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Preface to 
BIELEFELD INTRODUCTION TO APPLIED LINGUISTICS 

 
The lack of a single comprehensive, state-of-the-art resource on Applied Linguistics 
(AL) and the simultaneous need for a concrete, basic, and practical overview in Biele-
feld if not elsewhere provide the motivation for this interdisciplinary introduction. 
The definition of AL and, consequently, of just what areas belong to it is far from 
clear. M.A.K. Halliday (An Introduction to Functional Grammar, London; Edward Arnold, 
1985: xxix-xxx) writes, “Applications of linguistics range from research application of 
a theoretical nature to quite practical tasks where problems have to be solved,” and he 
enumerates understanding the nature and functions of language, the commonalities 
and differences between languages, how languages evolve through time, how child 
language develops, how language has developed in humans, the quality of texts, varia-
tion in language, literary and poetic texts and verbal art, the relation between language 
and culture, language and situation, the role of language in the community and in the 
individual, including bilingualism, the relation between language and the brain, the 
languages of the Deaf, help in learning foreign languages, training translators and in-
terpreters, diagnosing speech pathology, legal adjudication (forensic linguistics), com-
puter software to produce and understand texts and to translate systems of speech 
production and reception. 

Clearly the prospective areas are immense and so diverse as to be beyond the 
scope of any single one-volume introductory survey of AL. Yet some aspects of all of 
these areas are treated here. Consequently, this book offers an excellent opportunity to 
show a part of the multi-faceted work in the field of Applied Linguistics as it is re-
searched and taught at the Faculty of Linguistics and Literature – and specifically in 
the British and American Studies Department – often in interdisciplinary cooperation. 
In four sections the book presents first a view from the point of view of the foreign 
language learner, then moves to the area of language processing, with particular atten-
tion to processes of language acquisition. The third section looks at the language itself, 
and the final section elaborates on various aspects of linguistic interaction within the 
speech community. Each section is preceded by a brief introduction intended to help 
the user gain an overview of and understanding for the rationale for this particular 
field within AL. 

The style of the contributions in this volume is aimed at avoiding unnecessarily 
technical jargon and is, for this reason, meant to be attractive and accessible for be-
ginning students, mainly university students of English in the English Department at 
Bielefeld University. The individual contributions are gauged to provide a survey of 
the traditions, concepts, and goals of the individual areas, sometimes accompanied by 
case studies or other concrete examples. Although the length of each contribution is 
too short to do the subjects full justice, interested users can gain a reasonable orienta-
tion, which they may test by doing the exercises (meant to be realistically do-able) and 
pursuing the further reading suggested at the ends of the individual contributions.

 
 



 

 

 



 

 

Part I – The User / Learner 

Learners, Learning Questions, and Learning Resource s 
The contributions in this first section call attention to the situation of the foreign lan-
guage learner, who is the main addressee of this book. The perspectives of each of the 
articles differ considerably. Settinieri is concerned with one of the central questions of 
foreign language learners in our cultural circle: foreign accents. She goes into the ques-
tions of how such accents are perceived and evaluated. She also suggests how the ma-
jor problems posed by non-native pronunciations, namely the partial or even complete 
break-down of communication, can be dealt with by reviewing teaching and learning 
approaches and concrete methods which can be adopted. She places the responsibility 
for learning largely on the learner. This is followed up first by the article by S. Gram-
ley, who reviews some of the types of resources commonly available to foreign lan-
guage learners: dictionaries, grammars, and usage books, and then by Skorge’s work 
on an often neglected aspect of foreign language teaching and learning, the role of 
visuals. Pictures are well known as mnemonic devices; they help us create mental 
models and open an additional channel for cognitive processing thus enabling learners 
to activate words more easily.  

In Lennon’s extensive focus on the autonomous learner the central importance of 
the learner in the learning process is strongly stressed. He touches on questions of 
acquisition (which will be picked up again in Part II) and emphasizes the importance 
of motivation, awareness, and self-confidence and addresses the problems of imple-
mentation in schools, where a fully negotiated syllabus is unrealistic, but where greater 
independence and creativity can be stimulated. Part I closes with two chapters which 
deal with the rationale and practice of the assessment of the foreign language learner. 
In the first of these, Lennon looks at contrastive analysis, error analysis, and Interlan-
guage and in this way reviews the development of some of a variety of approaches to 
foreign language learning. In V. Gramley’s chapter on language testing the ubiquitous 
instrument of the test is reviewed, including the qualities expected of a test, the pur-
poses of tests, and an observation of some of the “nuts and bolts” of test items.  
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Teaching pronunciation 
Julia Settinieri 

1. Why should we? 
When people talk about acquiring the pronunciation features of a foreign or second 
language, some believe that pronunciation will develop easily with time and that it 
does not have to be trained. Others think that pronunciation should not be a subject 
of instruction, because it cannot be taught anyway. From this point of view any teach-
ing effort would be a waste of time. Furthermore, there are those who feel that an L2 
accent is a charming characteristic and should be maintained.  

All this notwithstanding, I will argue in the following that pronunciation training 
may be – under certain conditions – highly effective, as some studies have been able 
to show (de Bot / Mailfert 1982; Champagne-Muzar / Schneiderman / Bourdages 
1993; Derwing / Munro / Wiebe 1998; Couper 2003; 2006) and that a strong foreign 
accent may entail a lot of problems. Remember, for example, the last time you talked 
to someone who had a strong accent in your mother tongue. As important deviations 
from the target language pronunciation often endanger the intelligibility and compre-
hensibility1 of L2-renderings, you probably spent quite a bit of time trying to figure out 
what the person actually wanted to say. Consequently, one part of your concentration 
was distracted from the content of the message to the form. This can lead to misun-
derstandings or even conversational breakdowns. Maybe you also lost your patience 
after a while? And probably, you did not invite this person to have a beer with you in 
a crowded, noisy pub, even if you found him or her really pleasant. The L2-speaker in 
front of you was probably a little bit frustrated because it was difficult for him or her 
to make himself understood and to get their message across. Secondly, they may have 
felt socially less well accepted than they feel in their mother tongue. This may even 
have led them to avoid long conversations with native speakers, because they may 
have become a little anxious about the conversational problems that could arise. Con-
sequently, their acquisition process will be slowed down lacking input, output, and 
interaction, i.e. opportunities to learn. To sum it up, “[t]he question, then, is not wheth-
er to teach pronunciation, but how to teach pronunciation” (Fraser 1999: 1). 

2. What’s the problem? 
Admittedly, the acquisition and the teaching of pronunciation are connected to certain 
specific problems that have to be accounted for if the teaching of pronunciation is to 
be effective and lasting. The principal problem in the acquisition of pronunciation lies 

                                              
1 There is a distinction to be made between degree of accent, on the one hand, and the phonetic 
intelligibility and comprehensibility of non-native utterances, on the other hand. While intelligibility 
is an objective measure (e.g. using transcription), comprehensibility is a subjective one (e.g. by 
using a Likert skale rating) (cf. Munro / Derwing 1995: 290-291). 



J. Settinieri 

2 

in the fact that it has a physical component which the acquisition of grammar and lex-
is do not have. If learners put a verb in the wrong position, they will be told to put it 
in the right position, and maybe the sentence will be modelled for the speakers ena-
bling them to produce it in a syntactically well-formed fashion. If the learners mix up 
the words orange and apple, the teacher may explain the meaning of the words to them 
or show them a picture and he will understand and be able to use the words correctly 
(at least initially, although they might later on forget them again). Now imagine a 
learner who pronounces the word the as [z´] instead of [D´] – mispronouncing the 
dental fricative. The teacher will probably model the correct pronunciation for them 
and tell them that it should be [D´]. If worse comes to worst, the learner will say: “But 
that’s exactly what I said!” In a milder case, he or she may discern some vague differ-
ences between the two sounds but will still not be able to imitate the correct form. 
This is due to the fact that while all babies are born with the ability to distinguish all 
the sounds of all the languages of the world, this ability diminishes quickly (cf. Grot-
jahn 1998: 55-57 for an overview). This leads to the formation of what Trubetzkoy 
called the perceptual “sieve” (1971: 47), highlighting the fact that adults will tend to 
identify all sounds as being sounds of their mother tongue, thereby ignoring certain 
characteristic phonetic features of the new L2 sounds.2 For a beginning learner it is 
especially the new patterns that cause difficulties; for advanced learners, though, it is 
the similar patterns that continue to cause problems because of false “equivalence 
classifications” (Flege 1987; 1995). This means L2 learners first have to “reopen” their 
ears to new features that they are not used to paying attention to in perception. In a 
second step, they also have to break with the muscular habits of their articulatory or-
gans. Like in sports, they have to train the new movements again and again in order to 
get them right and then to obtain a certain routine. This becomes more and more dif-
ficult as the learner gets older. While one can reach a very high lexical and grammatical 
level in a second language even when starting quite late, the pronunciation of a second 
language will usually not be acquired at a native-like level after an age of immersion of 
around twelve years. This phenomenon was formulated in the critical period hypothesis 
(e.g. Penfield / Roberts 1959; Lenneberg 1967) and is also known as the Joseph-Conrad-
Phenomenon (Scovel 1969: 247) or the Henry-Kissinger-Effect (Brown 1987: 46-47), as the 
Polish-born writer and the German-born foreign minister of the USA never lost their 
accent in their L2 English, although both attained an excellent lexical and grammatical 
command of the L2. Nowadays, it is more common to talk about a sensitive period dur-
ing which acquisition is easier than in later periods of life, as it has turned out that age 
of acquisition is not an absolute barrier to the acquisition of a native-like pronuncia-
tion; in fact, there are some exceptional cases of high ultimate attainment in a second 
language after this sensitive period (cf. Ioup et al. 1994; Bongaerts et al. 1997; Bon-
gaerts 1999; Moyer 1999). Moreover, a distinction has to be made between rate of 

                                              
2 Cf. also the Perceptual Magnet Theory (Kuhl 1991), which goes in much the same direction, but 
additionally points out the advantages of the mechanism for quicker L1 information process-
ing. 
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achievement and ultimate level of proficiency: While children generally attain a higher level of 
proficiency in the long run, adults usually outperform children at the beginning of the 
acquisition process. Due to their more elaborate cognitive skills, they tend to acquire 
the new language patterns more quickly than children, especially in classroom contexts 
(Snow / Hoefnagel-Höhle 1977; 1978; see Grotjahn 2003 for an overview). This also 
means that while children acquire pronunciation mainly by listening and imitating, 
adult learners need a more cognitive approach including awareness-raising (see e.g. 
Wrembel 2005).  

In addition, several researchers have pointed out that identity conflicts prevent 
adult learners from adopting a native-like accent. Because accent is perceived as an 
important part of one’s identity, some learners may be reluctant about a “change” in 
their personality (Celce-Murcia / Brinton / Goodwin 1996: 17-18; Grotjahn 1998: 59-
61; Pennington 1998: 335; Hirschfeld 2001: 874; Setter / Jenkins 2005: 5-6). This al-
leged conflict is very hard to prove empirically, however, as due to the unconscious 
nature of identity it co-exists underdifferentiated with numerous extraneous variables.  

When asking teachers about their attitudes to pronunciation teaching, some of 
them moan that there is still a lack of the necessary skills in the teacher training cur-
ricula.3 Consequently, they do not feel comfortable teaching pronunciation, something 
that is also perceived as being a highly theoretical domain where a lot of basic knowl-
edge including numerous technical terms is needed as a basis for teaching. This may 
be true, but, on the other hand, the phonologies of languages follow very clear rules 
which make the topic a well-structured one. Besides, as teachers are, in a way, respon-
sible for their learners, they should try not to abandon them vis-à-vis such an impor-
tant aspect of language acquisition. Moreover, experience shows that learners usually 
react very gratefully to pronunciation teaching – when they have the opportunity of 
participating for the first time in their L2-learning-career! – and even enjoy it. 

3. Target norms, phonetic categories and progressio n 
Another important question is: What actually has to be taught? In other words: What 
kind of pronunciation is the target? And which points does the term pronunciation cov-
er? In most cases, one would teach the so-called standard variety of the target language. 
A standard variety is the variety of a language that is largely unmarked regionally 
marked, relatively clear and close to the written variety used and expected in formal, 
public contexts and which enjoys social prestige (cf. Krech 1999).4 The case of Eng-
lish as a foreign language is somewhat special, however. As English is the official lan-
guage of many countries, most of these countries have developed their own standard 

                                              
3 Moreover, teacher queries indicate that teachers criticize, for example, a lack of pronunciation 
in the curricula and manuals and the absence of clear-cut criteria for the assessment of pro-
nunciation. In addition, some teachers feel uncomfortable when correcting students on such a 
sensitive issue as pronunciation (Macdonald 2002).  
4 See also S. Gramley on language variation and dialects in this volume. 
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norms. The internationally best known ones are Received Pronunciation (RP), the stan-
dard of England, and General American (GenAm). In this case, the teacher will usually 
opt for the variety he is most proficient in while, of course, accepting all other varie-
ties the pupils bring with them. Another important distinction has to be made be-
tween the production and the perception of accents. While teachers are usually able to 
teach only one accent (in doubt their own) in a consistent way, they may decide to get 
their learners used to a variety of accents of the target language or to the accent of the 
region they live in in the target country. Basically, these decisions will depend on the 
needs of the learners.  

Some researchers have also suggested establishing a kind of International English 
using a selection of different accent features that would be easier to acquire for non-
natives (see for example Jenkins 1998; 2002; 2004 on the “Lingua Franca Core”; cf. 
Dauer 2005 for criticism). A comparable approach has also been made for German 
(Bürkle 1993). Although such an artificial norm may facilitate acquisition at first 
glance, these approaches do not seem to find wide acceptance. This is probably the 
case because, on the one hand, the mixture of an L1 accent and the accents of differ-
ent varieties of the target language causes a kind of “double accent,” which is quite 
hard to understand. And, on the other hand, learners probably prefer to learn an ac-
cent that is really spoken somewhere by an existing group of native speakers instead 
of an artificial target norm. 

Furthermore, there is consensus that the overall aims of pronunciation teaching 
should be the promotion of intelligibility and of social acceptance (cf. Grotjahn 1998: 
42-43; Hirschfeld 2001: 872). While intelligibility is very often pointed out and easy to 
identify using minimal pairs, the notion of social acceptance has only come up re-
cently. Even though studies have shown that we actually do judge people based on 
their accents (cf. Giles / Powesland 1975; Cunningham-Andersson 1997), it is far 
from clear which features of accent are evaluated positively or negatively by native 
speakers. Just consider the example given by Kelly (2000: 11): A speaker uttering Do 
you mind if I open the window? with the sentence stress on open instead of window might 
appear impatient or even rude to a native speaker of English. Broadly speaking, it 
seems that suprasegmental deviation, like in the example, as compared to segmental 
deviation has stronger negative effects on intelligibility (Hirschfeld 1994, 1995) and 
also on social acceptance: 

 
Negative impressions which a learner’s speech may give, such as boredom, rudeness, or a 
failure to react to the situation appropriately are a primary reason for work on supraseg-
mental features of pronunciation, for they are more subtle and pernicious than shortcom-
ings at the segmental level, interfering as they do on a subconscious level with cultural and 
social expectations. (Stibbard 1996) 
 
The case of “accentedness” is far from clear (e.g. Anderson-Hsieh / Johnson / 

Koehler 1992; Jilka 2000). Suprasegmentals are more prone to errors as they are cog-
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nitively less accessible.5 While sounds are more or less represented in orthography, 
suprasegmentals are not incorporated in writing and thus are not represented as a me-
talinguistic concept (cf. Fraser 2006: 86). 
 Finally, it has to be considered which phonetic categories the term pronunciation cov-
ers. First of all, there are the individual sounds, i.e. vowels and consonants. These are 
combined with each other following certain language specific phonotactic rules. Not 
all combinations are allowed in the one language or the other and some are not even 
pronouncable at all and for this reason do not appear in any language anywhere in the 
world. Then, some syllables are more prominent than others. This means we accentu-
ate some syllables using pitch and loudness, while weakening others. Furthermore, 
there is rhythm, which emerges through the combination of accent and time structur-
ing. This notion is comparable to rhythm in music, but while rhythm is very regular in 
music, it is much less regular in speech. And last but not least, there is intonation, 
which means that we go up and down with our voice when we speak (speech melody). 
 

segmentals suprasegmentals 
single sounds phonotactics accent rhythm intonation 

− vowels 
− consonants 

− syllable structure (incl. 
consonant clusters) 

− assimilation 
− reduction phenomena 
− final devoicing 

− word accent 
− phrase accent 
− sentence accent 

 

Table 1: Pronunciation features 
 
In pronunciation teaching, these categories are considered from a mainly articula-

tory point of view. Acoustic and auditive phonetics do not play a major role in the 
teaching of pronunciation, although they may sometimes provide additional explana-
tion or support such as, for example, an acoustic visualization (cf. fig. 1) in the teach-
ing of intonation. 

4. What is “good” pronunciation teaching? 
For a long time, researchers tried to find the best method of pronunciation teaching, 
the one that might lead to the best outcomes. But these studies were far from being 
conclusive and rather pointed out that individual differences override the teaching 
methods (Macdonald / Yule / Powers 1994; Yule / Macdonald 1995; Derwing / Mu-
nro / Wiebe 1998): 
 

The wide range of individual reactions to the type of pronunciation instruction found […] 
should serve as a reminder that the individual learner may represent a more powerful vari-

                                              
5 See Lennon on contrastive analysis, error analysis and Interlanguage in this volume. 
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able in such studies than the type of teaching method involved. It may also lend support to 
Pennington and Richards’ (1986) contention that there is unlikely to be a one-to-one rela-
tionship between pronunciation teaching and learning. (Yule / Macdonald 1994: 116-117) 
 

In addition, some researchers asked learners what they think good pronunciation 
training should be in their eyes. Taken together, the learners opt for the following fea-
tures of “good” pronunciation training (de Bot / Mailfert 1982; Frey 1993; Vitanova / 
Miller 2002): 
 

 
Fig. 1: Pronunciation features 
 

− individual attention, 
− focus on segmental and suprasegmental features, 
− language and language learning awareness raising, 
− meaningful and authentic exercises, 
− visual support. 

 
Furthermore, a discussion has come up about the importance of voice quality features 
like, for example, laryngeal settings, loudness or muscular tension for the acceptance 
of non-native speech (cf. Pennington / Richards 1986; Celce-Murcia / Brinton / 
Goodwin 1996: 27-28; Wrembel 2001), but further research is needed on this topic in 
order to draw conclusions for teaching. 
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5. Elements of pronunciation teaching 
Aside from the abovementioned principles, there are also several major phases of 
pronunciation teaching that have to be taken into account. In the language class, it is 
generally advisable to follow a relatively stable didactic model: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Fig. 2: Elements of pronunciation teaching. 
 
In preparation for the pronunciation class, the teacher needs to know about the diffi-
culties of his or her learners. As these are mainly caused by the L1 and other languages 
the learners bring with them, it is not possible to establish a general progression in a 
pronunciation class. Instead, the teacher has two options: In L1-homogeneous classes 
he or she might just read about the phonological system of the L1 and the interference 
that usually emerges for the two languages in question.6 A progression can then be 
established under consideration of these typical problems, their frequency and their 
consequences for the intelligibility and the social acceptance of non-native speech. 
Another way that also works for homogeneous, but especially for heterogeneous 
groups is to tape-record each learner and to run an error analysis (diagnostic test7). To 
analyse the learners’ pronunciation mistakes, one can tape-record a short passage of 

                                              
6 However, it is advisable to act with caution here. While many contrastive analyses refer to the 
phonological inventories of the languages they compare, pronunciation training usually does 
not target the phonological nor the phonetic, but the allophonic level. Although, for example, 
in German the distinction between the allophones [C] and [x], the aspiration of voiceless stops 
or the use of different /r/-sounds is not distinctive, the realisation of a contextually inadequate 
allophone can nevertheless interfere with the intelligibility as it sounds quite unusual to native 
speakers’ ears.  
7 See V. Gramley on language testing in this volume. 

basis 

in class 

Teaching practical pronunciation skills 
- cognitive awareness raising  
- hearing (from simple to complex) 
- articulatory approximation (incl. tricks for articulation) 
- articulation / pronunciation (from simple to complex) 

Teaching (further) theoretical knowledge 

error analysis 
(individual) 

contrastive analysis 
(L1-related) 
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sentences read by the learners. The teacher can additionally prepare these sentences by 
inserting various pronunciation items he assumes are difficult for his learners. He can 
alternatively ask them to briefly introduce themselves and to tape-record their intro-
ductions (cf. Couper 2003: 57, 60; Couper 2006: 61-63 for sentence suggestions in 
English). This would allow them afterwards to work on these sentences, which are 
particularly often used by the learners themselves. For the evaluation one can use a 
diagnostic survey like the one found in the appendix. 

Depending on the age of the learners, the teacher will start with a cognitive ap-
proach to the phenomenon to be acquired (see above). This may be an explanation of 
the articulatory steps or the phenomenon itself or an exercise to help the learners dis-
cover the underlying rules of the phenomenon.8 Depending on the learner group, the 
teacher might also think about introducing the IPA to the learners, which makes dif-
ferences in pronunciation both more comprehensible in a broader context and more 
conscious. 

Afterwards, listening discrimination and identification have to be practised. Only 
when the new perceptual pattern has been established, can the learners start training 
pronunciation in the narrow sense.9 The first step here is to elicit the correct pattern 
for the first time. To do this, the teacher needs a repertoire of didactic “tricks” which 
will help the learners to overcome their articulatory problems. A sound that is particu-
larly difficult for many learners of German as a foreign or second language to acquire 
is the voiceless, palatal fricative [C]. There are several tricks that can help to produce it 
for the first time. One way is to pronounce a [j] instead and to whisper the words 
being trained, for example the German word for English I: ich. As all sounds become 
voiceless when we whisper, the intended [j] will automatically become [C]. Another 
possibility is to pronounce a very long and loud [i], then to stop, but to leave the ar-
ticulators in the same position and to whisper softly through the teeth. Still another 
possibility consists in “fixing” the tip of the tongue against the lower teeth by putting 
the index finger against the same spot from outside, and then smiling (as the lips need 
to be spread) and trying to produce the sound correctly. Although these tricks are ab-
solutely necessary steps in pronunciation training, they have still not been integrated 
into all teaching materials. This is very desirable, however, because if one cannot make 
his learners produce a target allophone correctly, then they should, of course, not go 
on practising the wrong articulation. Thus, producing a category for the first time is an 
essential step in the acquisition of an L2 pronunciation. After elicitating the target 
category, the habitualization of its pronunciation can start. The teacher will probably 

                                              
8 Couper (2006: 59-69) emphasizes the importance of using a metalanguage the learners are 
able to understand, e.g. to use a more metaphoric language instead of being too linguistic.  
9 Although the training of perception usually precedes the training of production, as perception 
is considered to provide access to production, this does not necessarily have to be the case. 
Some phenomena, like for example the /l/-/r/-contrast can be trained directly using articula-
tory clues. Furthermore, some studies show that pronunciation ability sometimes (especially in 
the case of advanced learners) exceeds perception abilities (cf. Richter 2007).  
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start by using isolated words, then longer sequences and finally more spontaneous 
speech situations.  

6. Challenges in teaching pronunciation 
Although the teaching of pronunciation seems to be a feasible, an important and at its 
best even an interesting activity in the language class, some potential problems have to 
be mentioned as well. Firstly, as pronunciation is a physical activity, like in sports, a lot 
of repetition is needed until a learner automatically pronounces correctly, especially 
until he or she is able to transfer the correct form into spontaneous speech. The nec-
essarily high number of repetitions can cause boredom in the language class. The 
teacher can try to avoid this problem by employing various different types of exer-
cises, based on song lyrics, poems, newspaper articles, horoscopes and so on. Another 
good way of making repetition less annoying is to integrate games like, for example, 
bingo, dominos, Chinese whisper (“Stille Post”) and so on. The strategy mentioned 
last might be ambiguous, however. And here we come to the second problem: in-
fantilisation. Some adult learners feel they are being treated like children when they 
have to repeat the same thing several times, when someone looks at their mouth and 
when the teacher suggests games in the language classroom. So, depending on the 
class, the teacher will have to decide if it is better to follow a more text-based or a 
more lunatic approach in teaching pronunciation.  

The third and probably the most serious problem lies in the fact that the acquisi-
tion of pronunciation is a very individual matter, especially in the context of heteroge-
neous language classes (see above). If there are learners with ten or more different L1s 
in a beginning language class, it is quite difficult to find a single pronunciation prob-
lem they all have. Depending on the L1, on L2 interference and on other factors, they 
will all make different errors which in turn make it difficult to establish a progression. 
In contrast, in lexis and grammar all beginners start at the same point (they know 
hardly anything), which makes it easy to establish a progression that will be more or 
less appreciated by everyone. Possible criteria that may nevertheless help in establish-
ing a progression are: 

 
− Which phonetic categories do most of the learners have problems with? (In order to 

find an answer to this question, the teacher may use diagnostic tests.) 
− Which phonetic categories are most important in reference to intelligibility (e.g. word 

accent as compared to /r/-sounds)? 
− Which phonetic categories appear more frequently than others in spontaneous speech 

(e.g. vowel quantity as compared to the sound [C])? 
− Which phonetic categories are important with reference to social acceptance? (This 

question is difficult to answer, however, as there is a lack of empirical studies in the 
field. Nonetheless, if the teacher feels that a feature of a learner’s non-native speech 
might be evaluated negatively by a native listener, for example, because it belongs to a 
lower speech register, then he or she might consider it important to work on this fea-
ture.) 

− Which phonetic categories do the learners especially want to work on? 
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Another way of coping with the problem of individuality would be to teach the learn-
ers individually, of course, as they often wish. If the resources necessary are available, 
pronunciation coaching or pronunciation tandems are a good means of helping learn-
ers to work on their particular problems. Pronunciation coaching (Mehlhorn 2005; 
2007) is a form of autonomous learning, supervised by a coach. The coach basically 
diagnoses the learner’s pronunciation problems, recommends appropriate learning 
materials, helps the learner by setting realistic learning goals and in developing learning 
strategies, and, finally, gives feedback about the learner’s progress (Mehlhorn 2005: 2; 
2007: 215).  

The tandem model as implemented in the B.A. programme in German as a For-
eign Language in Bielefeld works in much the same way. The difference basically con-
sists in the fact that the tandem partner acts more like a teacher and the learner is less 
autonomous. Throughout a whole semester, a native and a non-native student meet 
once a week to work on the L2 German pronunciation of the non-native student, in-
structed and supervised by a tutor. While the non-native student improves his or her 
pronunciation, the native student trains his or her skills in teaching pronunciation (cf. 
Richter in press). 

Another way of individualizing the acquisition of pronunciation would be to use 
CALL (Computer Assisted Language Learning) systems. However, the problem with these 
methods is that the automatic feedback still does not work very well. Quite often, 
even native speakers get bad marks although their pronunciation is fully within the 
norm.  

7. Summary 
To conclude, there has been a growing interest in the acquisition and the learning 
of pronunciation in the last decades, and this has brought about several important 
findings with regard to the teaching of pronunciation. Nevertheless, there still is an 
important need for research in the field. As Levis (2005: 369) puts it: “To a large 
extent, pronunciation’s importance has always been determined by ideology and in-
tuition rather than research.” Further research should, for example, focus on which 
pronunciation errors are more detrimental in achieving intelligibility and social ac-
ceptance than others. Optimised teacher training and the implementation of pro-
nunciation in formal curricula are additional important suggestions.  

8. Useful literature for further reading 
Celce-Murcia, M. / D.M. Brinton / J.M. Goodwin (1996) Teaching Pronunciation. A Ref-
erence for Teachers of English to Speakers of Other Languages. Cambridge: CUP. 

Dieling, H. / U. Hirschfeld (2000) Phonetik lehren und lernen. Berlin: Langenscheidt. 
Flege, J.E. (1995) “Second Language Speech Learning. Theory, Findings, and Prob-

lems.” In: W. Strange (ed.) Speech Perception and Linguistic Experience. Issues in Cross-
Language Research. Timonium, MD: York Press, 233-277. 

Grotjahn, R. (1998) “Ausspracheunterricht. Ausgewählte Befunde aus der Grundla-
genforschung und didaktisch-methodische Implikationen.” In: Zeitschrift für Fremd-
sprachenforschung 9, 35-83. 
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Hirschfeld, U. (2001) “Vermittlung der Phonetik.” In: G. Helbig / L. Götze / G. 
Henrici / H.-J. Krumm (eds.) Deutsch als Fremdsprache. Ein internationales Handbuch. 
Berlin: de Gruyter, 872-879. 

Setter, J. / J. Jenkins (2005) “Pronunciation.” In: Language Teaching 38, 1-17. 

9. Exercises 
1. Tape-record a short passage by an L2-speaker of your own L1 and make an error-

analysis using an adapted version of the survey in the appendix. 
2. Which of the errors you detected do you think encumber most the intelligibility of 

the L2-speaker? Which of these errors appear often in your L1, which are rather 
rare categories? And which of the errors may be perceived as odd, which ones as 
likeable accent features by speakers of your L1? – Try to establish a progression 
for the L2-speaker following these criteria.  

3. Have a look at a pronunciation manual. Do you think it integrates all the neces-
sary information for pronunciation training following the phases suggested in 5? 
If not, what is missing? 
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Appendix: Diagnostic survey 

Diagnose-Bogen Aussprache (cf. Dieling; Hirschfeld 2000: 198) 

Name:    L1:    Datum: 

Suprasegmentalia:  

Melodie 
O immer richtig  O fast immer richtig O selten richtig 
Rhythmus 
O immer richtig  O fast immer richtig O selten richtig 
Satzakzent 
O immer richtig  O fast immer richtig O selten richtig 
Phrasenakzent 
O immer richtig  O fast immer richtig O selten richtig 
Wortakzent 
O immer richtig  O fast immer richtig O selten richtig 
 

Segmentalia  

Quantität und Qualität der Vokale 
O immer richtig  O fast immer richtig O selten richtig 
R- Laut, konsonantisch 
O immer richtig  O fast immer richtig O selten richtig 
R-Laut, vokalisch 
O immer richtig  O fast immer richtig O selten richtig 
Stimmhafte vs. stimmlose Konsonanten (Assimilation,  
Auslautverhärtung, Aspiration) 
O immer richtig  O fast immer richtig O selten richtig 
Ich-Laut, ach- Laut 
O immer richtig  O fast immer richtig O selten richtig 
Hauchlaut, Knacklaut 
O immer richtig  O fast immer richtig O selten richtig 
Konsonantencluster 
O immer richtig  O fast immer richtig O selten richtig 
Sonstiges: 
O immer richtig  O fast immer richtig O selten richtig 
Sonstiges: 
O immer richtig  O fast immer richtig O selten richtig
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Learning Aids 
Stephan Gramley 

1. Basic assumptions 
Pedagogical grammar books, pronouncing dictionaries (or dictionaries of pronuncia-
tion), and learners’ dictionaries are all learning aids geared toward making the language 
learner’s job easier. Despite all the variety they represent, e.g. how much material they 
include and the ways in which the information is organized, they all share the same 
fundamental principles:  

 
(a) they draw on linguistic insights into pronunciation, grammar, and vocabulary;  
(b) they select and present material in a way appropriate to language learners, esp. foreign 

language learners. 
(c) they are eclectic, evaluating approaches more by how helpful they turn out to be than 

by theoretical consistency. 
 

In the following some exemplary books and websites are reviewed with the goal of 
familiarizing you with specific sources and pointing out others of a similar nature and 
pointing out their relative weaknesses and strengths.  

2. How learning aids fit into AL 

2.1 Historical roots  
Each of the three types of aid mentioned above is itself part of a long tradition of lin-
guistic observation of language, all of which came about ultimately as answers to 
learners’ needs. The very roots of linguistics as a discipline are highly intertwined with 
learning questions. Pānịni’s early (4th century BCE1) work on Sanskrit served the pur-
pose of keeping a language no longer spoken, but important as a language of high reli-
gious literature (the Vedas of Hindu tradition) accessible to later generations by de-
scribing its grammar, morphology, and lexicon.  

In the Western tradition grammars of both (Classical) Greek and Latin were 
needed to train scholars in the languages of classical learning. Hebrew was important 
as a language of religious writing. Both grammars and bilingual word lists or glossaries 
were central to schooling of this sort. And even today religious motivation continues 
to play an important role as we see in the Summer Institutes of Linguistics2, originally 
oriented toward translation of the Bible. 

                                              
1 BCE = Before Common Era; referred to in the Western world as B.C. (= Before Christ). 
2 “Founded over 70 years ago, SIL International is a faith-based organization that studies, 
documents, and assists in developing the world’s lesser-known languages. SIL’s staff shares a 
Christian commitment to service, academic excellence, and professional engagement through 
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2.2 Codification  

With the spread of education beyond the privileged classes, especially within the new 
vernacular cultures3 of the emerging nation-states, the middle classes were gaining 
access to education. In this new world of learning both in the classical languages and 
in the vernacular (here: English) many people were adrift, so to speak, uncomfortable 
without the secure anchor of the vernacular culture. Books of instructions came to 
these people’s aid. They included writings on etiquette as well as language-oriented 
ones on orthoepy (correct pronunciation) and grammar. The latter were a part of the 
general process of standardization in English, namely codification. 

2.2.1 Lexicon 
By the end of the 17th century grammarians “were prescribing the correct language for 
getting ahead in London society, and Standard English had risen to consciousness” 
(Shaklee 1980: 60). The codification of grammar was an attempt to describe, and in 
this way to prevent change in the language. Furthermore, such a standard could be 
both taught and learned. Of course, such fixation of language was and still is doomed 
to failure. Yet, in this process the first in a long line of learning aids appeared. In the 
area of vocabulary, where enormous expansion was taking place as more and more 
Latinate words were introduced into the language, the widely known dictionary by 
Samuel Johnson appeared, his two-volume Dictionary of the English Language (1755). It 
lay at the beginning of a lexicographical tradition which has grown in strength and 
become ever more diverse in type. As a result, we today have general and special dic-
tionaries, monolingual ones and bilingual ones, printed and digital. There are diction-
aries on historical principles (above all the Oxford English Dictionary), and dictionaries 
of regional varieties (showing the results of dialect geographical work). Then there are 
dictionaries of abbreviations, of allusions, of clichés, of collocations, of colloquialisms, 
of etymology, of euphemisms, of foreign words and phrases, or hard words, of idi-
oms, of names, of neologisms, of phrasal verbs, of phrases and quotations, of prov-
erbs, and of slang.  

2.2.1 Pronunciation  
In the area of “correct” pronunciation John Walker’s Critical Pronouncing Dictionary 
(1791) was one of the early ones. Since then considerably linguistic effort has gone 

                                                                                                                   
literacy, linguistics, translation, and other academic disciplines. SIL makes its services available 
to all without regard to religious belief, political ideology, gender, race, or ethnic background. 

“SIL (initially known as the Summer Institute of Linguistics) has grown from a small sum-
mer linguistics training program with two students in 1934 to a staff of over 5,000 coming 
from over 60 countries. SIL’s linguistic investigation exceeds 1,800 languages spoken by over 
1.2 billion people in more than 70 countries.” (http://www.sil.org/sil/).  
3 Vernacular languages and cultures were beginning to gain in prestige and new states to evolve 
around these non-classical, everyday languages in the late Middle Ages / early modern period. 
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into studying and recording the various standard pronunciations of the English-
speaking world, esp. Received Pronunciation (RP) in England and General American 
(GenAm) in North America, but also further regional and national standards (Austra-
lia, New Zealand, Scotland, and South Africa, to name only a few). 

2.2.1 Grammar and Usage  

Grammar and usage was described in grammars, often more prescriptively than de-
scriptively, in works by Bishop Lowth (1762) and Lindley Murray (1795). Among the 
earliest scholarly grammars is Jespersen’s Modern English Grammar on Historical Principles, 
seven volumes (1909-1949). Today we can distinguish types of grammar books by 
audience (e.g. native speakers or learners of English as a foreign language, for the lat-
ter esp. pedagogical grammars), by level (young students, secondary education stu-
dents, college and university students, linguistically oriented users – the latter often 
with a specific theoretical focus), by organization (usually by parts of speech, i.e. the 
noun, the verb, the adjective, etc.; or by the context of use, i.e. so-called communica-
tive grammars; or by potential problem – reference and practice books on grammar).    

3. Vocabulary 
The following section reviews the areas of vocabulary, pronunciation, and grammar 
and usage in more detail with exemplary materials.  

3.1 Dictionaries vs. thesauruses vs. encyclopedias  

When learning a foreign language most of our conscious effort over an extended pe-
riod of time – actually a never-ending process – involves learning vocabulary. To help 
with this there are three different types of resources, each with its own purpose: 
 
resource general aim example source 
dictionary 
 

information 
about the rela-
tionship be-
tween words 
and the world: 
definitions 

acorn: the nut of the OAK tree Longman Dic-
tionary of Con-
temporary English 
(2005), acorn, 
q.v. 

thesaurus information 
about word 
fields: syno-
nyms and 
antonyms 

STUPID, IGNORANT, OR CONFUSED: 
[112 items arranged alphabetically, 
starting as follows]Absent-minded, 
abstracted addlebrained, addled, agog, 
amnesica, backward, baffled, befog-
ged, befuddled, benighted, besotted, 
bewildered, blithering, bovine; etc. 

Random House 
Word Menu 
(1992) p. 596.  

encyclopedia information 
about the 
world: expla-
nations about 
unique enti-

Ohio. History. Economic growth. 
Ohio’s industrial structure was built 
between 1850 and 1880, when the 
value of its manufacturing grew to 
more than twice that of agriculture. A 

Encyclopedia 
Britannica Stan-
dard edition 
CD-ROM 
(2002) Ohio, 
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ties major stimulus was provided by the 
American Civil War (1861–65), in 
which Ohio supported the North, 
though there was strong antiwar sen-
timent in the state. After the war the 
growth continued, notably in the 
northeast and around Lake Erie.[…]  

q.v.  

Table 1: Dictionary vs. Thesaurus vs. Encyclopedia 

3.1.1 Dictionaries 
Dictionaries are the product of research in the branch of linguistics known as lexicog-

raphy4. Individual dictionaries vary enormously in their overall goals and their appear-
ance. In the following only a few basic distinctions are made: print vs. digital; mono-

lingual vs. bilingual; native-speaker vs. foreign language learner. The following ex-
ample offers a good starting point. 

 
Task: Translate the following into English. 
Trommelwirbel 
R.H. … erklärt, wie Waschmaschinen laufen. Also: Waschmaschine vollladen, Bullauge zu und auf 

Start drücken. Und dann? „Gesteuert werden alle Vorgänge von einem kleinen Computer. Der sagt jetzt: 
Wir brauchen Wasser!” Hinten aus der Waschmaschine kommt ein Schlauch raus, das habt ihr be-
stimmt schon einmal gesehen. Durch den fließt Wasser in die Maschine. Ein kleines Rädchen stellt ein, 
wohin es fließen soll: In die Kammer mit dem Waschmittel. Dort vermischt es sich mit dem Reinigungsmit-
tel zu einer Lauge. 

 
Assumption: You can manage the text well enough, but when you get to the last word, 
Lauge, you are, understandably enough, at a loss.  
 
Finding a solution: Reach for / Click on a dictionary. 
 
Problem: What kind of a dictionary? A desk dictionary (perhaps one you picked up while 
on a trip to the U.S. [in that case chances are it was called a Webster’s5] or a learners’ dic-
tionary? Monolingual or bilingual?  
 
Suggested procedure:  
1. Start with a bilingual dictionary.  

The on-line dictionary Leo gives: base, brine, leach, leachate, and lye 
Two printed bilingual dictionaries list the following: 
Collins German-English. English-German Dictionary: (Chem) lye, leach; = Seifenlauge) 
soapy water; (= Salzlauge) salt solution  
Langenscheidts Großes Schulwörterbuch: lye; (Salz~) brine; (Seifen~) suds pl.  

                                              
4 For a detailed description of lexicography see Trippel in this volume. 
5 Noah Webster (1758-1843) published A Compendious Dictionary of the English Language in 1806, 
the forerunner of all further American dictionaries, many of which carry his name in their title. 
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2. These three sources give no examples of use and very little contextual information. Yet, 
you must try to decide which suggested translation is appropriate. For this you need to 
double-check in a learner’s dictionary* (which does offer example sentences).  
 

Base is “a chemical substance that combines with an acid to form a salt.” 
Brine is the liquid used to pickle cucumbers (also sea water); in any case, salty.  
Leach is only a verb (though not marked as such in the bilingual dictionary). 
Leachate is not listed in LDOCE [it is a solution obtained by leaching]. 
Lye is a strong alkaline solution (but not given in LDOCE). 
Salt solution is the equivalent of brine; as a compound not listed in a learner’s dictionary. 
Suds are the foam created from splashing soapy water. 
 
3. On the basis of your research you decide for the final suggestion, suds (or soapy water, a 
transparent rendering) which is appropriate to the context. Leo has proved to be totally in-
adequate; the two printed sources were better, though not ideal. 
*Longman Dictionary of Contemporary English (LDOCE) (2005) 
 
Printed or digital? As the preceding example shows, both Internet and printed 

sources are available. The Internet ones are often the quickest and the cheapest way to 
access lexical information. There are, however, numerous differences in the amount 
(sometimes even the accuracy) of information, as our example illustrates. Many dic-
tionaries are available in both forms (or on a CD-ROM); however, some Internet re-
sources must be paid for. For orientation see http://www.dictionary.com, with refer-
ences to dictionaries, thesauruses, and encyclopedias. 

Monolingual or bilingual? A monolingual English dictionary uses both English 
entries and English information (definitions, etc.). Bilingual ones have, for example, 
English entries and foreign language translations in the place of a definition. The ma-
jor disadvantage of most bilingual dictionaries is the fact that they offer little contex-
tual information and few exemplary sentences (see the example above). This is a dis-
tinct disadvantage since few words in one language stand in a one-to-one relationship 
to a single foreign language word. As a result, the rather time-consuming procedure 
listed as step 3 above is absolutely necessary. 

Native speaker or foreign language learner? Most dictionaries intended for the 
native speaker are so-called desk dictionaries. These stand in a distinct contrast to 
learner’s dictionaries, which are meant for the non-native speaker. Desk dictionaries 
make broad assumptions about what the typical user will know. As I have written 
elsewhere,  

 
A typical monolingual native speaker desk dictionary such as the Random House Webster’s 
College Dictionary (RHWCD) defines greed as “excessive or rapacious desire, esp. for wealth or 
possessions; avarice; covetousness” (greed q.v.). Some of the words in the definition may 
force the user to look further to find out what rapacious, avarice, and covetousness mean. Here 
is where a monolingual learner’s dictionary, intended for non-native speakers, is helpful. 
The Longman Dictionary of Contemporary English (LDOCE) defines its entries by using a limited 
“defining vocabulary” of approximately 2000 common words. Greed is defined as follows: 
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“a strong desire to have a lot of something, esp. food, money, or power, often in a way that 
is selfish or unfair to other people…” (greed q.v.) Needless to say, none of the words used 
here is likely to set off a further search. (Gramley 2001: 9)  
 
Learner’s dictionaries regularly use the words defined in a typical context which 

helps the learner to understand how to use them. For greed we get the example sen-
tence: “It was pure greed that made me finish all those chocolates!│ The speculators’ greed (for prof-
it) has left several small investors penniless” (ibid.). 

Among the advantages of native-speaker desk dictionaries is the fact that they con-
tain (a) far more entries than learner’s dictionaries do, especially learned and technical 
vocabulary, and sometimes even encyclopedic information such as biographical and 
geographical entries and (b) etymological information, which is completely missing 
from learner’s dictionaries. 

Dictionary articles include an enormous amount of information, usually ordered 
as follows:  

 
1. The entry itself (the headword): Most entries are single complete words, but both pre-

fixes and suffixes and abbreviations are often listed as well. Compounds are listed if 
written as one word or hyphenated, but if they are spelled as two words they may not 
appear.  

2. Spelling variants, usually British and American variants, are given, but British dictionar-
ies will not always include American spellings and vice versa. Under gaol, gaoler an 
American dictionary notes “chiefly Brit var of JAIL, JAILER” (MWCD 1998: gaol, q.v.) Hy-
phenation or a raised dot (·) is used in the spelling to show the syllable structure of po-
lysyllabic words, e.g. gaol-er.  

3. Pronunciation is shown in learner’s dictionaries using the IPA (International Phonetic 

Alphabet) with the R.P. (“Received Pronunciation”) preceding and separated from the 
General American pronunciation by a symbol such as a double vertical bar (Ñ) or a dol-
lar sign ($), cf. /»dIn´sti $ »daI-/(LDOCE, dynasty, q.v). Desk dictionaries give the 
pronunciation current in the country they represent. 

4. Grammatical information indicates the part of speech (word class), e.g. n for noun or 
adj for adjective or v for verb. This may be extended to indicate whether a noun is 
countable [C] or uncountable [U] or whether a verb is transitive [T] or intransitive [I]. 
Irregular forms are given as well, e.g. for lie we will be supplied with past tense lay and 
past participle lain.  

5. Usage labels indicate regional provenience (e.g. AmE; dialect), style (slang; informal), area 
(Nautical; Law), currency (obsolete, archaic). 

6. Definitions may have internal numbering in order to distinguish the various meanings 
of a (polysemous) word. More than one entry is used to distinguish between homonyms 
such as lie “to recline” and lie “to make an untrue statement.” Sometimes diagrams, il-
lustrations, maps, or tables are used. Learner’s dictionaries also give idioms and expres-
sions containing the headword, e.g. the definition of let2 contains without let or hin-
drance with the usage label law (LDOCE, q.v.) 

7. References to related words may be given; for example, under pigeon LDOCE refers to 
carrier pigeon, clay pidgeon, shooting, and homing pigeon. 

8. Related forms are added. For example, under dove we find hawk given as its opposite. 
Or, pinkie has the synonym little finger supplied. 
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9. Usage notes may be added to help users differentiate between words with similar or 
overlapping meanings including levels of style, e.g. hit in contrast to bang, bash, collide, 
hammer, knock, punch, slap, smack, spank, tap, or thump. 

10. Etymologies are given in desk dictionaries, but not in learner’s dictionaries. 

3.1.2 Thesauruses 
A thesaurus (< Greek “treasure”) is also known as a word finder, word/language 

activator, or word menu and is a dictionary of synonyms6, in which words which share 
an element of meaning or belong to the same word field are grouped together. Some 
such as the Random House Word Menu quoted in Table 1 combine dictionary and the-
saurus. The best known of the thesauruses is the one published by Roget in 1852 as a 
part of his project to increase his powers of expression. It has appeared in numerous 
editions since then. The organization is not alphabetical, but follows a division and 
subdivision into general categories: I. Abstract Relations; II. Space; III. Matter; IV. 
Intellect (Formation of Ideas; Communication of Ideas); V. Volition (Individual Voli-
tion; Intersocial Volition); VI. Affections. Each of these is further subdivided into 
finer semantic distinctions (cf. Dutch 1966). Altogether there are 990 topics which 
“subsume pretty adequately the whole range of ideas that the vocabulary is normally 
used to express” (ibid.: vii). Synonyms for greed, for example, can be found by looking 
up this word up in the alphabetical index, where there is a numerical reference to four 
of the 990 topics, viz. rapacity 786 n. [= noun], avarice 816 n., selfishness 932 n., and glut-
tony 947 n. In the meaning of “avarice” greed appears in the group:   

avarice, cupidity, acquisitiveness, possessiveness, monopoly; money-grubbing, mercenari-
ness, venality, hireling character (Dutch 1966: q.v.) 
 

This group itself appears after the one headed by parsimony and is followed by one 
headed by niggard. All three are grouped together as nouns, but are followed by groups 
of adjectives and verbs from the same word field, viz. 816. Parsimony. There seem to 
be no linguistic grounds for the divisions used in Roget’s Thesaurus (they could be made 
differently). A more convincing set of fourteen categories is used by McArthur in his 
learner’s thesaurus, the Longman Lexicon of Contemporary English (LLCE) (1981). It is, 
however, less comprehensive than Roget: There is, for example, no entry for cupidity, 
acquisitiveness, possessiveness, money-grubbing, or venality.  

The more recent Oxford Learner’s Thesaurus (2008) uses a set of thirty topics to di-
vide its 17,000 words into areas such as the arts, conflict, describing events, health, law 
and justice, etc. An index tells the user how to find a particular word. The noun greed is 
not included in the index, but the adjective greedy is. As the most frequent of the syno-
nyms in its small field it is entered alphabetically and followed first by a general defini-
tion of this semantic area and then by other words in the field, insatiable, materialistic, 
voracious, mercenary, acquisitive, and grasping – all listed in the order of their relative fre-

                                              
6 Some entries also work on the basis of antonyms and some on that of meronyms. 
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quency of occurrence. The noun greed now shows up under greedy, as do other derived 
forms such as greedily from greedy and materialism from materialistic. More learned words 
such as avarice / avaricious, rapacity / rapacious do not appear in this thesaurus at all. Each 
entry is then treated much as in a learners’ dictionary (pronunciation and pronuncia-
tion variants, but only for less well-known words; spelling variants; grammatical and 
stylistic / usage information; definitions and example sentences; notes on word con-
trasts; opposites; and cross-references to other entries. We learn, for example, that 
greedy is followed by the preposition for and enters the collocation greedy eyes.  

The reduced number of words is typical of learners’ resources. The distinct disad-
vantage of (traditional) thesauruses for the inexperienced learner is the fact that they 
do not give definitions or context. This is partly remedied in word finders or word 
menus and certainly is not a problem in LLCE and in the Oxford Learner’s Thesaurus. 

3.1.3 Encyclopedias 
Encyclopedias need little explanation. They are arranged alphabetically by headword 
(most obviously in printed form) like a dictionary. However, their articles are not con-
cerned with linguistic items but with areas of knowledge. A word like greed is not en-
tered at all in an encyclopedia; but you might find something on it under avarice, which 
has an article because it is one of the seven deadly sins.  

As different as a dictionary and an encyclopedia are, both types of knowledge are a 
part of knowing a language. We have to know the noun greed as a part of our general 
vocabulary, but as educated people we also need to know the cultural implications of 
greed – as a theological concept or as the name of a popular movie. The vocabulary of 
a language consists of both dictionary items and cultural-historical-political references 
to specific people, dates, events, ideologies, institutions, attitudes, etc. It is the ency-
clopedia which the appropriate resource when we are accumulating cultural literacy. Tra-
ditional dictionaries contain little of this; however, a work like the Longman Dictionary of 
English Language and Culture is an attempt to include the encyclopedic with the linguis-
tic, but because it is a learner’s dictionary, it remains very limited.  

4. Pronunciation 
Every dictionary provides information on pronunciation. Some now include CDs (e.g. 
the Macmillan English Dictionary, 2002 or the Oxford Learner’s Thesaurus) which provide 
an acoustic rendering as well. Consequently, the need for a special dictionary of pro-
nunciation is less readily perceived. Indeed, the main value of such a resource lies in 
the fact that it contains a large number of items, including proper names, both geo-
graphical and biographical. Take, for example, the name of the well-known sociolin-
guist, William Labov. A pronouncing dictionary will reassure you that the stress lies on 
the second syllable and that the “oh” in that syllable is long (a diphthong): /l´>»boUv/ 
(Wells 1991: Labov, q.v.).  

A somewhat more problematic question is that of the standard of pronunciation 
you should adopt. Traditionally a great deal of emphasis in German schools has been 
laid on choosing RP (Received Pronunciation, a.k.a. Oxford English); more recently a 
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greater openness toward GenAm (General American) has become recognizable. But 
in times of ever more globalization, including the very important role of English as 
one of the (if not the) global language7, more and more mixture is evident (just listen to 
BBC World or CNN). Consequently, there is a clearly discernible move toward what 
has been called the lingua franca common core (Walker 2001).  

5. Grammar and usage  
Grammar books and books on usage are almost as numerous as dictionaries. As with 
dictionaries the addressees are clearly distinguished between native and non-native 
speakers. The kinds of questions which may interest a native speaker would perhaps 
be ones such as when to use will and when shall or whether like is acceptable as a con-
junction (e.g. she did it like / as they instructed her). Non-native speakers are more likely to 
want to know when to use the past and when the present perfect form (e.g. I went / 
*have gone yesterday). Several types of grammars will be introduced below to show how 
differently they proceed. We will look at how one single point is treated in five differ-
ent works using the example of do-periphrasis (the use of the auxiliary do as in nega-
tion and questions).  

5.1 Theoretical grammar 
Theoretic works on grammar are of little practical use to the non-native speaker. 
Grammar and the interaction between it and its use in communicative situations are 
important for a foreign language learner. However, in theoretical grammars the focus 
is more likely to be on questions of adequacy, of which three types are frequently dis-
tinguished:  

 
(a) observational adequacy, which means being able to predict the well-formedness of 

sentences correctly; 
(b) descriptive adequacy, which is (a) plus a correct structural description that offers a 

principled account of native speaker intuition about this structure;  
(c) explanatory adequacy, which is (a) and (b) in terms of universal principle, i.e. ones 

which would apply to every language (Universal Grammar (UG)). 

Theoretical grammars are almost as highly varied as dictionaries, so choosing just one 
is not really sufficient, yet, the following will do. After giving example sentences using 
do in negation and in questions a following remark is made and a model lexical entry 
for do is provided (from Sag / Wasow 1999: 304). Theory-driven linguistic treatments 
are not intended for foreign language learners. 

 

 

                                              
7 For further information on varieties and dialects see S. Gramley and Settinieri on pronuncia-
tion norms, both in this volume. 
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5.2 Scholarly grammars  

These are grammars which make use of the many of the principles and explanations 
of theoretical grammar, but which may also be extremely eclectic. Two currently very 
prominent grammars of this sort are A Comprehensive Grammar of the English Language 
(Quirk et al. 1985) and Longman Grammar of Spoken and Written English (Biber et al. 
1999). Both were composed by a team of eminent linguists and both set out to be as 
comprehensive as possible in a one-volume treatment of English (albeit each a long 
one). Both also proceed in a fairly traditional, but no means identical manner. The 
major difference between the two is that the one by Biber et al. draws extensively on 
the empirical findings from an extended corpus of spoken and written English in the 
four areas of conversation, fiction, news, and academic writing. This allows a great 
deal of differentiated observation, especially since the corpora draw on both BrE and 
AmE. Biber et al. outline the use of the auxiliary do in a straightforward manner:  

 
 
5.4.3.6 Auxiliary do-support in negatives and interrogatives 
Finally, do functions as an auxiliary verb in negative and yes-no interrogative constructions with 
a lexical main verb. This use of do is known as do-support, because the do merely serves to mark 
the construction as negative or interrogative, without contributing any independent semantic 
content. Present or past tense is marked on the verb do in these constructions rather than the 
main lexical verb. [followed by examples] (1999: 435) 
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5.3 Pedagogical grammars 
This final type of grammar is similar to the scholarly grammars in their eclectic ap-
proach, but they differ inasmuch as they focus more on questions of interest to for-
eign language learners and reduce often complex points to more easily comprehended 
generalities. As you might expect, a grammar that students up to grade 10 use will be 
simplified more than one used in the final years of secondary school or at university.  

The format of such grammars varies enormously. They may be monolingual Eng-
lish (aiming thus at an international market) or they may rely on the language of the 
school, as various grammars of English produced for German schools do. They also 
vary in layout with sometimes more and sometimes fewer tables, diagrams, charts, and 
illustrations, with and without the use of colored type, etc. 

The overall structure is usually relatively traditional, meaning that they make use of 
a basic orientation toward parts of speech (a.k.a. word classes), starting with the noun 
and going on to the verb, adjective, adverb, and then a variety of often very different 
categories. Usually there is one or more sections on word order and clauses; some-
times a section on prepositions and sometimes not. Despite all the differences in this 
area, the basic orientation is that of a linguistically based explanation of the rules, i.e. 
the regularities of English grammar.  

University grammars generally follow this pattern. The Student’s Grammar of Eng-
lish (van Ek / Robat 1984) deals with do as an operator; further material on do will not 
be quoted here since this excerpt will give you a fairly good impression of the type of 
explanation found in a university level grammar. 

 
 
Another reason for distinguishing auxiliaries as a separate class of verbs is found in their 
secondary characteristic of being able to serve in the syntactic function of operator in par-
ticular types of sentences.  

In order to explain what is meant when we say that an auxiliary functions as operator, 
we shall examine the grammatical behaviour of the initial verbs of the verbal sequences 
under certain conditions in the following sentences: 

 [examples supplied, but not of concern for do] 
When sentences (63) – (68) are negated by means of not, the results are: … 
 They didn’t enjoy the trip.    [66a]   
 They didn’t seem to enjoy the trip.  [67a]  
  They didn’t try to enjoy the trip.  [68] 
 

 
An alternative approach is to break through this pattern by focusing on the com-

municative functions of language, something two of the Quirk et al. team (Leech / 
Svartvik 1975) attempted in their Communicative Grammar of English (1975). In this ap-
proach concepts such as amount or quantity, definite and indefinite meaning, or duration are 
explained without having to take the division into parts of speech into account. All the 
same, almost half of the book consists of a grammatical compendium. Yet, even here 
there is no full return to parts of speech, but rather an alphabetical listing of gram-
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matical phenomena (… Adverbs, Apposition, Articles, Auxiliary verbs, Case, Clauses, Cleft 
sentence, Commands, etc.).  

School grammars simplify more than university ones, but may retain the tradi-
tional, systematic approach, as with English G – Grammatik (Fleischhack et al. 1982). 
The treatment of do begins with a table in which various negative sentences are pre-
sented schematically, including doesn’t and don’t. This is followed by a table for ques-
tions (both yes-no and wh-questions). A few pages further on the forms of do are also 
presented in tabular form. Then, finally, the functions of the auxiliary do are presented. 

  
 
76 Verneinter Satz (Negative sentence) [only relevant excerpts from the table] 
 
Subject Auxiliary + “not”  Verb  Object 
Mrs Simon doesn’t    play  tennis. 
 
77 Fragesatz (Question) [only relevant excerpts from the table] 
     
Question word Auxiliary  Subject  Verb Object 
   -   Does  Mrs Simon play tennis? 
When  do  you  hold your meetings? 
 

In § 81 b) the forms are introduced (do, does, did, done, doing8) including the con-
tracted forms (don’t, etc.). In § 82 the functions of the auxiliary do are listed including 
its use in the “simple present, Frage”; the “simple past, Frage”; and the “simple past, 
Verneinung.”   

5.4 Usage and practice books 
The alphabetical approach (as in dictionaries!) is used to the full in the now classic 
Practical English Usage (Swan 1980ff). Nevertheless, this very practical resource differs 
from the compendium by Leech and Svartvik inasmuch as it proceeds in much finer, 
often even bitty, steps (abbreviations, about and on, …, aches, …, adjectives and adverbs [15 
pages], …, admission, affect and effect, etc.). As this list indicates, Swan is a mixture of 
grammar and lexis. This arrangement allows (together with the index) quick accessing 
of information, but is not helpful for the student who wants a broader, more coherent 
overview. The treatment of do follows divorce, runs from pp. 175-179, and begins as 
follows: 
 
 
 

 

                                              
8 No distinction is made between the full verb do, which occurs in all the forms listed, and the 
auxiliary verb do, which occurs only as do / don’t and did / didn’t.  
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1 Auxiliary verb 
The auxiliary verb do has several different uses. 
a  It is used to make question and negative forms of ordinary verbs (if there is not al-

ready another auxiliary verb). Compare: 
   I know John.  Do you know John? 
   I like salmon  I don’t like trout. 
   but: I have seen John.  Have you seen John? 
          I can eat salmon.   I can’t eat trout. 
For details and problems, see 511-513.   (Swan 1988: 173)  
 

7. Useful Literature for further reading 
Gramley, S. (2001) The Vocabulary of World English. London: Arnold. 
Pätzold, K.-M. (1994, 1997) “Words, Words, Words.” In: Fremdsprachen Lehren und Ler-
nen, 23, 13-64 and 26, 184-218.  

Leech, G. (1988) “Varieties of English Grammar. The State of the Art from the 
Grammarian’s Point of View.” In: W.-D. Bald (ed.) Sprachliche Fakten und ihre Ver-
mittlung. Munich: Langenscheidt-Longman, 5-17. 

6. Exercises 
1. For each of the following words give an alternative spelling and characterize it (for 

example as American, British). Using the dictionaries listed below check to see (a) 
whether both the form given here and the alternative form you have found are 
listed; (b) if so, what order are they listed in; and (c) do they have a regional label 
added (if so, what?)? 

 
(a) Concise Oxford Dictionary  
(b) Merriam-Webster’s Collegiate Dictionary 
(c) Oxford Advanced Learner’s Dictionary 
 

a) aluminum f) goitre k) kwik p) reveling 
b) biased g) honor l) lite q) skilful 
c) cheque h) inclose m) mediaeval r) uh 
d) demagog i) jail n) offence s) vulcanize 
e) e-z j) kerb o) programme t) woollen 
   
2. Using the same dictionaries as in question 1 find out which of them, (a), (b), (c), 

give alternative pronunciations. If usage labels are used, what are they? 
 
a) aversion f) example k) issue p) reveille 
b) dynasty g) furrow l) loch q) sue 
c) bade h) garage m) milieu r) tomato 
d) care i) got n) Nicaragua s) tune 
e) data j) herb o) puerile t) vitamin 
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3. Cultural items in the vocabulary. In the following, some expressions have been 
listed, but a number of blanks have been left. See if you can complete them by giv-
ing the place name (toponym) used as a metonym for the function indicated. How 
hard or easy is it to get the necessary information? Where can you look? Note: not 
all the blanks can be filled by appropriate toponyms. 

 
  U.K.    U.S.A.   Australia  
1. the governmental executive (Government or Administration) 
  Whitehall    ___________  ___________  
 
2. the legislative (Parliament or Congress) 
  Westminster   ___________       ___________ 
 
3. the head of government (Prime Minister or President) 
  Downing Street   ___________  ___________  
 
4. the head of state 
  Buckingham Palace   ___________  ___________  
 
5. the world of finance 
  ___________   Wall Street  ___________  
 
6. an imaginary remote place 
  ___________   ___________  Bullamakanka 

 
Resources you might use: Longman Dictionary of English Language and Culture; Britain An 
Official Handbook. London: HMSO (appears in yearly editions). 
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