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Resumen

En este trabajo se propone un modelo para la ensefianza de la pronunciacién
basado en unidades significativas o grupos tonales, y sugiere el uso de patro-
nes ritmicos como realizaciones fonéticas basicas de éstos. Este modelo basa
la instruccién en la longitud sildbica, ya que: (a) ésta presenta las mayores
diferencias fonéticas entre el inglés y varias otras lenguas; (b) parece ser la
principal dificultad entre aprendientes de inglés y (c) es el principal obstéculo
para alcanzar una pronunciacién adecuada. El modelo propuesto considera el
patrén ritmico como unidad bésica y propone la ensefianza del ritmo en todos
los niveles, e integrada a las actividades orales de un curso comunicativo.

Abstract

(This paper proposes, in the light of relevant research, a model for the
teaching of pronunciation based on meaningful units or tone groups and it
suggests rhythmic patterns as the basic phonetic realisation of these tone
groups. Syllable length is presented as the starting point in pronunciation
instruction since (a) it presents the most significant phonetic differences
between English and various other languages; (b) it appears to be the most
widely encountered difficulty among foreign learners of English and (c) itis a
major obstacle in acquiring a near-native pronunciation. A basic model for
the teaching of pronunciation is therefore proposed, which derives its primary
unit from the rhythmic pattern and a technique is suggested for teaching
rhythm at all levels and integrated with the oral activities of a communicative
course).

INTRODUCTION

The renewal of interest in the teaching of pronunciation over the past
decade or so has also brought with it a growing awareness of the
importance of suprasegmental features in the comprehension and
production of a second language. Anderson-Hsieh, et al. (1992) have
provided promising empirical evidence in favor of prosody as a fac-
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tor in the intelligibility of L2 speech. Anderson (1993) found a close
relationship between intelligibility parameters and the duration of
interstress intervals. Intonation figured importantly in listener judgment
of comprehension and accent, in a study carried out by Munro and
Derwing (1995). At the same time, materials designers are assigning
a central role to these features:

...time spent helping students concentrate on rhythm and the major
intonational road signs is more important than any other efforts to improve
their pronunciation (Gilbert, 1993:43; italics in original).

Suprasegmental features involve stress, rhythm, intonation and
coarticulatory phenomena which occur under the influence of stress
and intonation, such as elisions, contractions and assimilations
(Ladefoged, 1982). Pedagogical priorities, established according to
levels of difficulties, are also needed within these suprasegmental
features in order to teach and design materials which best favors the
learning process. The purpose of this paper is to suggest, in the light
of relevant research, the rhythm system as a starting point in
pronunciation instruction. It has been found that a feature of rhythm-
syllable length- (a) presents significant phonetic differences between
English and various other languages (Anderson, 1993; Delattre, 1966;
Fokes and Bond, 1989), (b) appears to be the most widely encountered
difficulty among foreign learners of English (Chela-Flores, 1993;
Faber, 1991; Taylor, 1991;) and (c) is a major obstacle in acquiring a
near-native pronunciation (Adams and Munro, 1978; Anderson, 1993).
A basic model for the teaching of pronunciation is therefore proposed,
which derives its primary unit from rhythmic patterns and a technique
is suggested for teaching rhythm at all levels and integrated with the
oral activities of a communicative course.

SETTING PRIORITIES IN TEACHING

The literature in second language teaching has given a lot of weight
to intonation as crucial for intelligibility. Brazil et al. (1980), for
example, describe it as a ‘function of discourse, with implications for
context and for moment by moment assessment of the communicative
value of each part of each utterance’ (p.128). The functions of
intonation that are commonly highlighted in English programs are
those that indicate the distinction of sentence types, that is, questions
versus statements and the expressions of the speaker’s attitude:
excitement, pleasure, annoyance, etc. However, Ohala (1983) has
found that features such as high or rising pitch to mark questions,
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low or falling pitch to mark nonquestions, high pitch to signal
politeness, low pitch to signal assertiveness, etc. are remarkably si-
milar across languages and cultures. If priorities in teaching are to be
set according to levels of difficulty in the learning process, these
features should rank low.

Another argument for considering pitch direction and pitch height
less critical for the oral intelligibility of L2 learners is the fact that
these features are highly variable within some languages. In Spanish,
for example, pitch direction at the end of sentences differentiates the
pronunciation of speakers from Chile, Mexico, Argentina, Venezuela,
etc. In the same way, these features of intonation may distinguish
English speakers. A high pitch in prenuclear unaccented syllables
(e.g., I beg your pardon!) or a falling-rising nucleus confined within
one syllable (e.g., It’s true) is characteristic of British English.

The variability of pitch height and pitch direction in English is
also evident in the shifting of the functions attributed to nuclear
tones. The high rise in English, for example has traditionally been
attributed the effect of questions, especially those which are echoed
(e.g. 'What was his name again? (I've forgotten); He’s coming for /
how long?; Is it ‘raining, did you say?). Cruttenden (1995) reports on
the use of high rises in various English dialects on declarative sentences
(e.g., (talking about a dog) they’d put him in a large ‘pen, between
large ‘dogs, and he was ’scared; I nearly cracked into a tailgate on a’/
lorry today; I was reversing out and it was a sort of low ‘level, on one
of those ‘transit vans).

One feature of English intonation which is stable, does not
differ among the different dialects of English, but does differ
significantly across languages is nuclear placement in marked
utterances: in the sentence If the feet and hands are warm, the whole
body will be warm, the tonic has been shifted from the last lexical
item in the second tone group because it has been mentioned in the
previous tone group. This movement of the tonic to various positions
within the utterance is not easily heard or produced by second language
learners. In a study carried out to measure the auditory perception of
English suprasegmentals by Spanish speakers (Chela de Rodriguez,
1979), it was found that the tonic could not even be identified
indirectly, within context, as in the following exercise:

1. (1) I don’t want to buy a brown coat. (a) Yes, I know you hate brown. _4
(2) I don’t want to buy a brown coat. (b) Buy a jacket then. _2
(3) I don’t want to buy a brown coat. (c) But your brother does. 1
(4) I don’t want to buy a brown coat. (d) Why don’t you rent one then?  _3__

(Chela de Rodriguez, 1979:243)
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The identification of the tonic is not an easy task —not even for
native speakers of English. Currie and Yule (1991) report on a series
of experiments designed to investigate the notion of tonic— and to test
whether judges previously trained could agree on tonic placement in
any utterance. The results of the experiments showed quite clearly
that even trained phoneticians found the task of identifying single
tonics in actual utterances very difficult and there was marked
disagreement among the decisions of the judges. The point at which
the judges did coincide in their identification of a single tonic element
was when an item in a sentence was a focus of contrast. Otherwise,
they identified more than one tonic in a sentence ‘even to the point
where every lexical item was perceived as a tonic’ (ibid., p.272).

The evidence above seemed to raise some doubts on the nature
of the unmarked tone group with its single tonic element and to
suggest that what was identified as tonics were simply stressed
syllables in lexical items which receive greater stress and which
contrast with unstressed syllables and words, producing the single
tonic phenomenon. In the light of these studies, Currie and Yule
propose a basic model for the teaching of intonation which derives its
primary unit from the rhythm of English; in other words, a system of
intonation based on the recognition of stressed vs. unstressed syllables
rather than on the tonic. The single tonic effect in an utterance should
not be our first concern in teaching intonation since ‘for the vast
majority of utterances in normal spontaneous speech, this type of
prominence would be the exception’ (ibid., 272).

In their model, Currie and Yule suggest a basic unmarked
intonation contour to indicate stressed and unstressed syllables, and
high and low points in a speaker’s range, as shown in Figure 1:

He ran down the stairs
(ibid., p. 273)

Figure 1

The unstressed syllables form a baseline; any movement from
this baseline is perceived as prominence. The top and bottom lines in
Figure 1 represent the high and low points in a speaker’s pitch range
and the center line, the mid point. This basic unmarked intonation
contour is manipulated in various ways according to the discourse
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context; for example, unstressed items could, for the purpose of
contrast, become higher in the pitch range and more prominent:

if they’d built houses in the town
(ibid., p. 273)

Figure 2

Such a model, however, is only concerned with the recognition
of pitch height as correlating with stress. Stressed syllables could
occur in the utterance without pitch prominence. Faber (1991) has
argued that pitch height can only normally indicate stress on a syllable
which is tonic. He gives as an example the sentence: ‘I just won’t
PAY you until you do the work! (ibid., p.248) said on a single tone
group and with a high fall on pay; in this sentence, many of the
syllables that come before and after pay are stressed but don’t
necessarily have pitch prominence, indicating that pitch cannot be
relied upon to tell us whether a syllable is stressed or not.

Although pitch has been found to be a more powerful indicator
of stress when it operates than either length or loudness (Bolinger,
1986; Fry, 1958), syllable length has been found to be of significant
importance for the comprehensibility of non-native speakers oral
production (Anderson, 1993; Chela-Flores, 1993; Taylor, 1991). At
the same time, syllable length has been found to present the most
significant phonetic differences between English and four other
languages, French, Spanish, English and German (Delattre, 1966).
Difference in syllable duration was also found in a study carried out
by Fokes and Bond (1989) in which the stress patterns of non-native
speakers productions (Japanese, Chinese, Persian, Hausa and Spanish)
were compared to those of native American English speakers. In this
study in which the spectral and durational characteristics of vowels
in stressed and reduced syllables were examined, none of the nonnative
speakers produced words in which durational relationships were si-
milar to the American pattern. The American productions clearly
used the length of the vowel to signify syllable stress. This aspect of
the rhythm system of English —vowel timing— was lacking in the
nonnative speakers; they tended to produce stressed vowels that were
too short and unstressed vowels that were too long.
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Anderson (1993) also found syllable length of significant
importance for the comprehensibility of non-native speakers oral
production. In a study, carried out to define intelligibility parameters,
she measured the duration of interstress intervals in English in the
speech of nonnative speaking subjects and native English speakers.
Native speakers had the shortest average duration of an interstress
interval and the fewest number of stresses, the ‘most intelligible’
group had the next shortest time interval and the next fewest number
of stresses and the ‘least intelligible’ group had the longest speaking
time interval and the greatest number of stresses.

The difference in syllable length between English and a language
like Spanish, for example, can be appreciated when we compare the
way sentence focus is achieved in both languages. As mentioned
above, sentence focus is achieved in English by shifting the tonic
from the last stressed syllable, as shown in (2). Although words could
also be highlighted phonetically in Spanish, by shifting the tonic
from the end (Canellada & Madsen, 1987), as shown in (3), this
procedure is not as effective as it is in English:

2. (@) Susan lent me her apartment
(b) Susan lent me her apartment
(c) Susan lent me her apartment
(d) Susan lent me her apartment

3. (@) Susana me presté su apartamento
(b)  Susana me presto su apartamento
(c)  Susana me presto su apartamento
(d)  Susana me presto su apartamento

The reason for this difference seems to be that in English the
tonic stands out both by variation in pitch and by syllable length.
Because of this difference in syllable length, grammatical words in
English can easily stand out in the sentence, as with the words her
and me in sentences 2(b) and 2(c) above. The same effect is not
obtained in Spanish in 3(b) and 3(c), by shifting the tonic syllable
within the sentence, because there is no significant difference in
duration between stressed and unstressed syllables: Delattre (1966)
found a ratio of 1.3:1 for Spanish, compared to 1.6:1 for English. A
more common procedure in Spanish to highlight words in the sentence
is carried out by lexical and syntactical means, changing word order
or by adding other words to the sentences. Thus, the English sentences
in (2) are better translated into Spanish by the sentences in (4):
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4. (a)  Susana me prestd su apartamento
(b)  Susana me prestd el apartamento de ella
() A mime presté Susana su apartamento
(d)  Fue Susana la que me presté su apartamento

This difference in syllable length between the two languages
and its effect in sentence focus can be better appreciated in the
following examples in which the auxiliary verb is contracted in
English:

5. (@) I'm going to study Russian. 6. (a) Voy a estudiar Ruso.
(b) Iam going to study Russian. (b) Sivoy a estudiar Ruso.
(c) Voy a estudiar Ruso.

Sentence 6(b) in Spanish is preferable as a translation of 5(b) in
English than sentence 6(c). In this latter example, the Spanish speaker
would have to make use not only of a higher pitch but also of a louder
tone of voice and even of face and hand gestures to highlight the
auxiliary verb.

Syllable length is given phonological priority in the teaching
approach proposed in this paper for two main reasons: on the one
hand, it is one of the features that differentiates English more
significantly from various other languages, consequently, it is a feature
that second language learners find difficult to acquire; on the other
hand, it seems more important for an intelligible oral production than
other features of pronunciation. Taylor (1991) refers to rhythm as
being perhaps the most widely encountered difficulty among foreign
learners of English; that the difficulty appears to be common to all
groups of learners, irrespective of their native language; and that this
difficulty gives rise to a similar kind of incorrect rhythm in the
majority of cases.

MODEL FOR PRONUNCIATION TEACHING

In the model for pronunciation teaching proposed in Figure 3, rhythm
is presented as the starting point in the instruction. The other two
main areas of instruction: the pronunciation of vowels and consonants
and intonation should be included after having achieved a certain
control of the rhythm. As discussed above, priority is given to rhythm
because of its importance on the oral intelligibility of the second
language learner. Furthermore, it has been found that once there is a
certain control of second language rhythm, it is easier to teach the
pronunciation of vowels and consonants (Abberton, Parker & Fourcin,
1978) and of intonation (Chela de Rodriguez, 1981).
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Figure 3

The basic features of rhythm have been identified as ‘syllable
length, stressed syllables, full and reduced vowels, pause, linking and
blending sounds between words, and how words are made prominent
by accenting syllables and simultaneously lengthening syllables’
(Wong, 1987:24). The features of rhythm which are highlighted at
first in the model suggested are the lengthening and shortening of
stressed and unstressed syllables and words. Other factors closely
related to rhythm- such as reduction of unstressed vowels, linking
and blending of segments between words, are easier to teach once
there is a certain control of rhythmic patterns. Pause is included
within the teaching of rhythmic patterns, since these are presented in
meaningful units or thought groups. Prominence, as discussed above,
is achieved both by variation in pitch and by lengthening syllables.
Since syllable duration is a more difficult aspect to acquire, this is
dealt with first. Pitch variation and nuclear placement are dealt with,
as needed, under intonation.

It could be thought that the reduction of vowel sounds should be
introduced in the instruction before dealing with rhythmic patterns.
Failure to reduce vowels correctly in the appropriate places, however,
does not seem to be always the cause of the syllable-timed rhythm in
the speech of non-native speakers of English. Taylor (1991) carried
out a survey in which both speech and reading of experienced non-
native teachers of English of varied language backgrounds were
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recorded and analyzed. From the twenty four subjects who achieved
acceptable English rhythm in his survey, fourteen used none or very
few weak forms and generally did not properly reduce vowels in
unstressed syllables. Taylor therefore concludes that lengthening and
shortening syllables adequately in chunks is more important to avoid
a syllabic pattern of sounds than other features of rhythm.

The teaching approach presented in this paper also suggests that
thythmic patterns should be seen first on their own and in a non-
technical manner, that is, keeping the knowledge component of
pronunciation teaching for later stages. The syllabic rhythm that
characterizes the accented speech of second language learners is
generally the result of the great demand placed in pronunciation
teaching on linguistic awareness at a syllable or word level, even
when dealing with suprasegmental features (Chela-Flores, 1993b). A
great number of exercises on sentence stress and rhythm found in
commercial materials lead the learner to approach the utterance word
by word. The learner is asked to listen to stressed words, to decide
which syllables have full or reduced vowels, to underline content or
function words, to fill in blanks with missing stressed or unstressed
words, etc. After the learner has been introduced to the different
factors that make up the rhythm of English in this word-by-word
manner, he is then supposed to perceive and produce without any
specific training, adequate rhythmic patterns in chunks.

The teaching approach proposed in this paper reverses the above
order of presentation. The instruction of the rhythm system begins
with rhythmic patterns in meaningful units or at least in chunks, and
in exercises in which attention is drawn just toward the pattern as a
whole, without focusing on its parts. In this way, it has been found
that there is a better chance of reducing a syllabic rhythm, since the
learner first acquires the rhythmic swing of the utterance (Chela de
Rodriguez, 1981). After the learner has been exposed to the rhythm
system in context, in a non-technical manner, and after he is able to
discriminate and produce rhythmic patterns in chunks, the different
aspects that contribute to a contrastive syllable length, for example,
the difference between content and function words could be analyzed,
as needed. Recognition of the rules are also encouraged, as has been
suggested for the teaching of grammar in communicative courses
(Thompson, in press).

PERCEPTION AND PRODUCTION OF RHYTHMIC PATTERNS

Rhythm is perhaps one of the most difficult pronunciation features to
teach because of the difficulty in perceiving and concentrating on the
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rhythmic pattern as a chunk. Since rhythm is superimposed on the
utterance, it is difficult to find means of directing the learner’s aural
attention to the pattern as a whole. It is not easy, for example, to
present rhythmic patterns with near equivalents in the language (i.e.,
minimal pairs), a common procedure in pronunciation teaching. This
is possible with vowels and consonants (e.g., ship/sheep, cup/cap,
think/sink, shoe/ chew,) and even with pitch variations (e.g., He’s
coming tomorrow. / He’s coming tomorrow?; Who’s coming with us,
(Peter?/ Who’s coming with us, (Peter?). However, different rhythmic
patterns necessarily have different lexical and syntactical structures,
making it difficult to direct the listener’s attention to the problem in
question. It is difficult, for example, to discriminate the rhythm in the
following pairs of sentences, even though they have the same number
of syllables: Return with them / When you have time; The bus is more
convenient than the car/ So stop bringing up that old argument. It is
even difficult to discriminate the rhythm in utterances that have the
same pattern: e.g., Impossible, She’s used to it, It’s personal.
Champagne-Muzar et al. (1993) found that phonetic instruction
improved discrimination ability of segments and intonation, but not
of rhythm; they attributed this failure ‘to the nature of the rhythm
discrimination task’ which is considered ‘extremely difficult even for
native speaking individuals to master’ (ibid., p.154)

The auditory difficulty in perceiving rhythmic patterns has led
teachers and material designers to use body movements or kinesthesia
to feel the differences in length between stressed and unstressed
syllables. For this purpose, Gilbert (1978) introduced the use of
rubber bands and elastic materials: the rubber bands are stretched to
correspond with the length of syllables. Visual aid is also commonly
given in graphic form, for instructional purposes, by means of dots
and dashes, as in the following examples:

6. (a) Tell her not to come

(b) Lots to be done

(c) The bus is more convenient than the car

(d) It’s all in the shopping list

Graphic representations alone, however, just help us visualize
the difference in length between stressed and unstressed syllables.
This is not usually enough to perceive the auditory differences among
rhythmic patterns. The difficulty found in discriminating rhythmic
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patterns in speech could be associated with the difficulty found in
hearing the background music of a film: the attention of the audience
is placed on the actors and actresses, the plot, the scenery and even
the clothes people are wearing. We can usually make comments on
any of these aspects because they are in the foreground. The same
cannot be done with the background music; sometimes we are not
even sure whether there was music at all in a film. The music could
become the main focus of attention, however, if we analyze it first on
its own, and then watch the film with the sole objective of establishing
the relation between the two.

There is a similar problem in perceiving rhythm in speech as
that found with the background music in a film. There are other
lexical, syntactical and even phonological aspects, such as the
pronunciation of vowels and consonants, that catch our attention. As
with the background music of a film, we would need to focus on
rhythm first, isolated from other aspects of the language, before
expecting the learner to discriminate it in a natural language situation.
Neufeld (1987) found that articulatory and prosodic features of a
foreign language, including rhythm, could actually be discriminated
and produced better when they were presented without any explicit
instruction in the meaning or pronunciation of the utterances or the
grammatical rules of the language. A group of university students
were tested for their ability to accurately reproduce the articulatory
and prosodic features of Japanese and Chinese; the correct acoustic
images of the languages were formed by forcing the subjects to focus
on the phonological patterns without any explicit instruction in the
meaning or pronunciation of the utterances or the grammatical rules
of the language. The study demonstrated that nine out of twenty
subjects managed to convince three native speakers that Japanese
was their first language and six others qualified as near-native.

A technique has also been suggested by the author in previous
works (1983, 1991, 1993) to overcome the auditory difficulty found
in perceiving English rhythm. In this technique, rhythmic patterns
are first practiced, isolated from the normal segments and sequences
with which they co-occur in language. Ten lessons were prepared in
which rhythmic patterns were first practiced as in (7): two patterns
are presented at a time, graphically, by means of dots and lines and
echoed with the nonsense syllable #i for unstressed syllables, TA for
stressed syllables and TAA to indicate the tonic syllable.

7. @) __.__ (TAtiTAA)
(b) e« (tiTAAt)

Only two rhythmic patterns are presented at a time in each
lesson, as a minimal pair, so that the learner gets a better chance to
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more accurately discriminate the auditory effects of the rhythm. The
difference between the lessons consisted in the length of the patterns
which ranged from two to twelve syllables. (See Appendix 1 for a
sample of a lesson). The emphasis of the exercises is on the contrastive
syllable length perceived as a chunk. In the first exercise, the student
is asked to discriminate aurally the two rhythmic patterns, which the
teacher verbalizes with nonsense syllables. In the exercises that follow,
the two rhythmic patterns seen in each lesson are practiced in normal
language situations: within isolated utterances and within dialogues.

To evaluate their effectiveness, the ten lessons elaborated to
practice rhythmic patterns in the manner described above, were tested
for a semester with students of English from a teacher-training program
at Universidad del Zulia (Chela de Rodriguez, 1981). The results
showed that by isolating rhythmic patterns in the first part of the
instruction, the learner could increase his acuity in perceiving the
same patterns in normal language behavior. The students tested also
reported that with this technique they were able to detect their own
mistakes and felt more confident in their self-correction.

Although the results obtained with the technique described above
were very encouraging, it was also found that rhythmic patterns were
successfully produced only under controlled situations, when the
students were concentrating in the pronunciation problem. More
practice was needed before the students could handle the patterns
automatically. Integration of this technique into other language
activities is, therefore, recommended in order to achieve control of
the patterns in spontaneous situations.

INTEGRATING THE TEACHING OF PRONUNCIATION
INTO AN ENGLISH PROGRAM

The literature on foreign and second language acquisition has not
clearly determined at which point in the L2 learning process formal
pronunciation instruction should be introduced or how exactly it
should be integrated with the rest of the language course. The learner
is gradually immersed into the language in terms of grammar and
vocabulary but, as Brown (1991:3) has stated, he is ‘thrown in at the
deep end’ as far as pronunciation is concerned. He usually struggles
on his own with the new sound system of the language in the initial
stages of learning and receives formal pronunciation instruction at an
intermediate to advanced level; instruction, at this stage, is considered
as ‘remedial training’ and as an indication that pronunciation has
deteriorated or fossilized at a relatively low level (Stern 1992:113).
Integration of pronunciation into other language activities and
throughout a complete program is recommended for various reasons:
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the integration of pronunciation with most of the grammar and
vocabulary seen in a course should be mutually reinforcing; practicing
pronunciation with similar grammar and vocabulary activities as those
found in the course should help to fix lexical and syntactical aspects.
Furthermore, since the structures and vocabulary are the same or
almost the same for both activities, the learners will be able to
concentrate better on the phonological features. Pronunciation errors
should lessen and corrections should be easier and more meaningful
throughout the course. Both the student and teacher should see the
direct relevance of the pronunciation instruction to the rest of the
course and the student will have a better understanding of the
connection between pronunciation and effective aural-oral
communication. Basic phonological training for auditory
discrimination was successfully given to an ESP reading course in a
nonnative environment, after the students recognized the immediate
need for pronunciation instruction in a listening comprehension activity
they had as part of the program (Chela-Flores, 1993 a).

But perhaps the most important reason for integrating
pronunciation into the activities of a language course is the fact that
the different phonological aspects can be recycled throughout the
whole program; this will help the learner reach a stage of phonological
development, suggested as necessary to achieve results from
pronunciation training (Major, 1987; Pennington & Richards, 1986;
Pennington, 1994; Yule & McDonald, 1994). Integration will also
allow instruction at a beginner’s level, which is not otherwise possible
since many course materials available are designed for intermediate
to advanced levels (Dauer, 1993; Gilbert, 1993; Grant, 1993; Hagen
and Grogan, 1992; Lane, 1993, Morley, 1992).

Communicative courses in English, by and large, try to integrate
formal pronunciation instruction from the first levels. However, in
some cases this is done scantily and after all oral activities, including
tracking, have been covered in each unit (e.g. Frankfort & Dye,
1994); in tracking, the learner attempts to repeat immediately after
the speaker whatever the speaker says, on a word-by-word basis, and
its main purpose is to focus on pronunciation features independent,
as far as possible, of the lexical and syntactical content (Acton,
1984:126). Without previous pronunciation instruction, this technique
seems pointless.

At other times, the integrated pronunciation practice in
communicative courses is designed for intermediate to advanced levels
(e.g., Cunningham & Bowler, 1990), leaving beginners unattended.
In most cases, the exercises are predominantly segmental in their
approach; attention paid to suprasegmental features is often focused
on intonational factors such as pitch direction in questions and
statements (e.g., Bonner, 1987).
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The integration of pronunciation into an English program based
on the model suggested in this paper (Figure 3) would cover the
following factors:

a) Rhythmic patterns (in which syllable length is emphasized)
should be the starting point in the instruction. They should be
seen first on their own, in meaningful units or at least in chunks
and in a non-technical manner, that is, attention should be drawn
just toward the pattern as a whole, without focusing on its parts.

b) Other features of rhythm, segmental and intonational factors
will be included once syllable length has been introduced and
practiced.

¢) As far as possible, the same grammatical structures and
vocabulary used in the course should be incorporated in the
pronunciation exercises.

d) Instruction should deal only with the immediate phonological
needs of the course and it should concentrate on those features
that cause difficulty to the group of learners taught.

e) Instruction should begin from the onset of the English program.

Appendix 2 gives a sample of a pronunciation lesson integrated
into the first unit of a beginner-level course (SPECTRUM 1, Frankfort
& Dye, 1994). The exercises have been elaborated following the
above suggestions. An inventory was done of the phonological features
found in the vocabulary and grammar of the unit in question, in order
to choose the most frequent rhythmic patterns and the intonational
and segmental aspects that needed immediate attention. The two
rhythmic patterns in (7) were chosen, since from the inventory done
in the lesson, these two patterns had the greatest number of utterances.
The patterns are first identified aurally with nonsense syllables
(Exercise 1); they are then discriminated within phrases and sentences
(Exercise 2) taken from the vocabulary and structures of the course
(e.g., Excuse me / I'm sorry ? / Maggie Sloan? / Yes, I am). The two
rhythmic patterns are also presented within conversations similar to
the ones presented in the course (Exercises 3 and 4).

Other features of rhythm, such as linking and blending, and the
pronunciation of final consonants and consonant clusters, are also
presented within context and in situations similar as those found in
the course: (e.g., A: What’s your first/last name? B: My last name’s
Brown (Exercise 5). The learner must also be made aware of reduced
sounds at a very early stage in the instruction. Although no specific
exercise is given in this first lesson to practice reduced sounds, the
concept can be introduced by comparison of cognate words in English
and the learner’s native language, in this case Spanish. Words such as
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memorable, capital, chocolate, read in both languages will show the
students that the main difference in pronunciation lies in the unstressed
syllables in English, which lose their vowel quality. Furthermore, in
some cases, as in chocolate, some of the unstressed syllables are
omitted in English, i.e. /chéklit/ vs. /chocoléte/ in Spanish.

The intonational feature emphasized in this first lesson (Exercise
6) has to do with the shifting of the tonic in greetings: How are you?
/ Fine, thanks, how are you?. As mentioned above, the shifting of the
tonic within the utterance is a difficult aspect to acquire in English
and needs a lot of practice. The importance of integrating pronunciation
with most of the grammar and vocabulary seen in a course is clear in
cases like this. The greeting How are you? / How are you?, with
different tonic syllables, are repeated at least 15 times each throughout
the first unit. If the correct pronunciation is pointed out at first, the
student will have enough time to recycle the pitch pattern in a real
language situation. At the same time, this practice is mutually
reinforcing since it also helps to fix the lexical and syntactical aspects
presented in the unit.

In the last exercises that deal with suprasegmentals, several
aspects are practiced at the same time. Syllable length, linking and
pitch variation are included in Exercise 6 to practice the pronunciation
of compound nouns that are commonly used in beginning levels.
Since the basic signals of tone group boundaries- pitch change and
lengthening of final syllables - have been practiced, the demarcation
of meaningful units within stretches of speech is also added to this
introductory lesson (Exercise 7).

As with intonation, our teaching approach suggests the gradual
introduction of the pronunciation of vowels and consonants, according
to the difficulty of the group taught and according to their occurrence
in the lesson. In this first unit, there is an introduction to the alphabet,
and therefore, the pronunciation of the letters of the alphabet could
be included in an exercise such as the one suggested by Abbs and
Freebairn (1982:24) and illustrated in Exercise 8.

It could be thought that too many aspects have been covered in
just one lesson: syllable length, linking and blending, stress in
compound nouns, pitch variation to indicate sentence focus and pitch
change in final syllables; even the pronunciation of the letters of the
alphabet have been covered in this first lesson. However, such a
lesson does not turn out to be too loaded because (a) with the exception
of syllable length, only a few samples of each feature have been
introduced and practiced; (b) only immediate problems are being
covered, and (c) since the same grammatical structures, vocabulary
and situations used in the course text have been incorporated into the
pronunciation exercises, the instruction should not interfere with the
rest of the course.
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CONCLUSION

The importance of rhythm when teaching pronunciation in meaningful
units and integrated into a language course becomes evident in
exercises such as the ones presented below. Although emphasis could
be placed in the pronunciation of vowels and consonants, the basic
immediate aural-oral needs the learner has in a communicative course
is the comprehension and production of meaningful units or ‘chunks’
of speech. This implies a focus on phonological features that cover
the utterance as a whole, that is, features of rhythm and intonation.
As discussed above, pitch direction and pitch height are not the most
difficult aspects to acquire, because of their similarity across languages.
The shifting of the tonic from the last stressed syllable is difficult but
not a first priority for the oral intelligibility of the L2 learner; in the
majority of utterances, contrastive stress is the exception. The basic
features of rhythm, on the other hand, are encountered in most
utterances; furthermore, they differ significantly between English
and various other languages, especially syllable duration, and they
are difficult to perceive and produce. Priority should therefore be
given to rhythm in teaching English pronunciation.




APPENDIX 1
PERCEPTION AND PRODUCTION OF RHYTHMIC PATTERNS

Exercise 1

Listen to the following rhythmic patterns and indicate whether pattern (a) or (b)
is being pronounced.

(@ o — o (ti'TAATtiti)
b — - o+ — (TAtiti TAA)

Exercise 2

Listen to the following words, phrases and sentences which contain the rhythmic
patterns from Exercise 1. Identify the pattern and place the appropriate letter (a)
or (b) next to the utterance.

Examples: Hardly enough
It’s beautiful

(a) Now we are alone
(b) A little one

©) Send him away
(d) Especially

(e) A pair of them

® Leave it behind
(€3] Not before tea

(h) To borrow it

i) Lots to be done
(0)) Prepare for it

Exercise 3
Listen and repeat three times the following words, phrases and sentences which
contain the rhythmic patterns practiced above. Remember that the stressed

syllables must be longer and stronger than the unstressed ones.

(@ * — * o (i'TAALt)

He came with us
Impossible

I knew it was
He wants us to
A bathing suit
Democracy
She’s used to it
Intelligence

I gave her one

It’s personal

Return with them
We’ll send for it
Decidedly

Applied to them
They must have been
I’ve heard of it
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by — ¢ — CTA ti ti (TAA)
Pass me the eggs What is it for?
Why don’t you go? Switch off the light
What is the time? Not before ten
Quarter past nine Was it approved?
Get into bed Wait till he comes
Leave it alone Charming young man
Come for a drink Send him a card
Can you return? When you have time

Exercise 4

Listen and repeat the following dialogue. Follow the rhythmic beat.

Peter: ;V—hat is the_t;me?

Tina: ala.rle.r t;en.

Peter: Gosh! I\;w I'll be l_z;e.

Tina: You’re—;ways late. P_ut on your ;at.
Peter: It’s c_:-(:ld Ol.ltSi.de?

Tina: Pouring with rain.




APPENDIX 2
INTEGRATING PRONUNCIATION INTO AN ENGLISH PROGRAM
Exercise 1

Listen to the following rhythmic patterns and indicate whether pattern (a) or (b)
is being pronounced.

(a) —_— ('TA ti “TAA)
b o — (ti “TAA ti)
Exercise 2

Listen to the following words, phrases and sentences which contain the rhythmic
patterns from Exercise 1. Identify the pattern and place the appropriate letter (a)
or (b) next to the utterance.

(a) I’m sorry b
(b) Excuse me.

(©) Maggie Sloan?

(d) Yes, I am.

(e) We’re neighbours.
®) Call me Bill.

(€3] How are you?

(h) How are you?

i) What’s your name?
G) Loretta

Exercise 3

Listen and repeat the following dialogues. Follow the rhythmic beat.

@ — - — ) c -

A: What’s your name? A: Excuse me,

B: Thomas Sloan. Loretta?

Call me Tom. We’re neighbours!
A: Moving in? How are you?
B: Yes, I am. B: I’m sorry! I'm Deborah.
: Loretta’s / my sister.

Exercise 4

Repeat the following dialogue several times, using the names in the box. Follow
the rhythmic beat.
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A: Excuse me. What’s your name? First Last
. . Name Name
B: I'mJoseph. Joseph Smith. . -
Call me Toe. Michael ~ Johns  Mike
o« — o o — Susan Brown Sue
A: Is Patrick / your neighbor? Patrick Hill Pat
B: Yes, he is. Christie West Chris

Exercise 5

Use the names from the box in Exercise 3 to fill in the blank spaces. Pay close
attention to final consonants.

(a) A: What’s your first / last name?
B:My____ name’s

(b) A: Excuse me, are you ?
B:No,I'mnot.T’'m___ .

Exercise 6

Repeat the following dialogues. First using the informal greeting and then the
formal one. Notice the difference in the pronunciation of How are you?

(a) A: (Informal) Hi, Michael/ —

How are you?
(Formal) Hello, Mrs. West/

B: (Informal) Not bad/ —

How are you?
(Formal) Fine, thanks/

Exercise 7

Listen and repeat the following compound nouns.

This is a textbook

/thisizd/ workbook
classroom
blackboard
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Exercise 8

Listen and repeat.

. o e e o o e e — o e e o .

SPECTRUM // has a textbook / and a workbook./ We do the textbook / in the classroom /

and the workbook/ for homework.
Exercise 9

Place the letters of the alphabet that are missing under the correct column.

ei i e ai ou | ju: a
A B I R
C L
J w
E N
z
v
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