
NOTES FOR TUTORS ON COURSE CONTENT 
 
A1 Psycholinguistics: What is it? 
 
It is perhaps worthwhile beginning the course with a preliminary discussion, where  
students put forward their own ideas of the relationship between the mind and 
language. Get them to speculate on: 

- The link between the mind and the production of speech. 
- How the mind handles ‘grammar’ and ‘vocabulary’ 
- What changes have happened when (e.g. after a stroke) language is impaired? 
 

An OHT of the six areas covered by Psycholinguistics might form the basis of a 
discussion of what the students understand by each. 
 
Activity (p.5). Possible answers. Psycholinguistics might provide the following 
insights:  

 First language education: literacy; teaching reading and writing; dyslexia; 
early language problems; how to communicate information to children 

 Medical and physiological problems: effects of brain damage (from strokes, 
injuries, surgery) on language; stuttering; effects of blindness and deafness on 
acquiring a first language; relationship between the brain and the muscles that 
control speech. 

 Syntactic structure: how speakers turn a system of grammar into actual 
utterances; how we impose grammatical patterns upon what we hear and read. 

 Phonology and phonetics: how the mind stores the (vary variable) sounds of a 
language; how listeners recognise words which vary in form in connected 
speech 

 Lexicography: what features of a word (beginning, ending, stress, number of 
syllables) help us to find it when we need it; how the mind matches words to 
their meanings; how words are associated with each other in the mind 

 Language learning: if there is such a thing as a gift for language learning; 
differences between processing a first and a second language; how vocabulary 
is acquired; how a learner constructs a new grammar 

 
 
A2 Language, speech and communication 
The three concepts need to be distinguished as a preliminary to establishing whether 
other animals do/do not have language.  The distinctions made here may be useful for 
other areas of language study. 
 
Communication. The main points here are 

a. intention on the part of the producer to convey a message. 
b. voluntary control over the signal 
 
Activity (p. 5)  
a belch: not communication if it is involuntary. But in some cultures, it is 
voluntary, a form of communication that shows that somebody has enjoyed a 
meal. 
a scream: not communication if it is involuntary. But it might also serve as 
communication if it is a deliberate way of calling for help. 



a cough: not communication if it is involuntary. But we can also use coughs in a 
voluntary way to communicate something (e.g. in order to gain attention) 

 
Language. It is worth spending time on the symbolic nature of language. Compare  

the sun on a weather chart – a representation of a real-life object 
a child with a satchel on a road sign – an indirect representation of ‘school’ 
a red traffic light to mean STOP. 
Only the third is symbolic; there is no connection between the sign and what it 
represents. The same is true of language (with the exception of a few 
onomatopoeic words like cuckoo) 
 

      Activity (p.5)  
Laughter: involuntary and difficult to suppress. Perhaps partly symbolic to the 
listener as an indicator of happiness. Not systematic. 
Snoring: involuntary; has no meaning so not symbolic; not systematic 
Doodling: voluntary; may represent something to the writer but often not to 
the reader 
Nods: voluntary; symbolic in some cultures of agreement, but in others of 
disagreement; not systematic 
Winks: voluntary; may symbolise several meanings; not systematic 
Traffic lights: symbolic; systematic (RED means ‘not green’); single visual 
modality unrelated to words 

 
Speech.  By vocalisation is understood making sounds in a voluntary way. So frogs,  

birds and wolves might be said to vocalise. What distinguishes speech is that it 
involves the communication of a message by means of small units (sounds, 
words) assembled into larger structures. 

 
 
A3 Language and the brain 
 
There is a useful introduction to the topic in Obler. LK & K. Gjerlow: Language and 
the Brain. Cambridge: Cambridge University Press, 1999. Chaps 1-3. 
 
Lateralisation. You may wish to mention that the left hemisphere in many human 
beings is rather larger than the right. This may be associated with handedness (the left 
hemisphere controls the right hand) or it might be something to do with speech.  
 
Activity (p.9) 

a. The brain has to co-ordinate breathing and speaking.  
b. It has to exercise very fine control over the muscles that we need for speech.  
c. It needs to find words and assemble them into sentences – or to deconstruct 

the utterances of others. It needs to match words to meanings. 
 
Students now need to refer back to the earlier description of the parts played by 
the different areas of the brain. 
-    The cortex handles c (making connections with stored information) and b 
(controlling sophisticated muscular movements) 

      -     The pre-frontal areas support vocabulary (grouping [objects] into categories) 



- The left hemisphere analyses the speech signal for sounds and words, handles 
the symbolic nature of language  

- The cerebellum handles a and b (coordinating a range of muscular movements 
which have become highly automatic. 

- The motor cortex handles b. (controlling … muscular movements) 
 

 A bigger cortex may enable us to find words when we need them, to exercise 
fine control over the articulators. 

 Much larger pre-frontal areas may reflect our ability to give names to classes 
of items and to group words into categories 

 The left hemisphere seems to be associated with vocalisation (speech in 
humans). 

 The motor area in humans has greater control over the articulators.  
 The larger cerebellum enables us to co-ordinate breathing and speaking. 
 The motor areas exercise much greater control over breathing and speaking. 

 
 

A4 ‘Knowing’ a word 
 
This section focuses mainly on the contents of a lexical entry, i.e. the stored form of a 
word. A critical point is the distinction between a word’s form and its meaning. Point 
out to students that the notion of a lexical entry applies to content words. The situation 
of function words is not entirely clear since most do not have a meaning component. 
 
In discussing form, the section raises the important problem of variation, which is 
examined in greater depth later in the course. 
 
The issue (p15) of the link between meaning and syntax is an important one in current 
grammar theory. You may wish to give other examples: 

Speaker selects PAY. Likely sentence pattern:  PAY (+ NP1) + for + NP2 
  NP1 = a sum of money or a person 

Speaker selects SPEND. Likely sentence pattern: SPEND (+ NP1) on (+ NP2) 
  NP1 = a sum of money 

Speaker selects PUT. Likely sentence pattern: PUT + NP + into / on to + NP 
 
The last paragraph of p. 13 and sections a and b on p. 14 will normally have been 
covered in standard courses on Lexis and Semantics. If students have not already 
followed such a course, it might be worthwhile to spend time on discussing the issues. 
For background reading, students can be referred to:  
Graddol, D., J. Chesire & J. Swann Describing Language. Buckingham: Open 
University, 1994. pp. 103-118 
Palmer, F. R. Semantics. Oxford: Oxford University Press, 2nd edn., 1981. Chap. 5 
Saeed, J. I. Semantics. Oxford: Blackwell, 1997. Chap. 3 
 
Activity (p.14) 
 
TELL 
Form:  Phonological   /τελ/     Othographic tell 
 Morphological:  tell – told – told 
 



Syntax:  Word class: verb 
    Phrase structure   TELL + NP1 + about + NP2 
    (tell Mary about the accident) 
    TELL + NP3 + to + NP1   
    (tell the news to Mary) 
    TELL + NP1+ NP3 
    (tell Mary the news) 
    NP1: a hearer    
    NP2: an event 
    NP3: a narrative form (news, story etc.) 
Core meaning: transmit information orally 
 
AFRAID 
Form:  Phonological   /↔:φρεΙδ/     Othographic afraid 
 Morphological:  afraid – more afraid – most afraid 
 
Syntax:  Word class: adjective 
    Phrase structure   AFRAID + of + NP 
    (afraid of spiders) 
    AFRAID + to + VP   
    (afraid to jump) 
    NP = frightening entity 
    VP = frightening event 
Core meaning: fearful 
 
ACCUSE 
Form:  Phonological   /↔:κ⎯υ:ζ/     Othographic accuse 
 Morphological:  accuse - accused - accused 
 
Syntax:  Word class: verb 
    Phrase structure   ACCUSE + NP1 + of + NP2 
    (accuse John of the crime) 
    NP1: a suspect    
    NP2: a piece of morally wrong behaviour 
Core meaning: allege that somebody is responsible 
 
END 
Form:  Phonological   /ενδ/     Othographic end 
 Morphological:  end - ends 
 
Syntax:  Word class: noun 
    Possible phrase structure   at / by / before + the + END + of + NP1 
     (at the end of the programme) 
     NP1: an event that has duration; a period of time 
              an entity that has length 
Core meaning: final point 
 
 



A5 Lexical storage and lexical access 
The notion of drawing upon both form and meaning when trying to locate a word in 
the mind is very well dealt with in Aitchison, J: Words in the Mind. Oxford: 
Blackwell, 2003, 2nd edn. Chap 18.  
 
It is sometimes suggested that we retrieve words by means of abstract access codes 
which provide cues that link to the form of the word we are seeking or to the word’s 
meaning. In a Tip of the Tongue state, we have the meaning cue (so we know the 
word exists) but we cannot locate its form. 
 
It is worth spending time on the concept of spreading activation, which is very 
important in vocabulary studies in Psycholinguistics. The following entry from Field, 
J. Psycholinguistics: the Key Concepts (Routledge, 2004) may assist. 
 
activation   An important metaphor in models of language processing, based on the way 

information is transmitted within the brain by electrical impulses. It is often employed 
in theories of lexical access. A word in the lexicon is said to be activated to the extent 
that evidence supports it. Thus, reading the sequence fro- would activate FROG, 
FROM, FRONT, FROST etc for a reader. The items would not all be activated to the 
same degree: some (e.g. FROM) start off with an advantage (or perhaps a lower 
recognition threshold) because they are more frequent. If the next letter the reader 
encounters is g, this new information boosts the activation of FROG to a point where 
it ‘fires’: i.e. the word on the page is regarded as successfully matched to the item 
frog in the reader’s lexicon. At this point, the activation of the other words (known as 
competitors) begins to decay. 

            In many models of language processing (especially connectionist ones) activation is 
represented as feeding up through different levels of analysis. It is assumed that there 
is a sub-letter level of processing that deals with letter features (parts of letters). If the 
reader sees a vertical line, the result will be to feed excitatory (or facilitatory) 
activation upwards to the letter level, supporting the likelihood of the capital letters E, 
F, H etc.  No activation (or negative inhibitory activation) is lent to C, S or X, which 
do not conform at all to what has been seen. If the next feature processed is three 
horizontal lines, then E will be boosted to the point where recognition occurs and will 
win out over F and H. In some models, there is inhibitory activation between 
competitors at the same level. As E clearly becomes the correct candidate, the result 
is to depress the activation of F and H. 

            A phenomenon known as spreading activation provides an account of the way words 
are connected in the lexicon. When the word FOOT is read or heard, it lends 
activation to a string of other words which are associated with it, making them easier 
to recognise. They might be associated by form (in reading: FOOT – food, fool) or 
they might be semantically associated (FOOT - hand, toe, leg). Activation is said to 
vary in relation to the strength of the connections. Thus, the connection between 
FOOT and hand would be stronger than that between FOOT and elbow.  

            Note that these effects are automatic: they are not under our voluntary control, so we 
cannot turn them on or off. In this, they are different from context effects. 

 
 



A6 An information processing approach 
 
Activity (p. 18)  

a. The reader identifies the letter features (curves, straight lines etc), the letters, 
the order of the letters, possibly the font in which the word has been printed. 
b. The reader uses all this evidence to locate a representation which is stored in the 
lexicon as part of the lexical entry of a known word 
c. The reader identifies the word as a form of the word TABLE 
 
c. The writer retrieves the concept of TABLE 
b. The writer matches the concept to a meaning which is located in the lexicon and 
attached to a particular word form 
a. The writer analyses this word form into the order of the letters, the letters and 
then (if handwriting is involved) the features which make up the letters. 

 
Important to an understanding of many issues in Psycholinguistics are: 

- the idea of three information stores (sensory, short-term, long-term) 
- the idea that working memory is limited in what it can hold 

You may wish to spend time on discussing them. Ask students to think of the three-
store model in terms of somebody giving them directions to get to a railway station 
and to describe each stage of storage. Then ask them to imagine the speaker giving 
complex directions very rapidly. What effect is this likely to have on the second stage 
of storage? 
 
Also important to theories of language processing are 

- the idea that a process such as reading consists of taking a piece of text 
through several levels of representation 

- the distinction between top-down and bottom-up processing 
Discussions in the literature are sometimes a little opaque. The following, abridged 
from Field, J. Psycholinguistics: the Key Concepts (Routledge, 2004), may assist the 
tutor at this stage. Some of the issues mentioned are addressed in later sections: 
 
bottom-up processing  An approach to the processing of spoken or written language 

which depends upon actual evidence in the speech signal or on the page. Smaller 
units of analysis are built into progressively larger ones. There is a contrast with top-
down processing, the use of conceptual knowledge to inform or to reshape what is 
observed perceptually.  The terms ‘bottom-up’ and ‘top-down’ are derived from 
computer science, where they refer respectively to processes that are data-driven and 
processes that are knowledge-driven. 

           Underlying the metaphors ‘top’ and ‘bottom’ is the idea that listening and reading 
proceed through levels of processing, with bottom-up information from the signal 
assembled into units of ever-increasing size. In listening, the lowest level (i.e. the 
smallest unit) is the phonetic feature. The listener’s task might be portrayed as 
combining groups of features into phonemes, phonemes into syllables, syllables into 
words, words into clauses and clauses into propositions. At the ‘top’ is the global 
meaning of the utterance, into which new information is integrated as it emerges…. 

           Non-psychological accounts sometimes refer to a conflict between ‘bottom-up models’ 
of reading and ‘top-down models’. This is misleading, as it implies that a choice has 
to be made. The issue is not to argue the case for one processing type over another; 
but to establish how the two interact and which one predominates in case of 
conflict….  



            Some commentators prefer to describe the processing of the letters, sounds and words 
of a message as lower-level processing (the opposite being higher-level). It is also 
referred to as perceptual processing (as against conceptual processing). 

 
top-down processing  The influence of higher level (conceptual) knowledge upon 

lower-level (perceptual) processing…. 
            ‘Top-down’ is sometimes loosely used as a synonym of ‘contextual’. However, 

strictly speaking, it refers not to a single level of processing but to a direction of 
processing. Suppose the knowledge that a given word exists can be shown to affect 
the way we hear the sounds in that word. This can be described as a top-down effect, 
because knowledge at word level is influencing processing at a lower (phoneme) 
level. Similarly, the way in which speech or writing is planned can be described as a 
‘top-down’ process since it begins with large, conceptual units (propositions) and 
ends with small, perceptual ones (words in the speaker’s mouth or on the writer’s 
page). 

 For this reason, the term ‘higher level processing’ is often preferred when describing 
the use of contextual information, as against lower-level decoding operations. Or a 
distinction is made between conceptual and perceptual processes. 

            It is important to make a distinction between two different purposes for invoking top-
down knowledge in listening and reading: 

            * to compensate for gaps in understanding. In the case of the weak reader, the gaps 
might reflect weak decoding skills. In the case of the second language learner, they 
might be the result of a limited vocabulary or grammar or the inability to recognise 
known words in connected speech.  

            * to enrich the meaning interpretation of what has been read or heard by bringing in 
world knowledge, knowledge of the discourse so far etc. 

           The second purpose characterises the more skilled reader and the more advanced 
language learner. They have achieved a degree of automaticity in the way they 
decode language, which frees Working Memory resources and makes them available 
for considering the wider contextual implications of what is being read or heard. 

 
Activity (p.20) 
The lower levels are different in reading, which involves 
letter features -  letters – words – phrases (marked by pronunciation)…. 
while listening would appear to involve 
phonetic features – phonemes – syllables – words – phrases (marked by pausing and 
intonation) 
 
The higher levels would appear to be similar, involving: 
syntactic patterns – prepositional meaning  
 
 
 
A7 Writing systems 
 
A good source of information on writing systems is Coulmas, F. (1989) The Writing 
Systems of the World. Oxford: Blackwell. 
 
Activity ( p.21) 
 
Chinese. The system shown here represents meaning, not how a word is said (the 
character for TREE is duplicated to represent WOOD/WOODS in the sense of a 



cluster of trees). A writer could in theory map straight from an idea to a written form 
without having to think of the word for the concept. In fact, it is not quite so simple: 
see the more detailed discussion that follows. 
 
The first Japanese character in each pair represents word meaning. But the second 
character, used for inflections, represents how the inflection is said. Here, the 
character represents the sound sequence de. So it would seem that Japanese writers 
using this script distinguish between ‘free’ content words where meaning is primary 
and ‘bound’ inflections where pronunciation is primary. 
 
Arabic. Consonants are written, but short vowels are often not written. Arab readers 
have to make greater use of context to work out what some words mean, since he 
wrote and books are written the same way. 
 
Spanish. The letter e consistently represents the sound roughly reproduced here as ay. 
There are not the shortened weak quality vowels that exist in English. So Spanish 
writers can work out the spelling of a word by the way it is said. 
 
English. There is not a clear one-to-one relationship between sound and spelling. 
Here, the letter e represents three different sounds. So the writer has to memorise 
correct spellings. 
 
 
A8 Decoding in reading 
 
A good introduction to decoding is Goswami, U. & P. Bryant Phonological Skills and 
Learning to Read.  Hove: Erlbaum, 1990. 
 
The term lower-level processing is used henceforth for the analysis of what is present 
on the page or in the speech stream. Higher level processing is used for the building 
of meanings and the incorporation of world knowledge. See the information under A6 
about bottom-up and top-down processing. 
 
Activity (p.25). A variant of the Stroop colour test. Because the word-meaning 
mapping is so automatic among skilled readers, they find it difficult to over-ride the 
meanings of the words in the shapes. 
 
Activity (p25). The first word of each pair can be read aloud in at least two ways; the 
other can only be read in one way. Students may disagree over how to say the first 
word in each pair; or may report that it was harder to find an appropriate 
pronunciation. The task shows that we can attribute pronunciations to non-words, 
even though the English spelling system is said to be opaque. 
 
Activity (p. 28) The non-words have very different neighbourhoods.  
 

Non-
word 

First group Second group Third 
group 

GEAD dead,  head, lead (n.), 
read (past V), bread 
dread, tread  

bead, lead (v.), mead, 
knead, read (pres. V), plead

 



PIVE dive, five, hive, jive, live 
(adj.),   Clive, drive, 
strive, thrive 

give, live (v.)  

TOOD good, hood, wood, stood food, mood, brood blood, flood 
FOWN down, gown, town, 

clown, brown, crown, 
frown 

known, mown, sown, 
blown, flown, grown, 
shown 

 

KEAR dear, ear, fear, gear, 
hear, near, rear, sear, tear 
(n), shear, clear 

bear (n), bear (v), pear, tear 
(v), wear 

 

LORK fork, pork, stork work   
VOME dome, home, gnome, 

Rome, tome, chrome 
come, some  

SCERE here, mere, sere  there, where  
HEAF leaf, sheaf deaf   
VINT dint, hint, lint, mint, tint, 

Clint, flint, glint, print 
pint  

SOVE cove, rove, wove, clove, 
drove, grove, throve, 
stove, strove, trove 

dove, love, shove, glove move 

 
Activity (p. 28) Attempts to memorise a piece of text often encourage a reader to 
rehearse it by saying it in their mind. 
 
 
A9 Issues in listening 
 
Gillian Brown’s Listening to Spoken English. Harlow: Longman, 1990 2nd edn. 
provides a detailed background to the problems of variability in connected speech. 
See also: Roach, P: English Phonetics and Phonology. Cambridge: Cambridge 
University Press,  2nd edn. 1991. Chap.14 and Gimson’s Pronunciation of English. 
London: Arnold, 1994, 5th edn. (revised A. Cruttenden), Chaps 11-12.  If students 
have not previously followed a course in phonology and phonetics, the Roach title is 
recommended for background reading. 
 
Activity (p. 31) (a) Saying words is slower than reading them (see Section A8), so 
words in the ‘inner voice’ that supports reading must be in some reduced form. We 
cannot be subvocalising them sound by sound and syllable by syllable.  If we had to 
subvocalise everything we heard in order to process it, it would slow down 
conversation considerably.  (b) A second language learner would in theory not be able 
to understand what a native speaker said until he/she had achieved a good mastery of 
the pronunciation system. Yet language learners often understand words said by other 
before they can produce them themselves. /κΙτ/ 
 
Activity (p. 32)  

1. Because (as just seen) phonemes vary greatly in form because of co-
articulation. If we learned to recognise words at syllable level, this would not 
be a problem. We would recognise the sequence /κΙτ/ whenever it occurred 



and it would not matter than the /k/ at the beginning was different in form 
from the /k/ in (e.g.) /κ℘τ/. 

2. The demi-syllable is more efficient and leads to fewer forms being stored. If a 
listener stored /κΙ/ and /Ιτ/ as two of the demi-syllables of English, they could 
recognise them in many sequences such as kick, kill, king etc on the one hand 
and bit, fit, hit etc. on the other. 

3. French syllables are much more sharply defined than English ones. The 
French word BALANCE falls into two neat parts; but the /l/ in the English 
equivalent appears somehow to belong to both syllables: ba(l) – (l)ance. There 
is also the problem (noted already) that English syllables are very subject to 
reduction (next spring  →  neck spring). 

 
Activity (p. 32)  
Those involving the both lips (/p/, /b/), lip rounding (/w/) or teeth and lips (/f/, /v/). 
 
Activity (p. 33)  
The under-specified solution would mean that less was stored in the mind. It would be 
efficient on storage but the process of matching would be more complicated. 
The multiple-trace solution would mean that a huge amount of information had to be 
stored. But it would lead to very easy matching. 
 
 
A10 Characteristics of speech 
 
If students have already studied discourse analysis, they may be familiar with some of 
the major differences between speech and writing. If they have not, a good 
introduction is given by Halliday, M.A.K. Speech and Writing. Oxford: Oxford 
University Press, 19 
 
Activity (p. 34) 
Some of the features exhibited (especially by the interviewer) are: 

• hesitations 
• fillers and hesitation markers such as er, erm, you know etc. 
• false starts, where the speaker begins a particular sentence structure, then 

abandons it for another one. 
• repetitions (a-a little earlier) 
• incomplete sentences 
• sentences that are loosely co-ordinated rather than employing subordinate 

clauses 
• incorrect grammar (e.g. Politician: we need to take unlicensed car + 

SERious) 
 
Activity (p. 35)   
Pauses occur quite frequently at syntactic boundaries. These are ‘natural’ pauses 
which are necessary to enable a speaker to assemble the next chunk of language 
(broadly, the next clause or phrase). 
Pauses sometimes occur within a clause or phrase. These pauses are often 
accompanied by fillers or hesitation markers. We can characterise them as hesitations 
rather than planning pauses. They may result from 



a) the speaker having changed their mind about how to express an idea 
b) the speaker having forgotten what they planned to say 
c) the speaker finding that their forward planning was not adequate: they do not 

have a clear enough idea about how to complete their utterance 
d)  the speaker becoming aware of having made an error or not having expressed 

an idea very clearly 
e) the speaker trying to be very precise 
f) the speaker seeking an infrequent or technical word 

Occasionally these pauses are rhetorical rather than hesitations: they serve to mark 
the importance of the word that comes next. Pauses can also serve to indicate that a 
speaker is ready to had over the turn in a conversation. 
 
Activity (p. 36) 
The turns have been measured to the nearest second in order to simplify the exercise. 
The measurements given would, of course, be more precise in a research study. 
The first long utterance of the presenter contains 116 syllables. His speaking rate here 
is 116/21 = 5.52 syllables per second. The first long utterance of the politician (his 
second turn) contains 106 syllables. His speaking rate here is 110/19 = 5.78 syllables 
per second. 
So the two speakers here have quite similar speaking rates. These rates might seem 
fast. In fact, a rate of 200 syllables per minute or 5 to 5.5 syllables a second is quite 
normal for English - though a great deal depends upon the type of speech event. 
 
Speaking rate varies considerably between speakers and within the speech of a single 
speaker. For example, in the presenter’s fourth turn, there are 73 syllables, giving a 
speaking rate of 73/18 or 4.05 syllables per second. In the politician’s third turn, there 
are 122 syllables, giving a speaking rate of 122/24 or 5.08 syllables per second. Here, 
the politician appears to be speaking considerably faster than the presenter. However, 
at least some of this may be due to a lower number of pauses (see next activity).  
 
Activity (p 36) 
In the presenter’s first turn, there are 7 short pauses and one long one: a total of 2.5 
seconds. The articulation rate is 116/18.5 = 6.27 syllables per second. 
In the politician’s second turn, there are only 4 short pauses: a total of 1 second. The 
articulation rate is 110/18 = 6.11 syllables per second. 
 
The articulation rate of the presenter at this point is faster than that of the politician; 
this is perceptible when one listens to the original recording. 
 
The large amount of pausing in (e.g.) the presenter’s fourth turn gives a strong 
impression of a lack of fluency. 
 
Activity (p. 37) 
Presenter’s first turn: runs are 30 syllables – 2 syllables – 1 syllable – 4 syllables – 27 
syllables – 22 syllables – 20 syllables – 10 syllables. 
The short runs reflect some lack of fluency on the part of the presenter. See also the 
presenter’s fourth turn where the runs are: 4 syllables – 15 syllables – 9 syllables – 4 
syllables – 2 syllables – 10 syllables – 1 syllable – 3 syllables – 8 syllables – 17 
syllables. 
 



Politician’s second turn: runs are 11 syllables – 12 syllables – 33 syllables – 19 
syllables – 35 syllables. 
The long runs are due to the politician skilfully holding on to the turn by not pausing 
so as to let the presenter get a word in. 
 
There are good examples of switches from hesitancy to fluency in the presenter’s 
fourth and fifth turns. He doesn’t seem very clear about the words he wants to use 
(hence the short runs). When he makes up his mind, he creates a longer run at the end 
of the turn. Much of the time, the politician’s runs are medium length, with regular 
sentence stress (see the syllables in capital letters). This gives an impression of 
speaking in a measured and thoughtful way. See (e.g.) the politician’s fifth turn.  
 
Activity (p. 38) 

1. Vertical lines mark pauses (the vertical axis is marked ‘pause time’) 
2. Horizontal lines mark periods when the speaker is actually uttering speech (the 

horizontal axis is marked ‘phonation time’ i.e. articulation time) 
3. It shows a period with much pausing followed by a period with much 

phonation. This suggests that there are period when a speaker is less fluent 
because they are engaging in macro-planning i.e. they are not just planning 
the words they are going to use in the next chunk of language but the whole 
direction of the conversation. 

 
 
A11 Long term memory and schema theory 
 
It is not easy to find introductions to these topics which are both simple and accurate. 
On LTM, you could recommend students to read:  
- Cohen, G., G. Kiss & M. LeVoi Memory: Current Issues. Buckingham: Open 
University Press, 2nd edn., 1993. Section 1     
- Henderson, J. Memory and Forgetting. Routledge, 1999. Chaps 1-4.  
A good introduction to schema theory etc. appears in  

- Greene, J. Language Understanding: a Cognitive Approach. Milton Keynes: 
Open University Press, 1986. Section 1. 

 
Activity (p. 39) 
If a second language is taught by rules, they can be regarded as declarative 
knowledge. As a learner begins to apply the rules to everyday situations, they come to 
use them more and more automatically. The rules may finally even be forgotten.  
In fact, modern methods of teaching language prefer to provide learners with 
examples rather than rules. One could say that they try to provide a kind of procedural 
knowledge (by establishing a link between a particular situation and a particular 
grammar structure) from the very start. 
 
Activity (p39) 

1. The first understanding of the word dog is episodic. It relates to a single event 
and a single example of the word. Later it becomes semantic, when the child 
recognise similarities between several events which have featured this type of 
animal and this particular word. 

2. The grammar rule is semantic, a fact. But it remains abstract until it has been 
related to real-world situations. The naturalistic language learner picks up the 



sequence as part of episodic memory – associated with a particular experience 
at a particular bus stop. They then notices it again in connection with similar 
experiences, until it becomes part of semantic memory. 

 
Activity (p. 40) 
You might consider everything you know about camels: they have humps, they live in 
the desert, they go for a long time without water, they are used as a means of 
transport; there is a distinction between a camel and a dromedary. You might use this 
prior knowledge as a way of 

• guessing what you will hear in the lecture. 
• devising questions that you hope the lecture will answer (How do they go so 

long without water? What exactly is the difference between a camel and a 
dromedary?) 

 
Activity (p. 40) 
You have confirmed the expectation that the lecture will mention water storage, the 
desert. It is likely that you have revised your schema with the information that water 
is not stored in the hump. It is likely that you have added to your schema with the 
information about eyelashes. 
 
The speaker would be likely to provide an introduction where he/she said what was to 
be covered in the lecture. The issues would be discussed one at a time, probably with 
the support of visual aids. There would be a conclusion, summarising the main points. 
The listener would not be expected to participate in a two-way exchange. Instead, the 
listener would be expected to reserve questions until the end. They might have to 
make allowances for possible failures of understanding during the lecture. 
 
Activity (p.41) 
Students should find recall difficult without a title to provide a schematic framework 
for the passage. 
 
Activity (p. 41) 
The kind of script that students should produce is: 
You go through the door – you are met by the head waiter – you ask if there is a table 
for three – the head waiter asks if you have a reservation – you reply ‘no’ – the head 
waiter leads you to a table (possibly picking up three menus on the way) – you take 
off your coats – you look at the menu – a waiter comes with a writing pad – you order 
the meal, usually each of you saying what first course you want and what main course 
you want – the waiter asks what you want to drink – the drinks arrive – the courses 
come one at a time. Etc. 
 
The communication with the head waiter and the waiter is so shaped by experience 
that it is a kind of ritual. Imagine the consequences of saying: We want three steaks, 
please before you have reached the table Or of ordering the main course before the 
first course. Formulaic questions and answers are used: How many is it for? Do you 
have a reservation? Smoking or non-smoking? Would you like to order? We probably 
process these at a reduced level of attention because we have learnt to expect them. 
 
 



A12  Exceptional circumstances 
 
This neutral term is used to cover, not just examples of language disability, but the 
impact of unusual conditions (deafness, blindness, being a twin) upon first language 
acquisition.  
 
A major concern is to investigate the theory that we are born genetically endowed 
with a capacity for language. If this is the case, then  

a. the environment should have only a limited impact upon the course of 
acquiring a first language. 

b. We need to examine closely those cases where language acquisition is less 
than complete. 

By studying those who have problems in using language, researchers can also: 
a. achieve insights into how normal language processes operate 
b. provide evidence that assists speech therapy, pedagogy, medical intervention 

etc. 
 
* Crystal, D. & Varley, R.: Introduction to Language Pathology. London: Whurr, 4th 
edn., 1994. Chap. 3 gives a good introduction to what can go wrong in language. 
*  There is an excellent collection of review papers covering many types of 
‘exceptional circumstance’: Bishop, D & K. Mogford (eds.) Language Development 
in Exceptional Circumstances. Hove : Psychology Press, 1993  
* Chiat, S. Understanding Children with Language Problems. Cambridge: Cambridge 
University Press, 2000 offers an accessible and concrete introduction to 
developmental language problems 
 
This section especially examines the issue of modularity. Is language a separate 
faculty or is it part of general cognition? A short accessible introduction to the topic is 
given in Crain, S. & D. Lillo-Martin An Introduction to Linguistic Theory and 
Language Acquisition. Oxford: Blackwell, 1999, Chap 7 
 
Activity (p.44) 
The two types of dyslexia seem to relate to the two routes which are hypothesised in 
dual-route theories of reading. A phonological dyslexic might be seen as having 
problems with the sub-lexical route – i.e. might be unable to apply grapheme-
phoneme correspondence rules. A surface dyslexic might be seen as having problems 
with the lexical route – i.e. be unable to recognise words holistically. 
 
 

- - - - - - - - - - 
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