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6.1 CONTEXT

Since the concept of context plays a central role in the
development of this chapter and the next one, it is
necessary to explain its relevant aspects briefly to
avoid possible misunderstandings. It must be noted that
my intention is not to study context as an extra-textual
phenomenon in itself. Rather I intend to concentrate on
how contextual variables are reflected by cohesive
devices present 1in the text. (For a fuller recent

treatment of context see Eggins, 1994.)

The term ‘context’ has been used 1in various ways in
sociolinguistics, psycholinguistics and communication
studies. (For various assumptions about context, see

Schiffrin, 1994, <ch.10 and Halliday, 1989, and for
factors relevant to context see Bunt, 1994:22-23.) The
concept of context ranges from CULTURAL (shared meanings
and world views), to SOCIAL (self and situation), to
COGNITIVE (past experience and knowledge) domains
(Schiffrin, 1987). Inasystemic perspective, context is
the interlevel which 1links form and situation. Stated
simply, context is concerned with the relationship
between the entities of form, items, classes and patterns

on the one hand, and the entities of situation on the

other ( Berry, 1975).

The relevant aspects of context for this study fall into

two broad categories: (i) linguistic context and (i1)

situational context. Each of these categories requires
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explication. Linguistic context, often called "co-text"
or "verbal context", can be defined as those information
parts which are retrievable from the "surrounding
discourse". With respect to any given linguistic element
in a text, there are co-occurring textual data, which
make 1its interpretation possible. In van Dijk’s (1977)
terms, in order to be able to interpret any new input-
sentence, the hearer uses his/her knowledge acquired from
the interpretation of previous sentences. Similarly,
Hasan (1978:228), following Firth, contends that "a major
part of the semantics of a sentence could be stated only
if the sentence were studied as a part of a text,

occurring within a context".

Given this background, the question is "What is the
relevance of co-text to our treatment of cohesive
devices?" The answer is simply that by considering the
complete text in the process of identifying relational
values of formal elements we are in fact dealing with the
co-textual properties of those elements. To put ita%ther
way, by identifying chain relations we are exploring
semantic bonds among linguistic elements with respect to
both  their LOCAL  surroundings and their GLOBAL
environment. The result is that an intermediary step is
established to bridge a mechanical approach (cf. Ch.5) to
a more flexible and potentially interpretative one. This

is a necessary condition for the interpretative phase of

analysis.
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At a situational 1level, I will be concerned with three
major variables of context: a) PARTICIPANTS (including
narrator), their nature, statuses and roles, their
intentions, motives and expectations (cf. Halliday’s |,
1989, notion of the "Tenor of Discourse"); b) EVENTS:
what is it that participants are engaged in?, what verbal
processes are involved in the discourse? (cf. Halliday’s
notion of the "Field of Discourse") (see 6.2.2.2 below
for further explanations); and «c¢) SETTING: spatio-

temporal properties (the ‘where’, ‘when’ and ‘how’) of

the events in discourse.

The relevance of the situational level of context to our
textual analysis is that each set of cohesive elements is
regarded as devices which signal or highlight one
situational variable or another (see 6.2.2). Thus, by
considering larger discourse components, i.e. contextual
elements, we are putting each cohesive element into a

meaningful, functional framework.

This multi-dimensional approach is based on a generally-
agreed assumption that "the activities of discourse
comprehension can be circumscribed as dynamic cognitive
processes which operate on the contextual and cotextual
information parts of discourse" (van de Velde, 1992:4)
(my underlining). This 1is why, in my analyses of
cohesion, I take both of these factors into account, and

this is what I mean by CONTEXTUALIZATION, as has been

explained elsewhere (see Ch.3).
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6.2 DESCRIPTION OF GLOBAL COHESIVE RELATIONS

6.2.1 CONTEXTUALIZATION: METHODS AND IMPLICATIONS

As will be illustrated, the method of examining cohesive
elements in this chapter is radically different from the
one used in the previous chapter. At this stage each
cohesive element is examined in relation to the whole
text, irrespective of the location and distance of its
presupposed item(s), 1i.e. whether it is immediate or
remote. In other words, this stage is intended to present
not only local (immediate) cohesive relations but also
global (immediate and remote) cohesive relations. The
description of the global distribution of cohesive
elements across the text will be followed by an

examination of the various functions they fulfil.

Following my discussion in Ch.4 concerning the
significance of the analysis of chain relations in the
text, I will begin once again with the same concept in
this chapter. It will be recalled that the phenomenon of
chain relation was considered to be extremely important
in the discussion of textual cohesion, and that a close
examination of this phenomenon is potentially a helpful
means of analyzing text, not only from a textual point of
view but also from a pragmatic/stylistic point of view.

To support my assumption, I analyzed and interpreted a

«

relatively complex chain pattern in Hemingway’s old

Man at the Bridgef
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An important question which is related to methodological
precision is "Within what parameters must the selection
and classification of cohesive chains be carried out?" I
propose two complementary parameters: (i) the depth
(complexity or length) of the chain, and (ii) the
narrative components which each cohesive chain
represents. Normally, the primary components of narrative
are EVENTS, PARTICIPANTS, and SETTING (Grimes, 1975).
This will provide wus with an ideal (or at least
satisfactory) condition for a purposeful and systematic
analysis and (subsequently) interpretation of cohesive
devices within the whole text. Accordingly, each
significant cohesive chain will be canalized into one of
these three categories and described. It is at this point
that a preliminary step towards 1looking at textual
features in terms of their discourse functions

(Contextualization in our term) can be taken.

This methodology focuses upon some basic assumptions
which are concerned with the functional aspects of the
operation of cohesive mechanism in text. For one thing,
it is important to recognize what cohesive elements
contribute to the construction of what discourse
components 1in text. It opens up a new fruitful
possibility of analysis whose scope goes beyond sentence-
based analysis to a discourse-level one by concentrating
on the functions of those devices. It would seem to
unveil an important dimension of continuity and textual

unity. It allows us not only to find out what linguistic
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element goes with what other related elements but also to
distinguish what other larger concepts are supported or
materialized through the cumulative "hanging-together" of

those related elements (see 6.2.2).

Moreover, it is equally important to examine variations
among the partners of a cohesive chain. The study of the
writer’s choice of cohesive devices and their stylistic
and pragmatic shifts in various stages of the textual
process are a fertile and promising area of enquiry, as
the related literature shows (see, for example, most of
the work on cohesion reviewed in Ch.2). This will be

dealt with in section 6.4.1.

Yet another stimulating aspect of the functions of
cohesive devices, which deserves consideration, is the
relationships between a set of cohesive elements from one
chain and a set of cohesive elements from another chain.
In other words, we must describe and explain the
phenomenon of "chain interaction", to use Hasan’s, (1984,
1989a) terms. I believe that by such an approach, which
offers a satisfactory basis for purposeful comparisons
and contrasts of interrelationships, a rewarding source
of interpretation is 1laid bare. For example, we can
critically evaluate the ideological basis and expressive
consequences of the use of certain devices/relations
instead of others. And this is what a comprehensive study
of cohesion, esp. in literary texts, 1is expected to
perform. In sections 6.3 and 6.4.2, 1 will be dealing

with this dimension of cohesion in HIC.
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The revised conception of chains by Hasan (1984)
underlines the significance of chain interaction in
textual unity. The fact that if and how chains are
related to each other, or how chain interaction takes
place, 1is 1labelled by Hasan as "cohesive harmony".
According to her, cohesive harmony takes place when two
or more members of a chain stand in an identical
functional relation to two or more members of another
chain. In my opinion, this revision can be seen as an
effective improvement in the cohesion model if
dynamically used in the process of analysis. But here my
goal of considering cohesive harmony, or in more general
terms "chain interaction", is essentially different from
that of Hasan. That is to say, she uses this concept to
formulate a particular way of calibrating cohesive
devices in order to measure the degree of coherence 1in
text. However, my major concern is not the degree of
coherence, for I already assume that this is a coherent
discourse. What I am trying to do instead is to provide
answers for some stylistic, pragmatic, and ideological
questions by using this method of measurement. Another
difference lies in the length of the data. She analyzes a
few texts none of which exceeds 11 short clauses (cf. my

data in App.3).
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6.2.2 SIGNIFICANT CHAIN RELATIONS IN THE TEXT: A
FUNCTIONAL CLASSIFICATION

As stated at the end of Ch.5, having done the analysis in
Ch.5, various recurring features came out, which provide
us with a starting ground for understanding what the
depth or complexity of cohesive chains should be. Using
the analysis of Ch.5 one can see significant elements to
emerge out of those pairs of sentences, which are now to
be used as stepping-stones for this step. This is
basically how the present chapter builds upon the

previous one.
6.2.2.1 CHAIN PATTERNS REPRESENTING PARTICIPANTS

One dominant group of (animate) participants in this text
is INDIANS, which includes the ‘Indian’ (men), the ‘young
woman’, the ‘old woman’, the ‘husband’ and the ‘baby’.
These are shown in a schematic fashion below. (Elliptical
cohesive features are excluded from this figure and the

subsequent ones for brevity.)



A. INDIAN PARTICIPANTS [P(I)]
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Sent.
No.

R(I), R(I),

R(I), R(I),

P(I)g

3<a
<>

11
14
16
18
19
20

21
23<a>
23<b»

24
25
26
27
29
30

31
32
33
34
35
36
37
38
39
42
46
47

48
49
51
52
55
57
58
64

65

Indians
Indians
then
Indian
then (P)
Indians
Indian
Indian lady
they (P)
Indian
Indians
Indian
they (P)
they (P)
Indian
his
they (P)
they (P)
Indian
then (P)
Indians

Indian young
woman
she
her
the men she
Indians she
she
her
her

lady
she
she

her
she
the woman
her
her

old woman

0ld women

husband
he
he

the husband
the woman

baby

a baby

the baby
Oit
the baby

babies
Othey
they
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(cont.)
Sent.
No. P(1); (1), P(I); P(I)y P(I)g
66 lady
71 Indian (men) the woman
72 she

<>squaw bitch

<>Indian
75 old woman baby,
Oit(2X)

76 a boy
89 Indian (men)
92 Indian
94 Indian woman
95 she

<Oher
9% she
97 she the baby
105 the...father
106 they
107 he
108 Indian
111 the Indian
112 his
113 his
114 his
118 Indian
122 ladies babies
124 he
126 he
127 men
129 women
131 they
133 they

Table 6-1: Cohesive Chains Representing INDIAN
Participants in HIC

Another group of animate participants which are equally

important for the development of the story can be grouped

under the category of NON-INDIANS (though this label is

not used in the story). They include ‘Nick’, ‘his

Father’, and ‘Uncle George’. The relevant chain relations

are demonstrated through the following scheme.



B. NON-TINDIAN PARTICIPANTS [P(NTI]
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Sent.
No. B(NL)) B(NL), P(NI);
3 Nick his father
4 Uncle George
5 Uncle George
7 Nick
9 Nick his father
11 L then |
12 Nick Dad
15 Nick
16 they
17 Uncle George
19 Uncle George
20 they(P) |
21 they
23 they (P)
24 they
26 then
34 Nick his father Uncle George
41 Nick’s father
42 Nick he
13 ‘', Nick
44 ‘you' ‘me’, his father
50 ‘I, Nick
52 Nick Daddy
54 ‘I', his father
56 ‘I’
58 the doctor
59 Nick's father
60 he
61 he, <his
62 Nick his father
63 his father
64 ‘you’, Nick
66 \II
67 ‘we! (P)
68 he
69 he ‘you', George
70 '
71 he Uncle George
72 Uncle George(3X)
73 Nick his father
75 his father
76 Nick he
77 ‘you'
78 Nick
79 he his father
his father

81
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(cont.)

Sent.

82 Nick

83 his father

84 ‘you', Nick

85 !

86 Nick

87 his

88 his father

89 Uncle George
90 Nick

91 Uncle George
93 ‘I', the doctor George
94 he

98 ‘', the doctor

99 ‘we! (P)

100 he

101 he George
103 Uncle George
104 ‘you! he
106 the doctor

107 ‘T

108 he

109 his

110 he

116 Nick the doctor George
118 Nick his father

119 ' they ' —
120 Nickie ‘I', his father

121 ‘you'

122 Nick

124 Daddy

125 Nick ‘I’

126 ‘I’

127 Daddy

128 Nick

134 Daddy

136 Uncle George
137 he

138 Daddy

139 Nick ‘I

141 ' they —

142 Nick his father

145 Nick

147 he his father

Table 6-2: Cohesive Chains Representing NON-INDIAN
pParticipants in HIC
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6.2.2.2 CHAIN PATTERNS REPRESENTING EVENTS

Let me first clarify the specific sense in which I will
be using the term EVENT throughout. Grimes (1975) holds a
generalized conception of the term, which corresponds,
more oOr less, to Fairclough’s (1989) three distinctive
types of verbal processes in text: (i) ACTIONS (which
involve two participants: agent and patient, (ii) EVENTS
(which characteristically answer the question of "What
(has) happened", and which involve Jjust one participant),
and (iii) ATTRIBUTIONS (which involve, 1like EVENTS, just
one participant but include some sort of attribute after
the verb, e.g. "Reagan is dangerous"). I will not keep
distinct these three processes in my illustration in this
section. I prefer to classify all of them under the
general heading of EVENTS for simplicity. (For a fairly
detailed discussion of the theory of action see van Dijk,
1977, where he Kkeeps Events, Actions and Processes

distinct, with different definitions.)

As a final word, not all verbal processes are important
enough to be selected. The scope of the thesis, on the
other hand, does not allow us to classify all processes
encoded in the text. Accordingly, only those processes
will be emphasized that are significantly consistent and
predominant in their occurrence, and thus lend themselves

to be analyzed from the perspective of cohesion.
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EVENTS [E

Sent.
No El E2 E3 E4 ES E6 E7 E8 E9
1 was
2 stood
3 got shoved
4 sat
5 shoved,

OYOW
6 started

off
7 heard
8 rowed
9 lay back
10 was
11 rowing,

working,

moved
12 going ask
14 is very sick
15 said
18 pulled
20 walked

<>carried
21 went,

followed
22 was cut (away)
23 stopped walked
25 were came
26 rushed
28 was
29 stood
30 lay
31 have...baby
33 sit moved off
34 noise
35 lay screamed
37 was cut
39
41 ordered,

spoke
42 said have a baby
43 know  said
44 know
45 listen
46 being in
labour
47 be born
48 get the baby
born

19 SCreams
50 see
51 cried out
52 stop screaming
53 said
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Sent.
No

55
56
57
58
59
61
62
63
64
66
67
68
69
71
72
73
75
76
78
79
80
82
83
84
85
86
89
91
93
95
96
97
98
99
100
101
102

103
104
105
106
107
110
111
112
114
115
116
117

was

still
held

's

stood up

was, <were
look

rolled over
motioned
went

watched

See

know
went(2X)

rowed

see
look
see
look
watch
watch
looked

looked
know

standing up

(should) be
are
's

standing

are

lay

rested

lay

was

looking

look

looked

said
talked

operate

said
said  operate
bit
said

said

said
said
put stitches

this
sew up

said

said

said

said

be born

screams
then

doing a caesarian

sewing...up
said
said
say

cut

said
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(cont.)

Sent.
No El E2 E3 E4 ES E6 E7 E8 E9

118 view

119 walked

120 'n gone said

121 was asked having have...a
babies hard times

123 was

124 kill

125 know

126 quess

127 kill

133 do

136 qgo

137 turn up

138 is dying

139 think it

140 it

141 seated rowing

143 coming up

146 felt

147 sitting rowing felt die

Table 6-3: Cohesive Relations Representing EVENTS in HIC

6.2.2.3 CHAIN RELATIONS REPRESENTING SETTING

SETTING information is realized, in Grimes’ view, by
TIME, SPACE, and CIRCUMSTANCES under which actions take
place. In this section, I will try to sketch only the
most significant chain patterns which contribute to the
identification of these components within the text. This
labour, as in the two previous sections, provides a
useful framework for the characterization of important
discourse components by manipulating and canalizing ample
textual information. However, it must be admitted that
this typ; of classification of chain relations, due to
its scope and nature, cannot specify individual local

settings for each part of the text. It only produces a

general picture of the global (or background) setting of
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the text. A more detailed analysis which can define
specific sub-settings for specific discourse units must
necessarily focus on smaller organizational units, e.g.

paragraph limits, or on a smaller thematic units.

SETTING
Sent.
No. SPACE TIME CIRCUMSTANCE
1 at the lake
6 in the dark
7 in the mist
10 cold
in the mist

13 to the Indian camp
16 across the bay
17 in the dark
20 up the beach soaking wet with dew

through a meadow
21 into the woods,

to the logging road

into the hills
22 on the logging road lighter
23 along the road
25 to the shanties
27 shanties
28 in the road light

in the shanty

29 in the doorway
30 inside

on a wooden bunk
32 in the camp
33 up the road in the dark
34 into the shanty
35 in the lower bunk
37 in the upper bunk
39 very badly
57 in the upper bunk
58 in the kitchen
59 into the kitchen

98 in the morning
99 by noon
109 vet

110 the lower bunk
111 toward the wall
113 the bunk
116 out of the shanty
118 upper bunk
in the...  kitchen
119 along the logging road, daylight
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(Cont.)
SETTING
Sent.
No. SPACE TIME CIRCUMSTANCE
toward the lake
121 awful mess
122 hard times
138 hard
139 easy
143 over the hills sun...coming up
145 in the water
146 the morning sharp chill
147 on the lake early morning

Table 6-4: Chain Patterns Representing General
SETTING in HIC

6.3 INTERACTION BETWEEN CHAIN PATTERNS: COHESIVE HARMONY
So far in this chapter I have examined the ways in which
the major ingredients of narrative discourse,
Participants, Events, and Setting, are represented 1in
this story by various cohesive devices. As 1s self-
evident, through this approach I have shifted attention
from a limited, sentence-based and mechanical method of

analysis to a larger-scale, text-bound and flexible one.

Before illustrating the correlation between chains,
perhaps it will be helpful to present the status of
Participant chains and Event chains through the following
summary tables so that it will be manageable to account
for the correlation between them. The interaction between
(P) chains and (E) chains seems to be more significant
than the relation between (S) chains and the other two.

Therefore, only the former will be touched upon here.



A. PARTICIPANTS
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PARTICIPANTS NO. OF TOKENS

1. Men 19
Young Woman 32

INDIANS 2. Women
[P(I)] 0ld wWoman 4
3. Husband 17
4. Baby 14
NON- 1. Nick 35
INDIANS 2. Father 52
[P(NI)] 3. Uncle George 19

Note: Partial references and elliptical forms are excluded from this table.

Summary Table 6-1: Participants and the No. of Relevant

Tokens



B. EVENTS
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EVENT

GENERAL TERM

NO. OF
TOKENS

VARIETY OF TOKENS

El

STATE

24

is-was-were-be-felt-
are-am-looked

E2

PASSIVITY

20

stood-stopped-lay-
sit-still-held-rested
-seated-got

E3

MOTION

31

shoved-row-started-
working-moved-going-
pulled-carried-walked
follow-came-rushed-
rolled- motioned

turn up

E4

PERCEPTION

25

heard-listen-watch-
see-know-look-view-
guess-think-felt

E5

ARTICULATION

24

said-talked-asked-
ordered-spoke

E6

CUTTING

11

cut-operate-bit-
stitches-sew up-
caesarian

E7

BIRTH

have. . .baby-being in
labour-be born

E8

SCREAMING

noise-screamed-cried
out-hard times

E9

DEATH

kill-do-dying-it

Summary Table 6-2: Events, their Corresponding No. of
Tokens and Variety of Forms
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C. INTERACTION BETWEEN P’S AND E’S

ASSOCIATED EVENTS

Min. Tokens Involved: 2
PARTICIPANTS = = | =— e
El E2 E3 E4 E5 E6 E7 E8 E9
1. Men - * * - - - - - -
P(I) |2. Young Woman |* * - - - - * * -
3. Husband * * - - - * - - *
1. Nick - * * * * - - - -
P(NI)|2. Father * - * * * * - - -
3. Uncle George|- * * - * - - - -

Note: Of INDIAN P’s Baby and 01d Woman, due to their insignificant interactive roles with E's,
are deleted from this table.

* indicates a P's association with an E.

- indicates a P's dissociation with an E.

Table 6-5: Interaction Between P’s and E’s in HIC

6.4. FROM DESCRIPTION TO INTERPRETATION:
THE IDEOLOGICAL BASIS OF THE DISCOURSE: HUMANISM OR

RACISM?

A strong need has been felt by the scholars involved in
research related to cohesion, e.g. Beene (1981), that
attention must be directed from the current descriptive
cohesion theory to an evaluative description of text. In
a sense, this is what stylistic practices are supposed to
perform. Having provided a formal description of the
cohesive elements in the text, we are now in a position

to interpret the recurrences/choices. I will do this by
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emphasizing on two main points: (1) the nature of
references, naming and their distribution in the text,

and (ii1i) the nature of the relationships between the

participants and events.

6.4.1 THE NATURE OF REFERENCES, NAMING AND THEIR
DISTRIBUTION IN HIC

Let us begin with INDIANS. ‘Indian’ (Men) are constantly
referred to as ‘Indian(s)’, without any value-laden
shifts in form. They are called after their origin. They
are given no social identity, no interactive character,
and thus no dignified status. They are referred to
collectively, rather than individually by name.
Anonymity, which applies to all INDIAN P’s, can be said
to signify the author’s intention not to allot any social
identity, role or value to them. In a sense, this means a
complete "withdrawal of esteem" (Brown and Gilman, 1976).
The ‘young woman’ is once called with a highly derogatory
term (‘squaw bitch’, S.72), showing Uncle George’s
hostile or critical attitude. on the other hand, in
SS.14, 42, and 66, ‘lady’ 1is preferred to pronominal
forms or ‘woman’, and in all these instances it is the
‘doctor’ who uses this formal variety. This can have at
least two reasons: to reflect the Doctor’s professional
courtesy or to emphasize his willingness to keep social
distance. The overall authorial objective may be the
establishment of a "power semantics" (Brown and Gilman,
1976) between the two groups of participants in contrast

to "solidarity semantics" among P(NI)’s (see below).
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The selection of ‘husband’ (2 times, in $5.37, 57) and
‘father’ (S.105) for the other 1Indian underlines, at a
surface level, his two different social roles. However,
when the whole discourse world is taken into account and
the roles of other participants are examined, a quite
different reality emerges. For example, it 1is evident
from the text that he is not capable of fulfilling his
duties as a father or as a husband. So it may be
reasonable to suggest that, even by apparently giving him
a social role, the author puts a big question mark in
front of the Indian’s sense of duty, which constitutes a
part of an individual’s social value. I believe that
this reference 1is highly pragmatic, which can indicate
the author’s ideological perspective towards the
participants. That the Indian is called ‘proud father’ or
‘husband’ does not mean that the author really
acknowledges or values his roles as a husband or father.
On the contrary, it can be argued that his roles are
ironically criticized by the ‘doctor’. His naming can be
seen as an instance of, as it were, ‘tongue-in-cheek’.
References can carry varying ideological nuances and
overtones, of which this is one in this text. (For a
brilliant example of a treatment of this phenomenon see

Spitzer , 1962, where he examines Cervantes’

"polyonomasias" in his novel Don Quixote.)

On the other side of the line there is an intimate
interpersonal relationship implied by the occurrence of

‘Nickie’, ‘Daddy’, and ‘George’. Moreover, ‘Daddy’ shifts
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to ‘the doctor’, and ‘his father’, both of which define
his social roles, which unlike those of the ‘Indian’, are
successful. (Consider his successful operation and his

fatherly sensitivity and concern about his son.)

It may be interesting to examine contrastively the
distribution, 1location and frequency of each chain
complex. Let us examine NON-INDIAN P’s first. NON-INDIAN
P’s (‘Nick’, ‘his Father’, and to some extent, ‘Uncle
George’) show an exhaustive distribution throughout the
text. They all appear regularly from the very opening
sentences of the text to the end of it. ‘Nick’ and ‘his
father’ are introduced to the reader in S.2 and ‘Uncle
George’ in S.4. Their reiteration goes on systematically
until the last sentences (‘Nick’ and ‘his father’ in
S.147 and ‘Uncle George’ in S.137) (see Table 6-2). This
means that their role and significance are meant to be
more marked and remarkable than their Indian
counterparts. As the summary Table 6-1 shows, ‘Nick’ is
reiterated 35 times, ‘his father’ 52 times, the most
complex chain in the text, and ‘Uncle George’ 19 times.
In short, NON-INDIAN P’s, esp. the former two, are

INITIATORS, DEVELOPERS, and CONCLUDERS, at the same time.

The status of the INDIAN chain complex, however, embodies
a totally contrastive reality. Although ‘Indians’ (Men)
are injected into the text as early as the P(NI)’s (S.2),
they simply "drop out" from S5.92 onward, not to mention

the large gap between (SS.34-71), and thus the remainder
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of the text, which constitutes at least one third of the

whole text, is left without them (see Table 6-1).

The frequency of the chain ‘young woman’ is apparently
considerable (32 times, see Summary Table 6-1). But it is
important to note that its use does not seem to reflect
its significance from the point of view of the author.
One reason 1is that it is almost always tied with the
chain ‘doctor’. Stated otherwise, this chain is
introduced only as a patient, whose 1life is fully
dependent upon the doctor’s intelligence and professional
skills, rather than as an independent significant
character. As a matter of fact, the relative depth of the
chain ‘young woman’ only adds to aspects of the doctor’s
character. To conclude, the ‘Indian (Men)’ have a textual
role of INITIATION, and to a lesser extent of
DEVELOPMENT, but not of CONCLUSION. The ‘young woman’
and the ‘husband’, due to their delayed injection (SS. 15
and 37, resp., see Table 6-1), contribute to the textual

DEVELOPMENT but neither to INITIATION nor to CONCLUSION.

6.4.2 THE NATURE OF PARTICIPANT-EVENT RELATIONS IN HIC

Our assumptions about the participants in HIC, proposed
above, can further be consolidated by an observation of
the interaction between P’s and E’s, outlined through the
Table 6-5. As the Table shows, from P(I), ‘men’
interacts with only E2 (PASSIVITY) and E3 (MOTION);
‘young woman’ interacts with El (STATE), E2, E7 (BIRTH),

and E8 (SCREAMING); ‘husband’ interacts with E1, E2, E6
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(CUTTING), and E9 (DEATH). In contrast, from P(NI),
‘Nick’ is associated with E2, E3, E4 (PERCEPTION), and E5
(ARTICULATION); ‘father’ is associated with El1, E3, E4,
E5, and E6; and, similarly, ‘Uncle George’ 1s associated

with E2, E3 and E5.

Now 1let us examine the similarities and differences
between two dgroups of participants in terms of their
interactive roles across the text. All P(I)’s show a
joint involvement in PASSIVITY (E2), while all P(NI)’s
are jointly characterized by their involvement in MOTION

(E3) and ARTICULATION (E5) (see Table 6-3).

Moreover, it is only the P(NI)’s that are assigned to two
indispensable individual and social characteristics of a
civilized and educated person, i.e. PERCEPTION (E4) and
ARTICULATION (E5). None of the P(I)’s are associated with
these two features. Both the ‘doctor’ and the ‘husband’
correlate with Eé6 (CUTTING). But the goals and
consequences are totally different. The ‘doctor’ cuts for
‘putting stitches in’, for a ‘caesarian’. He cuts for
life. But the ‘Indian’ cuts for ‘death’. He cuts and
kills, but the ‘doctor’ cuts and revives. And that is why
the chain DEATH is associated exclusively with the
‘Indian’. This is a remarkable difference which must be

taken into account in the analysis of this text.

On the other hand, the exclusive choice of PERCEPTION and
ARTICULATION emphasizes an extremely great ‘'"power-

differential” between the two groups of participants,
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INDIANS and NON-INDIANS. Put simply, it is only the
latter that regularly ‘ask’, ‘answer’, ‘order’, ‘talk’ as
well as ‘think’, ‘see’, ‘guess’, etc. This regular
diversity of roles on the part of P(NI)’s in turn creates
an imbalanaced social situation in which the other group
(P(I)'s) are easily manipulated, or technically speaking,
become "affected participants" (Fowler and Kress,1979).
So the regularity in P(NI)’s association with rather
interactive (E) chains (PERCEPTION and ARTICULATION) and
the regularity in P(I)’s involvement in stereotypical and
non-communicative (E) chains (MOTION, etc.) are
significant and stylistically relevant. In the
classification of events a distinction must be made
between "central" events and "peripheral" events (what
Longacre and Levinsohn, 1978, describe as "important

events" and "routine and predictable events").

To put these observations in a social pragmatics
perspective, it 1is assumed that in the selection of
participants from the set of persons in the actual
context there are two important functions which must be
considered, the "speaking-function" and the "hearing-
function" (van Dijk, 1977). As discussed earlier, from
these two functions the former is satisfied exclusively
by P(NI)’s but the latter is satisfied by P(I)’s. 1In
other words, the characteristic properties of P(I)’s
represent a "hearing-function", while the characteristic
properties of the P(NI)’s represent a "speaklng-

function". These properties are regular enough to be said



272

to have been foregrounded in HIC. 1In fact, the value of
speaker/hearer functions is constant in every state of

the context in this story.

I believe that none of these choices are accidental.
They are motivated. The contrastive choice of cohesive
features by the author can lead an alert reader to infer
from the text a highly biased representation of an ethnic
grouping. Now with all these facts in mind, perhaps it is
reasonable to assume that racist ideology echoes and runs
through the discourse as the common ground for the
speaker and other participants. Generally speaking, the
reader 1is left with the assumption that P(I)’s are
uncivilized, ignorant and destructive, but P(NI)’s are
civilized, educated and constructive. It is, after all,
the collective effect of the author’s way of
representation of his characters which implies such a

feeling.

6.5 SUMMARY CONCLUSIONS

In this chapter, I have tried to develop a systematic and
strict way of calibration of cohesive devices so that the
methodology is sufficiently clear to be applied to other
texts for analytical and pedagogical purposes. To draw
an analogy, in my analyses, I have developed a "wedge-
like" approach, the entering edge of which 1is the
description of formal elements and the thick edge of

which is the interpretation (cf. Spitzers’, 1962:19,
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phrase "from outward details to the inner centre"). More
specifically, in practice, I have fulfilled three stages
of interpretative process, acknowledged by van de Velde
(1992): "descriptive", "explicative" (= producer-oriented
interpretation) and "evaluative" (= receiver-oriented

interpretation).

I have also tried to show how contextual elements
(Participants, Events, and Setting) can be realized
through cohesive devices, or how cohesive features
contribute to the realization of 1larger discourse
components. Contextualization, the name given to this
kind of examination, draws upon a basic assumption that
co-textual and contextual information parts are necessary
conditions for any activity of discourse comprehension.
Based on this assumption, I have developed an approach
which could take into account the function of each
cohesive item with respect to both textual and contextual
levels, by observing chain relations on the one hand and

larger discourse patterns signalled by them on the other.

The text analyzed in this chapter, is obviously a story
in which the author offers no comments. It is apparently
a highly objective piece of narration. (This stylistic
feature is what Simpson (1agq2:53%) terms as "flatness of
Hemingway’s style".) But it has been illustrated that a
close examination of cohesive mechanism in the text,
based upon a measure of cohesive harmony, unmasks a
totally different underlying ‘sub-text’ which represents

the intended, hidden meanings of the author. It is, after
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all, the writer’s total meaning which is portrayed by
himself 1in the discourse. It is, in fact, the writer
himself who acts as an all-in-one, super-character, and
at the same time, as an "omniscient” narrator. The way he
represents his characters produces an ultimate collective
effect of positivity or negativity of attitudes in
readers towards characters. So it is the ideological

universe of the author which is under scrutiny.

I have sought to show how we can get to grips with the
ideological basis of the discourse by comparing and
contrasting the nature of relationships present among
members of cohesive chains on the one hand and between
members of one chain and members of other chains on the
other. By doing so, we have seen that there is much to
say about the dynamics of text as "interrelated packages
of information", and that there is a deeper semantic
structure in text, whose observation may allow us to

propose provoking ideas about it.

Now the question is how the approach followed in this
chapter can be extended to the interpretation of a much

longer text, a novel. The next chapter is devoted to this

problem.
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NOTES TO CHAPTER SIX

1 An abridged version of this chapter has been
presented to the PALA Conference held in Belfast,
11-14th of April 1996.
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CHAPTER SEVEN

EXTENS ITON: THEMATIC COHESION

7.0 INTRODUCTION

So far I have 1illustrated two phases of my proposed
three-levelled approach to the analysis of cohesion in
literary prose discourse. I started with the analysis of
local cohesion (see Ch.5) and proceeded to the analysis
of global cohesion (see Ch.6) in a short story by
Hemingway. We have seen how cohesion model can serve as
a ‘gate’ to enter the text. I showed that once a
contextual framework 1is set wup for the analysis of
cohesive features in a text, the cohesion model can
provide us with a tool to classify the textual data
systematically. Having described cohesive features within
the whole text in terms of their contextual functions, I
tried to explore the stylistic significance of each set
of those features by focusing on their interrelationship
with one another. As mentioned in Ch.3, the analysis of
global cohesion has not been considered as an end in
itself. Rather, it has been seen as an intermediary sub-
step which <could provide the analyst/reader with
carefully grouped pieces of textual information to assist

him/her to address some pragma-stylistic questions
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relevant to those information parts. The direction of
progression has been from the "microscopic" to the

"macroscopic" (cf. Spitzer, 1962).

As stated at the end of Ch.5, the logic of a 1local
analysis, apart from its pedagogic implications which
will be discussed in the next chapter, lies in the fact
that it is the detailed knowledge and the basic skill of
identifying cohesive relations established in Ch.5 which
make possible the selection, classification and
subsequent interpretation of those relations. It must,
however, be emphasised that more competent readers may
find it desirable to proceed to the next stage without
being involved in a detailed sentence-by-sentence

analysis, the type of analysis illustrated in Ch.5.

The basic approach followed in Ch.6 and to be followed in
this chapter is similar in principle: they are both
concerned with the exploration of some pragma-stylistic
processes involved in the text, using the principles of
cohesion as an analytic tool. The procedure, however,
must necessarily be different. The reason is that the
data to be analysed in this chapter is a novel (William

Golding’s Lord of the Flies, henceforth GOLOF) and this

causes problems which must be taken into account.

Generally speaking, it is often believed (e.g. Stubbs,
1982) that "there are no well-developed methods for
analysing narrative structure" (p.56), and "there is

little consensus on how one might go about the analysis:
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no firm agreement even on what the units of a narrative
might be" (p.57). Similarly, Blake (1987) acknowledges
that prose texts are often difficult to come to terms
with from a stylistic point of view. It goes without
saying that it becomes specially difficult when the
object of analysis is a rather lengthy text like a novel.
A novel is different from a short story not only in terms
of 1its 1length but also in terms of its cast of
characters, the plot and the "narrative voice". G. Lazar
(1993) contends that, while short stories rely on a
single narrative voice, in a novel there is likely to be
a larger cast of characters, the plot may be more

complicated and methods of narration can be more complex.

A reader/learner, familiarised with the principles of
cohesion established in Ch.5, and sensitized to potential
stylistic and pragmatic functions of cohesive relations
elaborated in Ch.6, could read a novel with a sound
background, with an equipped mind, and with a goal-
oriented approach, which will finally shape relevant
assumptions about various aspects of the text while
reading it. But how realistic and reliable those
assumptions are depends upon how far they are justifiable
by the relevant textual evidence (cf. Spitzer, 1962). The
point is that, as mentioned in Ch.3, a detailed sentence-
by-sentence (LOCAL) analysis followed in Ch.5 or an
exhaustive (GLOBAL) analysis of cohesive features within
a novel is neither desirable nor possible. Therefore,

instead of starting from adjacent sentences and
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proceeding to an exhaustive description to
interpretation, the approach followed in Ch.5 and 6, it
is necessary to follow a selective approach when
analysing a novel. To do this means to start from the
other end: from the macroscopic to the microscopic. But
the question is how to start, what to select, how to

select and how far to go.

7.1 ANALYTICAL, PROCEDURE

1. Before any interpretative attempts, the first step
mnust be to provide a "skeleton outline" (cf. Lazar 1993)
of the novel containing the indispensable information
parts which every reader obtains after s/he reads a text:
a "macro-scheme" of "who", "what", "where" and "when" of
the discourse (cf. Isenberg, 1990), or 1in more
technical terms, the Participants, the Events, and the
Spatio-Temporal properties of the discourse (cf. Grimes,
1975, and Ch.6 above). Longacre and Levinsohn (1978)
believe that an author generates a whole story from an
abstract or a backbone, expands it to a skeleton and then
puts flesh and skin on it. They further comment that "the
job of the analyst is to go at this in reverse, to look
through the flesh and the skin to the skeletal structure
beneath and to perceive the fundamental structure of the
whole" (p.105). Ssimilarly, Spitzer (1962) advises the
analyst to start out from the surface to the "inward
life-centre" of the work of art, by observing details
about the superficial appearance of the work. Then s/he

must group these details and seek to integrate them into
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a creative principle which may have been present in the
soul of the artist. And finally, s/he must make the
return trip to all the other groups of observations in
order to find whether the "inward form" tentatively
constructed gives an account of the whole. This cycle of
"to and fro voyages", to use Spitzer’s terms, may be
comparable to "a ©process of self-confirmation in a

mirror" (Tambling, 1991).

On the other hand, experimental studies, e.g. van Dijk
and Kintsch (1978), indicate that the story content (what
they call "macro-structure"), esp. its main events, are
normally the main concerns of the reader and are
remembered best and are not easily forgotten. So we begin
with the most straightforward end by reducing the
contents of each chapter to a few sentences representing
the key points of that chapter. The main purpose of this
kind of presentation of the discourse in a workable form,
as Longacre and Levinsohn (1978) point out, is to make it

easier for patterns to be discerned.

A question might arise here. What is the relevance of
this preliminary step for our analytic procedure? This
step can have at least two important implications. First,
as mentioned briefly earlier, an outline of the Kkey
points in each chapter will bring about a skeleton
outline of the whole novel, which will allow us to see a
miniaturistic presentation of the textual world,
highlighting what elements or relations are repeated most

and thus potentially carry significance in the novel.
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This skeleton will serve as the ‘scaffolding’ through
which we can have an overview of what we will do next.
This is a point of entry to the analysis of longer text.
Then we can concentrate on aspects of certain elements
like the ways in which a particular character, or a group
of characters or the major theme is developed in the
novel. Second, apart from the methodological scaffolding
which this technique can provide, there are also other
implications for it. For example, by providing a skeleton
outline of the text, we are in fact moving towards the
summarization of the PLOT, which is assumed to be a very
important pedagogic activity at all levels of literary
education. Lazar (1993) emphasizes the usefulness of the
activities or tasks from the skeleton outline which could
be used at various points 1in class to ensure that
students have a basic grasp of the plot, themes and

characters.

2. The second step is to go through the text to locate
the relevant elements, identifiable and classifiable
through the principles of cohesion, which can account for
our initial assumptions about certain aspects of the
novel. Once a topic 1is selected for analysis, the
classification and grouping of the relevant elements may
not be too difficult. Now the text is read for specific
information. The whole process at this stage would seem
to be a "sifting" process, through which not all cohesive

features become important, but only those which can
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function as evidence for particular narrative components,

e.g. character(s), or the theme.

Now let me add a few words about the reasons for the
selection of this novel. Apart from the canonical reasons
specified in Ch.3, there are other reasons for this
choice. One important reason is that the GOLOF’s theme is
one of the most familiar and universal themes with which
human beings are involved, irrespective of their local or
social backgrounds. Collie and Slater (1987) express this
fact in a more effective and comprehensive way:
Lord of the Flies deals with the evertopical and
universal themes of violence, social control, human
nature, survival in conditions of adversity - yet in
a setting that is neither culture-specific nor
restricted to one time (p.93).
Another reason 1is its richness of language from a
pedagogical point of view. GOLOF successfully represents
a show-case of various modes of expression such as
narration, exposition, description, and argumentation,
which can usefully be implemented in integrated language
and literature classes both for reading and writing
purposes. Teachers of literature often cite (e.g. Collie
and Slater, 1987, and Elliot, 1990) that students, both
in native and ESL contexts at various levels, find GOLOF
interesting and challenging, with a higher level of
reading involvement on their part. This is why, 1in
addition to other reasons, the novel has been added to

the canon of writings prescribed by school examination

boards in Britain (Kinkead-Weekes and Gregor, 1967), and
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is "enthusiastically read and absorbed in universities
and schools in both Britain and America" (Gindin,
1988:5). The novel is described by Kinkead-Weekes and
Gregor (1967:15) as having ‘'"powerful and exciting
qualities as narrative" and "extreme clarity of meaning".

(For a survey of responses and reactions to Lord of the

Flies as well as other novels of Golding see N. Page

(1985:21-30.)

7.2 A SKELETON OUTLINE: A MACROSCOPIC OUTLOOK OF THE
STRUCTURE OF GOLOF

In this section, I try to outline the essential narrative
components of the novel (Participants, Events, and
Setting; see Ch.6), the ideas which stand on the mainline
or "backbone" of the narrative. (All quotations from
GOLOF will be shown within single inverted commas.)

The novel describes the story of a group of English
schoolboys who have Dbeen stranded on a remote island
after their aircraft in which they were travelling
crashes. Each boy represents a different level of world
knowledge and ideology. There are two age dgroups: the
‘littluns’ and the ‘biguns’. The *‘littluns’ are, by
nature, preoccupied with ‘fun’ and ‘play’ and often
concerned with ‘beasties’. The ‘biguns’, on the other
hand, think about ‘rescue’, and decide to establish rules
and obey them, by selecting a chief. Gradually, however,
the evil of ‘power’ and ‘authority’, ‘darkness’ and
‘humiliation’ emerges and forces the ‘society’ to the

edge of ‘anger’ and ‘blood’. The tension of leadership
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between Ralph, the selected chief, and Jack leads to the
murder of two of the boys, Piggy and Simon. Finally,
while Ralph is being chased by the ‘hunters’ to Dbe
killed, a naval officer arrives and rescues them. (For a
more detailed, critical summary of the novel see
Kinkead-Weekes and Gregor, 1967:15-64, and for a
pedagogically-directed ("snowball") summary see Collie
and Slater, 1987:107-110. See also Whitley, 1970, for
another critical summary, especially remarkable in terms

of intertextual references on the characters and theme.)

In what follows, I shall outline the major propositions
of each chapter separately. But before that, some
introductory remarks seem to be necessary about the
significance of chapter one and the setting in the novel.
Chapter one 1is a pivotal chapter around which all
subsequent chapters revolve, because it 1is 1in this
chapter that (i) the background setting is established,
(ii) characters are introduced to readers, and (iii)
characterization and complicating 1issues begin to
develop. It seems that Fries’s (1985) claim, following
Hasan, that significant semantic tasks (some of which are
listed above) are accomplished in the beginning of
stories finds Jjustification in the introductory chapter

of this novel.

The main setting is a tropical island whose repeated
associations with 1lexical items 1like ‘coral reef’,
‘jungle’, ‘tree’, ‘sea’, ‘shore’, ‘lagoon’, ‘rocks’,

‘cliffs’, ‘trunks’, ‘shell’, ‘beach’, etc. create a
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powerful 1line of presupposition for the incoming
information relevant to setting in the remaining
chapters. The island, as it is portrayed, successfully
creates in the mind of readers a fascinating image of a
paradise, the Garden of Eden, which is unfamiliar at the
same time. This is important because it is probably this
fascination of unfamiliarity which leads to the island’s
destruction. In a sense, there is in GOLOF’s setting a
sharp contrast between natural environment with its
attractions and beauty and social environment with its
inherent power of destruction. This contrast is also
evident at all 1levels of characterization and the
development of theme, which will be dealt with later in

this chapter.

Now let me provide outlines for individual chapters. The
major propositions of chapter one can be summarized as
follows. (Numbers in brackets refer to the pages in which
indications of a given proposition can be found. This
technique can wusefully serve as an index for later

references. Page references are to Faber & Faber 1954.)

CHAPTER I: THE SOUND OF THE SHELL (7-34)

a. As a result of a plane crash, Ralph and Piggy,
wandering about in an uninhabited tropical island,
meet each other. (7,8)

b. They find a shell, a conch, on the beach. (16)
c. Jack joins them with his ‘choir’ (‘hunters’).
(21)

d. A meeting is held. (21)

e. Ralph is elected chief rather than Jack, to
Jack’s dismay, which leads to tension between

them. (24) .
f. Ralph, Jack and Simon go on an expedition. (26,

27)
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g. In ?he jungle, they find a piglet; Jack fails to
kill him. (33)

CHAPTER I1: FIRE ON THE MOUNTAIN (35-51)

a. Afternoon assembly is held. (35)

b. Ralph speaks of rescue from this uninhabited
island. (35, 41)

c. Jack speaks of forming an army for hunting pigs.
(35)

d. An underlying, unspoken tension between Ralph and
Jack prevails. (35, 36, 38, 40, 41)

e. Piggy shows intelligence and wisdom by chairing
the assembly. (37, 39)

f. The conch is used as a marker for taking/holding
turns. (36, 38, 39, 40, 41, 49, 50)

g. The little boys express their fear of ‘beasties’.
(39)

h. Ralph talks about making a fire. (41)

i. A big fire is made on the mountain. (45)

j. Smoke and fire increase and, as a result of
carelessness, spread more easily so that the forest
is on fire. (47, 48)

CHAPTER I1T: HUTS ON THE BEACH (52-62

a. Jack goes hunting but fails again. (52, 58)

b. Tension between Jack and Ralph intensifies. (55,
56, 58, 59)

c. Shelters are built on the beach. (54, 55)

d. Simon goes missing. (59)

e. Jack and Ralph set out to the bathing-pool where
they expect to find him. (60)

f. Simon is in the forest, alone, in the terror of
the darkness (61).

CHAPTER IV: PAINTED FACES AND IONG HAIR 63-82

a. The ‘littluns’ are busy playing on the beach.
(64, 65)

b. Roger and Maurice tease the littluns by
destroying their castle and complex in the sand.
(65)

c. Jack paints his face red, white and black. (68,
69) . |
d. His hunters paint their faces too, marking thelr
solidarity and savagery. (69) . _

e. No signal on the mountain; the fire is out. (73,
74)

f. Meanwhile, a ship passes by the island. (71, 72)
g. Jack and his hunters come back with a hunted pig.
(74) |

h. Ralph and Jack dispute over the fire. (76, 77)
i. Jack hits Piggy in the stomach. (77)
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J. Jack’s behaviour creates anger in Ralph and
Piggy. (79)

k. Another fire is made. (80)

l. An assembly is called. (82)

CHAPTER V: BEASTS FROM WATER (83-103)

a. Walking down the mountains, Ralph comes to an
understanding of the ‘wearisomeness’ of the life on
the island. (83)

b. The assembly takes place in the darkness ‘to put
the things straight’. (84)

c. Crisis between Ralph and Jack re-emerges. (89,
90, 100)

d. Ralph, Jack and Piggy say there is nothing to be
afraid of in the forest. (89, 90, 91)

e. The littluns -Phil and Percival- talk of horrible
things, beasts. (92, 95)

f. Hunters chant and dance away from the shelters.
(101)

g. Ralph threatens to quit as leader; Simon and
Piggy beg him to go on. (101, 102)

CHAPTER VI: BEAST FROM ATR 104-119

a. A battle at ten miles’ height! A parachute is
dropping down. (104)

b. A dark night! The children are asleep, except the
twins, who are on guard at the fire. (105)

c. The twins, Sam and Eric, in an intense horror,
see the parachute plopping down. (107)

d. The boys all get frightened. (110)

e. Row between Ralph and Piggy and Jack over moving.
(110, 111)

f. Ralph and Jack with other biguns, taking their
spears, set out along the beach to the Castle Rock
to find the beast. (112, 113)

g. The boys push and roll a large rock into the sea.
(118)

h. Ralph asks the boys to inspect the other side of
the rock, instead of rolling rocks. (118)

CHAPTER VII: SHADOWS AND TALI, TREES 120-136

a. Ralph’s attention is caught by the infinite size
of the ocean, ‘the barrier’, ‘the miles of
division’. A total helplessness! (122)

b. While hunting a boar, a slight conflict between
Ralph and Jack. (125) .

c. Ralph senses the ‘rising antagonism’ with hatred
and infuriation. (130-133)

d. Ralph, Jack and Roger set out to climb the _
mountain in the darkness for the beast, blinded with
the ashes of the burnt patch. (132)
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e. They see an ape-like figure on the mountain-top,
get scared and run away. (135, 136)

CHAPTER VIII: GIFT FOR THE DARKNESS (137-159)

a. Ralph and then Jack, tell Piggy that they have
seen the beast on the mountain-top. (137)

b. Jack calls an assembly for the first time, by
blowing the conch. (138)

c. Conflict grows considerably; direct challenge by
Jack against Ralph’s leadership. (139)

d. Piggy suggests moving the fire from the dangerous
mountain-top down to the beach, by the bathing-pool,
near the end of the island. (142, 143)

e. Far off along the beach, Jack in a small assembly
of the hunters calls himself the chief, establishes
new rules. (146, 147)

f. The hunters follow Jack obediently into the
forest to hunt. (147)

g. They hunt and kill a sow. (148, 149)

h. Jack and his hunters, with painted faces, raid
Ralph’s camp for fire. (154)

i. Simon hears the Lord of the Flies talking to him
in the voice of a schoolmaster and 1ques
consciousness. (157, 159)

CHAPTER IX: A VIEW TO A DEATH 160-170

a. Simon wakes up and flees down the mountain to the
beach. (160, 162)

b. Ralph and Piggy are in the bathing-pool; others
at Jack’s party. (162, 163)

c. Ralph and Piggy join Jack’s feast. (164)

d. Conflict of leadership becomes tense between
Ralph and Jack at that end of the island. (166)

e. Jack’s camp (now called ‘tribe’) start a mock-
hunt dancing in a circle. (167, 168)

f. Simon crawls out of the forest, crying out
something about a body on the hill. (168)

g. Simon is killed by the hunters by mistake, in the
horror of lightning, thunder and rain. (168)

h. His dead body is washed away by the sea. (170)

CHAPTER X: THE SHELI, AND THE GLASSES (171-186)

a. Jack, the chief, is sitting in the cave before
his tribe with a complete authority, power and
control. (176)

b. The chief, together with Maurice and Roger go to
steal Piggy’s glasses from Ralph’s camp. (178)

c. In Ralph’s camp attempts are in progress to make
fire, but they fail. (180, 181) .

d. Jack and his hunters raid Ralph’s camp. P1g9gy and
Sam are wounded. (184, 185)
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e. Jack and his hunters are on their way to the
Castle Rock, holding Piggy’s glasses. (186)

CHAPTER XI1: CASTLE ROCK (187-201)

a. In the dawn, Ralph attempts in vain to make fire,
Piggy, Sam and Eric watching. (187)

b. They set off to the Castle Rock to get Piggy’s
glasses back; Piggy is holding the conch with pride.
(188, 189, 190)

c. Ralph calls an assembly for the ‘savages’; the
call is not welcomed. (194)

d. Confrontation between Ralph and Jack. (196)

e. Jack shout at his hunters to grab and tie Sam and
Eric. (197, 198)

f. Fight between Ralph and Jack again. (198)

g. Piggy, the conch in hand, invites Jack to prefer
law and rescue rather than hunting and breaking up
things. (199)

h. Piggy is killed with a great rock rolled down by
the ‘savages’; the conch breaks into pieces. (200)
i. Ralph escapes to the forest and hides there.
(201)

CHAPTER XI11: CRY OF THE HUNTERS 202-223

a. Ralph, isolated in his covert, argues
unconvincingly that it is all an accident. (203)
b. On Jack’s end of the island, the savages are
dancing and feasting. (205)

c. Sam and Eric, with their new loyalty, are on
guard at the Castle Rock against Ralph. (206)

d. Ralph approaches them; they tell Ralph that he
will be hunted the day after. (211)

e. Ralph hides in the thicket. (211)

f. Jack pushes down two large rocks, but they miss
Ralph. (213, 214)

g. Jack sets the forest on fire; Ralph escapes, the
savages pursuing him. (215)

h. A naval officer arrives and rescues them. (221)

So far I have tried to provide an outline of the Kkey
points for each chapter. The outcome of this practice has
been a body of sub-texts, consisting of numerous themes,
which provides readers with clues as to what elements are
mostly predominant or significant in the whole novel. In

other words, these topics reveal a cohesive ''macro-
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scheme" of the novel, thus opening up a manageable point

of entry to the text.

Now let me elaborate briefly, according to the outline
provided, on the ways in which the twelve chapters of
the novel are 1linked together. As the outline shows,
chapter one 1is linked to the remaining eleven chapters
through co-reference and 1lexical chains. Of the P
category, Ralph and Jack control the whole novel; they
both recur in all chapters. Piggy fulfils a similar
cohesive function except for chapters three, seven and
twelve. Simon 1links chapter one with chapters three,
five, eight and nine. The choir (=hunters), who are
directly associated with Jack, links chapter one with the
remaining chapters, except for chapters three, six and

seven (see Table 7-1).

Oof the E category, there are three main incidents which
link the opening chapter with the remaining twelve
chapters (see Table 7-1), thus leading to a highly
cohesive discourse. Indications of ANTAGONISM/CONFLICT of
leadership, as the central theme of the novel, are
present in all twelve chapters (e.g. pp. 24, 40, 55, 77,
89, 111, 125, 139, 166, 184, 196, 215). Holding/calling
an ASSEMBLY and HUNTING are two marginal themes through
which cohesion between chapter one and other chapters are
maintained. The former occurs in chapters one, two, four,
six, eight, and eleven. The latter occurs in chapters

one, two, three, four, seven, eight, eleven and twelve
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(see Table 7-1). The 1ideas argued above can be

illustrated through the following scattergram.

CH. MAJOR P’S MAJOR E’S
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* RA=Ralph; JA=Jack; PI=Piqgy; SI=Simon; HU=Hunters

Asterisks indicate the occurrence of items but dashes indicate the absence of itenms.

This scattergram is based upon the material of the outline.

Table 7-1: A Scattergram of the Major P’s and E’s
Introduced in Ch.1, Showing Links with the Remaining
Chapters.

Further cohesion, of course, 1is achieved by other E’s

which are common among many chapters, except chapter one,

e.g. FIRE (Ch. 2, 4, 8, 10, 11, 12) and FEAR (OF BEASTS)

(Ch. 2, 5, 6, 7, 8, 9).

The purpose of the skeleton has now been achieved 1in
establishing the major P’s and E’s, and this has given us
a way into the next stage. The next stage is to go
towards a higher level of delicacy, a closer examination
of the data, for which one must go back to the text. It
will be recalled that the initial purpose of the skeleton
was simply to establish the P’s and E’s. But what 1s now

important to emphasize 1is that it is from the P’s and E’s
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that one has to go back into the text to build upon the

relationship between various relevant parts of the text.

A further point must be stressed here, regarding the
methodological value of the skeleton in narratives in
general and in GOLOF in particular. (Its pedagogical and
methodological significance was briefly discussed in
7.1.) GOLOF happens to be a shorter novel and a
structurally straightforward one. Because it is shorter,
it is easier to handle as an example. Therefore, in this
novel, it may well be that one would not need to provide
skeleton, because one might argue that Jack and Ralph
come out as the main characters in almost everybody’s
understanding of the novel. However, the point is that it
serves as an example of the typical analytic activities
one needs to do, particularly in more complicated novels.
So although in this particular instance it may seem that
there is less significance in providing a skeleton, it is
nevertheless a necessary step, because with slightly less
straightforward narratives it could well be important. It
must be added that even in this novel this step could
offer us a greater confidence and security as to what

elements are significant enough to be selected for closer

examination.

Now it is time to proceed to the second step, which is
the exploration of the original text to present a more
detailed analysis of characterization and development of

the theme within an extended framework of cohesion model.
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I call it ‘extended’ because, the classification of
cohesive elements under a single umbrella concept (see
7.3.1 below) is not carried out merely in terms of the
standard categories of cohesion proposed by Halliday and
Hasan (1976) and Gutwinski (1976) (see Ch. 4), which are
of a lexico-grammatical nature, but in terms of what one
might call ‘thematic interconnectivity’ of those elements
as well. Of course, the significance of formal 1lexical
cohesive elements must not be underestimated in the
process of classification. In many cases they contribute
to the explanation of cohesion among selected elements
(see, for example, the repetition of UNDERSTANDING in
Table 7-3). However, connectivity of selected elements is
not controlled merely by their lexical relationship. For
example, in describing Ralph’s appearance in Table 7-2
cohesion between quotations 2 and 3 is neither lexical
nor grammatical but thematic, because they both represent
favourable aspects of Ralph’s appearance. So it can be
argued that their cohesion 1is obtained mainly through
their identical thematic content, which represents
similar pragmatic function. There is primarily an
underlying theme which hangs them together. Following
this assumption, many of the significant textual elements
which are excluded from observation just because they
cannot easily be explained within the standard taxonomy
of cohesion model, can be considered for explanation.

(For a discussion of cohesive role of theme, see

4.6.2.3.)
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7.3 MAJOR COHESIVE PATTERNS IN GOLOF:

CHARACTERIZATION AND DEVELOPMENT OF THE THEME
In this section, I examine the ways in which the major
characters and theme are developed in GOLOF. The outline
presented in the previous section revealed the characters
and the theme which I will focus wupon. The main
characters to be examined are ‘Ralph’ and ‘Jack’, and the

main theme is CONFLICT which is mainly linked to these

two characters. The principle of selection, as mentioned
earlier, is determined by their high rate of occurrence
in the outline (see Table 7-1). It must, however, be
emphasized that by selecting only these elements, I do
not mean that other characters or themes are not valuable
enough to be examined. Depending upon the structure of
the outline one provides, one might push the analysis
further by adding other elements as well. For example,
other characters like Piggy or Simon could be considered
almost as significant as Jack and Ralph. And it is
precisely this flexibility of approach which makes it
valuable for pedagogical purposes. That is, students can
provide their own outlines and subsequently make their
own choices of elements for analysis, and this will in
turn create a stimulating opportunity for discussions

over comparisons of various analyses of the same text.
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7.3.1 CHARACTERIZATION IN GOLOF: RALPH AND JACK

In this sub-section, I concentrate upon aspects of the
characters of Ralph and Jack by cataloguing relevant
textual information. For each set of thematically related
pieces of accumulated data, which will appear under
SAMPLE SUPPORTING OQUOTES, an wumbrella concept will be
assigned. I give this heading to groups of examples
because firstly I select only a SAMPLE from among other
possibilities. Secondly, those sample quotes SUPPORT a
set of higher level concepts, which are drawn from their
own common features. For example, in Table 7-2, examples
1-4 are samples of direct quotations from the text which
contribute to the establishment of APPEARANCE. As argued
earlier, the thematic function of the sample quotes here
is to describe the appearance of Ralph. It goes without
saying that sample quotes will include only those
fragments which can contribute to the portrayal of these

two characters in one way or another.

It is worth noting that some of the concepts assigned to
these characters are applicable to any character in any
narrative. For example, any character is given certain
features, by the narrator, like the way he/she thinks,
feels, reacts etc. However, there are certain features
which are wunique to Jack and Ralph, and are not
necessarily true of any character, e.g. their STYLE OF
LEADERSHIP. This in turn underlines the fact that various
aspects that are worth looking at arise out of the

skeleton as well. In this instance, the CONFLICT
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expressed in the novel 1looks at the whole question of
STYLE OF LEADERSHIP: PARLIAMENTARY PRINCIPLES vs.
TOTALITARIAN PRINCIPLES (see Tables 7-4 and 7-8, etc.,

which may not necessarily be true of any character.

To conclude, for any longer narrative there must be a
skeleton available to extract the unique features of the
conflict or other predominant theme in that text. As
stated earlier, the elements which are chosen for in-
depth observation arise primarily out of the skeleton,
and this is the reason why it is considered important. It
is one of the simplest and most reliable ways to

establish the major characters and theme.

Aspects of Ralph and Jack’s characters are described
through separate tables for clarity and ease of
reference. For each example there will be given a number
as well as the number of the page in which it appears.
Certain key elements will be highlighted for emphasis.

(Dots indicate omissions, which are all editorial.)



7.3.1.1 ASPECTS OF RALPH’S CHARACTER

A. APPEARANCE!:
FAVOURABLENESS/ ATTRACTION

297

Page

No. SAMPLE SUPPORTING QUOTES

10 l1....0LD ENOUGH...and NOT YET OLD ENOUGH for
adolescence to have made him awkward

10 2....he might make a BOXER... WIDTH and HEAVINESS
OF SHOULDERS...

11 3....there was MILDNESS ABOUT HIS MOUTH AND EYES
that proclaimed NO EVIL

24 4....there was a STILLNESS about Ralph as he sat

that marked him out: there was his SIZE and
ATTRACTIVE APPEARANCE.

Table 7-2: Ralph’s Appearance

B. PERSONALITY:
CONCIOUSNESS/ COMMON SENSE

Page

No. SAMPLE SUPPORTING QUOTES

26-7|(1.Ralph looking with more UNDERSTANDING at Piggy,
saw that he was hurt and crushed.

83 2.He found himself UNDERSTANDING the wearisome of
this life...

84 3.Ralph DISCOVERED dirt and decay; UNDERSTOOD how
much he disliked perpetually flicking the
tangled hair out of his eyes...

85 4 .Again he fell into that strange mood of
SPECULATION that was so foreign to him.

85 5....if you were a chief you had to THINK, you had
to be WISE because THOUGHT was a valuable thing,
that got result...

85 6.Ralph was a specialist in THOUGHT now, and could
RECOGNIZE THOUGHT in others.

110 |7.‘These spears are made of woods. DON’T BE

SILLY.’

110 [8.But for the SENSE of something watching them,
Ralph would have shouted at him.

114 |9.Something DEEP in Ralph SPOKE for him.

143 |10....THINKING that out

153 |11.He was vexed to FIND OUT how little he TﬂOUGHT

like a grown-up ..., the island was getting
worse and worse.

153 |12.But nobody else UNDERSTANDS about the FIRE.

154 |13.‘Can’t they SEE? Can’t they UNDERSTAND?

Without the smoke signal we’ll die here?

156 |14.‘Without the fire we can’t be RESCUED’.

25 15....to THINK THINGS OUT

32 16....said Ralph WISELY

Table 7-3: Ralph’s Personality



C. STYLE OF LEADERSHIP:

PARLIAMENTARY PRINCIPLES: DEMOCRACY AND PERSUASION
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rEage
No. SAMPLE SUPPORTING QUOTES
|
21 l....'we are having a MEETING. Come and join in.’
39- 2....Ralph looked for CONFIRMATION
40 round the rings of faces
23 3.WE’ve got to DECIDE about being rescued.
24 4.'Let’s VOTE---.’ ...ELECTION by acclaim of
Ralph himself.
24 5.'Who wants Jack for chief?... Who wants me?...
Ralph COUNTED. ‘I’m chief then.’
83 6....he went carefully over the points of his
SPEECH.
85 7.0nce more that evening Ralph had to ADJUST HIS
VALUES.
101 8.Ralph ANSWERED in the CAUTIOUS VOICE of one who
REHEARSES A THEOREM.
115 9.He GESTICULATED widely.
216 10....s0lemn ASSEMBLY FOR DEBATE

Table 7-4: Ralph’s Style of Leadership



D. FEELINGS, REACTIONS, ATTITUDES:
D1. ANGER/ AGONY/ ANXIETY
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Page
No. SAMPLE SUPPORTING QUOTES
33 l....said Ralph FIERCELY
55 2.Some hidden PASSION vibrated in Ralph’s voice.
58 3.He SCREWED UP HIS EYES and SWUNG ROUND to search
the horizon.
59 4 .INDIGNATION took away Ralph’s control
73 5.Balanced on a HIGH PEAK OF NEED, AGONIZED by
indecision, Ralph CRIED OUT: ‘Oh God...!~’
73 6 .Ralph BLUNDERED ON, SAVAGING himself, as the
wisp of smoke moved on.
74 7....Ralph reached inside himself for the WORST
WORD he knew.
74 8....and his VOICE ROSE INSANELY.
76 9....Ralph felt his LIPS TWITCH; he was ANGRY with
himself for giving way.
79 10.He RESENTED, as an addition to Jack’s
misbehaviour, this verbal trick
79 l11.Ralph’s final word was an UNGRACIOUS MUTTER
143 |12....TUGGING at the stub of a NAIL WITH HIS TEETH
103 [13....CRIED Ralph DESPERATELY
130 |14....Ralph’s turn to FLUSH but he spoke
DESPATRINGLY.
132 [15....his voice ...COOL AND CASUAL, so that the
BITTERNESS of Jack’s TAUNT fell powerless
133 |[16.IRRITABLY Ralph SHOOK himself
133 [17.Ralph heard the mockery and HATED Jack.
134 [18....said Ralph SHAKILY...
135 |19.Ralph STIRRED.
137 |[20....he SHUDDERED VIOLENTLY.
138 |21.He was TWISTING HIS HANDS now unconsciously.
His VOICE ROSE.
138 |22....said Ralph BITTERLY.
166 |23.Ralph went CRIMSON.
166 |24....said Ralph TREMULOUSLY.
166 |25....he looked away, CONFUSED AND SWEATING.
166 |26....said Ralph BREATHLESSLY
191 |[27.He turned...FIERCELY...SHOUTED...
195 [(28.Ralph’s TEMPER BLAZED OUT.
198 |[29.His TEMPER BROKE.
198 |30.He SCREAMED at Jack.
197 |31.A gust of RAGE SHOOK Ralph.
197 |32.Ralph CRIED HOPELESSLY against the black and
green mask.
204 |33.A sick FEAR AND RAGE swept him.
205 |34....FELT his isolation BITTERLY.
206 |35....the AMBUSHING FEAR of the deep night were
coming on.
220 |36.Ralph SCREAMED, A SCREAM OF FRIGHT and ANGER
and DESPERATION. .
223 |37.The TEARS began to FLOW and SOBS SHOOK him...
223 |38....great SHUDDERING SPASM OF GRIEF that seemed
to wrench his whole body.
79 39 .ANGER instead of decency padded his throat.




207 |40.Words could not express the DULL PAIN of these
things.

210 |41.Then he TENSED again.

213 |42.Ralph put his FINGERS in his mouth and BIT
them.

D2. FRANKNESS/ REALISTIC ATTITUDE
110 |1.'Course I’M FRIGHTENED. Who wouldn’t be?
137 |2.'I don’t think we’d ever fight a thing that
size, HONESTLY...we’d HIDE.’
153 |3. YI’'M SCARED’.
179 |4.He looked round GUILTILY at the three boys
standing by.
205 |5.They were savages it was true; but they were
human. ..
206 |[6....and he ACCEPTED THIS NEW FACT like a wound.

D3. SILENCE
24 l...there was a STILLNESS about Ralph as he sat...
79 2.Yet Ralph’s THROAT REFUSED TO PASS one decent
ANSWER
79 3....SILENT Ralph...
79 4 .Ralph SAID NO MORE, did nothing...
200 |5.Ralph’s lips formed a word but NO SOUND CAME.

D4. SELF-CONFIDENCE/ DIGNITY
109 |1....and stood up for the sake of DIGNITY, though

with his back pricking, to the platformn.

114 |[2.'I’m chief. I’LL GO. Don’t argue.’ ‘You hide
here. Wait for me.’

141 |3.‘We CAN DO WITHOUT Jack Merridew.

142 |4. ‘I said we CAN ALL DO WITHOUT a certain
person. ’

145 |5.'We CAN DO ALL RIGHT ON OUR OWN can’t we?’
163 |6.‘LET THEM GO’...‘I DON’T CARE.’

193 |[7. ‘I’LL GO FIRST...’ What are we hiding for?’

D5. CARE
110 |1.‘What about the LITTLUNS?’... Someone got to
LOOK AFTER THEM. '
154 [2.%'...Supposing I got like the others--not CARING.
What’/ud become of us?
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Table 7-5: Ralph’s Feelings, Reactions and Attitudes



7.3.1.2 ASPECTS OF JACK’S CHARACTER

A. APPEARANCE:
UNFAVOURABLENESS /UGLINESS
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Page

No. SAMPLE SUPPORTING QUOTES

21 1.His FACE was CRUMPLED and FRECKLED, and UGLY
without silliness.

21 2...he was TALL, THIN AND BONY: and his HAIR was
red beneath the black cap.

69 3...his new FACE...:the FACE OF RED AND WHITE
AND BLACK...

69 4... his sinewy body HELD UP A MASK that drew
their eyes and APPALLED them.

69 5...the MASK...BEHIND WHICH JACK HID, liberated

from shame and self-conciousness.

176 6.The Chief was sitting there, NAKED TO THE

WAIST, HIS FACE BLOCKED OUT IN WHITE AND RED.

Table 7-6: Jack’s Appearance

B. PERSONALITY :
Bl. ARROGANCE/ HUMILIATION

155

Page
No. SAMPLE SUPPORTING QUOTES
22 1.'KID’s names,’ said Merridew. ‘Why should I be
Jack?’ ‘I’M MERRIDEW.'
22 2....0ne who KNEW HIS OWN MIND.
23 3.'I OUGHT TO BE CHIEF,’ said Jack with simple
ARROGANCE. ..
23 4. I’M CHAPTER CHORISTER and HEAD BOY.'
24 5.Jack started to PROTEST...
33 6....said Jack CONTEMPTUOUSLY...
34 7 .He looked round FIERCELY, DARING them to
contradict.
75 8.'I cut the pig’s throat,’ said Jack PROUDLY.
77 9.His voice was VICIOUS WITH HUMILIATION.
79 10.Jack was LOUD AND ACTIVE. He GAVE ORDERS, sang,
whistled, THREW REMARKS at the silent Ralph--
80 11....slashed off a great hunk of meat, and FLUNG
IT DOWN at Simon’s feet. ‘EAT! DAMN YOU!’
81 12.'...I stole up. Now YOU EAT--ALL OF YOU--and
I__I
90 13.'...you’re A LOT OF CRY-BABIES and SISSIES.
...you USELESS LOT OF CRY-BABIES!
110 |14.Jack SNEERED at him.
166 |15....said Jack, SNEERING.
130 |16 He SNEERED.
111 |(17.Jack BROKE IN CONTEMPTUOUSLY
35 18.Jack BROKE IN.
81 19.Jack BROKE IN quickly.
138 |20.Jack INTERRUPTED him.

21.Jack IGNORED him...




166
167
110
133

137

22
22
140
141
155
165

165
167

176
178
178
201

129
69

22.Jack IGNORED him again.

23.Jack IGNORED them...

24 .SUCKS TO THE LITTLUNS!’

25....said the voice SARCASTICALLY, ‘I’11l go up
myself.’

26..said Jack CONTEMPTUOUSLY, ‘and GOOD RIDDANCE. ’

B2.POWER/ AUTHORITY

l....o0ffhand AUTHORITY in Merridew’s voice
2....uniformed SUPERIORITY

3....8aid Jack STRONGLY

4....CRIED OUT, HIGH-PITCHED, ENRAGED

5.Jack spoke SHARPLY

6 .POWER lay in the brown swell of his forearms;
AUTHORITY sat on his shoulder

7.'GIVE me a drink.’

8. ‘*All SIT DOWN.’ ...‘DO OUR dance! Come on!
DANCE!’ [ORDERS]

9.The Chief was sitting there, NAKED TO THE WAIST,
his face blocked out in white and red.

10.The Chief saw the EFFECTS OF HIS WORDS and

STOOD ABRUPTLY.

11.Then the Chief HELD UP HIS HAND.

12.The Chief SPOKE to him ANGRILY.

13....SPOKE in a queer, TIGHT VOICE

14....his sinewy body held up a mask that drew
their eyes and APPALLED them.
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Table 7-7: Jack'’s Personality

C. STYLE OF LEADERSHIP:
TOTALTTARIAN PRINCIPLES: HORROR/ TYRANNY

Page

No. SAMPLE SUPPORTING QUOTES

21 l....some began to protest faintly...

22 Then one of the boys FLOPPED ON HIS FACE...

23 2.'‘You’re talking too much’... ‘SHUT UP, Fatty.’

68 1.The twins...began to protest timidly...Jack
WAVED THEM AWAY. ‘SHUT UP.’

148 |2.Jack, CURSING, stopped them...breathed FIERCELY
so that they were AWED by him and looked at each
other in UNEASY ADMIRATION.

164 |3.Jack stood up and WAVED HIS SPEAR.

165 |4.‘Who’s going to JOIN MY TRIBE?’

166 [5.‘Who’11 JOIN MY TRIBE?’

166 |6.. ‘The CONCH DOESN’T COUNT at this end of the

island.’

197 |7.‘GRAB THEM!'

198 |8. ‘TIE THEM UP’

Table 7-8: Jack’s Style of Leadership



D. FEELINGS, REACTIONS AND ATTITUDES :
D1. AGGRESSIVENESS/VIOLENCE
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riage
No. SAMPLE SUPPORTING QUOTES
46 l....FLUSHED FIERCELY
55 2.The MADNESS came into his eyes...
56 3...SHOUTED IN RAGE
76 4.This repetition made Jack UNEASY.
33 5.Jack SLASHED at one with his KNIFE
33 6.He DREW HIS KNIFE again with a flourish
34 7...SNATCHED HIS KNIFE...and SLAMMED it into a
tree trunk
77 8.Jack stood up...the BLOODIED KNIFE in his hand
77 9.Jack transferred the KNIFE...and smudged
BLOOD. ..
77 10.He took a step, and able at least to HIT
someone. ..
126 |(11...was BRANDISHING HIS KNIFE
127 |12.Jack BRANDISHED HIS SPEAR
127 |13.He SLASHED with the SPEAR
131 |14....his SPEAR HELD as if he THREATENED him
148 |15...he STABBED down at the ground with his
finger.
150 [16...was busy with his KNIFE
155 [17...LIFTED his SPEAR and began to SHOUT.
164 |18...WAVED HIS SPEAR
165 |20...WAVED HIS SPEAR again.
200 |21...began SCREAMING WILDLY.
200 |22.VICIOUSLY, with full intention, he HURLED HIS
SPEAR at Ralph.
201 |23.Another SPEAR...
201 |24.The Chief SNATCHED one of the few SPEARS that
were left and POKED Sam in the ribs.
D2. SUPERSTITION
147 |1.‘And about the beast. When we kill we’ll leave
some of the kill for it. THEN IT WON’T BOTHER
US, may be.’
151 |2.‘This head is for the beast. IT’S A GIFT.'
155 |[3....behind the MASK OF HIS PAINT...
167 |4.‘DO OUR DANCE!’

Table 7-9: Jack’s Feelings, Reactions and Attitudes
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Now let us summarize the content of all tables through

the following summary table. This table shows, at a

glance, the interaction between the two P’s with their

associated set of E’.

RALPH | JACK
1. FAVOURABLENESS/ 1. UNFAVOURABLENESS/
ATTRACTION UGLINESS

2. CONCIOUSNESS/COMMON SENSE|2. SUPERSTITION

3. PARLIAMENTARY PRINCIPLES:|3.TOTALITARIAN PRINCIPLES:

DEMOCRACY AND PERSUASION HORROR AND TYRANNY
4. ANGER/AGONY/ANXIETY 4. ARROGANCE/HUMILIATION
5. FRANKNESS/REALISTIC 5. POWER/AUTHORITY
ATTITUDE
6. SILENCE 6. AGGRESSIVENESS/VIOLENCE
7. SELF-CONFIDENCE AND
DIGNITY
8. CARE

Table 7-10: A Summary of Ralph and Jack’s Characters

According to what has gone before, it has become evident
that there is a sharp contrast between Ralph and Jack’s
characters in terms of their personalities, reactions,
attitudes, styles of leadership, and even appearances. As
the summary table shows, Ralph is characterized as
attractive, a man of common sense, with a civilized
attitude; silent but agonized by other people’s
ignorance; caring and open. On the other hand, Jack is
characterized as ugly, a man of action, with arrogance,

1ti i i ects
power, superstition, and horror. Examination of asp
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of their characters has given us insights into the theme

and its development, which will be discussed below.

7.3.2 DEVELOPMENT OF THE THEME

Before dealing with the analysis of the theme, a point
must be emphasized about my conception of the phenomenon.
As is evident from the previous section, my conception of
the theme differs in scope from that of Halliday and
Hasan (1976). They conceive the theme systems as one of
the main components of texture within the sentence (see
p.325). In my treatment of the theme, I capture it as a
discourse element (cf. Maynard, 1982), which can be
described as '"hypertheme" (Dane$, 1974) or '"common
overall topic" (Morgan and Sellner, 1980), shaping the
progression of discourse. For Halliday and Hasan 1t is
the sentence as a unit of message which the analyst must
concentrate upon when dealing with theme. For my analytic
framework it is a superior text unit, what I refer to as
‘episode’, which becomes the unit of analysis. By episode
I mean a group of not necessarily adjacent utterances or
paragraphs (or even larger sections) whose connectivity
is obtained not simply by formal cohesive elements, but
primarily by the underlying communicative functions
fulfilled by those utterances. For example, a quick look

at GOLOF reveals that the theme of CONFLICT has been

actualized largely through episodes in which MEETINGS

take place.
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Aspects of the theme have already been illuminated by the
detailed description of the two characters in the
previous section, as characters cannot be examined
separated from the theme. Nevertheless, I shall try in
this sub-section to elaborate on some aspects of the

development of the theme not covered so far.

The major theme in GOLOF, as stated earlier, is the
CONFLICT which 1is 1in progress throughout the novel
between the two major characters. There are two main
strategies employed in the novel for the presentation of
the CONFLICT: (1) narrative sequences and (2)
conversational sequences (cf. Bjbrklund’s (1993:81)
distinction between "authorial discourse" and "direct
discourse", and Short’s, (1995:47) distinction between
"the talk of the narrator" and "the talk of the
characters"). It must be pointed out here again that
parameters for the selection of textual elements are set
partly by the facts offered by the skeleton. That is,
since it has already been established that the major
characters in focus are Jack and Ralph, then those
elements will be emphasized which can contribute to the
illustration of CONFLICT between these two. It does not
seem to be difficult to identify those theme-oriented
narrative sequences which play a role in the development
of CONFLICT between Ralph and Jack. Similarly, because
Jack and Ralph are the two major characters, it 1s the

relevant fragments of the conversation between these two

that have to be selected.
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7.3.2.1 NARRATIVE SEQUENCES: There are considerable
instances of narrative sequences in which the CONFLICT
between the two characters is explicitly specified by the
narrator himself. Some instances of this strategy are
quoted below, which summarize the attitudes and
personalities of the two boys. These examples represent
the narrator’s point of view.

EX [7-1]
(A)
There was the BRILLIANT WORLD OF HUNTING, TACTICS,
FIERCE EXHILARATION, SKILL; and there was the WORLD
OF LONGING AND BAFFLED COMMON SENSE. (77)

(B)
He slammed his knife into a trunk and looked round
CHALLENGINGLY. (36)

(C)
.. .TWO CONTINENTS of experience and feeling, UNABLE
TO COMMUNICATE. (60)

(D)
They looked at each other, BAFFLED, IN LOVE AND

HATE. (60)

(E)
...this fresh RUB OF TWO SPIRITS in the dark (132)
(My emphases)

(In the previous section, many of the sample dquotes can

be classified under this heading.)

7.3.2.2 CONVERSATIONAL SEQUENCES: Aspects of the CONFLICT

between the two characters are revealed by their

conversational exchanges, which are more subtle and often

require interpretation. The CHALLENGE between Ralph and

Jack, revealed Dby their conversational exchanges, take

several forms:
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A. Shift of Topic
B. Negation
C. Interruption
D. Direct Challenge
A. SHIFT OF TOPIC in conversational sequences by the
second interlocutor is one of the most subtle methods of
the development of the theme frequently used in GOLOF.
Consider the following examples taken from various
episodes:
EX [7-2]
(A)
R: ‘This is our island...Until the grown-ups come

to fetch us we’ll have fun.’
J: ‘There’s pigs...’ (38)

(B)

R: ‘When the meeting was over they’d work for five
minutes then wander off or go hunting.’

J: ‘We want meat.’ (55)

C)

: ‘You wouldn’t care to help with the shelters, I
suppose?’

: ‘We want meat--’ (56)

)
‘What? Where? Is it a ship?’

‘Of course! They’ll lie up there—---...
‘I thought you saw a ship!’ (58)

(
R
J

4

e se 00 O

G-~

‘We could steal up on one—-—-'

‘I was talking about smoke!’

E)
: ‘But we want meat!’ (59)

TR R IPN

(F) .
J: ‘If I could only get a pig!’ .
R: ‘I’11 come back and go on with the shelter.’ (60)

(G)
‘We’ll go hunting everyday--'

‘You let the fire out.’ (76)

g
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: ‘You should have seen the blood!’
: ‘There was a ship--' (77)

‘There was a ship’ ...
‘The job was too much. We needed everyone.’ (77)

As is evident, in none of these pairs we can find formal
cohesion between the utterances of the first and second
speakers. This can imply a CONFLICT, which 1leads to

hostility and violence later in the novel.

A milder form of CONFLICT is evident in the following
examples where there is a partial cohesion between the
utterances of the interlocutors. In fact, the exchanges
(A-I) above follow a pattern of total REJECTION of the
initial topic; but the exchanges reproduced below follow
a pattern of partial REITERATION or CONFIRMATION of the
initial topic followed by the INTRODUCTION of a second
topic. 1In the latter, the initial topic is re-adopted by
the second speaker but is followed by a completely
different topic.

EX [7-3]

(A)
R: ‘The best thing is to get ourselves rescued.f
J: ‘Rescue? Yes, of course! All the same, I‘d like

to catch a pig first-—-.’ (58)

(B)

R: ‘But there isn’t a BEASTIE!’ .

J: ‘Ralph’s right of course. There isn’t a SNAKE—
THING. But if there was a SNAKE we’d hunt it and
kill it.’

R: ‘But there isn’t a SNAKE!’ (40)

(C) . , b

R: ‘Because the rules are the only thing we’ve got-

J: ‘Bollocks to the rules! We’'re strong—--we

hunt!...’ (100)
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Example (B) above merits a further interpretative note.
That is, although there are instances of lexical cohesion
between the utterances of the two speakers, this cohesion
takes the form of hyponymy, rather than mere repetition
of the same word. That is, BEASTIES in the first
speaker’s utterance is rendered to SNAKE-THING and SNAKE.
I believe this 1is stylistically significant because it
can be interpreted as a form of mild CONFLICT between the
two speakers 1in this particular context. Moreover, the
conjunction ‘but’ conveys not only semantic adversity
here but a pragmatic adversity as well. On the other
hand, Ralph adapts his 1initial wording by using Jack’s
term: SNAKE. This can 1in turn indicate his tendency to
conspiracy with Jack, or 1in socio-pragmatic terms to
develop a "collaborative floor" (cf. Edelsky, 1993, and
Coates, 1996), while Jack maintains his individuality
even in his confirmation of Ralph’s statement, which he
shows in the first part of his utterances. This argument
can shed another fresh light on the characters of the two

boys.

B. NEGATION: Another form of CHALLENGE revealed in
conversational sequences is the employment of negative
statements produced by the second speaker in reaction to
the first speaker’s utterances. The degree of CHALLENGE

seems to be stronger than that of topic shift discussed

above. Here are some examples:
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EX [7-4]
Pi: ‘I got the conch--.-’

J : ‘Conch! Conch!’...‘We DON’T need the conch any
more.’ (111)

‘We’ve got to start fire again.’
*You HAVEN’T got Piggy’s specs’...‘so you CAN’T’
(127)

R: ‘And I’ve got the conch--.’
J: ‘You HAVEN’T got it with you, ...And the conch
DOESN’T count...’ (166)

R: *I’11 blow the conch...’

J: ‘We SHAN’T hear it.’ (166)
C. INTERRUPTION: It 1is assumed that when interruption
takes place, it might imply verbal power and even bad
manners, and can be interpreted as a sign of hostility
(M.L. Venegas Laguens, 1987). In the following pairs,
there are instances of such a strategy in the
interrupter’s turns ("second pair-parts").
EX [7-5]

(A)

Pi: ‘...that boy--I forget—-.’
J : ‘You are talking too much...’ (22-3)

(B)

Pi: ‘I got the conch--.’

J : ‘You shut up!’ (46)

(C) . ,
Pi: ‘I can’t see proper, and if I get scared--
J : ‘You’re always scared.’ (111)

(D) - [

R: ‘This meeting—-'

J: ‘I cancelled it.’ (138)

I ignore reproducing examples on direct challenge here

for the reason of space. Instances of it can be found 1n

the tables 7-7 to 7-9.
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From what has been arqgued so far, one can conclude that,
in terms of talk types (cf. Mercer, 1995), there are
numerous instances of "disputational talk™" going on in
the conversational sequences of GOLOF, whose initiator is
almost always Jack, mainly against Ralph, sometimes
against other members of his party, and even sometimes

against members of his own party.

Now let me put my arguments in this section into a

diagram:

TOPIC SHIFT B NEGATION

CONFLICT/
CHALLENGE

INTERRUPTION [ H{DIRECT CHALLENGE

Fig. 7-1: Forms of Manifestation of CONFLICT in
GOLOF’s Conversational Sequences

7.3.3 PUSHING THE ANALYSIS FURTHER: REPETITIVE PATTERNS
AND THEIR SIGNIFICANCE IN THE DEVELOPMENT OF THE THEME

7.3.3.1 RELATIONSHIP BETWEEN RALPH’S HAIR AND PROBLEMATIC
SITUATIONS

One significant repetitive pattern in GOLOF 1is the one
which is associated with Ralph’s hair. There seems to be
a striking consistency in the co-occurrence of Ralph’s

hair with some kind of predicament. This association is

so strong that it can be seen as a signalling device

within the whole novel, presupposing the problematic
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situations in which the boys are involved. In fact

Ralph’s tangled hair almost always echoes a ‘tangled’

circumstance. It is worth noting that the signalling
effect of this event operates in two ways: retrospective
and prospective. Here are some examples which indicate
the retrospective function of that repetitive pattern.

EX [7-6]
(A) _
Ralph discovered DIRT and DECAY; understood how much

he disliked perpetually FLICKING THE TANGLED HAIR
OoUT OF HIS EYES, ...(98)

(B)

Ralph was kneeling by the REMAINS OF THE FIRE like a
sprinter at his mark and his face was half-hidden by
HAIR and smut. (155)

(C)
Piggy wiped the TEARS from his eyes. At last Ralph
sat up straight and DREW BACK HIS HAIR. (190)

(D)
Ralph looked at the FILTHY OBJECTS before him and
SIGHED. ‘We ought to comb our HAIR....’ (190)

There are many examples in GOLOF in which Ralph’s hair

plays a prospective signalling role in the development of

the theme. Consider the following:

EX [7-7]

(A)
He PUSHED HIS HAIR BACK IRRITABLY, ...how QUICKLY HE
WAS BREATHING, . ..HIS HEART-BEATS WERE VISIBLE. (213)

(B)

...his HAIR FELL. Someone was muttering, oply a few
yards away... He HEARD A SAVAGE say ‘No!’ 1n a
shocked voice; (214)

(C)
He... PUSHED BACK HIS HAIR. ...'‘WE DECIDE THINGS.

BUT THEY DON’T GET DONE.’ (87)

(D)
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Ralph FLUNG BACK HIS HAIR....‘THERE WAS A SHIP. '’
(76)

(E)

Ralph PUSHED BACK HIS TANGLED HAIR...There was NO
PIGGY to talk sense. There was NO SOLEMN ASSEMBLY
for debate NOR DIGNITY OF THE CONCH. (216)

7.3.3.2 RELATIONSHIP BETWEEN JACK’S STANDING UP AND A
SENSE OF POWER/ CONFRONTATION

Another repetitive pattern is the co-occurrence of Jack’s
standing up with an air of authority or confrontation. In
each of the following examples, whenever Jack gets on his
feet, it presupposes a sense of antagonism or power in
the minds of readers. This is because the co-occurrence
of these two has been so regular, as it has been with
Ralph’s hair and an unpleasant, critical circumstance.

EX [7-8]
(A) - . L
Jack STOOD UP as he said this, the BLOODIED KNIFE 1n
his hand. The two boys FACED each other. (77)

(B)
Jack STOOD UP, scowling in the gloom, and HELD OUT
HIS HANDS. ‘I HAVEN’T FINISHED YET.’ (89)

(C)
Jack STOOD UP and took the conch. ...‘I’LL TELL YOU

WHAT IS WHAT.’ (90)

(D)
Jack STOOD UP and WAVED HIS SPEAR. ‘TAKE THEM SOME

MEAT.’ (164)

(E)
Jack, left ON HIS FEET, looked UNCERTAINLY at Ralph.

(36)

7.3.3.3 RELATIONSHIP BETWEEN RITUAL CHANT AND SAVAGERY

Still another repetitive pattern in GOLOF, which is worth
mentioning, is a ritual chant sung by the savages: ‘Kill

the pig. Cut his throat. spill her blood/Bash her in’,

(see pp.75, 82, 126, 167, 168, 205.) It visualizes the

hunting scenes and represents the savagery of the
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hunters. Its repetition intensifies an image of blindness

on the part of the hunters, as they kill Simon in the

same way as they kill pigs.

7.3.3.4 RELATIONSHIP BETWEEN CONCH AND MEETING

Finally, while repetition of the chant serves as a sign
of savagery, superstition and blindness, repetition of
the conch serves as a sign of meeting, rules and rescue.
The repetition of these two uncompromising entities, like
the characters of Ralph and Jack, acts as a "plot-
sustaining” element, reinforcing the central theme of
CONFLICT/VIOLENCE mentioned in 7.3. The chant, as a
symbol of violence, is primarily associated with Jack.
However, the conch, as a symbol of rules, is primarily
associated with Ralph. So their counterbalance unveils
not only aspects of the theme but aspects of the
characters as well. It might be interesting to note that
by breaking up the ‘fragile white conch’, Jack breaks up
Ralph and his party. So the smashing of the conch
represents a symbolic meaning: the end of beauty of
justice and order, which 1is reflected through our
emotional reaction to the object itself (Cox, 1985). The
conch ceases to exist but the familiar rhythm of ‘Kill

the beastie...’ is still audible up to the very closing

chapter.

7.4 SUMMARY AND CONCLUSIONS

This chapter has demonstrated how my proposed approach to

the analysis of prose texts can be extended to 1nclude
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novels by wusing GOLOF as an example. The analysis
consists of two complementary steps. The first step was
to provide a skeleton outline of the novel, whose main
purpose was to assist us in selecting certain significant
features for closer observation. Its methodological and
pedagogical role was also discussed briefly. The second
step, which was the major analytic activity, was to go
back to the text in order to present a detailed analysis
of the two important narrative components:
characterization and the theme. It was shown that the
interdependence of these two steps lies in the fact that
the first one determines the principle of selection for

the second. In other words, the second step builds upon

the insights and facts provided by the first step.

Of the two selected characters, Ralph was proved, with
reference to the textual evidence, to be a sensible,
understanding, and caring character, and someone with
whom the narrator and the reader sympathize. However,
Jack was proved to be a character with power, egotistical
and aggressive attitude, and someone who is unconcerned
about other people. Relevant sets of examples were

provided in separate tables to justify features assigned

to each character.

Also attempts have been made in this chapter to show how
CONFLICT, as the central theme of the novel, has been

developed. Apart from the illuminating effects of

characterization on the progression of the theme, it was

argued that the theme has been developed through two
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types of sequences, narrative and conversational. In
discussing the latter, four important patterns were
extracted and analysed with sufficient examples from the

text for each pattern.

In the last section, the analysis was pushed further by
focussing on some repetitive patterns with their
stylistic functions, which reinforced the observations

made in the previous sections.

It needs to be emphasized that the possibility of further
zig-zagging movements ("to and fro journeys", to use
Spitzer’s term) in GOLOF is still high and, I assume, it
has not come to an end. There are other textual evidence
to further support my findings. For example, there are
numerous elements of Setting which could be used as
significant indicators of certain aspects of characters
and the theme. I excluded examination of Setting not
because its elements were less relevant to my purpose but
mainly because there was sufficient textual evidence
available from other episodes which were more
straightforward and less inferential, from a pedagogical
point of view. The interrelatedness of elements of
Setting with elements of characters and the theme 1in

GOLOF is an area which deserves a separate detailed

investigation.

Another example of potential interconnections associated

with aspects of characters and the theme 1is the

narrator’s regular summarizations or re-statements of the
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state of affairs specified before in the text. There are
occasions in GOLOF where the narrator paraphrases,
highlights or recapitulates the contents of piece(s) of
the text presented earlier. One interesting instance of
this is his reformulation of the miserable situation at
the end of the novel, which can be regarded as the result

of CONFLICT:

...Ralph wept for the end of innocence, the darkness
of man’s heart, and the fall through the air of the
true, wise friend called Piggy. (223)

In this example, by putting in contrast with each other

the two important results of CONFLICT, i.e. the end of

innocence and the darkness of man’s heart, in fact

Golding re-introduces Ralph and Jack. Similarly, by fall
through... he re-states the extreme VIOLENCE. What is
important to note is that each of these items carries a
powerful presuppositional load of textual experience
behind it. Specifically, innocence presupposes the whole
picture of Ralph with his stillness, care, sensibility,

fairness, etc., while darkness of man’s heart clearly

presupposes Jack’s evil character (see Table 7-10 for a
summary of their characters). Understanding such

interconnections is crucial to the reading and analysing

the novel.
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NOTES TO CHAPTER SEVEN

1 There are two types of description in GOLOF for this

category: first neutral (objective), second value-
laden (subjective). Neutral description of Ralph’s
appearance includes examples like ‘the fair boy’
(7), ‘grey shirt’ (7), ‘his hair was plastered to
his forehead’ (7), etc. These examples carry little
associative value. That is they convey neither
negative nor positive attitude towards the character
and thus reveal little about him. However, what I am
interested in is to focus on features which are more
specific and distinctive in comparison and contrast
to the other character. Therefore, I ignore
objective descriptions here. The same approach will
be followed in the description of Jack. Some
examples of objective description of Jack’s
character are: ‘light blue eyes’ (21), ‘his hair was
red’(21), ‘dressed in [black cloak]’ (21), etc.
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CHAPTER EIGHT

CONCILUSTITON

8.0 INTRODUCTION

This chapter is designed to recapitulate the major
concerns of the thesis and to draw some theoretical and
pedagogical implications. A few recommendations will also
be made about possible further research on related areas.
More detailed methodological notes as well as conclusions
have been put forward in various places throughout the
thesis. What is incorporated in this chapter, therefore,
is the highlighting of some important points in order to

draw a clearer picture of the thesis.

8.1 A SUMMARY

The principal aim of the thesis has been to devise a
pedagogically-directed approach for the analysis of
literary ' prose texts in English. The approach was
demonstrated through the practical analyses of some
specimen prose texts selected from among a list of texts

recommended by the Iranian MCHE. Despite the fact that it

is pedagogically-motivated, the approach, as an extended

and refined version of the standard model of cohesion,

holds its own theoretical and methodological merits,

which will be dealt with later in this chapter.
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The thesis started with a Ssurvey of the situation of
literary education in non-native contexts with special
reference to some TIranian universities. This, in my
opinion, gives a more realistic, problem-driven start
which establishes the thesis motivation. One striking
literary practice in Iranian as well as other non-native
situations, as revealed by the survey, proved to be the
prioritising of traditional critical approaches in the
course of literary education to the exclusion of textual

exploration, which is the main concern of stylistic

approaches.

A full chapter, therefore, was confined to review
stylistic approaches, their problems and prospects, the
way they are implemented in pedagogical domains, and the
way cohesive elements are approached by some well-known
stylisticians in the process of their analyses (see Ch.
2). This was meant to build up a background Kknowledge
about stylistics in general and possible descriptive and
interpretative strategies informed by cohesive principles

in particular.

A more detailed review of cohesive relations was
presented in the first part of Ch.4, including topics
such as the nature and types of cohesion with special
focus on the two important concepts in the analysis of

cohesion, i.e. cohesive ties and cohesive chains. Another

point discussed in this chapter was the pragmatics of

cohesion. It was argued that the type and degree of

cohesive relations in texts are closely related with at



322

least five extra-textual factors: COGNITIVE,
DEVELOPMENTAL, INTERPERSONAL, MODAL, and STYLISTIC (see
4.3). A further theoretical contribution of this chapter
to the concept of cohesion has been the distinction which
was made Dbetween OPTIONALITY and OBLIGATORINESS of
cohesive elements. It was theorized that the functions
and effects of cohesive elements employed in texts are of
two main types:

(1) they are used as basic devices for constructing

texts and function as ordinary background features

of language (OBLIGATORINESS);

(2) they are used as aesthetic/stylistic devices for

constructing effective texts and function as

alternative representation of meaning.

The former was suggested to be code-based, stylistically
unmarked, predictable, and, from a psycholinguistic point
of view, generated by primary-process thought. The
latter, however, was proposed to be text-baseqd,
stylistically marked, unpredictable, and, psycholinguis-

tically, related to secondary-process thought.

Yet another topic covered by Ch. 4 was the discussion of
aspects of cohesion ignored by Halliday and Hasan (1976)

and Gutwinski (1976), as two of the most comprehensive

treatments of the phenomenon. It was proposed that there

are at least four other cohesive devices which can

contribute to the establishment of texture in texts.

Those are (1) PARALLELISM, (2) the ORDER in which

In
sentences and clauses follow one another (or the order 1
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which events in a given situation are arranged), (3) the

THEME, and (4) GRAPHOLOGICAL PATTERNS.

Also, a pilot analysis was produced at the end of Ch. 4,
based on a chain relation in a Hemingway short story (014
Man at the Rridge). This pilot analysis aimed to show how
a chain complex, which might be regarded as insignificant
by inexperienced readers, can be used to generate a
highly sophisticated 1literary response. It must be
remembered that another pilot analysis has been carried

out in Ch.3 as an indicator of the methodology employed

in each proposed step (see 3.2.2).

The thesis proposed a three-levelled step-by-step
analytic approach, based on the principles of cohesion,
towards the analysis of English prose texts, which can be
claimed to be 1logically and pedagogically reasonable.
That 1is, it started from a more restrictive and
mechanical step, which is assumed to be highly replicable
in other similar texts, and proceeded to more complicated
and interpretative ones. Let me give a brief account of

each step here.

The first step provided a detailed and comprehensive
analysis of cohesive features in a short story by
Hemingway (&ndian Cam§3 (see Ch. 5). In fact, this step
was meant to IDENTIFY various types of cohesive relations
between pairs of adjacent sentences and clauses without
he text.

offering any interpretative responses towards t

Hence, the title of the chapter: IDENTIFICATION.
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The second step added to the process of analysis elements

of context relevant to any narrative text: Participants
Events, and Setting, drawn from Grimes (1975). This step
gave a more pedagogical dimension to the analysis of

cohesive relations in texts, as the most preliminary and

fundamental questions asked by any reader while reading a

text is "Who did what to whom where and when?" Thus,
readers’ attentions are directed towards not only what
elements are dependent upon what other elements but also
what contextual entities are represented by a set of
interconnected elements in a text. Technically speaking,
cohesive elements dealt with earlier in Ch. 5 were
CONTEXTUALIZED in Ch. 6, followed by the introduction of
some possible interpretative responses to the choices of
certain cohesive features. Hence the title of the

chapter: CONTEXTUALIZATION.

The third and last step was the exploration of the
thematic significance of cohesive relations in a novel
(see Ch. 7). This step, unlike the previous one, which
encompassed a global classification and subsequently the
interpretation of cohesive elements in a relatively short
text, followed a selective methodology by focussing upon
only aspects of characters and the theme in the novel. An
intermediary sub-step was also introduced at this step
(skeleton outline) which was meant to serve as a
‘scaffolding’ through which a reader can have an overview
of what to do next and what to select for the later stage

of his/her analysis. As discussed in 7.1, one pedagogical
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implication of this technique is that it creates a
feeling for the text to be analysed, which ensures
learners’ basic grasp of the plot, themes and characters.
Basically, from a methodological point of view, step 3
was the extension of step 2 to a larger text in that both
formal cohesive elements, though selective, and
contextual elements (major characters and the theme) went
hand 1in hand to provide a broader and manageable

framework for the analysis of a rather longer text. Thus,

the title of Ch. 7: EXTENSION.

8.2 TIMPLICATIONS AND CONCLUSIONS

1. The analysis of local cohesion in HIC (see Ch.5) shows
that 1local cohesion is predominantly achieved through
grammatical cohesive devices. From 300 overall local
cohesive 1items identified in HIC, 174 items are
grammatical (58%). It means that grammatical cohesion
tends to operate locally; its scope 1is restricted to
adjacent clauses and sentences. (Note Gutwinski’s, 1976,
similar observation on Hemingway’s use of grammatical
cohesion in adjacent sentences in a different short story
(Big Two-Hearted River: Part I), where grammatical

cohesion comprises 54% of the overall Ilocal cohesive

elements of the passage.)

2. on the other hand, the analysis of global cohesion in

the same text indicated that lexical elements establish

cohesion both 1locally and globally. That is, lexical

items function cohesively to establish texture not only



326

in adjacent clauses and sentences but also in distant
ones. However, it may be noted that of all grammatical
cohesive elements only reference can occasionally perform
a function similar to that of 1lexical elements (see
Tables 6-1 and 6.2). One reason for the global operation
of reference in narrative texts is that it contributes to
the establishment of the Participant line of the story.

Therefore, it may extend beyond adjacent sentences.

3. Another observation is concerned with the number of
items with which grammatical and lexical elements can
enter into a cohesive relationship. While, as argued
above, in grammatical cohesion the number of presupposed
items is extremely restricted, in lexical cohesion, as

Hoey (1991) contends, there is no restriction for lexical
items to enter into a cohesive relationship with more
than one or two items (cf., for example, the ANIMAL chain
complex discussed in Ch. 4). Hoey (1991), in a comparison
of frequency of different types of ties in Halliday and
Hasan (1976) sample analyses of seven texts of various
types, concludes that nearly fifty percent of ties are
lexical. With this observation, the generalizability of
my own observation discussed above increases. Therefore,
one can conclude that lexical items play a significant
role in creating texture in not only narrative texts but

also in all types of texts. To round off this section,

let me quote Hoey (1991:10):
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Lexical cohesion is the only type of cohesion
that regularly forms multiple relationships
[...]. If this is taken into account, lexical
coheslion becomes the dominant mode of creating
texture. In other words, the study of the

greater part of cohesion is the study of lexis,
and the study of cohesion in text is to a

considerable degree the study of patterns of
lexis in text.

It will be recalled that the role of lexical aspects of
cohesion became evident in my analysis of the novel, too,
where without focussing on grammatical aspects, some
jilluminating socio-pragmatic and stylistic questions were
addressed and fundamental aspects of the novel such as
characters and the theme could be explored in great

detail.

It should be understood that the point here 1is not to
discredit or sanction the grammatical aspects of cohesion
but to highlight a fact that grammatical and lexical
elements differ from one another in scope. This
observation can have helpful pedagogical and

methodological implications.

4. From a pedagogical point of view, one implication of
these observations is that a sentence-by-sentence
analysis of prose texts can raise learners’ ability and
awareness to recognize grammatical structures and their
role in creating texture in adjacent clauses and
sentences. Restrictiveness of the methodology applied to
identifying local cohesion in texts allows learners to

start with great confidence and less confusion because
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the scope of preliminary examination will be small enough

to be dealt with easily by a novice analyst.

Sentence-based instructional techniques in EFL
environments have 1long directed students’ attention to
the meaning of sentences in isolation and the grammar has
been regarded as a system which accounts for only
syntactic relationships within individual sentences. By
focussing on intersentential (grammatical) cohesive
relations, though limited, learners will discover how the
meaning of one sentence is dependent upon and can be
recovered from the meaning of neighbouring sentences.
Thus, the first step is taken towards an understanding of
the concept of textuality. According to these ideas, I
would propose the grammatical aspects of cohesion as the
first analytic activity for non-native learners of
English language and 1literature. Along with these
recommendations, I have developed in App.4 a series of
sample exercises which might be beneficial for the
teaching of <cohesion in non-native contexts. The
exercises, as suggested here, start from the grammatical
aspects of cohesion and proceed to the lexical aspects,
and are built on a hierarchical basis, from easy to

difficult, using parts of the data used in the thesis as

material.

5. It is a widely acknowledged perception among

educational stylisticians (e.g. Widdowson, 1985) that as

far as the teaching of literature overseas 1S concerned

it can only have meaning if it 1is integrated with the



329

teaching of language. The idea of integrative approach is
based on the assumption that "a sensitive and effective
linguistic perception that 1leads to subtle stylistic
distinctions does provide a secure basis for an aesthetic
appreciation of literature" ( Verdonk, 1989:242). The
step-by-step approach which the thesis follows and the
preliminary language work which the whole approach
encourages underline my basic assumption that the
exploration of "linguistic forms" precedes evaluation of
"literary functions". In addition, my subsequent
interpretative elaborations indicate that literary
education in my approach is not reduced to
indentification of linguistic features. On the contrary,
the analytical tasks are valued only when they are meant
to ultimately inform students’ critical awareness and
sharpen their critical Jjudgements. Accordingly, the
approach presented in the thesis <can be specially
beneficial to non-native speaking students. It can also
be beneficial to native-speaking students who are hardly

conciously aware of the organization of their own

language.

6. As far as the idea of integrative approach to the
teaching of 1language and literature is concerned, one
point must be kept in mind. It 1is true that 1literary
texts make use of various registers, e.qg., legal,
historical, Jjournalistic, etc., discourse styles (cf.

carter and Nash’s, (1990) process of "re-registration",

discussed in Ch. 2). However, it cannot be denied that
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since the world created in 1literature is ‘"fictional®
rather than "factual", this might sometimes greatly
affect the way the text is produced and organized.
Moreover, it is assumed that language use in literary
texts is not only a matter of social communication but
also a matter of expression, which may embody complex
congnitive structures ( Radwanska-Williams and

Hiraga, 1995). Therefore, I would argue for encouraging
learners to be initially involved in comparative
textology. Students must be given opportunities for
textual analysis on various text-types so that they
increasingly gain required schematic knowledge about the
way various genres are represented in terms of their
linguistic and rhetorical features. In the 1light of this
view, literary texts are considered only one of those
text-types with which students are expected to gain

familiarity.

7. By focussing on the language of literary texts in
order to come to a literary interpretation, it is not to
suggest that other extra-textual features such as
intertextuality, cultural, historical, biographical, etc.
knowledge about texts play no roles in the process of
readers’ appreciation of the text. These features can
sometimes be of paramount importance. I have not dealt
with these features because they do not readily fall into
stylistic domain, and my work is assumed to Dbe of

stylistic nature. Another reason is that extra-textual
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knowledge is not easily available to non-native, and to

some extent, native speaking learners of literature.

8. By restricting the thesis scope to the analysis of
cohesion in given texts, I do not mean that this |is
necessarily the only way or the best way to "see through"
the language of 1literary texts. (For the reasons of
adopting cohesion model, see Ch. 3.) There are also other
text-oriented approaches which have contributed a great
deal of implications for the analysis and the pedagogy of
literary texts. For example, recent investigations have
focussed on the effects of various modes of speech on the
materialization of the point of view which the
speakers/writers hold towards themselves and other
interlocutors in a given communication situation (cf.

Ehrlich’s (1990) Represented Speech and Thought (RST), or
Short’s (1982) Free Indirect Speech (FIS) ). Once
learners became more experienced, they could also be
asked to push their analysis further to cover interesting
domains like FIS, which seems to be a common stylistic

technique employed in prose texts.

9. Methodologically speaking, as has been argued, it 1is
not sufficient to identify what elements enter into a
cohesive relationship with other elements. We must also
account for their interconnectivity in terms of relevant

contextual elements. Besides, as the interpretation of

chain interaction carried out in Ch. 6 illustrates, I

would argue that we must evaluate the interaction among

different chain complexes in text. For example, through
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the evaluation of the interaction of Participant chains
with Event chains in HIC, I have shown how the author has
led readers to infer from the text a highly biased
representation of an ethnic grouping. Also, I have sought
to show how a close examination of the references, naming
and their distribution throughout the text can address
some illuminating pragmatic and stylistic questions (see
Ch. 6). As I concluded at the end of Ch. 6, by analysing
cohesion in text there is much to say about the dynamics

of text and its deeper semantic structure.

10. Another pedagogical benefit of identifying types of
cohesive ties and chains throughout texts on the part of
learners is that, as the identification process involves
close readings of the text several times, this allows
readers to gain new 1insights about the compositional
patterns and stylistic organization of the text each time
they read it. Also, repetitive patterns reveal themselves
during this step, which in turn determine the basis for
the elements to be chosen for subsequent analysis, by

highlighting the most significant elements.

11. Through the analysis of GOLOF (see Ch. 7), I showed,
amongst other things, how to manipulate a vast body of
textual data embodied in the novel by focussing on what

has been called THEMATIC COHESION. To do this, a

principle of selectivity was established, which draws

upon what is considered to be significant elements in the

analysis of any prose text: major characters and the

theme (see 7.1 for an explanation of the analytic



333

procedure) . Below, I highlight some important

observations related to the analysis of thematic cohesion

in GOLOF.
A) Providing a scattergram of the P categories and
the E categories and their interaction is a useful
preliminary step to find out the type of relationship
which holds between the major characters. For
example, in GOLOF it was primarily through this
technique that the conflict between Ralph and Jack
was highlighted.
B) By classifying thematically related elements and
assigning an umbrella concept to each set, aspects of
characters could be described and evaluated
effectively.
C) It was argued that presentation of the theme in
GOLOF has been made through two textual strategies:
(1) narrative sequences, and (2) conversational
sequences. This might be, to a great extent, true of
other narrative texts. Narrative sequences tend to
embody the narrator’s point of view because in this
mode it is the narrator himself who controls point of
view. However, conversational sequences tend to
embody the participants’ point of view because in
this mode the text is not under the control of the
narrator, and the narrator acts only as a reporter of
what is spoken by the participants.
D) Aspects of CONFLICT, as a common feature of
classic novels, between the protagonist and the

antagonist could be traced by focussing on processes
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such as SHIFT OF TOPIC, NEGATION, INTERRUPTION, and
DIRECT INDICATIONS OF CHALLENGE throughout the text
(see 7.3.2.2). Of course, different texts might use
different ways for the manifestation of conflict, and
these are only some of those ways which have been
used in GOLOF. However, these ideas can have some
insights for the analysis of any prose texts.

E) Analysing repetitive patterns can unfold aspects
of the development of the theme. For example, in
GOLOF it was observed that there is a consistency in
the co-occurrence of Ralph’s hair with a problematic
situation, Jack’s standing up with a sense of
authority, ritual chants with savagery, and conch
with meeting. Therefore, it 1is suggested that when
analysing cohesion in texts, possible significant

occurrences of this kind of textual relationships

must also be taken into account.

12. It must be acknowledged that the approach developed
here has necessarily been theoretical and its
applicability and practicality should be tested in the
context of non-native literature classroons. The
experimental side of my approach is far beyond the scope
of this study. It is hoped that this approach will be of
practical Dbenefit to non-native learners of English
language and literature. However, whether or not it turns
out to be of practical benefit, this would not
necessarily invalidate the whole exercise because the

thesis developed a stylistic analytic approach, presented
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analyses of a number of selected texts based on the
proposed methodology, and produced some theoretical and
methodological conclusions along with some pedagogical
implications. These were what the thesis was primarily

concerned with.

8.3 RELATED AREAS FOR FURTHER RESEARCH
one fertile area of enquiry can be investigating the
relationship between cohesion and the organisational
units in texts, such as paragraphs, sections, chapters,
etc. These are some of the potential research questions
which are worth investigating:
* Are the paragraph boundaries demarcated by certain
cohesive elements which cumulatively represent a
single thematic unit?
* Why are some paragraphs 1in a text, prose or non-
prose, densely packed with cohesive elements while
others are not? Do literary texts show a significant
difference from ordinary texts in this regard?
* Where do highly cohesive paragraphs usually appear,
in the initial, in the middle, or in the final part?
and why?
* Is there a significant consistency in the use of
certain types of cohesive relations in each part of a
text? Why?
* poes the density of cohesive elements in a
paragraph have to do with other factors 1like the

discourse modes taken up by the author, e.g.,

. . . : 5
description, narration, conversation, etc.:
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* To what extent can the analysis of cohesion
principles account for chapter boundaries?
computer-assisted language analysis based on a sound

methodological approach can, of course, address some of

these questions.

Another area which deserves further investigation is the
relationship between cohesion and point of view (cf.
Ehrlich, 1990). In the analysis of HIC, some points were
suggested about the author’s point of view towards
various participants in the story with reference to the
process of "poLvyonomasia". But further investigations
might unveil other processes which are not so openly used

in the story.

Yet another area is related to the relationship between
cohesion and genre. Issues of genre seem to have
attracted the attention of many scholars in recent years.
A burgeoning question in genre studies has been to
specify parameters to identify genre. One possible way of
investigating this question might be to look at genre
from the point of view of cohesion. Perhaps my conception
of THEMATIC COHESION can provide some clues to the
identification of genre. It may also give some insights

into the nature of MOVES, as a basic concept 1in the

analysis of genre.
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A. INFORMATION ABOUT RESPONDENT
1
1. Name (optional) ...............
2. Level (Year) f..eccieeecoccnas
3. University: ....ciieieteeeneennnn
4. Literature courses you have taken/passed:

5. The area(s) which now you think you need extra
practice: (Please tick as many choices as you like).

————— a. linguistic features of literary texts

————— b. information about literature, e.g. nature or
philosophy of literature, etc.

————— c. other(s) , iIf aAny....ceeeeeiineeeeeeecaaas

6. Are you often provided with

—————— a.) modern literary texts (i.e. 20th century)
—————— b) mediaeval literature
—————— c) a combination of (a ) and (b)

7. Are you interested in
—————— a) modern literature
—————— b) mediaeval literature
----- c) both (a) and (b)

8. My aim of studying literature : (Indicate your
highest preference on the following statements by
numbering them: 1,2,3, etc.)

—---T am interested in improving my language skills
(i.e. word power, reading, writing skills, etc.)
through reading literature. _ _
-———T am interested in understanding 11§erature for 1its
own sake (e.g. as in intellectual activity). _

———-T am interested in getting cultural, h}storlcal,
social, etc. information through reading literature.

————Other aims (if any, specify). .cececceorecreccroes

oooooo
oooooooooo
......................................
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CLASSROOM TECHNIQUES:

1. Indicate what proportion of time is devoted to
each of the following : (Circle appropriate
choices)

a) history of literary criticism
(0-25% 25-50% 50-75% 75-100%)

b) pistorical/social/philosophical background
of literary works/authors
(0-25% 25-50% 50-75% 75-100%)

C) language-based analysis of literary texts
—-vocabulary-building exercises
(0-25% 25-50% 50-75% 75-
100%)

-grammatical structures (e.g. group
structures, sentence patterns,
direct/indirect speech etc.)

(0-25% 25-50% 50-75% 75-100%)

d) comparative/contrastive textology (i.e.
various text-types in English language
(including both literary and non-literary
texts) are juxtaposed and analysed to show the
differences/similarities between them)

(0-25% 25-50% 50-75% 75-100%)

e) translation practice, paraphrasing
(0-25% 25-50% 50-75% 75-100%)

f) reading text aloud
(0-25% 25-50% 50-75% 75-100%)

g) reading text silently
(0-25% 25-50% 50-75% 75-100%)

h) teacher-centred text comprehension
activities (e.g. description of language
features, lectures on the features of literary

texts, etc.) .
(0-25% 25-50% 50-75% 75-100%)

i) student-centred group activities (e.g.
debates, discussions, language analysls work,

etc.)

(0-25% 25-50% 50-75% 75-100%)

j) writing exercises using the.literary o
language as model : paraphrasing, summarlising,
re-writing, cloze exercises, etc.)

(0-25% 25-50% 50-75% 75-100%)

k) evaluative essays on particular characters,

authors, literary works, etc.
(0-25% 25-50% 50-75% 75-100%)
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1) lectures about literature or particular
lltegary work by the teacher, using principles
of literary criticism

(0-25% 25-50% 50-75% 75—100%)

m) lectures about literature Or particular
1i§erary work by the students with reference to
principles of literary criticism

(0-25% 25-50% 50-75% 75-100%)

n) if any other activity, please specify ......

2. Do you have access to texts other than what you

read in the class? YES NO
3. DO you read texts other than what you read in
the class? YES NO

4. What was the last text you read ? (By ‘text’ we
mean literary works or any other materials
(criticism) relevant to literature .................

5. Which one do you read more

---a) literary works (short story, novel, poetry,
etc.)

-—-b) literary criticism ?

6. If you do language analysis, what text(s) have
you analysed recently 2.......iiiiunnnnnnnnnn..

and at what level ? (Tick as many choices as you
like)

————— sound level

————— word level

————— sentence level

————— discourse level

C. ATTITUDE

Indicate your attiutde towards the current si?uation of
teaching English as a Foreign Literature (EFLit) in your
university through the following figure: .

(Tick the centre box if you have a neutral attitude.
Tick one of the boxes closer to the right , dependlng.
upon the degree of your suggested positlvengss: and tick
one of the boxes closer to the left, depending upon the

degree of your suggested negativeness.)

NEGATIVE<———————————————— NEUTRAL~——————————————— >POSITIVE

| | | | |

NEGATIVE: uninteresting, dry, boring, dull, unexgiting, etg..
POSITIVE: interesting, animated, exhilarating, lively, exciting, etc.
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D. EVALUATION

1. How much of 100% is devoted to each of the
following requirements ?

a) class activity  ------ %
b) essays === ——==-- %
c) final exam = @ @ ------ %
d) other(s), if any ------ %

TOTAL 100

ov

2. Provide at least two sample examination
questions which can show typical classroom
activities or your teacher’s expectations (Please
use the space overleaf)

Thank you for your co-operation
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QUESTIONNATRE B: FOR TEACHERS

A. INFORMATION ABOUT RESPONDENT
1. Name (optional) ...............
2 Level you are teaching at (Year)....
3. University: ... iiiiininnnennn.
4. Literature courses you have been teaching or
taught in the
Past. ..t e i i et e e
5. Do you often provide your students with
————— a) modern (20th century ) literary texts
————— b) mediaeval literature
————— c) a combination of (a) and (b)
WY 2 e it it it et it et i e noesesossoasscaasassananenananneean
L
B. THE AIM OF TEACHING LITERATURE:

1. What is the aim of teaching literature in Iyanian
higher education system ? (Please tick as many items as
you like)

—----a) improving learners’ language skills (i.e.
word power, reading and writing ability, etc.)
----b) understanding literature for its own sake
(e.g. as an intellectual activity)

----c) providing students with knowledge about
culture, history, social lives and beliefs of other
nations (i.e. English speaking people)

----d) other aims, (if any
specify)....ccieiiiiieciennns

2. What aim(s) do you personally propose for the

teaching of English literature in Iranian univer§ities;
(You might choose one or more from the sub-questions O

(1) above or add other item(s) which you
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CLASSROOM TECHNIQUES:

1. Indicate what proportion of time is devoted to
eacp of the following : (Circle appropriate
cholces)

a) history of literary criticism
(0-25% 25-50% 50-75% 75-100%)

b) historical/social/philosophical background
of literary works/authors

(0-25% 25-50% 50-75% 75-100%)

c) language-based analysis of literary texts
-vocabulary-building exercises
(0-25% 25-50% 50-75% 75-
100%)

-grammatical structures (e.g. group
structures, sentence patterns,
direct/indirect speech etc.)

(0-25% 25-50% 50-75% 75-100%)

d) comparative/contrastive textology (i.e.
various text-types in English language
(including both literary and non-literary
texts) are juxtaposed and analysed to show the
differences/similarities between them)

(0-25% 25-50% 50-75% 75-100%)

e) translation practice, paraphrasing
(0-25% 25-50% 50-75% 75-100%)

f) reading text aloud
(0-25% 25-50% 50-75% 75-100%)

g) reading text silently
(0-25% 25-50% 50-75% 75-100%)

h) teacher-centred text comprehension
activities (e.g. description of language
features, lectures on the features of literary

texts, etc.) .
(0-25% 25-50% 50-75% 75-100%)

i) student-centred group activities (e.g.
debates, discussions, language analysis work,

etc.) .
(0-25% 25-50% 50-75% 75-100%)

j) writing exercises using the.literary o
language as model : paraphrasing, summarising,
re-writing, cloze exercises, etc.) .

(0-25% 25-50% 50-75% 75-100%)

k) evaluative essays on particular characters,

authors, literary works, etc.
(0-25% , 25-50% 50-75% 75-100%)
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1) lectures about literature or particular
literary work by the teacher, using the
principles of literary criticism

(0-25% 25-50% 50~75% 75-100%)

m) lectures about literature or particular
literary work by the students with reference to
the principles of literary criticism

(0-25% 25-50% 50-75% 75-100%)

n) if any other activity, please specify

2. Do you and your students have access to texts
other than what you deal with in the class? YES
NO

3. What are some of the major problems of your
students in understanding literary texts when they
read them without your help? (Please indicate
highest and lowest possibilities by numbering the
following items from (1) to (5).

--—--a) vocabulary and structure

----b) literary effects produced by sound
patterns, parallelism, deviation, etc.

-——-c) insufficient knowledge about literary
theory or literary criticism

--—-d) insufficient knowledge about the socio-
historical characteristics of the era to which
the literary work belongs

----e) other(s) (if any, please
specify)...coe...

4. What do you suggest to improve your students’
power of reading and appreciation of English
literature? (Please number the following items to
indicate the degree of importance of each)

----a) close attention to the language of
literature in comparison and contrast to the
ordinary use of language system (inside-the-

text exploration) '
-—---b) knowledge about literary genres,

definitions of literary terms, critical
evaluations etc. (beyond-the text knowledge)
—---c) extensive reading of literary texts
alongside non-literary texts

—---d) other(s),(if any, please
specify)..........
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5. Do you assign your students t

O read texts
than what you teach in the class? Other

YES NO
If YES please name some of those texts here
6. Do you often do language analysis on literary
texts? YES NO

If YES, what was the last text

literature class? you analysed in you

And at what level(s) (Please tick as man
prefer)

Yy as you
a) sound level

b) word level

c) sentence level

d) discourse level

EVALUATION

1. How much of 100% is devoted to each of the
following requirements ?

a) class activity - ------ %
b) essays === 0 6——=—=—- %
c) final exam = = @ ------ %
d) other(s), if any ------ %
TOTAL 100 %
2. Please provide at least two sample examination

questions which can show typical classroom
activities or your expectations from your students.

Thank you for your co-operation
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1st 2nd 3rd 4th Total
Preference Preference Preference Preference R
Sub—-items RO
(1) Improving language skills 15 11 15 1 42

(word power, reading, writing
skills, etc.

(1i) Understanding literature 19 8 10 1 38
for its oun sake

(1ii) Getting cultural, social, 14 11 8 - 33
historical, etc. knowledge

(iv) Others* - 3 - 5 3

* Other aims are proposed by a small number of students; among them is gaining eligibility for

wider job opportunities.

Table 1 : Learners’ Aims of Studying Literature

Number of Responses Total Responses
Sub-items YES NO
(1) Improving learners' 3 3 6
communicative skills
(word power, reading and
writing ability, etc.)
(i1) Understanding literature 5 1 6
for its own sake, e.g. as
an intellectual activity
(1ii) Providing learners with 6 0 6
knowledge about the culture,
history, and social background
of other nations
(iv) Others, (if any) 2% 0 2

* A number of teachers have also specified other aims that literature should be taught because
it will lead to a self-discovery on the part of learners and also to an understanding of the

status of their own literary works.

Table 2: Teachers’ Aims of Teaching Literature



No  Course Duration Unit Credit/
Hour
1 An Introduction to English
Literature (I and II) 18418 242
2 Sample Texts of English Prose 18 2
3 Sample Texts of English Poetry 18 2
4 Short Story 18 2
5 Novel (I and II) 18+18 212
English Poetry 18 2
6 Drama (I and II) 18+18 212
7 A History of Enqglish Literature
(I and II) 18418 444
8 Literary Schools (I and II)  18+18 2+2
9 Rhetorics 18 2
10 Literary Criticism (I and II)) 18+18 242
11 Selected Prose Fiction 18 2
12 Greek and Roman Mythology 18 2
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Table 3: Literature Courses in EFLit Programme



Individual Responses

Total
ACTIVITY 0-25%  25-50% 50-75%  75-100% Response
(a) Reading on history of literary 3 2 1 - T: 6
criticism 36 4 - - S: 40
(b) Reading on historical, social,
philosophical background of 1 2 2 1 T: 6
literary works q 16 18 - S: 4
(c) Text-level analysis of 4 1 - - T 5
literary texts 36 4 - - S: 40
(d) Comparative/contrastive
textology (including both 4 - - - Te 4
literary and non-literary) 30 4 4 - S: 38
(e) Translation practice 2 - 2 2 T 6
8 10 18 4 S: 40
(f) Reading text aloud - 2 2 1 T 5
16 - 4 8 S: 28
(9) Reading text silently 1 2 - 1 T: 4
19 18 3 3 S: 43
(h) Teacher-centred sentence-based
comprehension activities
(vocab. building exercises,
sentence construction, - 1 3 1 T: 5
grammatical structures) etc. 16 12 10 5 S: 43
(i) Student-centred group activities
(e.q. debates, discussion, 2 2 1 - T: 5
lanquage analysis work 28 4 4 4 S: 40
(j) Writing exercises using the
literary lanquage as model:
paraphrasing, summarising, - 2 - - T: 2
re-writing, cloze exercises 28 8 4 - S: 40
(k) Evaluative essays on particular 2 - 2 2 T: 6
characters, authors, literary 9 10 17 5 S: 41
(1) Lectures about literature
or particular literary
work by the teacher, based on 1 1 3 1 T: 6
the principles of literary 3 20 15 5 5: 43
criticism
(m) Lectures about literature
or particular literary works .
by the students, based on 3 1 - 1 T: 29
the principles of literary 20 8 8 3 S

criticism

Table 4: Classroom techniques
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APPENDIX 3

(A) : INDIAN CAMP

(1)AT the lake_shore there was another rowboat drawn up.
(2)The two Indians stood waiting.

(3)Nigk and his fgther got in the stern of the boat and
the Indians shoved 1t off and one of them got in to row.
(4)Uncle George gat in the stern of the camp rowboat.
(5)The young Indian shoved the camp boat off and got in
to row Uncle George.

(6)The two boats started off in the dark. (7)Nick heard
the ocar-locks of the other boat quite a way ahead of them
in the mist. (8)The Indians rowed with quick choppy
strokes. (9)Nick lay back with his father’s arm around
him. (10)It was cold on the water. (11)The Indian who was
rowing them was working very hard, but the other boat
moved further ahead in the mist all the time.

(12)‘Where are we going, Dad?’ Nick asked.

(13)‘Over to the Indian camp. (14)There is an Indian
lady very sick.’

(15)'0Oh,’ said Nick.

(16)Across the bay they found the other boat beached.
(17)Uncle George was smoking a cigar in the dark.
(18)The young Indian pulled the boat way up the beach.
(19)Uncle George gave both the Indians cigars.

(20)They walked up from the beach through a meadow that
was soaking wet with dew, following the young Indian who
carried a lantern. (21)Then they went into the woods and
followed a trail that led to the logging road that ran
back into the hills. (22)It was much lighter on the
logging road as the timber was cut away on both sides.
(23)The young Indian stopped and blew out his lantern and
they all walked on along the road. _

(24)They came around a bend and a dog came out barking.
(25)Ahead were the lights of the shanties where the
Indian bark-peelers lived. (26)More dogs rushed out a;
them. (27)The two Indians sent them back to the shantles.
(28)In the shanty nearest the road there was a light in
the window. (29)An old woman stood in the doorway holding
a lamp. .

(30)Inside on a wooden bunk lay a young Indian woman.
(31)She had been trying to have her baby for two days.
(32)A11 the old women in the camp had been helping her.
(33)The men had moved off up the road to sit in the dark
and smoke out of range of the noise she made. (34)She
screamed just as Nick and the two Indians followed his
father and Uncle George into the shanty. (35)She lay 1n
the lower bunk, very big under a quilt. (36)Her head was
turned to one side. (37)In the upper bunk was her
husband. (38)He had cut his foot very badly with a;haxe
three days before. (39)He was smoking a pipe. (40)The
room smelled very bad.

(41)Nick’s fatger ordered some water to be put on the
stove, and while it was heating he spoke tO,Nlcﬁ'h aid

(42)‘'This lady is going to have a baby, Nick, e s .
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(43)'I know,’ said Nick.

(44)'You don’t know,’ said his father. (45)‘Listen to
me. (46)What she is going through is called being in
labour. (47)The baby wants to be born and she wants it to
be born. (48)A1} her mu§cles are trying to get the baby
born. (49)That 1is what is happening when she screans.’

(50)'I see,’ Nick said.

(51)Just then the woman cried out.

(52)'0Oh, Daddy, can’t you give her something to make
her stop screaming?’ asked Nick.

(53)'No. (54)I haven’t any anaesthetic,’ his father
said. (55)‘'But her screams are not important. (56)I don’t
hear them because they are not important.’

(57)The husband in the upper bunk rolled over against
the wall.

(58)The woman in the kitchen motioned to the doctor
that the water was hot. (59)Nick’s father went into the
kitchen and poured about half of the water out of the big
kettle into a basin. (60)Into the water left in the
kettle he put several things he unwrapped from a
handkerchief.

(61)*Those must boil,’ he said, and began to scrub his
hands in the basin of hot water with a cake of soap he
had brought from the camp. (62)Nick watched his father’s
hands scrubbing each other with the soap. (63)While his
father washed his hands very carefully and thoroughly, he
talked.

(64)'You see, Nick, babies are supposed to be born head
first but sometimes they’re not. (65)When they’re not
they make a lot of trouble for everybody. (66)Maybe I’1l1
have to operate on this lady. (67)We’ll know in a little
while.’

(68)When he was satisfied with his hands he went in and
went to work. _

(69)‘Pull back that quilt, will you, George?’ he said.
(70)I’d rather not touch it.’

(71)Later when he started to operate Uncle Geo;ge and
three Indian men held the woman still. (72)She bit Uncle
George on the arm and Uncle George said, ‘Damn squaw
bitch!’ and the young Indian who had rowed.Uncle George
over laughed at him. (73)Nick held the basin for his
father. (74)It all took a long time. .

(75)His father picked the baby up and slapped it to
make it breathe and handed it to the old woman.

(76)'See, it’s a boy, Nick,’ he said. (77)‘How do you
like being an interne?’ .

(78)Nick said, ’‘All right.’ (79)He was looking away SO
as not to see what his father was dglng: 4 .
(80)‘There. (81)That gets it,f salq h%s father ant pu

something into the basin. (82)Nick didn’t look at 1 -t

(83)‘Now,’ his father said, ‘there’s some sﬁltches 2u
put in. (84)You can watch this gr not, ?éﬁki %;32 as 'y
like. (85)I’m going to sew up the 1ncCilslc .

(36)§ic; didgnotgwatch. (87)His curiosity had been gone
for a long time.

(88)His father finished and stood
and the three Indian men stood up.
out in the kitchen.

up. (89)Uncle George
(90)Nick put the basin



350

(91)Uncle George looked at his arm. (9
Indian smiled reminiscently. (92)The young

(93)‘I’¥I put some peroxide on that, George,’ the
doctor said.

(94)He bent over the Indian woman. (95)She was quiet
now and her eyes were closed. (96)She looked very pale
(97)She did not know what had become of the baby or |
anything.

(98?‘I’II be back in the morning,’ the doctor said,
standing up. (99)The nurse should be here from St. Ignace
by noon and she’ll bring everything we need.’

(100)He was feeling exalted and talkative as football
players are 1n the dressing-room after a game.

(101)‘That’s one for the medical journal, George,’ he
said. (102)‘Doing a Caesarean with a jack-knife and
sewing it up with nine-foot, tapered gut leaders.’

(103)Uncle George was standing against the wall,
looking at his arm.

(104)‘'Oh, you’re a great man, all right,’ he said.

(105)*Ought to have a look at the proud father.
(106)They’re usually the worst sufferers in these little
affairs,’ the doctor said. (107)‘I must say he took it
all pretty quietly.’

(108)He pulled back the blanket from the Indian’s head.
(109)His hand came away wet. (110)He mounted on the edge
of the lower bunk with the lamp in one hand and looked
in. (111)The Indian lay with his face toward the wall.
(112)His throat had been cut from ear to ear. (113)The
blood had flowed down into a pool where his body sagged
the bunk. (114)His head rested on his left arm. (115)The
open razor lay, edge up, in the blankets.

(116)‘Take Nick out of the shanty, George,’ the doctor
said.

(117)There was no need of that. (118)Nick, standing in
the door of the kitchen, had a good view of the upper
bunk when his father, the lamp in one hand, tipped the
Indian’s head back.

(119)It was just beginning to be daylight when they
walked along the logging road back toward the lake.

(120)‘'I’m terribly sorry I brought you along, N}ckle,'
said his father, all his post-operative exhilaration
gone. (121)‘It was an awful mess to put you.througp.'

(122)'Do ladies always have such a hard time having
babies?’ Nick asked. .

(123)‘No, that was very, very exceptional.’

(124)‘Why did he kill himself, Daddy?’

(125)'I don’t know, Nick. (126)He couldn’t stand
things, I guess.’

(127) ‘Do many men kill themselves, Daddy?’

(128)‘Not very many, Nick.’

(129) ‘Do many women?’

(130)‘Hardly ever.'’

(131)‘Don’t they ever?’ ' .

(132)'0Oh, yes. (133)They do sometimes.

(134)‘Daddy?’

(135)‘Yes.’

(136) ‘Where did Uncle George go?

(137)‘*He’1ll turn up all right.’
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(138)‘Is dying hard, Daddy?’

(139)‘No, I think it’s pretty easy. Nick. (140)It all
depends.’

(141)They were seated in the boat. (142)Nick in the
stern, his father rowing. (143)The sun was coming up over
the hills. (144)A bass jumped, making a circle in the
water. (145)Nick trailed his hand in the water. (146)1It
felt warm in the sharp chill of the morning.

(147)In the early morning on the lake sitting in the

stern of the boat with his father rowing, he felt quite
sure that he would never die.
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(B) = oL.LD MAN AT THE BRITIDGE

An old man with steel-rimmed spectacles and very
dusty clothes sat by the side of the road. There was a
pontoon bridge across the river and carts, trucks, and
men, women and children were crossing it. The mulédrawn
cart§ staggergd up the steep bank from the bridge with
soldiers helping push against the spokes of the
wheels. The trucks ground up and away heading out of it
all and the peasants plodded along in the ankledeep dust.
But the old man sat there without moving.

He was too tired to go any farther.

It was my business to cross the bridge, explore the
bridge-head beyond and find out to what point the enemy
had advanced. I did this and returned over the
bridge. There were not so many carts now and very few
people on foot, but the

old man was still there.

"Where do you come form?" I asked him.

"From San Carlos," he said, and smiled.

That was his native town and so it gave him pleasure
to mention it and he smiled.

"T was taking care of animals," he explained.

"Oh," I said, not quite understanding.

"Yes," he said, "I stayed, you see, taking care of
animals. I was the last one to leave the town of San
Carlos."

He did not look like a shepherd nor a herdsman and I
looked at his black dusty clothes and his gray dusty face
and his steel-rimmed spectacles and said.

"What animals were they?"

"Various animals," he said, and shook his head. "I
bad to leave them."

I was watching the bridge and the African looking
country of the Ebro Delta and wondering how long now 1t
would be before we would see the enemy, and listening all
the while for the first noises that would signal that
ever-mysterious event called contact, and the old man
still sat there.

"What animals were they?" I asked. '

"There were three animals altogether," he explained.

"There were two goats and a cat and then there were
four pairs of pigeons."

"And you had to leave them?" I asked.

"yes. Because of artillery. The captaln told me to

o because of the artillery." _
%o b "And you have no fami{y?" I asked, watching th? far
end of the bridge where a few last carts were hurrylng

down the slope of the bank.
"No," he said, "only the animals I stated. The cat,

of course, will be all right. A cat can look outtﬁor
itself , but I cannot think what will become of e
others."
"What politics have you?" I asked.
"I am without politics," he said,
years old. I have come twelve kilomet
now I can go no further."

"I am seventy—s?x
ers now and I think
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"This is not a good place to stop," I said
can make it, there are trucks up the road where.it
for Tortosa."

"I will wait a while," he saig, " i
Where do the trucks go?" ’ + "and then I will go.

"Toward Barcelona," I told him.

"I know no one in that direction," he said, "but
thank you very much. Thank you again very much:"

He looked at me very blankly and tiredly, then said
having to share his worry with someone, "The cat will be’
all right, I am sure. There is no need to be
unquiet about the cat. But the others. Now what do you
think about the others?"

"Why, they’ll probably come through it all right."

"You think so?"

"Why not?" I said, watching the far bank where now
there were no carts.

"But what will they do under the artillery when I
was told to leave because
of the artillery?"

"Did you leave the dove cage unlocked?" I asked.

"Yes."

"Then they’1l1l fly."

"Yes, certainly they’1l1l fly. But the others. 1It’s
better not to think about the
others," he said.

"If you are rested I would go," I urged. "Get up
and try to walk now."

"Thank you," he said and got to his feet, swayed
from side to side and then
sat down backwards in the dust.

"T was taking care of animals," he said dully, but
no longer to me. "I was only

taking care of animals."

There was nothing to do about him. It was Easter
Sunday and the Fascists were advancing toward the Ebro.
It was a gray overcast day with a low ceiling, so
their planes were not up. That and the fact that cats
know how to look after themselves was all the good luck
that old man would ever have.

"If you
forks
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APPENDIX 4 s RECOMMENDAT
T ON
FOR THE TEACHING OF (3()11]353:[():?

There is a considerable body of literature on how to
teach literary texts in general (e.g. Collie and Slater,
1987; Widdowson, 1975, 1985; Carter, et al. (eds.), 1989;
Short (ed.), 1989; Short, 1994) and how to teach cohesive
relations in particular (e.g. Simpson, 1992; Pulver,
1986; Clark, 1986; Baumann and Stevenson, 1986). Here, I
recommend some frequently suggested instructional
strategies for the teaching of cohesion, which, I
believe, could be appropriate particularly for non-native
language and literature classrooms. It must be reminded
in the outset that these instructional strategies will be
effective only when practised within student-centred
workshops where teachers act only as facilitators,
stimulators, and directors of students’ activities
organized in pairs or small groups. The main tasks, of

course, remain with learners.

1. "GAP-FILLING" CONNECTIVES

One of the most simple practices for students in
understanding cohesion may be choosing appropriate
connectives from among a group of connectives provided.
At later stages, connectives can be deleted and the

students asked to provide the connectives themselves.

ACTIVITY 1: Pick out appropriate connectives from the
list provided to fill the gaps in the following

sentences.
SO moreover
because as a result
but and
while when

too since
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a. I don’t hear them.......... they are not important.

De cecccccces his father washed his hands very carefully
and thoroughly, he talked.

C. ececoccens he was satisfied with his hands he went j

.......... went to work. (Examples from HIC) w

2. SENTENCE COMPLETION

By having students complete sentences, we could direct
their attention from a mere identification to a more
productive process and ultimately help them consolidate
their knowledge of cohesion. Teachers may provide a list
of incomplete sentences, prompting specific typesof
grammatical relationship for each, and ask students to

complete themn.

ACTIVITY 2: Complete the following sentences using the

information given in brackets.

a. (causal) The room smelled very badly.......... (smoke) .

b. (additive) Nick and his father got into the stern of
the boat............. (shove off).

c. (adversity) The Indian who was rowing them was working
very hard, ............... (move further ahead).

3. SENTENCE RECONSTRUCTION

Teachers may provide students with sets of clauses and
ask them to construct a new sentence containing

appropriate grammatical cohesive devices.

ACTIVITY 3: Combine these sentences using appropriate
grammatical cohesive devices (Conjunction, Ellipsis,
Reference, Substitution). Each group may require more

than one change.

a. They turned to each other.
They were laughing excitedly.
They were talking.

They were not listening.

b. A kind of glamour was spread over thenmn.
A kind of glamour was spread over the scene.

They were conscious of the glamour.
They were made happy by the glamour.
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c. The boy peered down at Ralph.

The boy was screwing up his face as he
peered down
Ralph. (Examples reconstructed from GOLOF) =

4. GAP-FILLING LEXICAI, ITEMS

As was discussed earlier in this chapter, lexical
elements play an important role in the creation of
texture. Students’ involvement in activities related to
lexical patterns will gradually widen their lexical
competence as well as their understanding of how lexis
can shape textual structure. One relevant classroom
technique is suggested to be "gap-filling" (see Carter
and Long, 1987). Teachers are advised to choose extracts
of texts, delete some lexical items, and involve students
in filling those gaps with suitable words listed.
Needless to say, when dealing with textuality, it is
difficult to say that the indentification of appropriate
words 1s dependent upon the understanding of purely
lexical relations. Other factors such as grammatical
structures and the sequential order of events are also

relevant to the choices one may make.

ACTIVITY 4: Fill in the gaps with suitable words, using

the list provided.

boxer childhood swept
looked reality proclaimed
laughed excited bright
adolescence stood shoulder
feet

He was old enough, twelve years and a few months, to

have lost the prominent tummy of ........ .- and not yet
old enough for .......... to have made him awkward. You
could see now that he might make a ........-- , as far as
width and heaviness of .......... went, but there was a

mildness about his mouth and eyes that ......---- ng
evil. He patted the palm trunk softly; and, forced a

last to believe in the .......... of the .1sland,
.......... delightedly again and .......... OO his heaﬁ.
He turned neatly on to his .......-.. , jumped down to the
beach, knelt and .......... a double armful of sand into
a pile against his chest. Then he sat back and .......--.-
at the water with .......... ; seeeeccene eyes.

(GOLOF:10-11)
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5. TEXT MANTPULATION

5.1. RE-WRITING

Re-writing can take several forms. One form is to re-
generate a whole story by using its global cohesive
features already presented through diagrams and tables.
For example, students can be directed to re-produce
Hemingway’s short story analysed in ch. 6, by exploiting
information included in Tables 6-1 to 6-5 and Summary
Tables 6-1 and 6-2. This seems to be a complicated
exercise but it is worth doing, specially at a more
advanced level. Differences among students’ reconstructed
versions of the story on the one hand and between those
versions and the original one on the other may raise
interesting points, linguistic, stylistic, etc., for

useful group discussions.

Another form of this exercise can be to re-write a text
in a different style (see Short, 1994, Carter and Long,
1987, Widdowson,1975, for examples). This exercise is
meant to compare and contrast the similarities and
dissimilarities between various types of texts in terms
of their linguistic features, rhetorical functions, and
stylistic features, which can have great importance in
improving students’ command of language. Consider the

following example.

ACTIVITY 5: Read the following text which is similar to
HIC in that both describe aspects of the Indians’ lives
on the reservations. However, they are different in some
other ways. What are the most differentiating features of
each of these two texts? Where would you expect to find
each? Are the communicative purposes of these texts
identical? Now, re-write HIC in the style in which the

following text is written. Here is the text:
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The Indians used to roam over vast plains h i
unti
food. When they were forced to live on the ng tor

regervation, life was completely different for themn.
United States soldiers made them live in a fairly
small place which they could not leave.

The land on the reservations was too dry to farm.
They could not raise enough to eat. The government
promised to give them food and supplies. The
government agents often cheated the Indians out of
these goods. The Indians needed these goods to
survive. (From Pulver, 1986:82)

5.2. RECONSTRUCTING SCRAMBLED VERSION

Teachers can "dismantle" selected pieces of a text (or a
complete text, if it is fairly short) and put each
sentence on a separate piece of paper and then "shuffle"
them (see Simpson, 1992). The randomly placed sheets are
distributed among workshop teams. Then participants are
asked to put these sentences in a correct order using the
principles of cohesion. Consider the following example,
which is a manipulated version of a paragraph of HIC. The

order of sentences is completely random.

ACTIVITY 6: Re-arrange the following sentences to
reconstruct a coherent paragraph. Give reasons for your

choices.

a. Her head was turned to one side.

b. He was smoking a pipe.

c. She screamed just as Nick and the two Indians
followed his father and Uncle George into the
shanty. .

d. Inside a wooden bunk lay a young Indian woman.

e. The men had moved off up the road to sit in the
dark and smoke out of range of the noise she made.

£. He had cut his foot very badly with an axe three
days before. ' .

g. She lay in the lower bunk, very big under a.qullt.

h. All the old women in the camp had been helping her.

i. She had been trying to have her baby for two days.

j. In the upper bunk was her husband.

k. The room smelled very badly.

i 1 : : : ion"
Having examined and discussed the "idealized versio

produced by the teams, the original version is disclosed
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in order to compare the similarities and dissimilarities
petween the original and reconstructed versions. A wide
variety of important textual matters can deeply be

touched upon and internalised through this practice.
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