular school student amdatiended a six-month English course in
the USA during adulthood; subject 3 had studiedliBhgt language courses for four years
and had visited Canada for tourism; subject 4 heehbstudying English for sevesmars,
including a short trip to the USA ; subject 5 hebn studying English for six years including
a one and a half-year period in the USA, subjebt@ been studying English for 16 years
including a one-year period in Australia , subjet&nd 8 had been studying English for over

ten years, including short English courses abroad.
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Broadly speaking, learners’ overall linguistic catgnce ranged from intermediate to
advanced levels due to the nature of the IELTS exaton. “IELTS” stands for
“International English Testing System” and it isnaid at assessing the language ability of
candidates over the age of 16 who need to workumtyswhere English is the language of
communication. It is jointly managed by Cambridg8(H., British Council and IELTS
Australia. It is recognised by many universitiesipboyers, professional bodies, immigration
authorities and government agencies, in countikesAustralia, New Zealand, Canada, the
UK and the USA. It tests candidates’ ability in thoeir language skills: listening, reading,
writing and speaking. Candidates are awarded & swoa band scale from (1) to (9) for each
test component. The scores are averaged and roundpcbduce an overall Band Score
reported as a whole band or a half band. An IELV&age Band Score of (6.5) is usually
required by most universities and colleges in th@va countries. However, some institutions

may request higher scores.

The description of IELTS band scores, the initilamcterisation of learners’ level of
competence in the four language skills and theagpmass will be detailed in the subsequent

sections.

3.4.2 Methodology

The classroom project was developed consideringnées’ needs and how events unfolded
during the semester. It did not follow any rigorossientific methodology but rather
attempted to improve learners’ overall listeningfmiency. Despite its experimental nature,
at the end of the semester learners’ listening lsnwdes had risen at least one and a half
bands. The instruments used to assess learnersl l& linguistic and pragmatic

competencies will be described in section 3.4.3.

The empirical project consisted of the followinggs:

1. Assessment of learners’ linguistic competenceavimock test 1:in order to establish the

overall level of learners’ linguistic competencesdlected an IELTS mock test from the
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coursebook “Insight into IELTS” (JAKEMAN & MCDOWELL 1999, p.127-159)
comprising the four skills. Students took the mtest in the second week of the semester;

2. Analysis of learners’ listening needs vis-a- visstening scoresbased on the IELTS band
scores, learners’ weaknesses and strengths wehnéghigd. Listening band scores varied
from (4) to (7). Most students were below the pagsiand score (6);

3. Personal information questionnaire: Students completed a questionnaire in which they
were asked to describe their main expectationsrisymie course, their linguistic weaknesses
and strengths and previous learning experience;

4. Indication of supplementary listening materials at different levels of listening
proficiency for individual learners: as the listening skill was indicated as a priorstyidents
were offered sets of general English coursebodkslést’'s book, teacher’'s book and CDs) in
order to do extra class work on listening comprsimn sub-skills during two months. The
books were selected from the resources availalifeeanstitution and according to individual
needs (levels ranging from intermediate to adva)yced

5. Production of a pragmatic competence quiz (phasene): The pragmatic competence
quiz included recognition and production activitie$he samples of language were taken
from IELTS coursebook materials and IELTS offiaaline resources. Once the design of the
quiz had been finalised, four peer teachers wedreda analyse it and a few elements were
changed. Then four volunteer students at diffeliaguistic competence levels took the new
version of the quiz so that its level of difficulould be verified. A few elements were
changed again and the final version was finalised;

6. Letter of agreement:students were questioned whether they wanted fardogmatically
assessed via the quizzes and whether their r€bolis from quizzes and mock tests) could be
used as data for the empirical project. Studeqgtsesi a letter of agreement;

7. Assessment of learners’ pragmatic competence vike pragmatic quiz: students were
sent the quiz electronically in the third week bé tsemester and were given a week to
complete it;

8. Analysis of learners’ pragmatic needs vis-a- vighe inferential pragmatic sub-
competency: students’ weaknesses and strengths were highligh&ddents’ main
difficulties were related to pragmatic inferencesgognition of the illocutionary force of
utterances and anaphoric reference;

9. Selection of listening exercises to be used tlughout the semesterlistening exercises
from three different IELTS coursebooks were selbctensidering learners ' needs in terms of

listening sub-skills and pragmatic quiz resultstiBteach” and“test” listening activities
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were incorporated considering the nature of thersmuThe activities were spread over a
three- month period,;

10. Monthly re-assessment of learners’ linguisticampetence via IELTS mock tests 2, 3
and 4 students took three IELTS full mock tests covgtiihe four skills on a monthly basis.
The tests were available on the students’ courdeBBi6L TS Testbuilder: Tests that Teach”
(MCCARTER & ASH, 2003, p.8-100);

11. Final assessment of learners’ linguistic compatce via IELTS mock test 5:two
weeks before the end of the semester, students @odikal mock test from “IELTS
Testbuilder: Tests that Teach” (MCCARTER & ASH, 200.101-124);

12. Production of pragmatic competence quiz (phasevo): pragmatic competence quiz
phase 2 followed the same format of phase one. Menvethe section assessing the
production of speech acts was omitted as it haghosed any difficulties for learners in phase
one. More examples of conversational implicaturesewadded. Due to time constraints,
phase two quiz was not previously tested on vokmste

13. Re-assessment of learners’ pragmatic competeneg@&a the pragmatic quiz (phase
two): Students were sent the quiz electronically orldeeday of class and were given a week
to complete it. This was a methodological mistaRaly five out of eight students returned
the completed pragmatic competence quiz phase two.

14. Analyses of students’ results and of the eff@éetness of listening activities to promote

pragmatic development to be detailed in section 3.4.4.

Overall, lessons consisted of exam techniquestegies and the development of language
skills (listening, reading, writing and speakindgjeceptive skills were developed via a
strategy-based approach whereas productive skithided the analysis and practice of
discoursal features. On average, every lessondvomter two language skills and include
some linguistic input (grammatical, functional exical). Students were expected to do a
considerable load of homework but not all did.

3.4.3 Instruments

The assessment of students’ linguistic and pragmailiilities relied on the following

instruments: IELTS mock tests, IELTS band scores@agmatic competence quizzes.
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1. Mock tests: The IELTS examination was the instrument chosen to oreastudents’

language competence due to its international retogrand also because it tests candidates’

abilities in language skills rather than their kihedge of grammatical or lexical aspects.

IELTS comprises four tests: Listening (approximatiblirty minutes), Reading (60 minutes),

Writing (60 minutes) and Speaking (11-14 minutddiring the first semester of 2009,

students took the following full mock tests: PreetTest (JAKEMAN & MCDOWELL,

1999, p.127-159) and Tests One to Four (MCCARTERSH, 2003, p.8-124). The IELTS

examination components can be summarised as fo(l@&k3S HANDBOOK 2007, p. 6-12):

a) Listening: There are 40 questions and 4 sections. It is recooh a CD and it is playe

onceonly. Candidates are given time to read the questi@fore each section starts. The {

d

WO

first sections are concerned with social needsréfeea conversation between two speakers

and then a monologue. Examples include a conversatbout travel arrangements and a

speech about students’ services on a universityaanThe final two sections are concermned

with situations related more closely to educatiomald training contexts. There is
conversation of up to four people and then a furtmnologue. Examples include
conversation between a tutor and a student anctiéeof general academic interest.

The IELTS listening test is designed to reflectl mwark and study listening situations. Its

level of difficulty increases through the paperrakge of native-speaker like accents is u

reflecting the international usage of IELTS. Tasksy from multiple choice, short-answer

guestions, sentence completion, note, summary, ¢loart and table completion, labelling

diagram, classification and matching. Listening-skitls include listening for gist, listening

for specific information, understanding speaketwate and opinion and inferring.

b) Reading: there are 40 questions based on three readinggesssath a total of 2,000 to

a

a

2,750 words. Academic reading passages are tagenrfragazines, newspapers, journals and

books whereas general training texts are taken &dwertisements, official documents and

forth. Tasks include the same ones described enliftening test with the addition of

matching headings for identified paragraphs, ifieation of writer's views yes no, not

given) and identification of information in the textye, falsg not givern, among others.

c) Writing: Candidates complete two tasks in an hour. Candidate advised to spend

minutes on task one, which requires a text of 16@d&;, and 40 minutes on task two, wh

SO

ch
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requires a text of 250 words. Candidates takingatteglemic writing version have to descr
some information from a graph, a pie chart, ete.their own words and also write :
argumentative essay. The general training versioludes a letter and an argumentative es

as well.

d) Speaking:it consists of a face-to-face interview with anmxaer and includes three par
All speaking tests are recorded for further assessmpurposes. In part one, candida
answer general questions about themselves, thene$iofamilies, jobs and studies, anc
range of familiar topics. It lasts between 4 andiButes. In part two, candidates are give
verbal prompt on a card and are asked to talk par@cular topic. Candidates are given ¢
minute to prepare their notes before they staiit fbag turn, which may take from 1 to
minutes. Part two lasts between 3 and 4 minuteggaitthree, candidates further discuss m
abstract issues and concepts thematically linketheotopic prompt in part two. Part thr

lasts between 4 and 5 minutes.

Research indicates that IELTS candidates usualijome the following speech function
during the test: providing personal and non-persorfarmation, expressing and justifyin
opinions, explaining, suggesting, speculating, atarg and paraphrasing, comparif
contrasting, summarising, repairing a conversatexpressing a preference and analys
Candidates are assessed in four analytical critbtiancy and coherence, lexical resour

grammatical range and accuracy and pronunciation.

be

ssay

[S.

tes
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na
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2. IELTS band scores: IELTS band descriptors enable us to see how featlike the

understanding of meaning, the notion of appropmese and the notion of fluency (managing

oral discourse), which are present in the alteveatodel of pragmatic competence construct

proposed in chapter two, relate to the differentle of linguistic competence. The IELTS

bands can be summarised as follows (IELTS HANDB(XDR7, p. 4):

1. Band 9 (expert user): has fully operational command of the language uiticlg
appropriacy, accuracy, fluency and complete undeding.

2. Band 8 (very good user):has fully operational command of the language vaitty

occasional unsystematic inaccuracies and inap@ops. Misunderstandings may occur i

unfamiliar situations. Handles complex detaileclangntation well.
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3. Band 7 (good user)has operational command of the language, thoudih @dcasiona
inaccuracies, inappropriacies and misunderstgsdim some situations. Generally handles
complex language well and understands detailecnaag.

4. Band 6 (competent user)has generally effective command of the languagpitie some
inaccuracies, inappropriacies and misunderstgsdils able to use and understand fajirly
complex language, particularly in familiar situaiso

5. Band 5 (modest user)has partial command of the language, coping witrall meaning
in most situations, though is likely to make migtsk Should be able to handle basic

communication in own field.

—

6. Band 4 (limited user):basic competence is limited to familiar situati@amsl has frequen
problems in understanding and expression. Unahlseacomplex language.

7. Band 3 (extremely limited user):conveys and understands only general meaningrin|ve
familiar situations. Frequent breakdowns in comroation occur.

8. Band 2 (intermittent user): no real communication is possible except for thesinibasic
information using isolated words or short formultanguage in familiar situations and |to
meet immediate needs. Has great difficulty in ustderding spoken and written English.

9. Band 1 (non user):.essentially unable to use language beyond possildgw isolated

words.

3. Pragmatic competence quizzesRover (2005) analyses the effectiveness of two
instruments used to measure pragmatic ability: adisse completion tests (DCTs) and
multiple choice questionnaires. DCTs consist ofuaibnal prompts and spaces for
respondents to write down what they would say wséhsituations. Although DCTs are the
most popular instrument to collect pragmatic dakey have limitations as they inform
researchers of what subjects think they would saygiven situation but not necessarily what
respondents say if immersed in the situation. HaneRo6ver (2005) highlights that DCTs
are a highly practical way to gather informationsaibjects’ knowledge of specific pragmatic
features, such as the production of speech actspisgmatic competence quiz-phase one,
part three).

Multiple choice questionnaires, on the other hamd,less popular than DCTs or role-plays as
pragmatic instruments but are by far the most pmpldnguage testing instrument. The
analysis of multiple-choice questionnaires is galheiless complicated and time-consuming

than that of DCTs. Their design, however, is mamglex. If used for assessment purposes,
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all options except the correct one should be digtra. The pragmatic competence quiz

Zes

designed are a combination of DCTs, multiple chaicé matching exercises. Both quizzes as

well as their correction keys are reproducedppendices AB, C andD.

a) Pragmatic competence quiz (phase oneit consisted of 5 parts and amounted to

marks.

30

Part One
Input: transcript ofan informal conversation between friends discusaingut studying with
the Open University, taken from:
<http://www.cambridgeesol.org/teach/ielts/listedadivities/attitudes_opinions_tapescript
m>

Task: students read the transcript and answered 6 tpgen multiple-choice questions at
an open question whose testing aims were as fallows

Questionl:interpretation obnesemantic inference

Question 2:recognition of register via lexis

Question 3:recognition of speaker purpose

Question 4:gist and ability to paraphrase

Questions 5 and 6interpretation of pragmatic inferences

Marking: one mark each= total 6 marks

ht

Part Two

Input: 14 utterances taken from “Insight into IELTS” liskeg exercises (JAKEMAN &
MCDOWELL, 1999, p.160-175) and 14 descriptionsllocutionary force.

Task: students were asked to match the utterances io dbeesponding communicatiy
function. The main aim of the exercise was to tetsidents’ ability to recognise th
illocutionary force of different functional exportsn

Marking: 0.5 mark each= total 7 marks

e

Part Three
Input: 8 descriptions of communicative situations adapi®in “English File - Upper
Intermediate teacher’s book” (OXENDEN&LATHAM-KOENI&001, p.123).
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Task: students were supposed to read the situationgvateldown what they would say. T}
main aim was to test students’ ability to produpeexh acts according to the situation,

degree of formality and the degree of impositiofiage threatening acts.

Marking: 1 mark each: 0.5 appropriacy/ 0.5 content = totahaks (Students were n
penalised for grammatical mistakes)

e
the

Part Four

Input: transcript of a talk given to a group of studeatseh from:
<http://www.cambridgeesol.org/teach/ielts/listedawivities/referencing_words_work2.htn
>

Task: students were supposed to read the transcriptaie down what four referencin
words referred to. Students were given an exanple.main aim was to test students’ abi
in reference assignment, namely anaphoric reference

Marking: 1 mark each= total 4 marks

ity

Part Five
Input: verbal prompts on a card taken from “Instant IELTBROOK-HART, 2004, p.121).

Topic: describing a newspaper or magazine they enjoyatirrg.

Task: students were asked to imagine they were talkmeglELTS speaking test, part two,

and write down what they would say to the examinensidering the one to two-minute time

frame. The aim of this section was to assess stsidability to reproduce monologi

Cc

discourse. Sts were supposed to use signpost wordsructure their discourse and use

accurate and appropriate samples of language er twchddress all elements indicated in
verbal prompts.
Marking: 1 mark for signpost words
1 mark for accuracy (a more formad is expected to include accurate languag
1 mark for appropriacy
2 marks for content

Total 5 marks

the

b) Pragmatic competence quiz (phase two)t consisted of 5 parts and amounted to

marks.

30
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Part One

Input: six situational contexts adapted from “Testinggamatics” (ROVER, 2005, p. 122-
125).

Task: students read the situations and answered 6 faiisromultiple-choice questions. Tk
aim of the exercise was to test students’ undedgtgrof conversational implicatures.

Marking: one mark each= total 6 marks

ne

Part Two
Input: transcript ofa conversation among three students in a studypgrauking on a class

assignment for their economics class taken from:

<http://www.englishonline.org.cn/en/learners/igiteparation/mock-papers/listening/econ-

group#tabs-102480-3>

Task: students read the transcript and answered 7 tpgen multiple-choice questions

whose testing objectives were as follows:
Question 1:recognition ofspeaker opinion
Question 2:deducing cause and effect
Question 3:interpreting one semantic inference
Questions 4 to 7deducing reasons

Marking: one mark each= total 7 marks

Part Three
Input: 14 utterances and 14 descriptions of illocutiorfarge.

Task: students were asked to match the utterances to dbeesponding communicative

function. The main aim of the exercise was to tetsidents’ ability to recognise the

illocutionary force of different functional exportsn
Marking: 0.5 mark each= total 7 marks

Part Four

Input: transcript of a dialogue between two students dsiog the pros and cons of worki
from home taken from: “Instant IELTS” (BROOK-HARZ004, p.128).

Task: students were supposed to read the transcripwaitel down what five referencin
words referred to. Students were given an exanjple.main aim was to test students’ abi

in reference assignment, namely anaphoric reference

ity
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Marking: 1 mark each=total 5 marks

Part Five

Input: verbal prompts on a card taken from “Instant IELTBROOK-HART, 2004, p.120).

Topic: describing their favourite shop.

Task: Students were asked to imagine they were talkueglELTS speaking test, part two,

and write down what they would say to the examinensidering the one to two-minute time

frame. The aim of this part was to assess studabibty to reproduce monologic discourse.

Sts were supposed to use signpost words to steutieir discourse and use accurate jand

appropriate samples of language in order to addasslements indicated in the verbal

prompts.

Marking: 1 mark for signpost words
1 mark for accuracy (a more formad is expected to include accurate languagge)
1 mark for appropriacy
2 marks for content

Total 5 marks

In the next section, the results of the above assest instruments will be described and

compared.

3.4.4 Results

This section presents fitables summarising the data obtained from the pusly described
assessment instrumentable 1 shows the performance of individual students ichea
language skill in the IELTS examination at two mlistive moments, at the beginning of the
semester (mock 1) and at the end (mockT@ple 2 presents a comparison between mock 1
and mock 5 average scordsibles 3and4 detail the test part results and average sco@® fr
the pragmatic competence quizzes phases one andréspectively.Table 5 shows a
comparison between listening and speaking IELTSlt®and pragmatic competence results.
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Mock 1 Mock 5
Subject | Listening Reading Writing SpeakingListening Reading Writing  Speakirlg
1 4 55 6.5 55 5 6 6 6
2 4 6 5 6.5 6 6 5.5 7
3 4 6 6 6.5 55 6 6 7
4 4.5 6 6 6.5 55 6.5 6.5 7
5 55 6.5 6.5 7 6.5 6.5 6.5 7.5
6 6 6.5 6.5 7 6.5 6.5 7 7
7 6.5 6.5 6.5 6.5 7 7.5 6.5 7
8 6 6.5 6 7 7.5 7.5 5.5 7

Table 1: IELTS mock test results 2009

Mock 1 results evidenced the heterogeneity of the group in dffiérlanguage skills.
Listening results had the largest spread of all skills, &nd a half bands. Reading scores, on
the other hand, had the lowest spread of all skilidy one band. Writing anspeaking
results had a spread of one and a half bands. Iigtening paper, only three out of eight
subjects achieved the minimum passing band (6) edlsein the other papers, seven out of
eight subjects were within a passing band. Basednook test 1 resultdjstening was

indicated as a priority.

Mock 5 resultsfollowed a similar pattern of spread as mock Xhwle exception of reading:
listening had a spread of two and a half bands whereasnggagriting andspeakinghad a
spread of one and a half bantgtening results varied significantly frommock 1 results
five out of eight subjects managed to achieve &sfaatory passing band. All subjects had
successful results in reading asgeaking Curiously, one subject who had previously
achieved a satisfactory result in the writing papersened her performance. This may be
accounted for by the hypothesis that the course taay have been slightly more lenient in

her marking of mock test 1 compositions.
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Table 2: Comparison between mock 1 and mock 5 avega score

Overall, subjects’ performance improved in all laage skills. As we can see from the

average scoredistening results rose substantially, 1.1250 band pointgh Beading and

speaking resultspresented a similar growth of 0, 3750 band poikiswever, speaking

results were at a higher band. Conversely, writing residisained stable, presenting a minor

growth of 0, 0625 band points.

Part1l: 6| Part2: 7| Part3: 8| Part4:4| Part5: 5| Average: 30
Subject| marks marks marks marks marks marks
1 4 15 6.5 2.75 4.5 64.16%
2 2.5 7.25 1.5 54.16%
3 3 7.25 2 64.16%
4 15 6.75 2.75 3.75 62.50%
5 4.5 6.25 3 3.75 65%
6 4.5 7.25 3 4.25 83.33%
7 5 6 6.75 15 3.25 75%
8 3.5 5 55 2.5 3 65%

Table 3: Pragmatic competence quiz phase one ressi2009
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Pragmatic competence quiz phase oneesults highlighted students’ weaknesses and
strengths in terms gfragmatic phenomena In part one, subjects’ major difficulties were
related to thenterpretation of pragmatic inferences All subjects were able to interpret the
semantic inferencein question 1 and to recognisegister in question 2. While five out of
eight subjects were able to identi§peaker purposein question 3, only two and three
subjects were able to interpret fragmatic inferencesfrom questions 5 and 6, respectively.
Four out of eight subjects managed to fuligraphrase information based on gistin

question 4.

Part two results had the largest spread of marks, ranging fromd. & marks and indicating
subjects’ major difficulty inrecognising the illocutionary force of utterancesFour out of
eight subjects were able to identify less than 48P4dhe illocutionary force of the 14
utterances whereas two subjects successfully réesmmyr67% of the illocutionary acts on
average, and two subjects succeeded in identif{ds®p of the illocutionary acts. Conversely,
part 3 results highlighted subjects’ ability t@produce illocutionary acts according to the
situation, to the degree of formality and to theyrde of imposition of FTAs. Subjects’
appropriate language usage ranged from 68% to 9D%erall, the comparison betwepart

2 and part 3 results indicated that thenterpretation of the illocutionary force of
utterancesposed a problem to 50% of the subjects whereaprtaction of illocutionary

actswas successfully and appropriately carried out@3% of the subjects.

Part four results indicated subjects’ difficulty imeference assignmentnamelyanaphoric
reference Two out of eight subjects successfully identif@dl5% of the reference words,
one subject identified 50%, three subjects ideedif65% on average and two subjects
identified 75%. Part five results demonstrated subjects’ ability tmanage monologic
discourse Three subjects achieved a minimum of 60% of gmite language usage; three
subjects obtained an average score of 70% and tw@ds obtained an average score of
87.5%. Generally speaking, subjects were able t@rcall items expressed in the rubrics.
Major problems in weaker performances were rel&adappropriate register and lack of

signpost words

Overall, pragmatic competence phase one resulshowed that subjects’ performance was

considerably more satisfactory in tasks which aimaedgragmatic production while tasks
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involving pragmatic comprehensionwere particularly more challenging for, at leduwstlf the

subjects.
Partl: 6| Part2: 7| Part3: 7| Part4: 5| Part5: 5| Average: 30
Subject] marks marks marks marks marks marks
1 5 6 3.5 4 3.5 73%
2 6 4 5 3.5 3.25 72.50%
3 3 6 4.5 4 3.5 70%
4 6 5 3.5 5 4.25 76.16%
5
6
7
8 5 6 4 4 2.5 71.66%

Table 4: Pragmatic competence quiz phase two resal2009

Pragmatic competence quiz phase two resultindicated an overall improvement in
subjects’ interpretation giragmatic meaning In part 1, two out of five subjects correctly
interpreted five out of the sigonversational implicatureswhile two subjects were able to
interpret the full range of implicatures. Only seddj 3 faced major problems with
conversational implicatures. part 2, subjects’ interpretation gfragmatic meaning varied
from 57% to 85% of success rate. Question 1 pragdok the most challengingferential
task: only two out of five subjects were able reecognise speaker opinionin question 2,
four out of five subjects were ablededuce cause and effectn question three, three out of
five subjects were able toterpret one semantic inferenceDeducing reasongquestions 4

to 7) proved to be the least challenging inferéntiak: all subjects had a successful rate of

100% in questions 4 and 7.

Part 3 followed exactly the same format pisagmatic competence quiz phase one, part 2
With the exception of subject 8, studenddsility to recognise the illocutionary force of
utterances improved considerably. Out of the seven marksjesii scores rose by 1.5
marks (subject 3), by 2 full marks (subjects 1 dnxcand by three full marks (subject 2).
Subject 8 score fell by 1 marRart 4 carried a further point than the similar exerdrs¢he

pragmatic competence quiz phase one, part 4. Sabjability to identify anaphoric
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reference rose substantially: subject 1 from 68.75% to 8@Uhject 2 from 37.5% to 70%,
subject 3 from 50% to 80%, subject 4 from 68.75%4@0% and subject 8 from 62.5% to
80%. Part 5 results showed an unexpected fluctuation of performanchil@\subjects 2, 3
and 4 slightly improved their ability tonanage monologic discoursesubjects 1 and 8
presented weaker performances. However, four ofivefsubjects included morggnpost

words in their monologues.

Overall, subjects’ pragmatic competence resultsesmed as follows: subject 1 by 8.84
percentage points, subject 2 by 18.34 percentamgspsubject 3 by 5.84 percentage points,
subject 4 by 13.66 percentage points and subjbgt@B66 percentage points.

Listening
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8 51 4 4 4 @ Mock 1
D3] @ Mock 5
-
w
1 i
10 2 3 4 8
Subject
Speaking
9 .
81 65 ' 65 ' 65 ' [
»n 7 A 6
° 55
c 6 -
g 5 @ Mock 1
n 4 O Mock 5
13
w5
l N
0 T T T T T
1 2 3 4 8
Subject




149

Pragmatic competence quiz

100 -
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60 - @ Phase 1
40 - O Phase 2

20

1 2 3 4 8
Subject

Table 5: Comparison between IELTS listening and spking results and pragmatic

competence results

As we can observe from the above data, all fivgesib improved their performance in the
listening comprehension tests and in the pragmatimpetence quizzes. While listening
results rose substantially, pragmatic competersdtsepresented a growth of between 5.84 to
18.34 percentage points. Four out of five subjentsroved their speaking performance by a
half band whereas subject 8 speaking results readatable, which may be accounted for by
the fact that his mock 1 result was already agadr band (7).

To sum up, the results of the assessment instrgnreaicate that the classroom project main
aims were met. At the end of the project, learrread improved their overall level of

listening proficiency by practising specific listeg sub-skills via a strategy-based approach
and had also improved their overall pragmatic kealge. However, the degree to which the
listening activities enhanced learners’ linguisind pragmatic sub-competencies varied
according to learners’ initial weaknesses and gtrenwith regard to oral skills and pragmatic

knowledge.

Subject 2, whose initial IELTS and pragmatic corepee quiz phase one results evidenced a
weaker linguistic and pragmatic performance conghate the other group members,
presented the most significant improvement in biagtening and pragmatic competence
results. Subject 8, whose initial IELTS resultdioated stronger linguistic abilities compared

to the group members but whose pragmatic resultaodstrated an average level of
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pragmatic knowledge, also improved her listenirgults by 1.5 bands but presented a minor
growth in her pragmatic results.

All things considered, it is possible to conclutkattthelistening activities subjects were
exposed to directly enhanced thaiferential pragmatic sub-competency All subjects
considerably improved their listening scores argrtpragmatic comprehension abilities in
areas such as theterpretation of pragmatic inferences andconversational implicatures
the recognition of the illocutionary force of utterances andreference assignmentWith
regard to theconversational-interactional and sociolinguistic sub-competenciesresults
were inconclusive. Subjects’ initial pragmatic fésundicated that learners were already
capable oproducing speech actaccording to the communicative situation and sodbgree

of formality and the degree of imposition of FTA%us, the production of speech acts was
not tested in the subsequent pragmatic quiz. Asfamanaging monologic discoursas
concerned, subjects improved their ability to usignpost words but their overall
performance varied. Due to the nature of the IELSp®aking test, the ability to manage

dialogic discoursewas not developed during the project.

FINAL CONSIDERATIONS

In chapter one, an overview of pragmatic theoriddressing the theme “inferences and
verbal communication” was presented and pragma@gnpmena affecting utterance meaning
were highlighted. It was concluded that pragmatiterences such as speech acts and
conversational implicatures are embedded in vetbaimunication and pose a challenge to
second language learners who wish to communicate2ircontexts. In chapter two, two
frameworks of communicative competence construcesewdescribed as well as their
characterisation of pragmatic competence. The itapoe of pragmatic instruction was
highlighted and ways to promote pragmatic develagnweere indicated. In addition, an
alternative framework for pragmatic competence ambal communication was proposed,
acknowledging the importance of pragmatic comprsioen and consisting of three sub-

competencies: inferential, conversational-intematdl and sociolinguistic.
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In chapter three, listening comprehension actwitere proposed as an alternative
methodological approach to pragmatic developmentasken’s input/comprehension
hypothesis (1985) was detailed and strengthenedstemptions that listening is fundamental
to speaking since it provides input for the learrmerd that comprehension precedes
production. However, it was acknowledged that oghedagogical interventions were also
necessary to enhance all the aspects comprisinghttiential, conversational-interactional

and sociolinguistic pragmatic sub-competenciesgmiesl in chapter two.

The nature of listening comprehension processes diszissed via a discourse analysis
perspective (CELCE-MURCIA & OLSHTAIN, 2000). Both-up comprehension processes
were said to involve prior knowledge of the langeiggstem in terms of phonology, grammar
and vocabulary and to encompass the decoding eofdson a linear fashion, which was also
referred to as “listener as tape recorder view” DENRSON & LYNCH, 1988). Top-down
processes were reported to involve the activatibischematic knowledge and contextual
knowledge. It was suggested that top-down featgeediltered through pragmatic knowledge
to assist in the processing of oral discourse.as$ woncluded that the bottom-up model does
not suffice to make discourse comprehensible teriexys and requires the benefit of and the

interaction with top-down information.

Strategy-based listening (MENDELSOHN, 1995, 199&swproposed as a methodological
approach to listening, which integrates both bottgmand top-down processes and allows
learners to compensate for bottom-up processinficuliies such as the decoding of
phonological segments. It was stated that in gyabased listening, learners are exposed to
both pre-listening activities, which enable themativate their background knowledge, and
to listening activities, which give them the oppmity to practise specific strategies or micro-
skills. Taxonomies of conversational and acadenstenling micro-skills were detailed
(RICHARDS, 1985) and highlighted pragmatic phenom@&mbedded in oral discourse.
Taxonomies of general listening activity-types walso presented (RICHARDS, 1985, UR,
1984).

Ways to promote pragmatic development via listenagivities were discussed and
exemplified via the description of listening adiies from an IELTS coursebook (JAKEMAN
& MCDOWELL, 1999). The activities integrated an @ngal project carried out with a

group of eight learners preparing for the IELTSrak®tion in the south of Brazil in the first
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semester of 2009. The description of these adwiincluded a pre-listening stage and
attempted to demonstrate how top-down and bottopmstiategies may be combined in order

to foster pragmatic understanding.

The empirical project aims, subjects, proceduregus, assessment instruments and results

were described and its findings led to the follogvaonclusions:

1. Subjects’ initial assessment of language adslittia mock test 1 indicated that listening
was the language skill which posed the most dilfycto learners.

2. The IELTS listening activities described in s&tt3.3 provided learners with pragmatic
input, previously highlighted in the characterisatiof the pragmatic sub-competencies in
chapter two, sections 2.5.1, 2.5.2 and 2.5.3;

3. Pragmatic input embedded in the extracts was/atetl following a strategy-based
approach to listening, which encompassed bothigtening activities and listening activities
targeting at specific listening micro-skKills;

4. By doing these activities, all subjects raiskdirt overall level of listening proficiency
substantially, as suggested by the comparison leetweck 1 and mock 5 results;

5. By doing these activities, all subjects improvkdir pragmatic comprehension in areas
such as the interpretation of pragmatic inferenaad conversational implicatures, the
recognition of the illocutionary force of utterascand reference assignment, as suggested by
the comparison between pragmatic competence quiezalis ( phase one and phase two);

6. The listening activities subjects were exposeddirectly enhanced their inferential
competence, as suggested by the comparison betmeek 1 and mock 5 results and
pragmatic competence quizzes results (phases arsvait

7. The listening activities subjects were exposedid not seem to have significant impact on

their conversational-interactional and sociolingaisub-competencies.

Based on these findings, we can say that the erapiproject corroborated the following
assumptions: in order to achieve listening preficly, learners need practice in making
inferences as semantic and pragmatic inferencesm@teedded in verbal communication;
semantic and pragmatic aspects affecting the megawfirutterances can be highlighted via
comprehension activities focusing on specific hgtg sub-skills. The listening
comprehension activities learners were exposednttuded the activation of pragmatic

knowledge embedded in the dialogue exchanges, asaw®bserve from the description of
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the listening activities and the pragmatic analypsssented in chapter two. In addition,
subjects’ overall level of listening proficiency pmoved considerably during the project,
which may be accounted for by the fact that learmegre given a number of opportunities to

infer pragmatic meanings, among other listening-oagkills.

All things considered, we can conclude that listgnreomprehension activities are potentially
capable of directly enhancing the inferential pragmsub-competency via a strategy-based
approach to listening. While pre-listening actedtican activate learners’ content and formal
schemata, listening activities focusing on specdanversational and academic listening
micro-skills can draw learners’ attention to pragimghenomena embedded in verbal
communication. However, the results of the emplirm@ject were inconclusive as to the
extent to which listening comprehension activitege potentially capable of enhancing the
conversational-interactional and sociolinguistic b-sempetencies. Therefore, further
investigation on the effect of listening comprehensactivities on these sub-competencies

seems to be required as well as more specific srp&ed instruments.
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CONCLUSION

The subject of this thesis was the enhancementragnpatic competencies via listening
activities. This study investigated pragmatic phmmana embedded in verbal communication
which may pose a problem to learners when commtingcén L2 contexts. It also addressed
how inferences are embedded in verbal communicatio& abilities and the pragmatic
phenomena which constitute pragmatic competencstremts, the importance of pragmatic
comprehension considering learners’ communicatieeds, how teachers can promote
pragmatic development in L2 learning situations &mel role of listening comprehension

activities in the enhancement of pragmatic sub-csies.

Chapter one indicated that verbal communicationolves both coding and inferential
processes and stressed the role inferences plagrival communication. Semantic inferences
were defined as the decoding of utterances congepnopositions via the application of
phonological, syntactic, morphological and lexioalles whereas pragmatic inferences were
said to relate to the Gricean notion of implicasuf£975). The overview of pragmatic theories
addressing the theme “inferences and verbal conuation” highlighted pragmatic
phenomena which affect utterance meaning. Spedshnare defined as acts performed via
utterances and whose illocutionary force conveysakers’ intended meanings (AUSTIN,
1962, SEARLE, 1969). Conventional implicatures wegported to be determined by the
conventional meaning of the sentence uttered wiulerersational implicatures were said to
relate to what speakers implicate beyond sayingtarze associated with the existence of a
co-operative principle and conversational maximRICE, 1975). Face threatening acts were
defined as acts produced by speakers which intafigithreaten face, namely those acts that
run contrary to the face wants of the addressee anaf the speaker (BROWN &
LEVINSON, 1987). Four politeness strategies weamted to be used by speakers in order
to produce FTAs and minimise their effect or degpéemposition. Contextualisation was
referred to as a deduction based on the unionwfin®rmation and old information and as
an essential ingredient for the characterisatioretdvance (SPERBER & WILSON, 1995).
Generalized conversational implicatures were readsas default inferences or presumptive
meanings which capture our intuitions about a prefe or normal interpretation whereas
particularized conversational implicatures were nasidedged to be context-dependent
(LEVINSON 2000).
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Chapter two exemplified the above phenomena via dbscription of communicative
competence constructs and the characterisatiom adlternative framework of pragmatic
competence. Communicative competence frameworksleldtthe abilities second language
learners need to develop in order to successfaigrounicate in L2 contexts and included
different notions of pragmatic competence. In Cameald Swain’s (1980) and Canale’s (1983)
model, sociolinguistic competence was suggestedeppesent the notion of pragmatic
competence as it includes both appropriateness edning and form (NIEZGODA &
ROVER, 2001). In Bachman’'s framework (1990), pratismaompetence specifically
encompassed two components: the illocutionary &edsbciolinguistic sub-competencies.
Both models accounted for written and oral modeslistourse. Different methodological
approaches to pragmatic development stressed thertamce of providing learners with
pragmatic input (KASPER, 1997, BARDOVI-HARLIG & MAARM-TAYLOR, 2003). It was
acknowledged that most research on interlanguaggnmtics focuses on pragmatic
production. The importance of pragmatic comprelmnsan the second language programme
was also highlighted: pragmatic comprehension @saldarners to understand speakers’
intentions, to interpret speakers’ feelings anduakes, to differentiate speech acts and assign
illocutionary force, to recognise sarcasm, jokesl ather facetious behaviour and to be able
to respond appropriately (GARCIA, 2004).

In order to characterise what gets in the way afrlers comprehending and producing
pragmatic meaning, an alternative pragmatic conmoeteframework was proposed,
specifically addressing verbal communication alaststing of three sub-competencies:
inferential competence (representing the notioprafjmatic comprehension), conversational-
interactional competence (representing the notwin pragmatic production) and
sociolinguistic competence ( representing the motib appropriateness and interacting with
both dimensions). Inferential competence was @dfias the ability to successfully interpret
pragmatic inferences such as conversational intpliea and speech acts, including the
assignment of the illocutionary force of speechsaend being aided by linguistic and
paralinguistic features. Conversational-interaalaompetence was detailed as the ability to
produce illocutionary acts according to speakenséntion. It also included the ability to
manage dialogic and monologic discourse in ordgreidorm “talk as interaction”, “talk as
transaction” and “talk as performance” functions speaking (RICHARDS, 2006).
Sociolinguistic competence was described as thityatm use language to perform speech

acts appropriately according to the communicasitgation, including an awareness of
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degrees of formality and of politeness (CANALE & 3W, 1980, CANALE, 1983). It also
encompassed the ability to interpret cultural rfiees, figures of speech and to recognise
differences in dialect, variety, register and naftuess (BACHMAN, 1990). The illustration
of these sub-competencies included the pragmadityses of listening transcripts taken from

IELTS coursebooks and online resources.

In chapter three, the role of listening comprehamsiactivites as an alternative
methodological approach to pragmatic developmers waestigated. Two second language
acquisition principles highlighted that listenirgyfundamental to speaking since it provides
input for the learner and that comprehension presguoduction (KRASHEN, 1985). The
status of the listening skill in different methodgical EFL approaches was detailed and it
was acknowledged that listening is assuming greatdrgreater importance in the language
programme (NUNAN, 2002). The investigation of thature of listening comprehension
processes indicated that listening has both bottpmand top-down processing-skills
(CELCE-MURCIA & OLSHTAIN, 2000, NUNAN, 2002 ). Batim-up processing skills
involve prior knowledge of the language systemeanms of phonology, syntax and lexis
whereas top-down processing skills include thevatibn of schematic and contextual
knowledge. A strategy-based approach to listenibgfENDELSOHN, 1995, 1998)
demonstrated how to integrate both bottom-up ampddtown processes in order to make
discourse comprehensible to listeners. Taxononfiepmversational and academic listening
micro-skills (RICHARDS, 1985) included strategiesmad at highlighting pragmatic
phenomena embedded in oral discourse.

The final part of chapter three illustrated waysafgproach listening activities in order to
promote pragmatic development. The descriptionistéing comprehension activities taken
from “Insight into IELTS” (JAKEMAN & MCDOWELL, 1999 included pre-listening and

while-listening stages. It demonstrated how topadcand bottom-up strategies can be
combined in order to foster pragmatic understandiaga strategy-based approach, focusing
on specific listening micro-skills. In addition, ethempirical project included a classroom
project with a group of eight learners preparing tfee IELTS examination at a language
institute in the south of Brazil in the first sene¥sof 2009. Its results corroborated the

following assumptions:
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1. In order to achieve listening proficiency, leans need practice in making inferences as
semantic and pragmatic inferences are embeddectrimalvcommunication. The listening
extracts subjects were exposed to included a nupfligragmatic phenomena (highlighted in
chapter two under the characterisation of pragmsiils-competencies); subjects’ overall
listening proficiency improved considerably durithg project (evidenced by mock test 1 and
mock test 5 results), which may be accounted fortH®y fact that learners were given a

number of opportunities to infer pragmatic meanings

2. Semantic and pragmatic aspects affecting thenimgaf utterances can be highlighted via
comprehension activities focusing on specific hatg sub-skills. The listening activities
developed aimed at the following micro-skills (RIERDS, 1985): to recognise vocabulary
in core conversational topics and to infer situaigparticipants and purposes; to identify and
reconstruct topics from ongoing discourse involvorge or two speakers; to recognise the
communicative functions of utterances, accordinthesituations and participants; to infer
links and connections; teecognise the function of intonation to signal th&rmation
structure of utterances; to distinguish betwetrdl and implied meanings; to make use of
paralinguistic clues to work out meanings; to itfgrspeakers via turn-taking conventions;
to detect attitude of speaker toward subject matterrecognise the functions of stress and
intonation to signal the information structure t¢tfevances; to recognise cohesive devices in

spoken discourse and to identify relationships agnaomits within discourse.

The final hypothesis from the empirical project waartially corroborated: following a
strategy-based approach, listening activities carectly and indirectly enhance the
inferential, conversational-interactional and sboguistic pragmatic sub-competencies
proposed in chapter two. The listening activitiabjects were exposed to directly enhanced
their inferential sub-competency, evidenced bydbeparison between mock 1 and mock 5
test results and the data obtained from the pragroampetence quizzes, phases one and two.
Subjects improved their pragmatic comprehensiorareas such as the interpretation of
inferences and conversational implicatures, theogeition of the illocutionary force of
utterances and reference assignment. Howeverntpeieal project results were inconclusive
with regard to the conversational-interactional aodiolinguistic sub-competencies due to
insufficient data. Further investigation on theeroif listening comprehension activities as a

methodological approach to develop the conversakioneractional and sociolinguistic
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abilities seems to be required as well as on o#ti@rnative ways to promote pragmatic
development.

To sum up, we can say that listening comprehenamdivities are potentially capable of
enhancing learners’ inferential competence. Sedanguage teachers who are aware of the
importance of pragmatic development and who wishintprove their learners’ pragmatic
comprehension skills in L2 may adopt listening coahgnsion activities as a methodological
approach. However, in order to highlight pragmaplbenomena embedded in verbal
communication, teachers face the challenge of setesuitable listening activities which
provide comprehensible, focused input, purposefteing tasks, “teach” rather than “test”
listening skills and feature authentic samplesraf discourse. In addition, listening activities
should include both pre-listening and while-listenistages as the former enable learners to
activate content and formal schemata on the listetopic and set a purpose for the listening
event whereas the latter give learners practideottom-up and top-down processing micro-

skills.

Finally, this thesis also offers second languagectiers the opportunity to familiarise
themselves with pragmatic theories addressing “heysaying” and their theoretical
constructs. Although speech acts are usually dpedlan the EFL classrooms under the
notion of functional language, not all teachers anare of the impact of the illocutionary
force on pragmatic comprehension. In addition, ghigly presents some different views on
the abilities learners need to develop in ordeadbieve their communicative purposes. The
communicative competence constructs and the notibrragmatic competence presented
offer instructors a range of interesting and chmagjleg teaching objectives to choose from in

order to help learners achieve their communicailyectives.
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APPENDICES

APPENDIX A - Pragmatic Competence Quiz — Phase 1

PRAGMATIC COMPETENCE QUIZ - PHASE 1
Name:

Date:

I- Read the dialogue exchanges below and choose thest appropriate answer for each

guestion considering the context given.

Context two people discussing about studying with the iOigaiversity

(A): Hello, Paul.
(B): Oh Rachel, I'm glad I've bumped into you. | svgoing to give you a ring.
(A): Anything special, or just for a chat?

1. Where are Paul and Rachel?
a) over the phone
b) at university

c) somewhere face to face

2. Their conversation has a/an..... style.
a) formal
b) informal

c) neutral

(B): Actually I'm thinking about doing a degreethe Open University, the way you did, ‘cause | lik
the fact that you can study at home and fit it cbarjob. But | could do with some advice. The thing
is, though, that I've never learnt how to organigework or do research, so | really ought to do
something about it. Have you got any ideas?

(A): Well | found some of the books that the Opemivérsity produces are good, particularly “The
Good Study Guide”. That's a very practical introtiloc.

e

)
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3. Paul ...
a) wants some advice on how to join the Open Usityer
b) is studying and working at the same time.

c) wants to improve his self-study skills.

4. What do you think the Open University is?

(B): And what does it cover?

(A): Well the obvious things, like writing, notekiag ... There's a section on working with numbers
which | learnt a lot from, but you should be afjhi with that. Then there’s reading [slightly
dismissively]. But actually | got an awful lot ooit the section on how to use video cassettes, faen
than | expected. And of course the bit on prepafidngxams, which | read over and over again.
(B): Yeah I could certainly do with that: | alwaysed to go to pieces under the pressure, and Fen
it's because | hadn't learnt the right techniqugsst used to stay up all night trying to memorise
facts.

(A): Not the best thing to do!

(B): And reading, well | think | can cope with th&ut I'd probably benefit from the note-taking par
mine always end up being longer than the origiiva done a course on using video, so that probg
wouldn’t be so interesting. | need to learn a lmwa writing though, because | haven'’t had to dp ar

essays for ages.

1%

su

ably

=

5. What sections of the book did Rachel find mestful ?
a) Working with numbers, videos and exam prepanatio
b) Working with numbers, reading and exam prepamnati

c) Working with numbers, reading and videos.

6. What study skills does Paul think he needs tckwa?
a) Reading, note-taking and writing.

b) Note-taking, writing and preparing for exams.

c) Note-taking, video and writing.

Tapescript taken from:

http://www.cambridgeesol.org/teach/ielts/liste namivities/attitudes_opinions _tapescript.htm
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Questions 5 and 6 have been adapted from:

http://www.cambridgeesol.org/teach/ielts/listentath/Attitudes%20and%200pinions%20worksheet. pdf

[I- Match the exponents to their communicative funtion:

e N e e e e e e e e e e e

1. Did you know you were exceeding the speed linkien you came over the hill right now?*

Have you got any money on you?

w

me an extension.*
I'd ratheryou told him the news.
Do you think this was the right thing to say, gitee circumstances?

Would you like something to drink with our meal?*

N o g &

Cruise.*

©

If | were you I'd speak to him immediately.

| thoughtyou'd gone into computing.

10. Guess who | saw today?*

11. Certainly madam, provided it hasn’'t been worn dxa you have a receipt.*
12. Let me have a look. It may be waiting to be putikbare the shelves.*

13. Fine, look, | was wondering if you were free onugday evening.*

14. Anyway, | still think that the government shouldygar this kind of thing.*

) avoiding responsibility
) taking an order

) expressing disapproval
) subtle criticism

) expressing a possibility
) expressing a condition
) expressing an opinion

) making a direct request
) making an indirect request
) giving information

) correcting information

) giving advice

) telling news

) inviting

I'm afraid | haven’t been able to finish the hist@ssay, and | was hoping that you could give

Firstly, there’s the Highlight Cruise, then we tie tNoon cruise and we also have our Coffee
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* Utterances takemid'Insight into IELTS”

lll- Read the situations below and write down whatyou would say:

A

You are at a restaurant. The waitress has broughsteak but you ordered chicken.
You are in a friend’s house and need to use theg@ho

A colleague of yours has just been promoted. Yontw@congratulate him/her.

You are staying with a family in England. You breake of their glasses and you

want to apologise.

5. You are with your boss at work and you need tofaskhe day off.

6. A friend of yours asks to borrow a book from yowuvneed it for a school project.

7. You are on holiday and you're trying to find theshatation but you’ve got lost. You

8.

stop someone at the street.

A friend of yours asks for your opinion on maw hairstyle. You didn’t particularly

like it.

Adapted from “English File - Upper Intermediatediear’s book”
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IV- Read an extract from a talk given to a group wio are going to stay in the UK.
Referencing words have been highlighted. Write dowwhat they refer to.

Good evening, and welcome to the British Councy.Mame is John Parker and I've been
asked to talk to you briefly about certain aspettide in the UK before you actually gb

there. So I'm going to talk first about the best waysnatking social contacts there. Now yqu
might be wondering why it should be necessary.rAdte we meet people all the time. But
when you’re living in a foreign counti) it can be more difficult, not just because of the

language, but because customs may be different.

If you're going to work in the UK you will probablye living in private accommodation, so
won't be quite so easy to meet people. But thezestilt things that you can do to help
yourself. First of all, you can get involved iniaites in your local community, join a group

of some kind. For example, you’ll probably find thiaere are theatre groups who might be

)

looking for actors, set designers and so on, wouf play an instrument you could join musi
groups in your area. Or if you like the idea offfimg out about local history there’ll be a
group for3) that too.4) Theseare just examples. And the best places to getnrdtbon
about things like this are either the town halther public library. Libraries in the UK
perform quite a broad range of functions nowadatfey're not just confined to lending

books, although) that ’s their main role of course.

Example:
1) to the UK.
2)

3)

4)

5)

Adapted from

<http://www.cambridgeesol.org/teach/ielts/listenamdivities/referencing words work2.htm

>
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V - In the speaking test of IELTS - part 2, you wil have to talk about the topic one a

card for one to two minutes. Write down what you wald sayto the examiner.

Describe a newspaper or magazine you enjoy reading.

You should say:

What kind of newspaper or magazine it is

How often you buy it

What articles and information it contains and explahy you enjoy reading it

Adapted from “Instant IELTS”
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APPENDIX B - Pragmatic Competence Quiz — phas&ély-

PRAGMATIC COMPETENCE QUIZ - PHASE 1
KEY

I- 1 mark each: total 6 marks

1.C

2.B

3.C

4. Students should mention two aspects: studymm fitome + online studies
5 A

6.B

[I- 0.5 mark each= total 7 marks
(4) avoiding responsibility

(6) taking an order

(1) expressing disapproval

(5) subtle criticism

(12) expressing a possibility
(11) expressing a condition
(14) expressing an opinion

(3) making a direct request
(2) making an indirect request
(7) giving information

(9) correcting information

(8) giving advice

(10) telling news

(13) inviting

[ll- 1 mark each: 0.5 appropriacy/ 0.5 content = téal 8 marks. Use your discretion.
IV- 1 each= total 4 marks

2) Making social contacts

3) Local history
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4) Theatre groups, music groups, local history grou
5) Lending books

V — Total 5 marks:

1 mark for signpost words
1 mark for accuracy

1 mark for appropriacy

2 marks for content

Grand total= 30 marks
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APPENDIX C - Pragmatic Competence Quiz — Phase 2

PRAGMATIC COMPETENCE QUIZ — PHASE 2

Name:

Date:

Section A- Implicatures and Inferences

I- Read the situations below and choose what speakegrobably mean. Consider the

contexts given.

Context: Peter and Janet are trying a new buffet restaumdntvn. Peter is eating something
but Janet can’t decide what to have next.
Janet: “How do you like what you're having?”

Peter: “Well, let’s just say it's colourful.”

1. What does Peter probably mean?

a) He thinks it is important for food to look apetg.
b) He thinks food should not contain artificial cofs.
c) He wants Janet to try something colourful.

d) He does not like his food much.

Context: Sue notices that her co-worker Paul is dirty @#ro has holes in his pants, and has
scratches on his face and hands.

Sue: “What has happened to you?”

Paul: “I've ridden my bike to work.”

2. What does Paul probably mean?

a) Today he has finally got some exercise biking.
b) He has hurt himself biking.

c) It's hard to get to work without a car.

d) He enjoys biking.
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Context: Jane is talking to her co-worker Andrew duringoéfee break.
Jane: “So, life must be good for you. | hear yotigynice rise”.

Andrew: “This coffee is awfully thin. You'd thinkhey'd at least give us a decent coffee.”

3. What does Andrew probably mean?

a) He likes his coffee strong.

b) He does not want to talk about how much monemakes.
c) He’s planning to complain about the coffee.

d) He does not care very much about money.

Context: Maria is a cashier in a grocer’s. After work, shilking to her friend Darren.
Maria: “I guess I'm getting old and ugly.”

Darren: “What makes you say that?”

Maria: Men are beginning to count their change.”

4. What does Maria probably mean?

a) She has given wrong change a number of timgse@ple count their change now.
b) The store might lose business if she doesnk gumod.

c) Male customers aren’t admiring her anymore ay tised to.

d) It gets harder to give correct change as yowigietr.

Context: Carrie and Simon are jogging together.
Simon: “Can we slow down a bit? I'm all out of btle&

Carrie: “I'm sure glad | don’t smoke.”

5. What does Carrie probably mean?

a) She doesn’t want to slow down.

b) She doesn't like the way Max’s breath smells.

c) She’s happy she’s stopped smoking.

d) She thinks Max is out of breath because hefa@ksr.

Context: Sam is talking to his housemate Tanya about anbthesemate, Jose.
Sam: “Do you know where Jose is, Tanya?’

Tanya: “Well, | heard music from his room earlier.”
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6. What does Tanya probably mean?
a) Jose forgot to turn off the music.
b) Jose’s loud music bothers Tanya.
c) Jose is probably in his room.

d) Tanya does not know where Jose is.

Adapted from “Testing Pragmatics” (ROVER, 20051 p2-125)

II- Read the dialogue exchanges below and chooseetmost appropriate answer for each
guestion considering the context given.
Context Three students in a study group working on ascéssignment for their economics

class.

Joe: So, what do you think — do either of you have @®as on what topic we should
present?

Henry: Well, | had a look at the list of ideas the prefasgave us last time. There are somge
interesting things. For example, the topic of theibess cycle is interesting — we did a lot of
work on that this semester.

Magda: | agree, but | think this is going to be a populaoice. | don’t really want to choose
a topic that many other groups will choose as well.

1. How does Magda feel about the topic of the essrcycle?
a) She wants to choose it.

b) She finds it interesting.

c) She wants to choose a more popular topic.

Henry: Let’'s have a look at the list. How about interaaél trade?
Magda: Again, | think that's something everyone is thimiabout. At least | think so...
Henry: Ok, fair point. Well, what do you suggest, Magda®?

Magda: | was thinking of employment actually. | means itopical — there’s so much talk
about it going on in the news recently.

Joe: And it's something that we covered only brieflythe first few lectures. | think we could
narrow the focus a bit and really give a presemtatvhich looks at it from an angle we didn’
see in previous lectures.

—

Henry: Sounds good to me, but what kind of angle do youe lva mind?
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Joe: Well, let’s think about what’s been in the newsamtly.

Magda: If you're talking about local news, just a few nlesago there was that one compg
which had to lay off over 1000 people... what wag tadled...

ANy

Joe: Oh yes, ‘Stone’s Throw’

2. They decide on employment because...

a) They have done a lot of work on it in class.

b) They think it will be popular with other student
c) They can relate this topic to local events.

Henry: What's ‘Stone’s Throw’ — what happened to them? iiat from this area....

Joe: They are a clothing company which makes clotha® fiacal sources, you know, cotto
and wool from local farmers. They use all natuggsiand all the clothes are made in the
area.

Magda: Their clothing is more expensive because of tfatpurse. And, well, their clothes
weren’t necessarily of a better quality than ottlethes...

Henry: So the selling point was....
Magda: Well, | suppose it’s linked to the environment ore — they could advertise that

they didn’t need to ship materials and stock frdnoeer the earth ... but | think it's mostly
economical and political actually.

Joe: Yes, | agree. | think we talked about this brieflfew weeks ago — the idea that if people

think that they are losing their jobs because corigzacan get the job done for less money
other areas or other countries, they start thinkirag they should only buy products made
locally. I think this company Stone’s Throw markeitself in this way — if you buy our

clothes you are supporting the industry and econoitlye local area. So people were willing

to pay higher prices because they thought thise$est thing to do for the local economy.
Henry: So what happened to them?

Magda: Well, | think what happened is that there haventsmame problems with the local
economy lately and people feel they have less esgldpending money these days. When
things get like that, people are going to buy cleeapuff — cheaper food, cheaper
clothes.....They don’t think about political or eroimental things anymore.

Joe: So they started losing money and had to redudedize to try to deal with it all. They
cut about 1/3 of the jobs they had in their redaidl manufacturing operations.....

3. Stone’s Throw clothes are...
a) worth the price they cost.
b) as good as other clothes.

in
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c) not as good as other clothes.

4. Why did people buy the clothes from Stone’s W#o
a) They wanted to protect the environment.

b) They wanted to cut back on shipping costs.

c) The wanted to develop the local economy.

5. Why did Stone’s Throw start losing money?
a) They laid off 1/3 of their workforce.
b) Customers couldn’t afford their clothes anymore.

c) Customers didn't like the quality of their cleth

Henry: Interesting.. | think this could be a great topgcause it will be relevant to the lives
of the people in the class. | feel that econonsoés can be so ... abstract, you know, all
theory and not about actual people, but this cbeld nice balance to that. We could do a
case study on this particular company, you knoseaech similar cases, find out exactly w
happened in this case....

Magda: That's a good idea. Maybe we can even get interwvigith some of the people whdg
lost their jobs. Find out if they found new jobd)aeve they are working now.

Henry: We could find out if the people who lost their $atuy local products themselves.. .|

Joe: | think we need to be careful, we're supposededdcused on economic issues, but |
think that if we start doing all these interviews more like sociology rather than

hat

economics....

6. Why does Henry like the idea of a case study?

a) He thinks that using a local example will conmpdat what has been studied so far.
b) He thinks that local issues are more importaabhtabstract theories.

c¢) He thinks using a local example will revive tbeal economy.

7. Why does Joe oppose doing interviews of stafftahe’s Throw?
a) It would not be ethical to do.
b) It would not be relevant for the assignment.

c) It would be too difficult to do.

Tapescript taken from:
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http://www.englishonline.org.cn/en/learners/ieltsyparation/mock-papers/listening/econ-
group#tabs-102480-3

Questions adapted from:
http://www.englishonline.org.cn/en/learners/ieltsyparation/mock-papers/listening/econ-
group#tabs-102480-3

Section B — Speech Acts

[ll. Match the following exponents to their communicative function:
1. Whatever you do, don’t move!

What's your reaction to the news?

She’s really getting on my nerves!

Do you get what I'm talking about?

Hi, Mary! I'd like you to meet Paul Smith.

| beg your pardon, | didn’t mean to interrupt.

Go straight ahead as far as the traffic lights.

Do you think that was the right thing to do, comsidg the circumstances?

© 0 N o g b~ N

| think | can hear the kettle boiling...

10.1 really can’t bear people who talk on their mobilkile driving.
11.Don’t do that again or I'll have to talk to your mu

12.1'm awfully sorry but do you think you could lendenthe book again?
13.They might go to the beach at the weekend.

14.7'll help you as long as you help me with my Enfgllsomework

) checking understanding
) expressing dislikes

) giving directions

) asking for opinions

) giving a warning

) expressing a threat

) expressing a possibility
) showing annoyance

) direct request

AN N N N N N N N N N

) indirect request
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() subtle criticism

() introducing people

() apologising

() expressing a condition

Section 3 - Reference
Read the dialogue between two students discudsengros and cons @forking from
home

Referencing wordshave been highlighted. Write down what these woeés to.

Peter: Well, let’s brainstorm arguments in favarstf What do you think?

Mary: Fine. Um, | think an obvious argument is thatrkers can do their work when it suitg
them — they don’t have to fit) it into fixed hours, you know.

P: In other words?) it gives them greater flexibility. Good. What else?

M: Well, obviously they don’t have all that travialj time which causes so much stress to
commuters.

P: Sure. And how about family life? Working fromrhe allows you to do your job and hav
a family life — being with your husband or wife acluldren more.

M: I'm not sure if3) that’'s an argument for or against — some people go t& weohave a
break from their families.

P: Well, it helps workers when their children aieks

M: Not just when their children are sick. Whénthey are sick as well, they are more likely
to be able to continue working.

P: Right. And another point: working from home m&aompanies can reduce their costs
becaus®) they don’t need so much office space, which is veryeggive.

M: That’s true. But on the other hand workers nieekdave some office equipment at home.
You know, um, a computer, a fax and so on — whinhiausly the employer must supply.

P: Right,6) that could be an argument against then...

Example: 1) their work
2)
3)
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4)
5)
6)
Tapescript adapted from “Instant IELTS” by Guy Bkedlart (CUP, 2004, p.128)

Section 4 — Extended Turn

In the speaking test of IELTS - part 2, you will have to talk about the topic one a card

for one to two minutes. Write down what you would gy to the examiner.

Describe your favourite shop.

You should say:

Where it is

What things it sells

What sorts of people are its customers

and explain why you like the shop so much

Adapted from “Instant IELTS” by Guy Brook- Hart ((®8)2004, p.120)
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APPENDIX D - Pragmatic Competence Quiz — Phasked/-

PRAGMATIC COMPETENCE QUIZ — PHASE 2
KEY
I- 1 mark each: total 6 marks
1.D
2.B
3.B
4.C
5D
6.C

[I- 1 mark each= total 7 marks
1.B
2.C
3.B
4.C
5.B
6. A
7.B

[lI- 0.5 mark each = total 7 marks
(4) checking understanding
(10) expressing dislikes

(7) giving directions

(2) asking for opinions

(1) giving a warning

(11) expressing a threat
(13) expressing a possibility
(3) showing annoyance

(12) direct request

(9) indirect request

(8) subtle criticism



(5) introducing people
(6) apologising

(14) expressing a condition

IV- 1 each= total 5 marks

2) working from home

3) being with your family more/ have a family life
4) workers

5) companies

6) Equipment at home

V — Total 5 marks:

1 mark for signpost words
1 mark for accuracy

1 mark for appropriacy

2 marks for content

Grand total= 30 marks

184
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ATTACHMENTS

ATTACHMENT A — Listening activities

Listening

[f to the text

e Wha are the speakers? i In order

i 10 know what th
ou as the Ii
he language v
elationship to

s Where are they?

e \Why are they speaking?

eacher or a salesperson. g the
onversation also helps us to underst
ecause it helps us to anticipa
i are going to talk about.

£4 45> Pre-listening

-~ * Look at the following pictures. Try to work
out who the people are, where they are and
why they are speaking to each other.

e (Can you imagine what they are saying? Write
some words in the speech balloons.

s How did you decide what the people were saying?
* Compare what you have written with your partner.
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Listening UNIT 1

EXTRACT 1

¢ Listen to Unit 1, Extract 1. There are ten short conversations and one example. As
you listen, complete the table to show who the speakers are and why they are
speaking. The first one has been done as an example.

Example Customer/Sales assistant Customer is asking where men's department is

1

I-BE--T N A = N LA

ot
o

45> Follow-up: Spoken and written language

}"BJ\ e Make a list of the types of language you hear spoken every day both in your own
language and in English. Divide the list into two columns showing language which
is spontaneous or unprepared and language which was probably written to be read
out loud. Then discuss the questions below with a partner.

Unprepard spolcen Ian\fjuaﬂa Read oot loud
&9 {’alkjrtﬂ to {:o.m@ v friends rodio Aews
asiing direckions

11 What are the main differences between spoken language and language which was
written to be read out loud? Is it harder to understand one than the other?

12 Why is it more difficult to understand people when they speak on the telephone?
How is this similar to listening to a recorded conversation?

tice, do the Supplemeniary activity on page 109.
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ing for specific information

e \What are the key words? ¢ Sometimes when we listen, we are only interested in
 finding out very specific information such as dates and
e What type of words are they? : times, names or key words.

: It helps us to understand, if we can work out what kind
¢ of words we are listening Tor.

« Look at the telephone message pad below. It comes from a house where a number
of students live together.

« Discuss what information you need to listen out for in each message. If possible,
write what type of word that is in the right-hand column.

 Listen to Unit 2, Extract 1 and complete the task.

Telephone messages

Type of word

A | Julia confirming dinner on ) o daﬂ/dah;
at (2) ; fime/place
B | @ ready.
Cost of vepars (4) e
C| ® called.

Textbodk 5 (6)

D | Nick needs his (7)..... .
Take them to coliege before

E | Dr Boyd is il with (9
New appontment on (10)
F | Supermarket has found (11)
Callect them at (12)
G | Sam rarg. (13} ... for Prof. Hall on Saturday.

—Peacecall Hhs puber: (14) .
—— ————

10
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o When do we need to listen for | someone is describing an object like an umbrella, it is
detail?  the detail in the description, such as the colour or a

: reference to the shape, which allows us to differentiate

e Why is detail important? it from another umbrella. So we need to listen carefully

¢ for the words which describe the detail.

o5 }:\p Pre-listening
AR A, Look at the pictures of the umbrellas, which are similar but not the same, and
describe one to your partner. Is it clear which umbrella you are describing? These

words may help you: spots, stripes, handle, curved, straight, point, pointed.

{ELTS Listening Section 1 Mhltiple-choice pictures

How to approach the task

= Look at the task on the following page. In each case there is a question
followed by three pictures. Try to work out the possible context of the
language from the words in the questions and the pictures.

~ Decide what information you should listen out for.

= Answer the questions as you listen.

14
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Listening UNIT 3

Questions 1-6

Circle the appropriate letier. TesT TIP
Tn Section | of the
test only, you will
hear the example
Played twice.

Example What was Jill's
job in Hong Kong?

1 Which picture
shows Gerry?

2 Where were Gerry
and Sue married?

3  Which picture shows
Sue’s sister’s children?

4  What time should Jill
arrive for dinner?

5 What type of
accommuodation
does Sue live in?

6 Which bell must A (B C  Eohs
you press? @ ST,

- e = ©

O T &=

2, " €

};;‘}\ For further practice, do the Supplementary activity on page 109.

SR

15
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= \What are the speakers talking

about? i people, we subcanscio 1t
¢ we need or that intere
» What are the main ideas and how  { hear. in other words,
are they developed? ¢ the supporting detail. Sor

¢ introductary phrase to at
i some clue 1o the topic.

* Look at the chart below. You will see that the situation and speakers have already
been identified. Try to guess what the speakers might say from this information.
This is not always possible. Why?

* Listen to Unit 4, Extract 1 and make a note of the words used by the first speaker to
attract attention. Write this in the Introductory phrase column.

e Listen to the extract a second time and fill in the rest of the grid, briefly noting the
topic and showing how the speakers develop this topic. The first one has been done
for you as an example.

==

| How does the tof

Example | Two old school friends Guess who I |Meeting an dd | Tak about teachar’s

chatting saw today? | feacher appearance
1 Department store: customer
and sales assistant
2 Husband and wife talking
about the children
3 Radio news item
4 Two friends making plans
for an outing
5 Two students chatting in
university canteen
6 University librarian and student
7 Sports equipment shop:

assistant and two teenagers

8 Vice Chancellor of a university
speaking at a ceremony

16
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Listening

UNIT 5 Seeing beyond

o What does the speaker mean ¢ People do not always say exactly what they mean. As
exactly? : listeners we must learn to interpret the words people
: use as well as their intonation patterns. In this unit, we
e How can we interpret intonation? ¢ will investigate some ways of seeing beyond the surface

i meaning of spoken language while following a
: conversation.

4 a5, Pre-listening
Ty

- ¢ Look at the following sentence: I thought the assignment was due in on Thursday.
e Try saying it in three different ways, to produce three different meanings.
What are the three meanings? Discuss these with your partner.
» Try creating a similar short statement. See if you can vary the meaning by changing
the word stress.
» Read your statements to your partner. Can you hear the differences in meaning?

e Look at the chart below and note the headings of the different columns.

e Listen to Unit 5, Extract 1, which consists of an example and eight short,
independent dialogues. As you listen, answer the focus question Yes or No.

e Discuss what indicators or language features helped you to interpret the real
meaning of the speakers.

Example | Did the woman like the shirt? No Her hesitation
Rising ntonation — uncartainty

Is the weather fine?

Is the girl trying to avoid the date?

Was the man satisfied with the phone?

Are university fees going to rise?

Does the woman want to see the computer?

Is the boy very sick?

Did the woman like the movie?

RN |G| W

Is the teacher pleased with the boy’s work?

19
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Listening UNIT 5

20

Pre-listening

(2]
SEEET R

profits: ]HOSPITALS
1

BEFORE | [f/% g <

for all! ? X ,

S

Employ:ent

e Look at the three posters advertising a student debate.

* Discuss what each of the posters means. Ask your teacher to explain their possible
meaning if this is not clear. In these three cases, there are two possible sides to each
argument.

¢ Make a list of things which could be said on either side of the argument for each
poster. This will help you to understand Extract 2.

» Report back to the class.

In Section 3 of the IELTS Listening test you will have to follow a conversation
with more than two speakers. In this extract you will hear a conversation
between three friends who live in a student house together, Richard, Sue and
Frank. They are having a conversation about how the government should spend
public money. There are two tasks to accompany this listening extract.

Task 1

¢ Listen to the conversation. As you listen, complete the grid below by placinga v in
the box next to the name of the speakers each time they speak. Which of them
speaks most often?




Task 2

Now look at the questions below. Read them through carefully and underline any

words that you think will help to focus your listening.

Listen to the extract a second time and circle the correct answer for each question.

The person at the door is
A looking for work.

B asking for money.

C looking for the hospital.
D visiting her friends.

Frank thinks the hospital should be
financed by

A local residents.

B a special health tax.

C the state.

D private companies.

Richard thinks Sue’s view on hospital
funding is

A acceptable.

B predictable.

C uninteresting.

D unreasonable.

Sue’s attitude towards the
government’s spending is
A disapproving.

B indifferent.

C understanding.

D impartial.

5 Frank thinks that space research
A is only for scientists.
B is moving too slowly.
C has practical benefits.
D has improved recently.

6 In talking about space travel, Frank

A displays his pessimism.
B reveals an ambition.

C makes a prediction.

D refers to a book.

7 Sue thinks work is important

because it

A reduces the levels of crime.

B gives individuals pride in
themselves.

C helps people find homes.

D reduces the need for charity.

8 Richard’s overall attitude is

A helpful.

B bitter.

C disinterested.
D sarcastic.

For further practice based on this extract, do the Supplementary activity on

icﬁ‘&\
| !page 110.
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Listening UNIT B

TEST TIP
In this ﬁ?e of task

theve are three
spedkers wtewracting an
w the test you will only
hear the conversation
once. 1t is impovtant
t+hat you are able to
d'us\"inau'-s\n between the
diffevent speakers as
well as undevstand what
Hne)a are saying.

21
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s What are ‘signpost words™ : Good public speakers and lecturers illustrate the stac
: of their talk through the use of 'signpost words”. Beir

* How do they help us to understand? : able to identify and follow the signpost words will he
¢ you to understand formal spoken English.

Pre-listening

As with writing, speakers make use of special words to help introduce ideas an
to provide a framework for what they are saying, especially in formal speec
such as a lecture or a talk. We can think of these words as ‘signpost word
because they direct our listening; in other wozrds, they warn us that mo
information is coming and suggest what kind of information this may be: e
additional, positive, negative, similar, different. They may also introduc
examples of a main point made earlier.

» Look at the sample of unfinished ‘spoken’ text below. It starts with the sign
word while, which suggests that there is a contrast or opposite to follow.

(While a great deal has been achieved in the area of cancer research, there ..
1

This sentence could be completed with the words: ... is still a lot we do
understand about cancer.

Here are some possible ‘directions’ that the signpost words can take you in.
a Leading towards a comparison

b Leading towards a contrast or opposite

¢ Introducing an example of what was said earlier

d Suggesting cause and effect or result
e Providing additional information
f Setting out the stages of a talk

= First, read the sentences 1-10 on the next page and identify the signpost words
the direction (a—f above) that the words are taking you in. Then go on to the
activity that follows.

22
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(_)/rr_’_f—f{ =

R ey

| 1 Incoming governments © fren make Promises
\ which they cannot keep. For instance ...

| 2 Every Roman town had at its centre a forum.,
where people came together tO conduct their

\ official and religious affairs. In addition, the
forum ...

two weeks of the Olympic Games. In

\ 3 The meteorological office predicted rain for the
| consequence, ...
|

\ 4 Learning a foreign language can be difficult and
\ at times frustrating. However, ...

| 5 Not only did the Second World War result In 1
the displacement of millions of innocent |
civilians, it ... [

6 Despite the efforts of the government to reduce 1|
the incidence of gmoking among teenagers and k
young adults, 1 regret to say that smoking .-

7 This is how 10 approach writing an essay. First,
you should read the question carefully. Then ...

8 No matter how hard you try to justify the sport
of fox hunting, the fact remains that ..

9 Tirstly I would like o talk about the early life of
J. E. Kennedy. Gecondly ... and thirdly ...

: |

10 On the one hand, it may be advisable to study L.
hard the night before an exam; on the other
hand, ... i

e T 1
mrzkté) compl'ete the unfinished statements above by creating an ending which
e stflen;;ie }nheach case, using the signpost words in the text to guide you
e finished texts out loud to your partner so that you can practi.se the
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Listening UNIT 6

©s] EXTRACT 2

IELTS Listening Section 3 Note completion and labelling a diagram

IELTS Section 3 Listening takes the form of a conversation between two or more
people discussing an academic topic. Unlike the dialogues in Section 1, where
the speakers are discussing everyday topics, Section 3 will require more careful
attention to the conversation or argument being expressed. In the following
example, yvou will hear an extract from a university tutorial with four speakers
taking part. First look at the questions below and make sure you understand
exactly what you have to label on the diagram. '

Questions 1-3

Complete the notes. Use NO MORE THAN THREE WORDS for each answer.

ROVER ROBOT

The robot does the work of a (1) . It looks

like 2 (2 on wheels. It weighs 16.5 kg and
travels quite (3) ’ ;

Questions 4-7

Label the diagram of the rover robot.
Write NO MORE THAN THREE
WORDS for each answer.

(4)

(7 &

Questions 8—-10
Complete the notes. Use NO MORE THAN THREE WORDS for each ansuwer.

The rover cannot be steered in real time because of the
(8) :
Scientists decide on a (9) for the rover.
Mars is similar to Earth because it may have

(10)

5 =\ For further practice, do the Supplementary activity on page 110.
.
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Listening

* How do intonation and word stress  : Public speakers and lecturers make use of stress, thythm

help us to understand? i and intonation pattems, along with signpost words, to
: divide their information into ‘chunks’ of meaning. Leaming
i to recognise these speech patterns will help you to
: understand formal spoken English whether you are
¢ listening to a live or a recorded talk.

Pre-listening

Try saying the following telephone numbers. Notice how your voice goes up after
each group and then drops as you come to the end of the whole number.

5849 3714 *612 9983 4721 *01223 460278 *33 76 49 52 98 *0412 613612

Speakers normally use an upward intonation if they have more to add and let their
voice drop when they come to the end of that piece of information.

EXTRACT 1

" There are three levels of government

Look at the five extracts below, taken from different lectures and mark in pencil the
words which you think should be stressed and where your voice should rise and fall.
Read the extracts out loud to your partner, as if you were giving a talk or a lecture,
paying particular attention to the intonation patterns needed to keep the listener
interested and to ensure that the meaning is clear. After you have both read each
extract, listen to the recording and compare it with your versions.

Try recording your own voice and then listen to yourself.

Urban society began when hunter- " There are three levels of government in Australia: firstly, there is

gatherers learnt (a) how to farm land, Federal Government, which looks after issues of national importance
(b) how to domesticate animals and such as immigration and defence. Then there is State Government
(¢) how to build permanent structures located in each capital city, and which has responsibility for such
IDFAG oS sk things as education, the police and urban and regional planning, and

|
U R—— thirdly we find Local Government, which controls services such as
waste collection, public libraries and childcare centres.

in Australia: firstly, there is Federal

Government; then there is State Was Napoleon poisopeq or didkhe die of natural causes? The Napoleonic Society
Government and thirdly we have of Af_ﬂef ICa, an association of historians and collectors, has given a modern twist
Local Government. to this debate. They have done this by revealing the results of chemical analyses

of hair said to have come from the head of the French emperor,

The many forms and styles of handwriting which exist have aﬁr:’;xctgd a widg

range of aesthetic, psychological and scientific studies, each with its own aims

and procedures. Moreover, each of the main families of writing systems“

(European, Semitic, East Asian) has its own complex history of handwriting styles. 25



ATTACHMENT B - Listening activities transcripts

’

Recording Script

Words in italics indicate the location of answers to the listening exercises.

UNIT 1, EXTRACT 1

Example
ASSISTANT

WOMAN
ASSISTANT

WOMAN
ASSISTANT

‘WAITER
WOMAN
WAITER

WOMAN

WAITER
2
POLICE OFFICER

DRIVER
POLICE OFFICER

DRIVER
POLICE OFFICER

HUSBAND

WIEE
HusBaND

WIFE

160

Can I help you?

Yes, I'm looking for a tie for
my husband. Where would I
find the men’s department?
On the first floor. You can
take the lift or the escalator.
Thank you very much.
You're welcome.

Can I take your coat?

Thank you.

And would you like
something to drink before you
order your meal?

Yes, please. Can we see the
wine list?

Certainly.

Can I see your licence please,
sir?

Yes, uh ... certainly.

Did you know you were
exceeding the speed limit
when you came over the hill
just now? Our radar registered
that you were travelling at
157 km an hour.

Oh, really? I hadn’t realised.
There’s an on the spot fine of
$280.00for that, I'm afraid, sir.

I'm afraid I got stopped by
the police for speeding today,
dear.

Oh no, David. You didn’, did
you!

Yes, I got a fine of $280.00—
on the spot.

That’s dreadful. We can't
afford that. You really should
drive more slowly!

LECTURER

STUDENT

ADMIN

STUDENT
ADMIN

STUDENT

LECTURER

STUDENT

LECTURER

STUDENT A

STUDENT B
STUDENT A

STUDENT B

Now I'd just like to recap on
what we were talking about
last week before going ahead
with this week’s lecture. We
were, if I remember rightly,
looking at the main causes of
the Second World War and

I'd just like to go back to some
of the points I made. But first,
does anyone have any
questions?

How do I go about joining the
Table Tennis Club?

You need to fill in this form
and show me your student
card.

Is there a fee?

Yes, there’s a joining fee of
$15.00 and an annual
subscription of $10.

I'm afraid I haven't been able
to finish the history essay, and
I was hoping that you would
give me an extension.

When do you think you could
let me have it?

Well ... I should be able to
finish it by next Monday.

Well ..., OK. As long as I can
have it by then. That'll be fine.

Did you manage to finish the
history essay?

No. Did you?

No. I couldn't find the books
in the library.

No, neither could I. But
fortunately the lecturer has
given me an extension. You
should go and see her. She’s
very helpful.
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10

Fuicnt  Would you like something to
ATTENDANT  drink with your meal? Drinks
are complementary on this
flight.
PasseNGER  I'll just have a soft drink
thanks. Can I have a Coke?
FLIGHT Oh, I'm sorry. I'll have to go
ATTENDANT and get you one when I've
finished serving this row.
PASSENGER  Oh, OK.

Doctor  Morning, Mr White. Come in.
And what can I do for you
today?

PATIENT  Well doctor, I'm having
difficulty sleeping. 1 often
wake up at 3.00
in the morning and I just
can't get back to sleep.

Doctor  Isee ... and how long has this

' been going on?

PATIENT ~ Oh, about a month now. I
wonder if you could prescribe
something.

PRINCIPAL  Good morning, everybody.

Now, first of all I'd like to start
by welcoming you all to the
college. We're delighted to
have you here and we hope
you are going to enjoy your
stay with us. My name is
Mary Smithers and I'm the
college principal.

UNIT 2, EXTRACT 1

A

Oh hi, everybody. It’s Julia here. It's
Thursday afternoon. I'm just ringing to
confirm dinner on Friday night. 'll be
there about 7.30. Can't wait to see you all!

Johnson's Repairs here. Your video recorder
is now ready for collection. There is a
charge of £50.00 to be paid when you come
and pick it up.

Message for Mary Brooks. This is the
University Bookshop here. The book you
ordered on Asian Economies is not

U

TOURIST

TOURIST

TOURIST
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available. I'm afraid it's out of print. Sorry
about that. Let me know what you want us
to do.

Hi. This is Nick. I've left my football boots
at home today and I desperately need
them for the match this afternoon. If
someone gets this message, could you
please bring them into the college before
12 o’clock. The new boots, not the old
boots. Thanks a lot, see you ...

Dr Boyd’s surgery here. I'm afraid we'll have
to cancel Ms Tavlor’s appointment
tomorrow, as unfortunately Dr Boyd has the
Jliu. Could she come on Monday at 3.30 pm
instead and ring back to confirm she can
make that time?

Oh, hello — message for Mr Lee. Newport
supermarkets here. I believe you lost a pair
of glasses yesterday. We've found a pair at
the checkout. We're keeping them at the
customer service desk. Would you like to
come in and see if they're yours?

Hello — this is Sam. Message for Nick. We're
having a farewell party for Prof. Hall on
Saturday. You know he’s going to China for
two years. Give us a ring on 9818 4078.

NIT 2, EXTRACT 2

CLERK  Good Morning, Blue Harbour
Cruises. How can I help you?

Oh, uh, good morning. Um ... can
you tell me something about the
different cruises you run?

Well ... we run three cruises every
day, each offering something slightly
different.

Let me just get a pencil so I can
make a note of this. Right.

Firstly, there’s the Highlight Cruise,
... then we do the Noon Cruise and
we also have our Coffee Cruise.

Um ... could you tell me a bit about
them? When they leave, how often,
that sort of thing?

Well, the Highlight Cruise is $16 per
person, and that leaves at 9.30 every
morning and takes two hours to go
round the harbour.

CLERK

CLERK

CLERK
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CLERK Yes, sir, that’s correct, and would you
like to collect it from our city branch
or at the airport or your hotel?

MAaN I can pick it up in the city.

CLERK  And how will you be paying for that?
Cash, cheque or credit card?

MaN Do you take traveller’s cheques?

CLERK No, sorry.

MaN I'll pay by credit card then.
CLERK  Right, thank you very much. We'll see

you in the morning, sir.

UNIT 3, EXTRACT 1

JiLL

SUE

JILL

SUE
JiL
SUE
JiL
SUE
JiLL
SUE
JiLL

SUE

JILL

SUE

JiLL

Hello, Sue ... fancy meeting you here! It
is Sue Johnson, isn't it?

Oh, hi, Jill. It must be ages since we've’
seen each other. What a surprise! How
are you?

Yes, well, ... I'm fine ... just got back
from two years’ teaching in Hong Kong,
actually.

I thought you'd gone into computing or
nursing.

No, I ended up being a teacher after all ...
And how about you?

Oh, fine. Things are going quite well in
fact.

So what've you been up to over the last
three years?

Working, studying, you know the usual
things ... Oh, and I got married last year.
Congratulations! Anyone I know?

Yeah, you might remember him from our
college days. Do you remember Gerry?
Gerry Fox?

Gerry ... Was he the one with the dark
hair and beard?

No, that was Sam. No, Gerry’s got blond
hair and glasses. He's pretty tall. Well, we
got married ... finally ...

Great, and where did the wedding take
place? Was it here in London?

No, in the end we decided to get married
in Scotland. Gerry’s parents live there, so
we were married in the small village
church, with the mountains in the
background.

Fabulous. Have you got any pictures?

SUE

JILL

SUE
JiL
SUE

JILL
SUE

JiLL
SUE

JiLL
SUE
JiLL

SUE

JILL

SUE

JiLL
SUE

JiLL
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Well, funny you should ask ... I have
actually got a couple here. They're a bit
battered because I've been carrying
them around in my bag.

Oh, never mind. Let’s have a look. Oh,
don't you look wonderfull Who are those
people behind you?

That’s my older sister Clara.

Oh, she looks like you.

Do you think so? Everyone says that, but
we can't see it.

Is she married now?

Yes, and she's got three children: a girl
and twin boys as well.

Wow — imagine having twins!

Look, why don't we have dinner together
and catch up on a few things?

Would you like to come over one
evening?

That'd be lovely.

What about next Friday evening?

Fine. What time? Shall I come over about
8 o'clock?

Oh, come about half past seven. I'm
usually home around 6.30 so that'd give
me plenty of time to get dinner ready.
Fine, and one last thing ... where do you
live? What's the address?

Oh, good thinking ... here’s my card, the
address is on the back. We've got a flat in
an old house. We live on the third floor of
a large old house. The house has been
converted into flats. You know, it'’s a
typical London flat. So when you arrive
you'll need to press the bell second from
the top.

The bell second from the top. OK.
There's a little intercom arrangement so
I canlet youin.

Right. OK, see you on Friday then.

UNIT 4, EXTRACT 1

RV AMMIA CID THRAY

WoMAN A Guess who I saw today?

WoMAN B Who?

WomMaN A Iran into our old English
teacher, Mr Britton, in the
supermarket.

WoMAN B Really?
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WOMAN A

Funny thing is—I didn't
recognise him. He tapped
me on the shoulder and I
wondered who on earth it
was! He's grown a beard

and he looks quite different.
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ASSISTANT
STUDENT

ASSISTANT

STUDENT
ASSISTANT

STUDENT

WIFE

HUSBAND
WIFE

HUSBAND

NEWSREADER

Can I help you?

Yes, well, I bought this tie
last week for my boyfriend’s
birthday and um, well, he
doesn't like it. Could I
change it for something
else?

Certainly, madam,
provided that it hasn't
been worn and that you
have the receipt.

Yes, here it is.

OK ... um ... this tie looks
as if it's been worn, I'm
afraid. I can't put that back
on the rack.

Oh ... that’s a pity.

You know, John, I'm
getting quite worried
about Maria.

Why — what’s happened?
Well, | was speaking to her
teacher today after school.
She tells me that Maria
often doesn't finish her
homework and when she
does ... well ... the
standard is often pretty
poor.

Maybe I'd better have

a word with her then.

And now, closer to home
and the health service ...
The prime minister
announced today that the
Government would be
looking at ways of
reducing hospital waiting
lists in Australian
hospitals. At present

STUDENT A

STUDENT B

STUDENT B

STUDENT A

STUDENT B
STUDENT A

STUDENT B

STUDENT A

STUDENT B

STUDENT A

STUDENT

LIBRARIAN
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patients can wait up to two
years for a hospital bed for
operations not considered
to be life-threatening. A
spokesperson for St
Michael’s Hospital said
some patients wait for
over two years for
operations such as hip
replacements and other
so-called minor surgery.

Now, ... about this picnic.
Where are we going to go?
Well, I thought we might
all meet up at the Opera
House at two o’clock and
walk through the Botanical
Gardens and find a nice
spot down near the water.
What do you think?

Great!

You know the computing
assignment we've got?
Yeah!

Have you finished yours
yet?

No ... have you?

No, that’s why I asked. I'm
having a lot of difficulty
understanding the topic.
Why don't we go and see
the lecturer about it and
ask him? He's a pretty
friendly sort of guy. I'm
sure he won't mind.
Good idea.

Excuse me ... I'm trying to
find a copy of A Guide to
English Grammar—1 can't
find it on the shelf.

Let me have a look. It may
be waiting to be put back
on the shelves. Hold on a
minute. ...Yes, it came
back in this morning, but
a couple of people have



reserved it already. Would
you like to reserve it after

that?

No, thanks — I think I'll go

and buy a copy for myselfl

STUDENT

ASSISTANT  Hey! You guys! Could you
two stop playing on the
walking machine? It's not

a toy, you know.

Oh sorry. We were just
trying it out. Isn't that what
it’s for?

If you're not going to buy
it, you shouldn’t use it!
Well, we don't know
whether we're going to buy
it if we don't try it, do we?

TEENAGER

ASSISTANT

TEENAGER

8

VICE CHANCELLOR ~ Good afternoon,
distinguished guests,
family and friends and
students of this university.
I'd like to extend a very
warm welcome to you all
and say how pleasing it is
to see such a good turnout
of parents and friends at
today’s graduation
ceremony which is, in my
opinion, a most important
day in the university
calendar.

UNIT 4, EXTRACT 2

PRESENTER

Hello and welcome to this week’s edition of Tell
me more— the programme where you ask the
questions and we provide the answers. And
we've had a wide variety of questions from you
this week.

And the subject we've picked for you this week in
response to your many letters is the production
of postage stamps. And as usual, we've been
doing our homework on the subject.

So who designs the postage stamps that we stick
on our letters? Well in Australia the design of
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postage stamps is in the hands of Australia Post.
In Britain, it’s the Royal Mail that looks after
stamps and it seems that both countries have

a similar approach to the production process.

We discovered to our surprise that it can take up
to two years to prodiice a new postage stamp.
Why'’s that [ hear you ask! Surely it can't be all
that difficult to design a stamp? In fact, it isn'.
But it seems it's a lengthy business. Firstly they
have to choose the subjects and this is done
with the help of market research. Members of
the general public, including families, are
surveyed to find out what sort of things they
would like to see on their stamps. They are given
a list of possible topics and asked to rank them.

A list is then presented to the Advisory
Committee which meets about once a month.
The committee is made up of outside
designers, graphic artists and stamp collectors.
If the committee likes the list, it sends it up to
the Board of Directors which makes the final
decision. Then they commission an artist. In
Australia artists are paid $1,500 for a stamp
design and a further $800 if the committee
actually decides ro use the design. So there’s a
possibility that a stamp might be designed, but
still never actually go into circulation.

So what kind of topics are acceptable? Well, the
most important thing is that they must be of
national interest. And because a stamp needs
to represent the country in some way,
characters from books are popular, or you
often find national animals and birds. So of
course, the kangaroo is a favourite in Australia.
With the notable exception of members of the
British royal family, no living people ever
appear on Australian or British stamnps. This
policy is under review, but many stamp
enthusiasts see good reason for keeping it that
way to avoid the possibility of people in power
using their influence to get onto the stamps.

Every year the Royal Mail in Britain receives
about 2000 ideas for stamps but very few of
them are ever used. One favourite topic is kings
and queens; for instance King Henry V111,
famous for his six wives, has recently appeared
on a British stamp together with a stamp
featuring each of his wives.

165



Recording Script

But despite the extensive research which is
done before a stamp is produced, it seems it’s
hard to please everybody, and apparently all
sorts of people write to the post office to say
that they loved or hated a particular series.
The stamp to cause the most concern ever in
Australia was a picture of Father Christmas
surfing at the beach. And when you consider
that the practical function of a stamp is only as
a receipt for postage, I think perhaps the
importance accorded to stamps has got out of
all proportion!

Well, that’s all for today. If there’s a subject you
want us to tell you more about, drop us a line

Cat ...

UNIT 5, EXTRACT 1

GIRL

WOMAN
Girl
NARRATOR

Mum! What do you think of my
new shirt? Do you like it?

Oh, it’s ... uh ... lovely, darling.
Oh Mum.

Did the woman like the shirt?
The answer is No.

MAN

WOMAN

NARRATOR

2

STUDENT A
STUDENT B
STUDENT A

STUDENT B

STUDENT A

STUDENT B
INARRATOR
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Fantastic! This is the first day I've
had off for months and look at
the weather. Would you believe it?
Oh well. At least you've got the
day to yourself. Never mind the
weather.

Is the weather fine?

Hi, Sue. It's Mario here.

Oh, hi. How are you?

Fine — look I was wondering if you
were free on Saturday evening.
I've got some tickets for a concert.
Would you like to come?

Oh, look, I'm sorry ... I'd really
like to, but ... like ... I'm studying
for my exams at the moment, and
well ... I'm sorry ... I can't.

OK - not to worry. Some other
time then, I suppose.

Right ... sure ...

Is the girl trying to avoid the date?

3
CUSTOMER

ASSISTANT
CUSTOMER

ASSISTANT

NARRATOR

4
REPORTER

POLITICIAN

NARRATOR

5
MAN

WoMAN
MAN

WOMAN
NARRATOR

6
MOTHER
SoN

MOTHER

SON

203

I bought this mobile phone on
Friday ...

Is there a problem with it, sir?
Well, primarily, it does not appt
to function outside the
metropolitan area, which mean
it fails to function as a mobile
phone as far as I can see.
Right, I'll just have a word with
the manager and see what we
can do.

Was the man satisfied with the
phone?

Excuse me, Minister. Can you te
us whether your government
intends to increase student
university fees in the next budg
The government has every
intention of ensuring that
students will not be
disadvantaged by any increase
fees which it may be necessary
introduce, by offering grants an
scholarships to students where
possible.

Are university fees going to rise

I've just ordered a new MMX
computer with 32-speed CD
ROM; I'm getting it tomorrow.
That's great.

It’s twice the speed of the one
we've got now and much better
games.

Can't wait to see it.

Does the woman want to see tk
computer?

What did the doctor have to say
Well, she said if [ want to get ric
of this flu I should stay in bed f
the next three days, drink plent
of orange juice and stay nice ar
warm.

That means you'll miss your
football on Saturday.

No, I should be OK by Saturday



MOTHER Oh, OK? Too sick for school, but
OK for football, eh?

SoN Mum, that’s not fair.

NARRATOR Is the boy very sick?
7
WOMAN  I've just seen the new Bond
movie.
MAN Have you? I saw it on Saturday .
WoMAN  Wasn' it fabulous? Didn't you just
love the special effects?
MAN Yeah, they weren't bad. It was OK.
NARrATOR  Did the woman like the movie?
8
TEACHER Michael, did you do this work
yourself?
STUDENT Yes, sir. Of course I did.
TEACHER It seems to have been remarkably
well done, for you!
STUDENT Guess I had a good day, sir.
TEACHER Michael, I wasn't born yesterday.
STUDENT No, sir.
NARRATOR Is the teacher pleased with the

boy’s work?

UNIT 5, EXTRACT 2

RICHARD Sue, who was that at the door?

SUE Oh, someone collecting rmoney for

the local hospital again.
Frank Did you give them anything?

SUE No, Frank, [ did not. I refuse to give
money at the door to people —it
annoys me the way they come round
here on Sunday morning, expecting
us to donate money all the time.
Well, they're hardly likely to come
round during the week, are they?
'Cos anybody who can afford to
donate money will be out at work!
Anyway, Sue, I think they just make
you feel guilty.

SUE Richard, I beg your pardon!
RICHARD  You don’t want to give any money,

so you turn the situation round and
blame them for knocking on your
door.

SUE Richard, that’s not true! I'm happy to
give money but through the official
channels. I just don't like people
coming to my door.

RICHARD

FRANK

SUE

FRANK

SUE

RICHARD

SuE

FRANK

SUE

FRANK
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Well ... 1 tend to agree with Sue. T
don’t see why we should have to pay
for the new hospital out of our
pockets. We already pay our taxes —
income tax, purchase tax, you name
it tax. The government should pay
for the hospital out of general
revenue — not the local residents.
Yes, that's right. I mean — perhaps
we don't need a hospital in this area
anyway. Why can't people go to the
General Hospital in town? They've
got all the facilities there.

Ah, but Sue. The day youneed a
hospital, you'll want it there ready and
waiting for you, close to home, not
miles away. And besides, other people
may not be able to travel into town like
you. Old people, people without cars ...
Oh Frank, you know what I mean.
Anyway, [ still think that the
government should pay for this kind
of thing.

That's because you've grown up in a
system where the state does
everything for you from the cradle to
the grave. But, it doesn't work like
that any more; the party’s over, I'm
afraid, because there simply isn't
enough money left in the bank to pay
for all this stuff. You see, we're an ...
Yes, but most of the time they waste it.
I mean, look at how much
government money is spent on
roads, on airports, on huge hotels, on
space research, for instance, instead
of on local social issues. If they ...
Well, I'm sorry but I can’t agree with
you there. Firstly, hotels are built
privately, with private money, not
government money, and as for
space research ... well, I think it's
incredibly important. .
Why, Frank? Tell me ... whyis space
research so important?

Because it’s pushing back the
frontiers of science ... quite literally
... and also because you get some
fantastic discoveries made as a
result of this kind of research and
they have an immediate effect on our
day to day lives.
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RICHARD  Such as non-stick teflon frying pans.

FranNK  Well yes, but there are other much
more relevant examples — high
speed aircraft, for instance,
navigational equipment, thermal
clothing, all sorts of things.

RICHARD Nice to think that your up to date
skiing clothes were originally
designed for astronauts.

SUE  Oh Richard, you are such a cynic.

FRANK ~ Well, you guys can laugh, but I ber
you by the year 2050, people will
actually be shooting off to Mars on
their holidays, to get away from it all!

SUE No thanks. Not me!

FRANK  You think I'm joking, don't you? The
next great explorers of this world
will be the astronauts. People with
vision and courage to try and find
new territories. You think it's just
science fiction, but it isn't. It's real.

SUE  Well I still think the government
would be better advised to target
some of the problems on this earth
before they go shooting off to Mars.
How can we possibly talk about
space travel when there is youth
unemployment, crime, poverty...?
That's where our energy should be
going ... into making sure that
people have a roof over their heads
and employment because work gives
people a sense of self. No one wants
to be on the receiving end of charity
all the time.

RICHARD  Here we go again. Lots of fine ideals,
but ...

SUE  Richard, you have to have ideals.
Otherwise what'’s the point?

FRANK  Yeah, I agree with Sue. I think she’s
right.

RicHARD I don't know.

UNIT 6, EXTRACT 1

1

Incoming governments often make promises
which they cannot keep. For instance they say
they will reduce unemployment, but the
number of people out of work remains static.
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2

Every Roman town had at its centre a forum,
where people came together to conduct thei:
offical and religious affairs. In addition, the
forum was used as a meeting place.

3

The meteorological office predicted rain for t
two weeks of the Olympic Games. In
consequence there were fewer spectators tha
we had anticipated.

4

Learning a foreign language can be difficult
and at times frustrating. However the reward:
usually outweigh the difficulties involved.

5

Not only did the Second World War result in
the displacement of millions of innocent
civilians, it also caused tremendous political
change.

6

Despite the efforts of the government to
reduce the incidence of smoking among
teenagers and young adults, 1 regret to say th:
smoking is not in decline.

7

This is how to approach writing an essay. Firs
you should read the question carefully. Then
you should make some notes covering your
main ideas. After that you can start writing.

8

No matter how hard you try to justify the spo:
of fox hunting, the fact remains that animals
are slaughtered simply to provide
entertainment for humans.

9

Firstly T would like to talk about the early life
J.E Kennedy. Secondly, we will look at the
period of his presidency, and thirdly we will
review the effects of his assassination.

10

On the one hand, it may be advisable to studs
hard the night before an exam; on the other
hand, it is wise to get a good night’s sleep
before sitting a test,
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OK, come on in. Hi Ben, hello Mark,
Sally. Let’s get going shall we, because
we've got a lot of ground to cover this
afternoon. It's Ben’s turn to give his
tutorial paper today but, remember,
we do encourage questions from the
rest of you, so do try to join in and ask
guestions.

OK.

Now, I believe Ben's going to talk to us
today about the exploration of the
Red Planet.

That’s right. I'm going to be looking at
the recent landing by the Americans
of a spacecraft on the planet Mars
and in particular focusing on the
small rover robot.

Is that the little robot that functions
as a geologist?

Yes, that's right. It’s called a rover -
like a Iand rover, I suppose! —and it
can detect the geological composition
of the ground it's standing on so, yes,
it’s a sort of geologist. It's actually
quite amazing.

I heard it described as being like a
microwave oven on wheels.

Yeah, well from an appearance point
of view, that’s a fair description. I've
photocopied a picture of it for you, so
that you can keep this for reference
and make some notes and I'll just
hand that out now.

Thanks.

Wow, you'd actually expect it to look
more space age than this, wouldn't
vou? Like more sophisticated.

OK, well as you can see it’s quite
small. It actually only weighs 16.5kg.
Right, and what kind of speed is it
capable of, Ben?

Um, well I suppose that depends on
the terrain, but I understand that it
has a top speed of 2.4 km an hour
which isn't very fast, really.

And can you tell us how it works,
explain some of these things we can
see here?
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Well first of all on the top it’s fitted
with solar panels. It runs on solar
energy, of course.

Does that mean it can't work at night?
Yes, indeed it does. I guess it sleeps at
night! So you have the solar panels on
the top, and underneath this is the
part known as the ‘warm hox’

What's the purpose of that?

Well, at night the temperatures on
Mars can go below 100 degrees, so the
warm box is designed to protect the
electronics from the extreme cold.

It's also fitted with two cameras on
the front.

OK. And what about its wheels?

It's got six aluminium wheels, each

13 cm in diameter. Each one has its
own motor, so it’s individually
powered, which allows the vehicle to
turn on the spot if necessary. And as
you know aluminium is very light.
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And how is it steered?

Good question! It’s steered using
virtual reality goggles worn by
someone back on earth, believe it or
not, though because the robot can't
be manipulated in real time it can't be
steered in real time either.

What do you mean exactly?

Well you see it takes more than

11 minutes for a radio signal to travel
[rom command headquarters in
California to Mars and another 11
minutes for the answer to come back.
You mean theres a time delay.

Yes, exactly. And the time delay or
time lag means it can't be steered
directly from Earth. So what they do
is this. They photograph the area
around the rover and the scientists
will decide where they want the rover -
to go.

In other words, they'll plot a course for
the rover.

Exactly.

OK, Ben, that'’s very interesting. Now
can you tell us anything about this
space mission itself? Why Mars?
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BEN  Well, people have been fascinated by
Mars for a long time and it is
generally believed that Mars is ihe
only other planetin the solar system
to have abundant water.

Is it possible that people might one
day be able to live on Mars?

BEN Well of course there’s a lot of work to
be done yet, but theoretically I can't
see why not.

Thanks, Ben, that was very interesting.
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Today, in our series of lectures on human
language, we are going to be looking at the
way in which children acquire language. The
study of how people learn to speak has proved
to be one of the most fascinating, important
and complex branches of language study. So
let’s look at these three features in turn.
Firstly — why is it fascinating? This stems from
the natural interest people take in the
developing abilities of young children. People
are fascinated by the way in which children
learn, particularly their own children!

Secondly, it is important to study how we
acquire our first language, because the study of
child language can lead us to a greater
understanding of language as a whole. The
third point is that it’s a complex study and this
is because of the enormous difficulties that are
encountered by researchers as soon as they
attempt to explain language development,
especially in the very young child.

In today’s lecture we will cover a number of
topics. We will start by talking about research
methods. There are a number of ways that
researchers have investigated children’s
language and these include the use of diaries,
recordings and tests, and we'll be looking at
how researchers make use of these various
methods. We will then go on to examine the
language learning process, starting with the
development of speech in young infants during
the first year of life. This is the time associated
with the emergence of the skills of speech
perception, in other words, an emergence of

170

207

the child’s awareness of his or her own ability
speak. We will continue with our examinatior
of the language learning process, this time by
looking at language learning in the older chilc
that is in children under five. As they mature,
is possible to begin analysis in conventional
linguistic terms, and so in our analysis we wil
look at phonological, grammatical and
semantic development in pre-school children

In the second part of the talk I would like to
review some educational approaches to the
question of how linguistic skills can be
developed. In other words, how can we assist
the young child to learn language skills at
school? Initially we will look at issues that ari
in relation to spoken language; we will then
look at reading and review a number of
approaches that have been proposed in relatis
to the teaching of reading. Finally we will
conclude today’s talk with an account of
current thinking about the most neglected are
of all, the child’s developing awareness of
written language.
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In today's lecture I want to look at one of
Australia’s least loved animals, but one that h
an interesting history from which, I think, we
can learn a fundamental lesson about proble
solving.

While Australia is famous for its many
wonderful native animals, in particular the
kangaroo and the koala, it also has some less
attractive animals, many of which were
actually brought to Australia in the 19th and
20th centuries.

Perhaps the most well known introduced anin
is the rabbit, brought originally by the early
settlers as a source of food. Another animal to
introduced by the settlers was the fox, for the
purpose of sportin the form of fox hunting.

But perhaps the most unusual animal ever
brought here was the cane toad. Here is a
picture of one. (Picture at top of page) Itisa
large, and some people would say, very ugly



