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ABSTRACT

it has been apparent for some time that little
attention has been given to intonation teaching to the
EFL learners. Teachers often suffer from the lack of
appropriate instruction and instructional materials since
they, generally, are not content with‘presenting intonation
incidentally within daily calssroom activities.Besides,
students Who are learning the intonation svstem of the Target
Language, need‘some provision for the presentation of the
system, accurate and clear description and explanation of

the concepts.

In recognition of this shortage, this study presents
on observation of systematic versus incidental instruction
in teaching intonation. The aim was to achieve subjects'
awareness and understanding of intonation learning with the

ability of correct production.

Although the subjects of the systematic instruction
improved much more than the subjects of the incidental
instruction, we also observed that intonation learning would

be a gradual process when it was integrated with other skills
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in language teaching.

However, we achieved our purpose by helping students
to improve and practice their intonational skills while
studying the difficulties which they actually encountered

in learning intonation.



'SYMBOLS and ABBREVIATIONS

(1) Rising Tone
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M/ (_A) Rising Terminal Juncture
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n. = Population of the samples
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languages utilizing pitéh in this way are labeled as '"Intonation

Languages'" (Brosnahan & Malmberg,1970:152).

There are two fundamental ways in which pitch variations
are used in different languages. In languages such as English,
German, French and Turkish, pitch operates on whole utterances

to make differences of meaning. For example in the utterance:

You Itold Ihim.

The pitch falls from ''told" to "him", and the efifect is of a

statement. If it rises, the effect is of a question:

You told | him ?

‘As it is illustrated above; the component words are the same,
but when they are uttered with a different pattern of pitch
the owverall meahings of the two utterances are different.
This use of pitch to distinguish whole utterances without
interfering with the shape of the component words is known as

"Intonation'" (0'Connor,1973:190).

In another group of languages like Chinese, Thai or
Vietnamese, pitch operates on words to change their shapes
and alter their meanings. These languages are known as ''tone

languages' (Fromkin & Rodman,1978:94). For example, in Nupe:
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CHAPTER I

INTRODUCTION

Every speech sound during the production of which the
vocal bands vibrate, every buzz, hum or tone has a fundamental
pitch. Pitch, defined as '"'the frequency of speech" (Catford,
1977:111), is one of the qualities of speech sounds. Pitch
variations - variations of frequency of voice - occur during
speech in all languages. Normally no speech occurs without
variations in pitch because no one speaks all the time in

a monotone.

Languages différ in the way in which frequency variations
are utilized 1inguistically. These variations are systematically
related to the utterances or‘large‘grammatical units such as
clauses or sentences. Thus, pitch patterns utilized in this
way are cﬁlled "Intonation'" [Jones,1918:275;Carrell & Tiffany,
1960:261;Lado,19615117;Gimson,1962:266;Heffner,1969:213]. In .

a number‘of languagés, an utterance may be markéd as statement,
question, non-completed phrase, etc. solely or partly by

means of the use of different levels of pitch. Therefore,



(high tone). ba means ''to be sour"
(mid tone) ba means '"to cut"

(low tone) ba means ''to count"
However, the present study does not cover tone languages.
1.1. THE IMPORTANCE OF TEACHING INTONATION

The importance of intonation in foreign language teaching
cannot be denied. Many linguists agree on the necessity of

'teaching‘intonation to foreign language learners.

Gilbért(1984:585) defines suprasegmentals (i.e. intonation,
stress, rhythm and juncture) as phonological features that
make it easier for a listener to understand what a speaker is
trying to convey. Thus, the use of incorrect stress or intonation

may seriously hamper communication at any level.

Finocchiaro (1964:7) states that language learning today
should be primarily concerned with achieving understanding.
However, if the learpners of a foreign language do not react
accurately to the intonation signals of the language, they
may misunderstand or be misunderstood since it is felt that
the intonation of an utterance contributes in a significant
way to the meaning of the utterance (Roberts,see Dean & Wilson,
1959:178 Brown,1977:84); Due to the fact that an error in
intonation may lead to a different interpretation of an

utterance, native speakers, in general, do not make allowances



for the misuée‘ of learner's intonation although they can
forgive an error in the pronunciation of an individual sound
which'rarely affects communication (Fraenkel,1984:52).According
to Fraenkel, if the learners' intonation makes them dogmatic,
arrogant or hostile, a native listener believes that they
really are so 8ince intonation is used not only as grammatical
signals but also to express personal emotions like anger,

surprise, joy, etc.

The use of the appropriate intonation makes students'
speech sound much less foreign,frequently compensating for
other faults of pronunciation since the elements of the
phonemic system have a striking effect on the articulation
of segmentai elements.during the learning process. Thus,
teaching an accurate intonation may be a higher priority than

the teaching of individual sounds (Rivers & Témperley,1978:160).

Lado (1976:8) clarifies the importance of teaching

' suprasegmentals to foreign language learners as follows:

"In the realm of language, the harm that we do our
students by teaching them a foreign language as if

it were just different words from those of our own
language. Students understand that learning a language
means to discfiminate‘them. They will never be ready
to struggle to pronounce things in different sound
units,; different intonation, different rhythm and
streSs, different constructions and even different
~units of meaning uhless they realize that this is

exactly what is involved in learning a foreign



language, and that although learnihg those things
will require effort, often dull and uninteresting,
the rewards for the effort will be great".

For the reasons stated so far , in foreign language
teaching, intonation deserves more serious attention than
it has received. It should be regarded as an essantial area
for practice by foreign language learners. As Hubbard et al
(1983:276) claim; intonation -as a part of correct social
behaviour- should be a part of a teaching programme and not

the optional luxury that it often is.
1.2. BACKGROUND OF THE PROBLEM

Intonation, stress, rhythm and juncture, which are
commonly known as suprasegmentals, are the important elements
of the sound system which give a language its characteristic
quality so that a listener can identify a language although
he cannot distinguish individual words. Yet, they are the
suprasegmental phonemes which constitute the major difficulty
for students in learning a foreign language (Paulston & Bruder,
1976:91). The reason is that, for a language learner, only
a few of the speech sounds will be completely diferent in
the target language but the sound system -e.g. intonation,
stress, etc., may be totally different (Dubin & Olshtain,1977:
47). In conéequence, the phonemic system of a language 1is
very important for the‘foreign language learner and vital

in the teaching of English as a new language.



Howewer, linguists agree that supfasegmentals have not
been giveﬁ sufficient attention in classroom teaching. That
suprasegmentals involve linguistically very technical and
difficult information may be a cause for the total neglect

of the topic in schools (Paulston & Bruder,1976:106).

Furthermore, it is obvious that many successful general
course hooks of English show a marked lack of orientation té
the sound system of the language (Brazil et.al,1980:114). Most
general course books include neither segmental nor suprasegmental
aspects of the system [e.g. "Kernel Lessons" (0'Neill,1972) ,
"Mainline" (Alexander et.al.,1975) and ''Strategies' (Abbs et.
al.,1975), etc.]. In other words, these books have nho exercises

on pronunciation, stress or intonation.

There are some general course books that do include
intonation in the language syllabus incidentally or systematically.
The course books of the incidental approach present intonation
as it arises from the material in the syllabus, which is primarly
grammatical [e.g. "English 900" (1964) , (Appendix A)]. In these
books, students are allowed to follow a spoken text with intonation
contours marked on an¢ imitate the utterances by reading

simultaneously.

On the other hand, the systematic approach prefers the
use of seperate pronunciation units to that of practice drills.

In other words, a completely systematic approach would seperate



out intonation from the rest of the language syllabus and
would present it as a descriptive model. Nonetheless, the
ma jority of course books use the incidental rather than the

systematic approach.

The omission of instruction on intonation is a striking
characteristic of general course books. It is omitted perhaps
because writers assume that teachers already have access to
supplementary materials for teaching the sound system, ot
the omission may stem from a belief that learners will absorb.
the phonology of the language inductively, without overt
instruction, through exposure to speech data from speakers

of English.

As opposed to the assumptions above, most linguists
share the need for systematic integration of intonation into
the language 'syllabus (Wilkins,1972:44 ; Brazil et.al.,1980:
128 ; Tench,1981:85). These writers do not believe that ''the
natural method" . explained as-an exposure to the target
language .. will be sufficient for students to learn intonation.
Nor is it enough to provide occasions for imitation, but
there has to be some provision for the presentation of the
system, for explanatidn of meanings and how they are reaiized.
In some cases, the éystematic presentation of formal linguistic

descriptions may have implications on teaching in context.

In conclusion, many linguists agree on the fact that

intonation is too important a part of spoken communication to



be ignored or neglected. Therefore, teaching intonation should
be a component of a course of foreign language instruction,

possibly taught in a'systematic form.
1.3. PROBLEM

The‘question that will be looked into in this study
may be stated as whether syrtematic teaching of intonation
as a sepérate activity in Foreing Language Teaching will
enhance learning the intonatlon aspects of the Target

Language.
1.4. PURPOSE OF THE STUDY

The general purpose of this study is to find an answer
to the question stated in the problem sectioﬁ by applying a
systematic intonationteaching to a group of subjects who .are
taught purposefully and compare them with the second group
of subjects who receive information about the intonation of
the Target Language incidentally in general classroom
activities. In other words, the type of instructions observed
in this study appears to be systematic (formal) instruction

and incidental instruction.

This study attempts to provide answers to the following

questions:

1. Is there a significant difference within the Experimental
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Group in perceiving intonational differences before and
after exposure to syntematic instruction on intonation?

Is there a significant difference within the Control Group
in perceiving intonational differences following an interval
without any systematic instruction on intonation?

Is there a significant difference hetween the Experimental

Group and the Cotrol Group in.perceiving intonational differences

at the beginming phase of this study?

Is there a significant difference between the Experimental
Gfoup and the Control Group in perceiving intonational
differences after the Experimental Group is exposed to
systematic instruction on intonation whereas the other is not?
Is there a significant difference within the Experimental
Group in producing the intonation patterns of the Target
Language before and after the group is expomed to systematic
instruction on intonation? |

Is there a significant difference within the Control Group

ln producing the intonatlon patterns of the Target Language
when they are onty exposed to natural intonation incidentally
in classroom whlle the Experimental Group is being taught
intonation systematically?

Is there a significant dlfference bhetween the Experimental
Group and the Control Group in producing the intonation
patterns bf the Target Language after the former group is
exposed to systematlc instruction whereas the latter is not?
Is there a significant difference within the Experimental

Group in producing the intonation patterns of Target Language

in 5 months period‘following the post-teaching?
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1.5. IMPORTANCE OF THE STUDY

Although intonation appears to have a long and
respectabte‘association with English Language Teaching, it
has still been the most neglected area by language teachers .
Intonation teaching has been assumed too comlex to deal with.
Thérefore, teachers avoid insisting on perfect intonation..
This ignorance comes into being partly because teachers'
inadequate knownledge about intonation or their doubt about

how to teach it.

Thus, this study is hoped to illuminate those who
believe intonation has an important role in language

teaching but have some problems in teaching it.
1.6. LIMITATIONS

This research 1s limited to
1. The second year students of the Eduacation Faculty at
Anadolu University.
2. The‘Intonation of Question Patterns in English (i.e.
General Questions, Particular Questions, Alternative Questions,
Statement.Questions and Question Tags)
3. The Grammatical and‘the Attitudinal Functions of Intonation
4. Rising ( T) and Falling ( &) tones in utterances, regardless

of other tones (e.q. rising-falling, falling-rising,etc.)
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1.7. ASSUMPTIONS

1.

In this‘study, the experimenter, a non-native speaker of
English whose native language is Turkish, is assumed to
know intonation well enough to teach about it.

The subjects of this study are assumed to have the same
knowledge in English since they share the same teaching

conditions.



CHAPTER II

LINGUISTIC ASPECTS OF INTONATION

Speech is a continous event‘aﬁd can be divided into
discrete segments like thé conéonants, vowels, semi-vowels
of the written language. It is the task of phonétics to study the
physic:'al aspect of human . speech sounds, their production and the

signs used to represént them.

Phonology, on the other hand, specifies the interaction
of these segments through the operation of phonological rules.
Thus, phonology is the study of the ways in which speech

sounds form systems and patterns in human language.

Some elemets of the spoken language cannot be reduced
into segments; they are commonly known as suprasegmental
phonemes which include intonation, stress, pitch, juncture
and rhythm. Many analysts prefer to regafdvthem simply as
prosodic features. For that reason, the examination of the
suprasegmentals is known as prosodic analysis (Demirezen,

1986:107).

19



.13

2.1. FORM OF INTONATION

When the variations of piich ate_studied, it is observed
- that pitch remains at a constant level or it changes from one
level to another. In short, a one-syllable word can be said
with either a level tone or a moving tone. Tone,_briefly, is
the overall béhaviour of the pitch. Moving tones may be a
falling tome or a rising‘tone. Speakers setect che tone
according to how‘they want the utterance to he heard. For

exampie:

John ! (falling tone) - a stament

John 7 (rising tone) -~ a question
2.1.1. TONE UNIT

The intonation of‘a sentence is created by the pattern
of pitch changes which occur within that sentence. The part
of a sentence over which a pérticular pattern extends 1is
called a "tone unit" (Ladefoged,1975:94). A short sentence
often forms a éingle tone group, while larger ones are made

up of two or more.

‘ - . .\.\__
- The ‘girl gave the 'money to her father

A tone group is a unit of: information which is the

important information point in the sentence. That is to say,
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intonation has the function of dividing an utterance up into
information units - which is known as its discourse function

(Jackson,1980:48).
2.1.2. TONIC SYLLABLE

Within the tone group (tone unit), there is usually
a’single syllable that stands out because it carries the
ma jor pitch change. This is called '"tonic syllable'". Some
writers use the terms ‘''mucleus' or "nucleur syllable" for
"tonic syllable" (Ladefoged,1975:93-97). In‘the following

sentence:

’ T
The 'girl gave the'money to her 'father

The first syllable of "father" is the tonic syllable.
It is said to receive the tonic accent. To predict which
syllable will be the tonic syllable depends on what the
speaker considers to be important. All the intonation
patterns start on the topic syllable and continue wuntil .

the end of the tone group:

His name is 'Peter (Question with a rising tome)
——‘———*.*_*——

His name is 'Peter (Statement with a falling tone)
His name is 'Peter (Rising-falling tone used for

conveying certainity as opposed
to doubt)
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2.2. FUNCTIONS OF INTONATION

Intonation has more than one linguistic funtion as

Gimson (cited in Quirk,1962:323) explains in the following:

"Intonation gives prominence to an accented
syllable but at the same time, the type of
pitch change may provide information about

the speaker's mood or attitude and is capable
of distinguishing sentence types and sometimes
word meaning”

As it is understood from the above Statement,intonation
has accentual fuction; attitudinal function, grammatical
function and discourse function. With the exception of atti-
tudinal function, the others are given the collective name

of "syntagmatic functions of intonation".
2.2.1. THE ACCENTUAL FUNCTION OF INTONATION

The term 'accentual" is derived from sccent, a word
used by some writers to refer to what is called "stress",
although most of the time linguists employ the terms inter.

changeably.

"Accent'" is defined as the syllable which is actually
highlighted in a sentence to show the importance of its words
and "stress' is appliéd to the particular syllable in the word

that gets the accent if the word is important enough to get



16

one [Bolinger(1964), see Emig, Fleming and Popp,1966:236].

Bolinger (1964) suggests that teachefs should explain
to their students that '"accent'" is a ''pitch movement involving‘
a departure from a reference line'"; it 1is the only efficient
method of showing a student how to giwve one syllable‘prominence
over another so that‘he/she can pitéh one of the prominent

syllables higher than the rest.

Some linguists' (i.e. Armstrong and Ward, see Liberman,
1967:178) assert that tﬁe_determination of the prominent syllable‘
is done by a change in intonation by which they mean '"the pitch.
movement" in accordance with Bolinger's views stated above.

For example, the following sentence:

He is my lbrotherl

is a simple statement of fact; it means: "'You wanted to know
who he was and I told you'" but if the primary stress is shifted,

differeht'méanings may be' obtained:

He | is my brother (not the other fellow)

He | is | my brother (Why do you deny it?)

He is vmyl'bfother (not Sam's)
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As seen in this example, primary stress [sometimes
called ''special stress'" or '"emphatic stress' (Demirezen,1986:
112)] brings prominence to particular words and-'distinguish
meanings in each sentence but does not change the pattern of

the intonation linguistically (Fries,1952:27).

Broadly speaking, when emphasis of cetain parts of the
sentence is carried out with the help of pitch wvariation,
it is said that the speaker is utilizing musical accent or

so called intonation (Malmberg,1963:80).
~2.2.2. THE GRAMMATICAL FUNCTION OF INTONATION

In English, intonation may be grammatical in two senses;
the first is simply kncwn as the distinction of sentence types
or word meaning. In other words, a change of speech melody is
likely to change the meaning of thesentence as a whole in much
the Samé way as punctuation does in the written lahguage

(Abercrombie,1967:105).

Rroadly speaking, '"the function of a sentence may be
modified by intonation to achieve a meaning that could have
been achieved by giving the sentence a different grammatical
form (Wilkins,1972;42)”. For example, two Eﬁglish utterances

which could be written as:

a) He often mows the lawn () and

b) He often mows the lawn (M)
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are the same except for their pitch patterns yet they have
clearly a different meaning as sentences - the differences
in meaning are conveyed grammatically (or more precisely,

syntactically) rather than liexically.

The first one is, grammatically, a declarative sentence
and is here functioning as a statement, whereas the second one
is also grammatically declafative but is here fuctioning
syntactically as a question in'just the same way as the gram;

matically interrogative sentence:
Does he often mow the lawn? (7T)

This is a normal question form. There are clues to the
meaning, such as the use of '"Does'", which shows that it is a
question even 1f the intonation pattern is not produced

correctly but
He often mows the lawn? (M)

is a perfectly acceptable way of asking the question in the
spoken language. The clue "Does'" is no longer there, but the
intonation pattern would be the only clue left to suggest a

statement or a question.

In short, in intonation languages, the speech melody

pattern may determine the sentence type such as declarative
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or interrogative, command or request, etc.

Furthermore, it may be said that intonation helps to
prevent ambiguity in sentences. This is the second sense in
which intonation may be grammatical. As Wilkins (1972:42)
asserts, '"it may happen that a sentence is grammatically
ambigious and only by means of intonation can we be clear of
what grammatical structure we should give the sentence and

thereby disambiguate it'". For example, a sentence like:
You're coming, aren't you?

may be ambigious in terms of intonation unless it is given

in an appropriate context. The reader cannot decide whether

it is a question or a statement. Such utterances with identical
words can be differentiated by tone alone. The tag '"aren't

you" can be spoken with a falling tone . and it
expfesses a statement, but with a.rising tone, a question.'
There is a clear change cf meaning sinée the difference between
the statement tag and the question tag is purely a matter

of intonation (Tench,1981:92).

Another example may be given from Fries (1952:147) in

order to clarify the idea:
Have the men paid

is .an ambigious sentence without a context. As it stands
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(with the common 2-4 intonation curve-in Fries' notation it
is é high-fali pattern)it can be either a question or a

request, because it is entirely possible tc make the sentence
above an unmistakable question by the intonation pattern of

a rising contour:

Have the men//;;ti_ (request)

Have the men /paid (question)

Thus, it is the intonation which provides the only
formal clue to distinguish a non-question from a question,

a request from a question or an exclamation from a question.
2.2.3. THE ATTITUDINAL FUNCTION OF INTONATION

It is not particularly difficult to assign meaning to
intonation patterns in the functions so far described. Accuxacy
is more difficult to achieve when intonation has an attitudinal
function. In this case, intonation is not changing the gram-
matical function of the sentence, nor is it disambiquating
its structure. It is rather adding something to the meaning
already coﬁveyed'by grammair and lexis. Typicélly,what is
added involves thé attitudes and emotions of the speaker
towards his subject matter, towards the hearer and even towards
himself. By‘selecting the place of the nucleus, the type of
pitch movément and the ovérall contour of the sentence, the

speaker displays emphasis, doubt, surprise, determination,
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shock, sarcésm, incredulity and so on in Varying degrees and
within a variety of nuances, which are not often difficult

‘to understand but usually very difficult to describe exactly
(Wilkins,1972:43). Consider the different ways of saying a

mono-syllabic word '"Yes'"

Yes ¥ That's so ~- I agree (statement)

yes /¥ Of course, it is so —- Definetely Yes (emphatic)

Yes ¥ Yes,I understand that -- I'm listening..

‘ please continue
Yes P Is it really so? —— Did you say '"Yes'"?
(asking for repetition)

Yes \x That may be so -~ Possibly yes (doubtful)

(Jones,1972:277) (Ladefoged,1971:85)

As it is seen, the total meanings are not the same
and we do not use them in exactly the same situations. If
you imagine the different contexts in which each may occur,
it is understood how difficult it is to generalize  about
the meaning'of a particular intonation pattern (0O'Cannor,
1973:264). Besides, it can be seen that the interpretations
of the wrifers mentioned above are not even the same for

the same utterance.

Jackson(1980:51) also agrees that part of the difficulty
is that the same intonation pattern may have different meanings
or signal different attitudes in different contexts . Jackson
finds thisaspect of iritcnation probably the most difficult of

all to characterize since it seems that there is not a handy
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or agreed list of labels to apply to different attitudes. For
example, it may be difficult to characterize the differences

between the folowing utterances:
That's ‘fine (falling)-? matter of fact
That's ,fine (rising )-? encouraging

That's Yfine (falllng rlslng) ? What have you been
worrying about.

In short, as Wilkins(1972:43) asserts, it would be
éafer to say that the meaning of an English intonation can
only be determined accurately when taken with the sentence with
which it is used and indeed with the entire linguistic and

situational context.
In some cases, both grammatical meaning and attitude
are conveyed by the intonation pattern alone as seen in the

following example (Hubbard et.al.,1983:220):

A : I'd like a drink

B : a) You } would?

(simply a conversation oiler, that has the additional function
of asking for confirmation of the statement. Besides, it may

imply the speaker's surprise to what s/he hears)

B : b) You | would?
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(Here annoyance and criticism is conveyed. The implication
is: "Well, that's just typical of you. You always want a

drink".

In determining the attitudional function of intonation
the role of nucleus, especially the type of nuéleus, is great.
The typé of nucleus may be falling, rising-falling, or vice
versa, falling, or low-rising, etc. which are briefly known
as ''tune movements'. For example, if GOOD MORNING is uttered
by a high-falling nucleus it means a brighf cheerful greeting
nhereas,it is a routiné, perfunctory greeting if it is uttered

by a low falling nucleus.

Roach (1983:139) explains his views on this function

as in the following:

"The notion of "expressing an emotion or attitude"

is more complex than is generally realized. Firstly,
you will use different voice qualities for different
attitudes, your pitch movements will be appropriate,
it is very likely that you will use different facial
expressions and even gestures and body movements.
These factors are all of great importance in conveying

attitudes and emotions besides using a suitable nucleus"

As it is clarified above, the attitudinal wuse of
intonation is something that is best acquired through talking
with and listening to English speakers. It may take time to
teach it but the learners may be trained at least in order to
make them more aware and sensifive to the way native English

speakers use intonation.



2.2.4. DISCOURSE FUNCTION OF INTONATION

How intonation may be studied in relation to discourse
can‘be identified in two main areas; one of them is the use
of intonation to focus the listener's attention on aspects of
the message that are most important and the other one is

.concerned with the regulation of conversation behaviour.

1) Highlighting'the Focus of Meaning: Attention focusihg
can be achieved by placing the nucleur stress on theappropriate
syllable of one particular word in the tone unit to demonstrate
that it is the most important unit of the sentence as seen in

the following sentence:

She went tg/gzggﬁizg

Thus, it seems more appropriate to describe nucleur stress

placement in terms of "information éontent” (Roach,1983:148)

or "information structure" (Halliday cited in Lyons,1970:

162). As Halliday defines, this is an aspect.of the textual
organization of language which refers to the organization of

a text in terms of the function ”givén” and '"mew'". That is,

the emphasis on the focus word highlights the contrast between
new and old information. All languages may have one or more
ways to show this difference but English relies on intonation
(Gilbert,1984:285. Intonation can signal to the iistener what

is to be taken as 'mew'" information and what is alfeady "given";

can suggest when the speaker is indicating some sort of contrast
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or link with material in another tone unit; and in conversation,

can convey to the listener what kind of response is expected.

“As é conclusion, learning to hear the emphasis on the
focus word 'is both difficult and important. Students miss
spoken signals of contrast with sometﬁing said or assumed
previously. When they learn to_notice this intonation signal
and recognize the implications, they make a major step forward

in listening comprehension.

I1) The Regulation of Conversational Behaviour: Intonation
is important in the conversational interaction of two or more
speakers. Intonation is used to indicate to others that they
have finished speaking, that another person is expected to
speak , that a particular type of response is required and,
in short, to regulate the conversational behaviour. For
ekxample, the difference between falling'and rising intonatioﬁ
~_on question tags is supposed to indicate to the listener what

sort of response is expected.
2.3. INTONATION CONTOURS

Lado (1961:117) states that the humén'hearing and speaking
mechanism is. highly sensitive to differences in pitch. Demirezen

(1986:117) explains the situation as follows:

"“"Pitch is the capture of speech by the human hearing
mechanism in fluctuations of ups and downs of vibrations
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which create relative pitch that gives four

differentiations in the formation of words':

/1/ Low pitch phoneme:

/2/ Normal pitch (or mid pitch) phoneme
/3/ High pitch phoneme

/4/ Extra high pitch phoneme

These four different levels of pitches,otherwise known
as relative pitches,are heard in a movement of rise and fall
as different configurations of the vocal tract. The pattern
of the pitch change over the word group is usually termed on
INTONATION THUNE or CURVE or CONTOUR (Brosnahan & Malmberg,
1970:153) .Intonation contour are widely used in languages to

mark or assist in marking different categories of word groups.

In the question below, pitch phohemés are given numbers
rather than names:

2 3 1

Where are you going ?
This would indicate that the sentence begins on the second
‘pitch level (normal'pitch), rises to the third (high) on the
first syllable of GOING and falls to the first (low) on the
second syllable of GOING.

Some linguists (e.g. Roberts cites in Dean and Wilson,
1659:183) find it a little easier to show pitch by lines

rather than numbers for general purposes:

there are you‘Jfga%E§‘

Thus, the pitch movement in the same question can be represented
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in a way which is more iconic (Abercrombie,1967:131).

As it is illustrated above, four levels of pitch are
marked in different ways by different linguists, some use
1 for the lowest pitch, some uée 1 forlthe highest pitch.
Some use lines, some use arrows or some use both lines and
numbers together to reinforce 1lines, but this is merely a
matter of naming and one way is as good as:another from
this point of view (Pike,1958:25 ; Finocchiaro,1964:22 ;
Darbyshire, 1967:86).

These four relative levels serve as the basic building
blocks for Intonation contours and théy are enough to distlnguish
all of the Contours which have differences of meaning (Pike,
1958:25). However, the absence of a standard notation and the
lack uniformity in symbols used for intonation has tempted
many linguists to devise a pérsonal notatioﬁ which best fits
their analysis. Yet, Carrell and Tiffany (1960:264) suggest
that some system of notation seems deslrable to help a student

in learning English as a foreign language.
2.4. PITCH TERMINALS

As it is defined above, linguists recognize "Intonation
contours' by referring to four pitch levels (low, mid, high
and extra high) and to three directions in which pitch may
move at the ends of sequences of pitches - (1) falling,

(2) rising and (3) level (Barbyshire,1967:86).
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Therefore, it is important to consider not only the
pitch level of each syllable but also the inflection which
is used to describe the end of the uttwrance. Inflection may
be indicated by the symbols [ ] , [\y] or [—3] depending
upon whether the voice at the‘end of the rises in pitch, falls

off in pitch or remains level.

These symbols are given different names by Llinguists.
Paulston and Bruder (1976:93) call them 'clause terminals"
while Pyles and Algeo (1970:65)address them as "pitch terminals'.
They are named as "clauée boundries" by Hall (1964:115) and

defined as ''terminal junctures'" by Ertung (1976:94).

- There are three tvpes of terminal junctures which differ
from one another in the way the voice is cut off at the end

of a word group or an utterance.

a) When the pitch falls at the end of a word group and the
voice fades off into silence, the terminal pause is callecd
a FALLING TERMINAL JUNCTURE. The terminal "N seems to
tell the hearer '"this is the end of at least this part of
what I have to say'. Hence Y  often {though not alwayé)
comeé at a place where a period is written in our conventional
punctuation; it is often called '"period juncture' or (from
the shape of the symbol / #/ double-cross juncture.

Hall,1964:115-116)

2Stop 3talking1 #
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2Where is the 3pen1 \

As it is seen above, this terminal is often used with

/231 & / pattern.

b) When the pitch rises just before the end of a word group,

c)

the terminal pause is called RISING TERMINAL JUNCTURE
and is représénted by / Il / or //ﬂ/. It is also called
'double bar‘juncture" from the symbol or 'question mark
juncture" becauée mark indicates '"I want you to say

someting in reply".
Is he a 3teacher3 “
‘This‘terminal is often used with / 233 P /. pattern.

When the pitch stays level at the end of a word group, the
terminal pause is called a SUSTAINED TERMINAL JUNCTURE or
SINGLE BAR JUNCTURE from the symbol /|/ used to represent it
some linguists use [—>] to indicate it and it is ‘often
termed ”comma juncture" because it frequently corresponds
to a comma in punctuétibn,and seems to tell the hearer:

"there is somethihg more coming'.
HMr . 3Black2 l 2the‘jbossz‘l owants to ;see ,youy #

As it is seen above, this terminal is. often used with

./ 232—3/ pattern.



2.5. INTONATION PATTERNS

The intonatibn patterns of English utterances are
describable in terms of sequences of relative pitch levels
organized into intonational contours, each followed by one
of the three terminal junctures. Hence, by definition, it
is said that '"a sequence of pitch phonemes and a terminal
juncture is called an “INTONATION CONTOUR or PATTERN"
(Ertun¢,1976:94). As a result, every’word group in an

utterance has an intonation contour.

Native speakers of English make use of a relatively
large number of intonation contours of which there are two
main intonation patterns which beginner and intermediate level
learners are advised to concentrate on in learning English.The
following are the most commnly used patterns (Finocchiaro,‘

1964:23):
2.5.1. RISING - FALLING INTONATION

/ 231 /,/ 3 -1/,/] 232 [/ or [/ 221 / which is not very

common

a) Statements (Affirmative or Negative)

Zl'm_ going [\SESEEség? #

2
fine, thanks #

2 3

I'm
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b) Commands

3
,Go to the J\Eﬁgf_ #
* 1

‘ 1
Tell me #

3

or Requests
,0pen the window, plgase #

‘ 3
oPlease get me some ciga tes, #

¢) Question Word Questions (Wh. Questions)

(Questions which begin with a question word such as: What,

Who, Which, Whose, When, Where, etc.)

,What 3tThe.  is it?, #

3 .
Who's coming? #

oWhy did he F}Tg<2331 #

As it is seen in the last pattern, when the word on which

there is stress,is the last word in sentence and is a
one-syllable word, a diagonal line is used to show- that
the voice glides from one position to another (Paulston

and Bruder,1976).
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d) Attached Questions (When we are not asking for information)

He didn't |°go °did |he , #

2

2.5.2. RISING INTONATION /2331l / or /23/
a) Yes/No Questions (Questions which can be answered by Yesor No)

2. 3 3
Do you “remember me |l

'ZAre you going 3homej i
| [3
2Is he .| “there

In sentences with rising intonation, everything that follows
the rise (the stressed syllable) is also pronounced on the

high’pitéh or level.

b) Questions Constructed Like a Statement

3

2She went to school today "

2This bus goes to town "

,You're notgrg?gzg;’”

2It's time for class "

c) A Subordinate Clause Preceeding a Main Clause (When the

speaker wishes to create suspense)

3 3 2 3 1
oWhen you .come back | I'll go home #
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d) Alternativeswith OR (Rising ZIntonation Contour is used for

all except the final alternative).

. 1
,Do you want 3tea ” ZOr scoffee #

oDo you want an 3apple3 2or a 3pear1 l (Choose one!)

,Do you want an 3apple2 vzor a 3pear3 ? (Yes or No)

The last choice is also possible because the intonatien
"contour stated here are by no means strictly to be followed

since there are still other chocies to be adopted.

e) Series with AND

All the members of the series except the last are pronounced
with the rising intonation pattern. The indication in

expressing series of things: /223 4 /

oHe can speak 3English3” 3French3|l2and 3German, #

I need “books pejcils and craypns
2 - 2 2 1

f) In direct address and in introductions .

oMr. | Brown Il this is Miss | Jones "
- 2
2How are’ ou Mrs. Jones

1 2
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g) Tag Questions (when the speaker asks for information)

5 -
“He's a “teacher’ ‘zisn't he> |

He didn't 3go did
2 2

3

he ll

h) ‘Mother's special ocalls for children /322J¢/ or /223 T /

2 3 ' 3 2
5 Mary- ¢ 3 Stephen i
‘ ' or
23 : 2 3
9 Jason T | 2Stephen T

2.5.3. LEVEL INTONATION /232/ e—

It‘signals incompleteness and is generally followed by

a pattern /231 v/

a) Initial grammatical unit

In 3
o In Tsum”
2

,Since °1985% __,
2If you 3wait2___;
b) Statéments wherein the speaker intends to say something
like (but)
oShe's a nice Bgirlz.__é | (but ....)

: 2
,You may think3so"___9

c) Word groups preceding an address

2This is my 3friendz....)smotherz



d) A subordinate clause preceding a main clause

21f you leave‘.3now2__‘,2you can ;see him1 #

e) The part of a compound sentence preceding the conjuction

2AlL is 3clever?___)?_but he isv3lazy1



- CHAPTER III

REVIEW OF THE LITERATURE

In the first chapter of this study, howintonation
teaching was important in foreign language learning was
explained inaccordance with some linguists' views. However
as it was illustrated intthe second chapter, the linguistic
aSpects of intonation were rathef compiex in use for the
learners and teachers of the Target Language. For that reason,
it was aimed to cesign this chapter mainly by the suggested
methods ahd techniques for teaching intdnation to the foreign
language leafners. The lastpart of this chapter will cover
the instrumental or observal studies, experiments or a number
of research into the perceptibn aﬁd production of intonational

sentences in the: proeess of 1anguage teaching.
3.1. SUGGESTED TECHNIQUES FOR TEACHING INTONATION

In this part of the study, some of the techniques used

in intonation teaching so far will be presented.

36
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Lado (1964:80-84) says that teaching intonation begins
with a model for perception since the goal is to teach thé
students to hear and speak through_a'fofeign sound system,
Teachihg perception precedes teaching meaning. Lado warns
teachérs against teéching the entire intonation system and
suggests them to'select‘a problem and teach it. He wants teachers
to be aware of not distorting the system in the attempt to
simplify it. They may préfer grading the material by,selectioh

rather than by distorting.

Hill (1967:77) claims that a student cannot absorb
intonation and stress merely by random liéteningi to his
teachers or to his fellow students. Also, a teacher cannot‘
teach intonation unless he goes about the task purposefully
and systematically. According to Hi]],‘a.tencher must have
full control of his own stress and intonation so that he is
consistent in his use of patterns. Otherwisé, students will
naturally be confused and will never learn correct and natural

intonation or stress.

Brown (cited Allen & Corder,1974:56) agrees with Hill
and reminds that the teacher must be careful about teaching
intonation. Thaf is, a teacher who is demohstrating to the
students mﬁst speak at normalispeed and with normal intonation.
If.he disturbs the natﬁral speed of intonation, students will
learn wrong habits from the very beginning. Students copying
such a slowed down version of English will learn an‘extradrdinary

brand of English which is never spoken by native speakers.
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For that reason, Brown suggests that the problem may be overcome

by the use of tapes of native speakers at normal speed.

" Dubin and Olshtain (1977:86) share the simiiar opinion
about teaching intonation. They propose that sentence intonation
and rhythm are best practiced as parts of the grammatical
structures t;ught at each point or throughout the course.
Cére_musﬁ be taken to present and practice new grammatical
structures with a natural intonation‘without slowing down or

overnunciating elements in the structure.

Of course‘the teacher is an important model in the
process of teaching intonation. Morébver, the following techniques
proposed bv many writers will provide teachers insighm on the
present subject. ' |
Finocchiaro (1964:56) believes that intonation should
be taught by imitation of many similar sentences; She recommends
that teachers deal with only two basic intonation patterns, the
rise~fall intonation and the rising intonation. In her opinion,
it may be desirable to indicate intonation lines on the board;
or numbers 1-4 or to use an upward arm gesture to show riéing
intonation and a downward arm‘movement to show falling intonation;
to place up or down arrows ( ?L) at the end of the utterance; ..
or to place curved arrows (/N) over the wofds having the
“highest or the lowest pitch or whatever helps the students.
She concludes by'saying that any of the techniques for indicating
‘intonation;will'help. Combinations of the techniques are even

“more helpful.
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Robinet is also one of the others who are in favor of
imitation in intonation teaching. In her book "Teaching Fnglish
to Speakers of Other Language' (1978:103) she offers_imitation |
as the most sucéessful teghnique for teaching intonation. She
doegrﬁn;deny the help of mimicry and the use of gesturés
(arm‘movements) which are the reinforcement of mimicry She
explains her technique by giving examples. In one of them,
she suggests using cumulative "backward build up'" if -for
exampie— falling intoantion is difficult for students to imitaté.

Especially, in Wh-questions;

Where did you /;;&;&

Students can be asked to produce the question working backwards:

. he/rgx_w did he/ g& Where did hejrg¥_;

Furthermore, she proposes that teachers should not dismiss

students from the classroom until that which has been practiced
is produced in normal conversational style and students should
be given the opportunity to produce the material in mormal

intonation.

Peter Mac Carthy(1978:47) feels sorry that there are
not enough observations on the subject of intonation and
emphasizesbthat even native speakers of English need to direct

their attention to this important parameter of 'a spoken
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language. He offers a straightforward imitation model for
intonation learning. He doesnot deny mechanical repetition

through recorders.

Beéides,”he suggests fhat teachers should deal mainly
with typical intonation patterns of the foreign language that
the learner fails to reproduce from imitation and any charac—
teristic usages that the learner bfings from his mother tongue
which sound wrong when introduced into the foreign languége.

However, as conclusion, he covers his suggestions by saying
that he is, infact, in favour of copioﬁs ear training practice

- by the help of visual signs.

Hubbard et.al(1983:221-26) are positive about the use
of gestureé, arm movements and blackboard in teaching intonation
as he.conducts a choral structure drill. The use of blackboard
is also suggested for the non-text stage. For the text stage,
the teacher may uée a sign systeﬁ over the text, either on the
blackboard or on a stencilled handout with exercises for

intonation.

The teaching of intonation in the early stage, as for
Hubbard et.al}, should concentrate on the grammatical and not.

the attitudional function.

As it was explained above, Hubbard et.al. (1983) think
it isappropriate to teach intonation in two stages: non-text

and text stage; On the other side, Paulstonand Rruder (1976:106)



41

try to teach intonation in three steps: presentation, recognition
and production. Dufing these steps, the main aim is that the
students understand exactly what the teaching point is and
that they have the necessary linguistic information for meaningful

practice.

At the presentation and recognition stage, Paulston
and Bruder (2976) offer theories about using tape recordings,
graphic symbols and some contrastive exercises for understanding

the discrimination between different intonation patterns.

At the production stage; they propose some kind of
dialogue material in which the suggested technique focuses on
intonation to convey the meanings and the rise and fall of the
voice. At advanced leveis, the students can be given dialogues
marked for the emotion to be conveyed and later unmarked
dialogues for which they must deducethe intonation patterns
from the contrast and context as~éuggested by Higgins and Lewis

(cited in Paulston & Bruder,1976:109).

Brita Haycraft is one the writers whose suggestions
are put into applicatidn by many of her fellows. In her Book
"The Teaching of Pronunciation"'(1971), she not only explains
the importance of intonation in language teaching but also
presents may techniques, exercise types for every level learners
of intonation, Some of her techniques were used and described

within the scope of this study.
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Tench (1981:96) assumes that many teachers do not deal
with intonation since they feel that intonation is unteachable
becéuse of its complexity or intangibility. He considers that
moét teachers are unaware of its forms and fuctions and,
consequently, are unaware of itsvimportance. For that reason,
in his hook, he presents an introduction to the structure of

intonation, its functions and a quide to teach it.

In his opinion, intonation is systematic and should be
handled systematicélly. A teanher should bear three principles
in mind with respect to intonation; Firstly, he should try to
eétablish accurate imitation of infonation right from the
beginning. Secondly, a teacher should use the more normal
intonation forms in initial practice and leave the refinements
till later. The third principle is that a teacher should introduce
a new intonation form carefully and deliberately and not randomly‘
or accidentally. In other words, the teacning of intonation
should be as planned as every other part of language teaching.
The teacher should try to introduce new intonation forms only

where he begins a new chapter or dialogue.

Tench also approves a kind of ear-training exercise
used in intonation teaching by which the teacher can practice
the same/different identification in intonation.

Roberts (1983:213) is in favour of teaching intonation

with functional materials. He is not content with the texts
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in some of the course books which render 1inappropriate
attitudinal stress and intonation options. Indeed, the

objective of these course books must be to give learners
opportunities of producing attitudinally appropriate utterances.
For that reason, Robert's wish is the co-operation of the
teacher:. and the course books to provide practice in recognizing
and manipuiating‘variations related to attitude. In this method
learners appreciate the factoré that affect language use in
social contexts. All students, thus, have to be helped to

recognize that there is a connection between function and

attitude.

Brazil et.al. (1980:101) also share Robert's ideas in
the use of functional materials. They say that it is important
for a teacher to use fecordings, or, it is recommended,
producing the context sentence. or dialogue himself, to be
aware of the relationship between context and the model sentence
and of the meaning-changing significance of different key
selections, other<wise, a teacher is likely to increase rather

than reduce the students' confusion.

Tumposky (1982:111-115) suggests some teaching clues of
intonation and classroom activities prepared especially for an
in-service training course for Itailan state-school teachers
of English. Although these activities were developed for a
very specific learning environment (with consideration for the

students' age, nationality, intersts, needs, hours per week,



44

availability of text-books and tapes etc.), she suggests that
these activities should be used in other countries or in

different learning situations.

Tumposky, besides giving suggested activities for teaching
stréss, is also concerned with intonation teaching. She rechmends
teaching inténatiqn'by keeping the same principles in mind as
when teaching grammar or vocabulary. According to these principles

she advises teachers to present intonation in meaningful context.

She also emphasizes the use of a tape recorder in class.
If a tape is available, it is a good idea to record students
performing a brief dialogue; students can record, listen and

rerecord with better intonation.

As a conclusion, she says that errors in stress and
intonation are more likely to impede communication and teachers

must give high priority to these features of the spoken languages.
3.2. STUDIES AND EXPERIMENTS ON TEACHING INTONATiON

Watanabe (1977), a university teacher in Japan, tries
to apply the systematic teaching of English stress and intonation
which, he believes, is lacking in Japan. He accepts that
teachers of English in - Japan have not, in the past, done
full justice to the teaching of stress and intonation. For
that reason, intonation is almost disregarded in oral reading,

although pupils are given far more opportunities to listen to
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native speakers' Engliéh. As a result, Watanébe writes about
the’techniques of teaching intonation at university level which
he has put into practice during the iast few years. His article
(1977:159) tells of a course offered to students who wantéd to
improve their flow of speech in English. How he taught stress
and intonation—starting fromféaching tones to the relation
between tones and grammatical patterns- is presented in the

article.

Currie and Yule (1282:228) complain that the teaching
of intoration is not often taken to be one of the primary
responsibilities of the Fnelish lancuage teacher. In many
teaching situations, the éssumption is that if the syntax and
lexisare mastered,then aspects of the phonology will follow.
On the other hand, there are some institutions which try to
improve the spoken English of their students and include
the teaching of intonation in their programs. However,'Currie
and Yule think that teachers are unfortunate since the models
of intonation such teachers have to work with are those of
Crystal and Halliday. These models are neither simple nor easily‘

accessible, and involve very lenghty explanations.

As a conclusion, Currie and Yule propose a basic model
tor thé teaching of intoantion and they present examples about
how a system of intonation bhased on a recognitidn of stressed
versus unstreséed syllables can be used as a teaching model

(Pike,1946:35). They believe that "a return to fundamentals
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in the system is not only theoretically advisable, but will

be welcomed by many teachers who may have found themselves

doubting their own intuitions when trying to apply some of

the extremely complex models available'.

Currie and Yule argué that é practical basﬁ# model of
intonation needs not to be complex at all. The model can .be:
used by téachers'of grammar and vocabulary but-also by anyone
who wants to give their students a basic contour system. For -
more advanced students, the model can be developed to show
how the intonation system serves many functions and correlates

with syntactic and discourse functions.

On the other hand, de Bot (1981) challanges the
traditionally‘distinguished two levels in the teaching of
fnglish intonation. In his paper he also attempts to show
audio-visual feedback is effective in intonation learning

(1983:331).

Firstly, he defines the two levels of which the teaching
of English intonation was éonserned so far: the first level
aims at improving the auditory perception of the second language
learner by which he learns to perceive pitch in speech,

especially ' when the pitch patterns of second language differ

- fundamentally from first language patterns.
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The second level, which is particularly associated
with names like Kingdon, Palmer and Halliday,eims at describing
and teaching English intonation by means of ''tones; parts of

sentencesconsidered as whole for grammatical and/or perceptual

reasons.

devBot asserts that, over the lest few years, a number
of methods and devices have been developed with the aim of
facilitating intoﬁation learning and-teaching. These devices
aim at presenting the learner with specific'iﬁformation on
intonation patterns in speech. The information that is fed
back can be presented auditorily and visually. These devices.

developed so far supply visual feedback about -intonation.

In order to test the availability of such a device.
in intonation teaching, de Bot carried out an experiment to
assess the relative influence of visual versus auditory
feedback on the learning of intonation. 63 students of the
Dutch Department and Department of Education of the University
of Nijmegen participated in this experiment having pre-test |
and post-test: at the end. There were 6 groups, some of them
have only the tests, the others have tests beside instruction
and tne rest have tests,.instruction and practice either by
audio-visually or only auditorily. The results show a
sighificant effect of audio-visual feedback err auditory
feedback, whereas practice time does not seem to be a major
factor. It would appear that feedback modality influences

learning behaviour.
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de Bot and Mailfert's other article concentrates on the
"Teaching of Intonation" (19282:71). In that study, they carry
out two lines of research {in the first, one group of researchers
‘tries to determine the most relevant aspects of intonation in
order to inform learners about what is redundant and what‘is
not. The second group aims at developing devices to make the
perceptioh of intonation easier. The work of this group
results in several devices thét provide auditory and visual
feedback of intonation (listed by de Bot,1980 .. One of them

is used by de Bot (1981) in the experiment described above.

In the first reéarch, a group of researchers finds
that most language learners without a linguistic backybund
have no idea what is meant by intonation. So, they provide
the learners with the relevant information about intonation.
:.Their results show that four aspects of pitch‘change (direction/
range/speed/place) are perceptually relevant.

'Experiments using visual feedback.ié designed later,
(A full description of these experiments is .given in de Bot,
1981) and show that tfaining in the perception of intonation
results in a statistically significant improvement in the

production of English intonation patterns.

The materials used for the experiment are then adapted
for the different teaching situations and applied in Kodak-
Pathe's Incompany English Courses in France. Results tend to

confirm the Dutch findings.
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However, for increasing sensitivity to pitch changes;
hand signals, larger'body movements, slide whistles, echoing,
and visualization with aid of some very expensi&e hardware are
found to be more useful by the subjects who joined to the

experiment.

According to de Bot and Mailfert, it is unfortunate
‘that the great majority of teachers are unable to exploit
the potential of electronic feedback devices which compare

the learner's attempt at production with a model.

Berkovits (1984) undertook a perceptual study on
intonation. He had two groups: one of English dominant subjects
and a secoﬁdjof Hebrew dominant subjects who are timed on
their responses to tones at the end of complete and incbmplete 
sentences in both languages. They identified each utterance

as either "finished" or "unfinished".

Berkovits (1980) investigation includes two experiments
which differ in the extent to which attention 1is drawn to
Lnbonation. In Experiment =1, subjects_idéntify sentences as
either "finished" or "unfinished" in a forced-choice decision
whereas no explicit attention is called to intonation in the

second.

In summary, the study explained above,examines the
relationship between syntactic and prosodic cues in the

perception of sentence final intonation. The result indicate
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that few errors are made in identifying sentences as '"finished"
or "unfinished" in Experiment-I and this wouldvseem to iﬁply
that perception of senténceifinal intonation is not a function
of lahguage dominance. In Experiment-II, the subjects reported
nothing unusual ébout the sentences but respond more slowly to

incomﬂete sentences.

Another of Berkovits' experiment is also on the perception
of intonation in native and non-native speakers of English (1980);
This was to investigate if non-native speakers'of:a language
were sensitive to intonational cues. Groups of native and
non-native speakers of English listened to recordings of
constituent structure ambiguites read with intonation patterns
appropriate to either the more probable or less probable
interpretation. The subjects of Experiment-1 undertook a
paraphrase/translatioh task in which attention was called
neither to the ambiguity nor to the intonation.In Experiment-II,
subjects were warned of both these variables and were asked to
identify which of the two readingS‘fhey heard. The results
indicated that native and non-native speakers can make use of
intonation if they explicitly listen for it, though prosodic
features are‘generally ignored when other cues (e.g. semantic
and pragmatic) are avéilable.However, this experiment‘does not
preélude differences in the perception of other aspects of

intonation.

Uldall's paper (1960:324) describes experiments in which

Osgood's "semantie differential' -the attitude measuring technique-
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is used to measure the attitude of listeners to a variety of
intonation patterns. This experiment consists in presenting
the same sentencé, with differing 16 pitch cohtours'impqsed
upon it synthetically to a set of subjeété. These differing
contours are applied by synthesis to recordingé of four
sentences; a stétemenﬁ,_a "'yves or no'" question, "a question
word" question and a command. Then, listeners are asked to
rate the patterns wiﬁh respect to ten scales of the type

| BORED/INTERESTED-POLITE/RUDE and so on. Synthesized speech

is essential in order to be quite sure that all features
expect'the‘intonation remain thesame while the intonation
varies. No attempt.is made to provide a context of situation
for any of the sentences. From the results, it is possible

to draw some conclusions about some general features of the
intonation patterns which have pafticular weight with respect
to three factors: pleasant/unpleasant, interest/lack of interesﬁ,.

andéuthoritative/submissive.
3.3. SUMMARY

It has been apparent that, for more than 20 years,'
many linguists have discussed and tried to improve the ways
or teaching techniques for intonation learning. These techniques
were put into application in the classroom but only éome of
them found to be practical, expedient and releyant to the

circumstances in which most teachers worked.



52

Due to the consideration of wide variety of techniques
used in intonation teaching, some writers appeared to he in
favour of imitation, using gestures, mimicry or visual signs
drawn on the blackboard. [ Finocchiaro (1964); Robinet (1978);
Mac Carthy (1978)]. These techniques have been supported by
mechanical repetition through recorders so as to improve

perception of the learners.

However, there was another gfdup of writers who claimed
no success could be achieved unless teachers went about the
task purposefully‘and.systematicélly. They asserted that just
listening and imitation could not be enocugh for teaching
intonation hut intonation had to be studied more functionally
with an appropriate context. This teéhnique suggested to be
developed by classroom activities and various exercise types.
[Haycraft (1271); Pauléton & Bruder (1976); Brazil et.al.(1%580);

Tench (1281); Tumposiky (1982); Roberts (1983); Hubbard et.al.
(1933)].

Furthermore, in the second part of this chapter, many
experiments were demonstrated which were performed to test

the effectiveness of different techniques on teaching intonation.



CHAPTER IV

THE RESEARCH METHOD

4.1. RESEARCH DESIGN

This is an observational and comparative study. It
reports on the results of an intonational study comparing
two groups' perception and productionof'English Question

Patterns'". .

The subjects -chosen randomly- were divided into
two groups; an expertimental group and a control groﬁp. The
Experimental Group waé exposed to a course of intonation
téaching (Appendix- B for a course outline) while the
Control Group had the absence of systematic instruction on
intonation. However, the subjects of this. group were also
sub jected to perception énd prdduction tests in order to

provide data for the control condition.

Finally, all subjects were tested again after administering

the experimental condition to provide data about the effect

53
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of the experimental treatment. Perception and production
tests were designed according to Lado's proposed "Techniques
for the Testing of Intonation" (Language Testing,1961:123)

in order to observe subjects' improvementfin'their perception
of and production of the different intonation patterns presented.

The production process was completed and recorded by voiscope.

4.2. VOISCOPE

One of the great problems of phonetic investigation
is to measure the frequency of vibration of.the vocal cords

in speech.

People use intonation when they speak by a continous
change in the rate of vibration and this is perceived as a
pattern of pitch rise and fall, but it is difficult to derive
the precise frequency at any instant by instrumental means

from the acoustic signal or from pressure transducers applied

to the body surface.

The voiscope is especially designed for speech teaching
because the pitchkpatterns are displayed on an oscilloscope
screen within four seconds as a complete and steady contour
(Appendix-~ C).: By this process speéch production can be improved
by correcting voice quality and prosody by the help of a visual

display, the Voiscope.
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Voiscope works with speech in two main ways; that is,

two oscilloscope displays are used (Fourcin & Abberton,1973).

The first is the larynx closure waveform (Lx) which
gives information about the presence or absence of voicing

and about vocal register and phonation type.

The second is a stored logarithmic display of fundamental

frequency (Fx) derived without smoothing‘from Lx.

These contours provide information about voice quality,

clearly defined intonation contour results in a clear Fx line.

In this study, the voiscope was used to record the

intonation patterns displayed on the screen during subjects'

production test. The representation of patterhs were maintained

by two special electrodes placed on the neck of the subjects.
These were connected to the voiscope and the Vbiscope to an

oscilloscope which displayed the laryngograph waveform. When
the subject uttered the statement, a visual pattern appeared
on the screen and then was recorded on as a hard éopy within

a minute.
4.3. SELECTION OF SUBJECTS

28 students of Anadolu University participated in this

study. At the time of data collection, they were the second year
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students in the English Department at the Faculty of Education.
The majority of them were between the ages bf 19 and 21. The
subjects had taken a phonetic course in their first yeaf in
the faculty. Amoung 28 students, 14 subjects were randomly
selected as an Experimental Group and the other 14 were

designated to be the Control Group.
4.4, DATA COLLECTIQN AND DESCRIPTION OF TESTS

The main problem for students learning intonaﬁion is
that they can not react readily or accurately to whether or
not an intonation is the same as or different from another.
Students may be tested on perceiving the differences in

intonation through understanding of spoken sentences.

Lado(1%961:123) suggests some perception techniques
on three major levels:

a) through comparison of intonation with intonation

without recourse to any specific meaning,
b) through identification of an intonation by means
of some written represéntation,

c) through meaﬁing.
Ambng them, the first perception technique was adopted :in
this study. The others were not applicable since the subjects
have neither been-required to learn writing intonation in
English nor is this study primarily dealing with attitudinal

meaning of intonation.
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On the other hand, the second aim,to test subjects'
intonaticn on a production level, that‘is; the general
technique is to elicit utterances from the student and to
determine by observatioﬁ:where the iﬁtonation fails; There
are various ways‘ﬁo elicit spoken utterances and .of grading
the responses. As Lado(1961:134-135) proposes, the utterances

may be deduced by some of‘thesé methods:

a) Conversational stimuli,
b) Picture stimuli with accompanying instructions,
c) Retelling something just read,

d) Reading aloud as an intonation test.

These'suggested techniques depend on verbal stimﬁli
but they have some disadvantages since their:evaluation
dapends on the audio>perception of the examiner. It is known
that even a sharp, educated ear has difficulties to detect
the intonational mistakes made by the subject (Selen,1985:
162}, Fof'that reasoh, it was decided to test sub jects' procuction by
Voiscope which is an objective measuring device for scoring

the responses.
4.4.1. THE PERCEPTION TEST
The Perception Test, which was applied to both groups,

consisted of two different processes one with the pair sentences

and the other with the tripléts.
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In Perception Test-I, 17 pairs of sentences without
any speéific meaning given were selected from various reference
books on intonation and repeated at least four times in order
to measure subjects' consistency on perception..For that reason,
in the Perception Test-II, 15 triplets of sentences were
recorded with their alternative intonation tones by the repetition

of each triplet six times at short intervals.

68 sentences in the first test and 90 sentences inthe
second were recorded on a tape beforehand by a native speaker

of Fnglish, Dr. Jonathan de Berkeley-Wykes, either by a rising

or a falling . tone.The utterances of both tests were especially

chosen without any specific meaning in case that subjects might

be affected by the emotional interpretation of them.

In the first test, the pair sentences were read by the
same oOr differént intonation. The examinerts voice presenﬁed
two utterances and asked the students to state whether or not
the utterances Were the same as to intonation. Before the test
stérted,as an oral instruction, it was emphasized that the
comparison of the intonation was as distinct and seperate from
the words and the segmental phonemes to prevent subjects
limiting themselves to the sound segments. Subjects were,
hence, warned against the utterances that had different segmental
phonemes yet were the same in intonation, and for the
utterances that were the same as to segmental phonemes but

different in intonation. For example:
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ITEM . EXPECTED RESPONSE

1) It's an animal T

He's a student T Same
2) Was he mad T
Different
Was he mad $‘
3) What time is it l' .
» : Same
It's two o'clock ¢
4) What are you doingT
' Different
How old are you ¢ ‘
5) It's an animal‘i
' _ : Different.
He's a student ?

Lado (1961:125) warns that this technique is lingﬁis—
tically sound but statisticallylimited to only twé possible
answers,-with the result that wild gﬁessing may affect the
scores heavily. To overcome this statistical limitation, in
the second Perception Test of this study, triplets were used

instead of pairs.

'Hefe, the subjécts were asked to write the number of
the sentences that were the same in intonation, regardless
of the words. The'tfiplets always had one utterance with a
different intonation and it was hoped that this application

might effectively reduce the influence of wild guessing.
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For exampie:

ITEM ' LXPECTED RESPOMNSE

1) a) What time is it T
b) It's ten o'clock T ' A,R
c) Is it : L

2) a) Go to your room T
b) I'll go to my room and cry l - B,C
c) Don't go ¢

3) a) What time is it t
b) It's ten o'clock ¢ A,C
c) Is it. T

4) a) The coffee is hoty

b) The coffee is.hotT _ B,C
c) I'd like hot coffee T

5) a) Who's coming $
b) Are you coming T A,C
c) You're coming ¢

5) a) What time is it ‘l
h) It's twb o'clock ¢ A,B

c) Is it T

For the Perception Tests, two answer sheets -one for
pairs,and one for triplets- were given to the subjects to -
mark out their responses after thev have heard the presented
utterances through a tape recorder-player. The answer sheets
were prepared by the examiner hefore the test started. In

order to increase the subjects level of alertness, a signal
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was hearcd as an attention marker before each new pair or
triplets. The interval between each pair or triplet was
arranged as 4 or‘S seconds in order not to ﬁake the subjects
get bored with the successive sequence of éhe ufterances.
(Sample answer sheets and the perception tests are given

in Appendix D )
A4.4,2, THE.PRODUCTION TEST

In performing this‘test, the most important thing is
that the production test must include the problems that are
going tohbe tested. Hence, the first thing to be done was to
prepare anaccurate list of the problems of the subjects in
learning intonation. Since main concern of this study was to
test subjects' intonation.of question patterns, questions of
different types weré selected from a practice book (Thomson,

1981).

The number of selected questions was 14. 5 were Yes/No
Questions, 5 were Wh. Questions, 2 were Statement Questions
and the other two were Question Tags. Some of the questions

also included Alternative Questions.

These questions were not presented as isolated patterns
~but in.short dialogues since our aim students' learning
intonation not only in theory but also in wuse. So the subject:

might emancipate his/her emotions and use the melody of speech
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as required. Also he/she might be able to guess the intonation

of the questions according to the context (Appendix E ).

28 subjects were called one by one and each time of
performance, they were given seperate cards. On each card,
the question they were .going to produce was underlined in the
dialogue presented. The seperate cards were especially
prepared in order not to influence them by the intonation

of the other questions.

Production test‘was perfdrmed through Voiscope. When
the subject produced the question, he saw the pattern on the
screen and at the same time, the machine recorded each pattern
on a sheet of paper. The hard copy of the pattern produced
by the subject in answer to the question wés kept by the
investigator (The copy of the questions of Production Test
and some of the selected‘graphed forms of intonation contours
will be presented in the Appendix). By this method the
subjects of both groups were tested in order to be compared

in terms of intonation.
4,5, PROCEDURE OF THE METHOD

14 subjects who participated the method class were the.
Experimental Group of this study. Although they had taken
a phonetic course for a year it was observed that they were

still not aware of what intonation was and what its functions
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were when they wereput into use in a teaching/learning
situation. When the subjects were asked about intonation,
they gave examples signifying that they were confused with

the terms of stress, intonation and even pronunciation.

The experimenter, a non-native speaker of English,
and the subjects joined in the method class whenever they
had time apart from their actual faculty courses. The whole
course took 12 méeting; each lesson was at least 90 minutes.
Each question group taught was presented individually. The
consecutive sections feviewed the préviously covered points

before introducing the new one.

Each lesson was carried out with two tape recorder/
players; one for listening the intonation exercises and the
other one for recording students' production. Subjects were
handed sheets of dublicated exercises consisting of the new
pattern they were expected to learn during that lessdp. Also,
these materials were supported by visual aids (e.g. blackboard

drawings, pictures and some made-up situations).

The teacher controlled, prompted and praised the students
throughput the practice as necessary, repeated the utterances
several times with the.subjects if the subjects had difficulties
in prbduCing the pattefns, She didnot slow her speech in order
not to distort the intonation of the patterns. She avoided

concentrating too long on one student to correct him but always
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returned to him again to check if he had improved. Sometimes,
she undertook the 'correction‘with the help of recordings.
She could not let all the subjects repeat the same item
individually because of the time limitations‘and also because
of the fact that individual incorrect productions might cause
perception and production failures. She tried not to overlap
with a new item before the subjects felt confident about the

previous one. -

In short, the teacher encouraged or praised the students'
participation or polished their imitation in order to increase

their interest in intonation exercises.

In this study, the techﬁiques for teaching intonation
és suggested by Haycraft (1971) were followed. Haycraft
approached intonation teaching systematically in her book
where she studied intonation for beginners (range from to yeafs
old to university students) and non-beginners (e.g. foreign
teachers taking a refresher course) in two stages: the inital
non-text ‘stage and the initial text stége. In brief; the aim
0f‘the writer is to show that intonationm éan be easily taught
by some suggested games 6r techniques without letting students
to be discouraged by their incorrect use of intonation

(Appendix F ).
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4,.6. DATA ANALYSIS

In‘the first analysis undertaken, the data base was
derived from two Perceptioh Tests, formed of 68 pairs of
sentences-and 90 triplets of senﬁences invsuccession since
the data was analysed in terms of correct scores, the highest
a student might get was 68 points in the first Perception

Test and 90 points in the second.

The scores of the Experimental Group for Perception
Test-I are given in Table-I and . for Perception Test-II
are given in Table-III (Appendix G). The scoresof the Control
Group for Perception Test-I are given in Table—Ii and for

Perception Test-I1 are given in Table-1V (Appendix G ).

To determine whether the systematic instructions,
applied to the Experimental Group, contributed to their
perceiving intonational differences both group learners'
pre-test and post-test scores were analysed by Student's t test
(two tailed) and the results of the two groups were compared

at the 0.05 p confidence level.

In the Production Task, the participants were given
14 questions to produce with their appropriate intonation.
The scores of both groups for Production Test, before and

after the Systematic Intonation Teaching dre given to .the
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Experimental Group, were illustrated in Table-V and Table-V¥
(Appendix H ). Comparing each response with the standard form
or 3ccording to the deviation from the standard form, sub jects
were given 1 point for each correct response. Thus , they
might get 14 ‘points if they produced all the questions with
an appropriate intonation. It has to be édnsidered in mind
that attitudinal function of intonation may have an effect

on the production of some of the questions. So, it was hoped
the subject might guess the intonation of the question from

the given dialogue.

To investigate the instructional differences between
two groups, student's ¢t test (two tailed) was used to
determine if the difference was significant at the 0.05 p

level.



CHAPTER V

ANALYSIS OF RESULTS

The specific aim of this study was to compare the
Experimental Group .;'exposed to systematic teaching of
intonation and the Control Group which had the absence of
systematic instruction,in their perceptiwve and productive
achievement of intonation in English in order to determine
if systematic teaching of intonation in Foreigh Language
Teaching will enhance learning the intonation aspects of the

Target Language.

A number of null hypotheses were formulated below

according to the questions stated in Chapter I.
5.1. RESULTS OF THE PERCEPTION TESTS

The first question to be answered was: Is there a
significant difference within the Experimental Group in
perceiving intonational differences before and after exposure

to systematic instruction on intonation ?
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This question was investigated by testing the following

null hypothesis:

H, = There will be no significant difference within the
Experimental Group in perceiving intonational
differences before and after exposure to systematic

instruction on intonation.

In Perception Test-I (Two-Choice Test), in terms of
correct scores, the highest score in the Experimental Group
was 66 and the 1owést was 46 out of 68 pairs of sentences.
In the post-test which was given after the systematic instruction,

the highest score was 68 whereas the lowest was 52.

The distribution of the differences between these tests
given to the Experimental Group before and after the systematic

teaching of intonation is summarized in Table-1.

Table-1
The Results of the t-test showing the Difference within the

Experimental Group in perceiving intonational differences
before and after exposure to systematic instruction on intonation
(Two-Choice Test)

Condition . n X D SE t critical level of.
value significance

Testing Session-I
. (Pre-Teaching) 14 57.92

1.78  1.12 1.58{2.16 0.05p
Testing Session-II
(Post-Teaching) 1% 59.71
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As can be observed from the table above, the Experimentél
Group obtained a mean value of %=57.92 in the Testing Session-I
and the group reached a mean value of X=59.71 in the Testing
Session-II. The Standard error was calculated as SE=1.12. The
t-test value, t=1.58 p<§.16 at the 0.05 p ALevel of significance,
shows  no significant difference: between the‘Testing Sessions
of the Experimental Group in the perception of rising and

falling intonational sentences of FEnglish.

Thus, we failed to reject the null hypothesis set above.
In other words, there did not appear to be any significant
difference within the Experimental Group in the perception of

intonation.

In Perception Test-II (Three-Choice Test), before
systematic teaching of intonation was given, the Experimental
Group achieved a score of 85 as the highest and 45 as the lowest
out of 90 triplets of sentences. However, after systematic
teaching, the group maintained 85 as the highest score and

52 as the lowest.

The distribution of the differences between these tests
given to the Experimental Group before and after the systematic

teaching of intonation is summarized in Table-2.
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Table-2

The Results of the t-test Showing the Difference within the
Ixperimental Group in perceiving intonational differences
before and after exposure to systematic instruction on

intonation (Three-Choice Test)

Condition n X D SF.°  t critical level of
value significance

Testing Session-I

(Pre-Teaching) 14 65.28

4.85  2.72 1.78 £ 2.16 0.05p
Testing Session-I11
(Post-Teaching) 14 70.14

As it is seen from the results in the abdve téble, the
Experimental Group reached a mean value of xX=65.28 in the -
Testing Session-I and a mean value of xX=70.14 in the Testing
Session-II. The standard error was calculated as SE=2.72. The
t valﬁe between Test ing Sessions I and II was t=1.78, p<2.16
at the 0.05 p level of significance. This result indicates
that there is no significant difference between the Testing
Sessions of the Experimental Grdup in terms of disériminating 1
ﬁhe rising and falling tones of the giVen English statements.
Accordingly, we failed to reject the null hypothesis set

above.

The second question to be answered was: Is there a
significant difference within the Control Group in perceiving
intonational differences following an interval without  any

systematic instruction on intonation.
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This question was investigated by testing the following

null hypothesis:

H = There will be no significant difference within the
Control Group in perceiving intonational differences
following an interval without any systematic instruction

on intonation.

Perception Tests I and II were given the Control Group
in-order to determine if the group improved their perception
of intonational differences in the normal classroom environment
during the period in which the Experimental Group was exposed

to the systematic teaching of intonation.

Thus, in Perception Test-I (Two-Choice Test), in terms
of correct scores, the highest score of the Control Group was
65 and the lowest was 52 out of 68 pairs of sentences. In
Testing Session-II, the highest score was 67 and the lowest

was 53.

The distribution of the difference between two Testing

Sessions given to .the Control Group is summarized in Table-3.
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Table-3
The Results of the t-test Showihg the Difference within the
Control Group in perceiving intonational differences following

an interval without any systematic instruction on intonation
(Two-Choice Test)

Condition n X D SE t critical level of.
' value significance

Testing Session-I 14 58.92
1.92 0.98 1.95¢2.16  0.05p

Testing Session-II

(no teaching) 14 60.85

' Table-3 shows that , at the end of Testing Session-I,
the Controi Group reached a mean value of x=58.92 and x=60.85
at the end of Testing Session-II. The standart error is
calculated to be SE=0.98. The t-test computed between Testing
Sessions I and II within the ControlvGroup; in which t=1.95
I><2L16, also shows no significant difference between the tests
‘at the 0.05p significance level. Thus, we failed to reject

the null hypothesis set above.

In Perception Test-II (Three-Choice Test), the Control
Group achieved the highest score 83 and the lowest 50 out of
90 questions in Testing Session-I and Testing Session-II,

the group's highest score was 76 and the loWest'waé 48.
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The distribution of the difference between the two
Testing Sessions of the Perception Test-II within the Control

‘Group is showed in Table-4.

Table-4

The Results of the t-test Showing the Difference within the

Control Group in perceiving intonational differences following

an interval without any systematic instruction on intonation
(Three-Choice Test)

Condition n X D SE. t eritical level of
value significance
Testing Session-I 14 65.78

_ ' o 1.14  1.81  0.62 £ 2.16 0.05p
Testing Session-II ‘ .
(no teaching) : 14 66.92

The results of Table-4 indicates that), in percéption
Tést—II, the Control Group reached a mean value of x=65.78
in the Testing Session-I and x=66.92 in the Testing Session-II.
The standard error was 1.81. The t-value between those two
sessions was calculated as t=0.62 ;y<2.16 at the 0.05p
confidence level. The result indicates tﬁat there is no
significant difference between Testing Sessions I‘and’II
withih the Control Group. Hénce; we failed to reject the

null hypothesis set above.

The third question to be answered was : Ts there a
significant difference between the Experimental Group and

the Control Group in perceiving intonational differences at
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the beginning phase of this study?

This question was investigated by testing‘the following

null hypothesis:

H,= There will be no significaht difference between
the Experimental Group and the Control Group in
perceiving intonational differences at the beginning

phase of this study.

In Testing Session-I (pre-teaching), The Experimental
- Group achieved the highest score of 66 and the lowest 46 while
the Control Group had 65 for the former and 52 for the latter

out of 68 Questions.

The distribution of the difference between the Experimental
and the Control Groups in terms of Perception Test-I (Testing

Session-I) is shown in the Table-5.

Table-5 ‘
The Results of the t-test Showing the Difference between the

Yyvperimental and the Control Group in perceiving intonational

differences at the beginning phase (Two-Choice Test)

Condition n X sd SE t critical level of
' value significance

The Fuperimental Croup
I. Session 14 57.92  5.49

(Pre-Teaching) 1.82 0.5442.16  0.05p

The Control Group
I. Session 14 58.92 4.06
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The results of Table-5 indicates that, at the‘eﬁd of
Two-Choice Test ~I, -the Experimentai Group réached a mean
value of x=57.92 and its standard deviation was Sd=5.49
whereas the‘Conﬁrol Group's mean value was xX=58.92 witﬁ its
standard deviation Sd=4.06. Calculated t-value between the
tests of both groups was t=0.54 p<:2;l6 at the 0.05p
significancelevel. This‘sﬁbws that there is no difference
between those groups aﬁ the beginning of the experiment and-
it hints that their perception is almost the same. Thus, we

failed to re ject the null hypothesis set above.

In the Perception Test-II (Three-Choice Test), subjects
of the Experimental Group achieved the highest score of 85
and the lowest as 52. The -subjects of the Control Group score

83 as the highest and 50 as the lowest out of 90 Questions.

Table-6 presents how Experimehtal and Control Groups
differ from each other in the first Testing Sessions of the

Perception Test-II.

According to the results shown in Table-6, in Pre-
Perception Test-II, the Experimental Group reached a mean
value of %=65.28 with its standard deviation Sd=10.33.
The Control Group reached a mean value of x=65.78 with

a standard deviation Sd=10.72. t-value between the two



Table-6
The Results of t-test Showing the Difference:between the
Experimental and the Control Group in perceiving intonational

differences at the beginning phase (Three-Choice Test)

Condition n X Sd SE t Critical  level of
value significance

The Experimental Group 14  65.28 10.33
I. Session :

(Pre~Teaching) 3.98 0.12< 2.16 0.05p

The Control Group

I. Session 14  65.78 10.72
(no teaching) -

groups found as t=0.12 p 2.16 at 0.05p significance level
shown that there is no difference between the two groups in
perceiving Three—Choice Intonation. Thus, we failed to reject

the null hypothesis above.

The fourth queétion to be answered was: Is there a
significant difference between the Experimental Group‘and the
Control Croup in perceiving intonational differences after
the Experimental Group is exposed to systematic instruction

on intonation whereas the other is not?

This question was investigated by testing the following

null hypothesis:

HO= There will be no significant difference between
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the Experimental Group and the Control Group in
perceiving intonational differencesafter the
Experimental Group is exposed to systematic

instruction on intonation whereas the other is not.

When two groups were compared in terms of perceiving
intonational differences, it was observed that the Experimental
Group's highest score was 68 and the lowest was 52 after the
group was exposed to the systematicteaching 4f intonation.At
that time, the Control Group's highest score was 67 and the

lowest was 53 out of 68 pairs of sentences.

The distribution of the difference between the Experimental
Group and the Control Group in Perception Test-I (Testing

Session~II) is presented in Table-7. |

Table-7
The Results of the t-test Showing the Difference between the

Experimental ‘and the Control Group in perceiving intonational
differences after the Experimental Group is exposed to systematic

instruction on intonation whereas the other is not (Two-Choice Test)

Condition n X s SE t ciritical 1level of

value  significance

The Experimental Group 14 59.71 4.39
II. Session ‘

(Post-teaching) 1.55 0.73¢ 2.16 0.05p

The Control Group
(no teaching) 14 60.85 3.84
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Table-7 demonstrates that, in Perception Test;I,‘the
Experimental Group obtained a mean value of %=59.71 and the
standard deviation was calculated as Sd=4.39 ﬁhereas-the
Control Group reached a mean value of 60.85 and its standard
deviation was éalculated as 3.84. The t-value bteween two
groups was t=0.73 1)(2.16 at 0.05p significance level.

Tﬁis result shows that there is no significant difference
between the Experimental and the Control Group in the Testing
- hession-II. Hence, we failed to reject the null hyptohesis

set above.

In Perception Test-II (Three-Choice Test), the highest
score in the Experimental Group was 85 and the lowest was 52
whereas in the Control ' Group, the highest score was 76 and

the lowest was 48 out of 90 triplets of sentences.

Table-8 shows the difference between the Experimental

and the Control Group in Perception Test-II (Testing Session-II).

Table-8 ‘
The Results of the t-test Showing the Difference between the

Experimental and Control Group in perceiving intonational
differences after the Experimental Group is exposed to systematic
instruction on intonation whereas the other is not (Three-Choice Test)

Test)

Condition n x Sd SE t ciritical. level of
value significance

The Experimental Group

II. Session 14 70.14 - 9.90 |
(post~teaching) | 3.42 0.93< 2.16 0.05p
The Control Group: '

II.Session 14 66.92 8.11

(no teaching)
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Table-8 illustrates that, in Perception Test-II, the
Experimental Group reached a mean value of %=70.14 and its
standard deviation was calculated aé Sd=9.90 whereas the
Control Grouﬁ reached a mean value of X=66.92 with its
standard deviation Sd=8.11. The t-value between the two
groups was t=0,93 pw<2.16 at 0.05p level of significance.
The result shows that there is no significant difference
between the Experimental Group and the Control Group in
Perception Test~11. Hence, we failed to reject the null

hypothesis set above.
5:2. RESULTS OF THF PRODUCTION TEST
5.2.1. RESULTS OF t-TEST

In the first series of analysis in the Production Test
the fifth ﬁuestion to be answered was: Is there a significant
differeneé within the Experimental Group in producing the
intoﬁatidn patterns of the Target Language before and after

the group is exposed to systematic instruction on intonation?

This question was investigated by testing the following

null hypothesis:

HO= There will be no significant difference within
the Experimental Group in producing the intonation

Patterns of the Target Language before and after
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the group is exposed to systematic instruction

on intonation,

Table—9,summarizes the distribution of the differences
within the»Expérimental Group in Production Tests given before
and after the systematic teaching on intonation. Intonation
skills of the subjects were recorded on‘the Voiscope and scored

as seen in Appendix H .

: Table-9
The Results of the t-test Showing the Difference within the
Lxperimental Group in producing the intonation patterns of the
Target Language before and after the group is exposed to

systematic instruction on intonation

Condition : n af x D Se t  critical level of

value significance

Testing Session I
(Pre-teaching) 14 13 6.07
4.5 0.54  8.29 ) 2.16 0.05p

Testing Session II ' :
(Post-teaching) 14 13 10,57

Table-9 indicates that the mean value of the Testing
Session-I was X=6.07 whereas it reached to x=10.57 after the
Experimental Group was exposed to systematic instruction on

intonation. The mean of the differences within the group was

D=4.5 and the standard error was found as SE=0.54.Consequently,
the t-test formula which was computed at the 0.05p significance

level according to degree of freedbm df=13, t=8.29 §>2.16
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was considered as a significant result between the two Testing

~Sessions. Accordingly; the null hypothesis set above is rejected.

The sixth question to be answered'wés: Is there a
significant differenée within the Controi Group in prbducing
the intonation patterns of the Target Langﬁage'when they are
only exposed to natural intonation incidentally in classroom
while the Experimental Group is being taught intonation

systematically?

This question was investigated by testing the following

null hypothesis:

HO= Thére_will be no significant difference within the
Control Group in producing the intonation patterns
of the Target Language when they are only exposed
to natural intonation incidehtally in classroom
while the Experimental Group is being taught

intonation systematically.

Pable-10 outlines the distribution of the differences
within the Control Group in Production Tests I and II which
were given to the group for the purpose of observing if there
would be any improvement in their producing the intonation

‘patterns of the Target Language.
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‘Table-10

The Results of the t-test showing the Ditfference within the
Control Group in producing the Intonation Patterns of the
Tareet Lanquége‘when they are only éxposed to Natural

Intonation incidentally in claésroom while the Experimental

Group is being taught intonation systematically

Condition n df X D SE t ¢ ritical 1level of
value significance

Testing Session I 12 11 5.75

2.25  0.66 3.38 > 2.20 - 0.05p

Testing Session II 12 11 8
(no teaching)

As it is shown in Table 10, the mean value was found
as x=5.75 for the TeSting Session-I whereas the mean value
of the Testing Session-II was %X=8. The mean of the differences
between the two sessions was‘ﬁ=2,25.and the standard error
was found as SE=0.66. In Consequence, the t-test formula,
which was computed at 0.05p significance level according to
df=11, t=3.38 R>2.20, was regarded as a significant result
between the two sessions of the Production Test. Thus, the

null hypothesis is rejected.

The seventh question to be answered was: Is there
a significant difference between the Experimental Group and
the Control Group in Producing the intonation patterns of the
Target Language after the former group is exposed to systematic

instruction whereas the latter is not?
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This question was investigated by testing the following

null hypothesis:
Ho= There will be no significant difference between the

Experimental Group and the Control Group in producing

the intonation patterns of the Target Language after

the former group is exposed to systematic instruction

whereas the latter is not

Table-11 summarizes the distribution of the differences
between the Experimental Group and the Control Group in
Production Tests which were given to both groupé befor and.

after the Experimental Group was exposed to systematic instruction.

Table-11
The Results of the t-test showing the difference between the

Experimental Group and the Control Group in producing the
intonation pattérns of the Target Language after the former

group is exposed to systematic instwyruction whereas the latter
is not

Condition n df X sd SF. t critical level of
value significance
Testing Session-1
(The Experimental 14 10.57 1.69
Group) ‘
24 0.69 3.71 2.16 0.05p

Testing Session-II
(The Control Group) 12 8 1.80
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Table-11 aSserts that the Experimental Group reached
a mean value of x= 10.57 with a calculated standard deviation
of Sd=1.69 whereas the Control Gfoup.reached a mean value of
x=8 with its standard deviation calculated as Sd=1.80. The
standard error was found as SE=0.69 for both groups. The t-value
between the two groups was‘ﬁ=3.71>:2.06 at 0.05p significance |
level. This results indicétes a significant difference between
the groups in producing the intonation patterns of the Tafget

l.anguage. Therefore the null hypothesis set above is rejected.

The last question tb be answered was: Is there a
significant difference within the Experimental Group in
producing the intonation patterns of the Target Language in

5 months' period following the post-teaching?

This question was invéstigated by testing the following

null hypothesis:

H, = There will be no significant difference within the
Experimental Group in producing the intonation patterns
of the Target Language in 5 months' period following

the post-teaching

Table-12 shows the distribution of the difference withinv
the Experimental Group in Production Test which was given
5 months later than the post-teaching. This interval was provided
in order to investigate'the effect of time elapse on systematic

teaching of intonation.
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Table-12
The Results of the t-test Showing the Difference within the

Experimental Group in producing the intonation patterns of the

Target Language in 5 months' period following the post-teaching

Condition n df X D SE t critical level of

value  significance

Testing Session-II 14 13 10.37

(Post-teaching)
: 0.07 0.70 0.10 2.16 0.05p

5 months later
' ) 14 13 10.5
(no further teaching)

Table-12 denotes that the mean value of the Testing
Session-I1I was found as x=10.57 and almost the same, as
x=10.5, 5 months later than the post-teaching. The mean of
the differences between the two tests was D=0.07 and the
standard error was calculated as SE=0.70. The t-test computed
between the given tests within the Experimental Group, in
‘which t=0.10<:2.16,,demonstrates no significant difference
between the tests at the 0.05p significance level. Thus,‘the

null hypothesis set above can not be rejected.



5.2.2. ERROR ANALYSIS OF THE PRODUCTION TESTS

Error analysis was performed in terms of percents.
The purpose was to classify subjects' errors during the
production of intonation patterns before and after the

systematic teaching of intonation.
5.2.2,1; ERROR ANALYSIS IN YES/NO QUESTIONS

Table-13 shows the distribution of the total scores
aﬁd percent total scores of thebExperimental Group in
Yes/No Questions. This group of questions is expected to .
have a rising intonation. As a matter of fact, the last
alternative question seems to,have‘a falling intonation.
However, it might be asked with a rising intonation if the
hearer is asked to have milk, juice or something different.
Thué, the subjects were expected to produce this question

with a rising intonation according to the context given.

As can be observed from Table-13, within the Experimental
Group, subjects' productive achievement of intonation in Yes/No
Questions in English were examined before and after they were

given a systematic teaching of intonation



, Table-13
Distrihution of Correct Scores and Percent Correct Scores of the

Experimental Group (exposed to the Systematic Teaching of Intonation) in
YES / NO QUESTIONS

Production Test Scores Production Test Scores
. 5 Months Later
before Intonation Teaching after Intonation Teaching (no further teaching)
YES / NO QUESTIONS n Correct’ Correct n Correct  Correct n  Correct Correct
’ Scores Scores % Scores Scores % Scores  Scores %
1. Did you spend your 14 7 - 50 14 12 85.7 14 12 85.7
summer holiday
camping?
2. Yes, did you? 14 10 71.4 14 14 100.0 14 13 92.8
3. Would you like 14 3 21.4 14 4 28.5 14 13 . 92.8
coffee?
4. Would youAliké tea? 14 4 28.5 14 4 28.5 14 13 92.8
5. Do you like milk 14 8 57.1 14 14 - 100.0 14 11 78.5
6.4 45.7 9.6 68.5 12,4, 88.5

L8
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Table-13 shows that percent correct scores among 14
subjects, for 5 questions,ranged from 21.4 % to 71.4 % before
the systematic instruction of intonation whereas they ranged
from 28.5 % to 100 % after the method was given. Besides, it
was noticed that perceﬁt correct scores increased to 78.5 %
to 92.8 % 5 months later than the subjects had systematic

teaching of intonation.

The first question ''Did you spend your summer holiday
camping?'" was scored correctly by 7 subjects where the percent
correct score‘waé calculated as 50 % in the Pre-Production
Test. After systematic teaching of iﬁtonation, the ﬁumber
of corréct scores increased to 12, a percentage of 85.7 %

and remained the same 5 months later.

The'éecond qﬁestion "Yes, did you?'" was scored correctly
by 10 subjects whare the pefcent correct score was 71.4 %.
Aftér théy were given instruction about intonation, the number
of correct scores was detected as 14, a percentage of 100 %.
-However, the number of subjeéts who knew the éorrect intonation

decreased to 13, a percentage of 92.8 % 5 months later.

The third and fourth questions "Would you like coffee?"
and "Would you like tea?" were scored correctly by 3 and 4
subjectsbin succession with the percentages of 21.4 % for the
former and 28.5 % for the later. In the Post-Production Test,

these questions were uttered with the correct intonation by
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only 4 subjects, a percentage of 28.5 % 5 months later,
unexpectedly, the number of correct scores increased to 13
for both questions where the percent correct score was

éalculated as 92.8 %.

The last question "Do you like milk or juice?" was
scored by 8 subjeéts,’a percentage of 57.1 % before they
were exposed to systematic téaching of intonation whereas
the question was scored by 14 subjects afterwards, a
percentage of 100 %. Héwever, 5 months later, the number
of the subjects who uttered the question with the correct

intonation reduced to 11, a percentage of 78.5 % .

The mean percent corfect scores increased in three
successive tests as 45.7 % for the Pre-Production Test,
68.5 % for the Post-Production Test and 88.5 % for the
5 months period following the systematic teaching of

intonation.

Table-14 shows the distribution of the total scores
and percent total scores of the Control Group in Yes/No

Questions.



Table-14

Distribution of Correct Scores and Percent Correct Scbres
of the Control Group (which had the absence of any kind
of instruction in learning intonation) in Yes/No Questions

Production Test Scores I Production Test Scores II

n Correct Correct n Correct  Correct
YES/NO QUESTIONS . Scores Scores ‘ Scores Scores
: % %
1. Did you spend your 12 7 58.3 12 7 - 58.3
summer holiday
camping?
2. Yes,did you? : 12 8 66.6 12 10 83.3
3. Would you like 12 4 33.3 12 11 91.6
coffee?
4. Would you like 12 2 16.6 12 6 50.0
tea? . S
5. Do you like milk 12 8 66.6 12 10 83.3
or juice?
5.8 48.2 8.8 73.3

When Table-14 was analysed it was .seen that percent
correct scores among 12 subjects, for 5 questions, ranged

from 16.6 % to 66.6 % in the Pre-Production Test for the

Control Group but a great progress was achieved in subjects'

roducing Ves/No Questions since the percent correct scores
P g _ |

- range from 50.0 % to 91.6 % in Post-Production Test.

The first question was scored correctly by 7 subjects,
a percentage of 58.3 % both in the Pre-Production and

Post-Production Tests.
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The number of correct scores for the second question
were 8 (66.6 %) in the first test but the correct scores

increased to 10, a percentége of 83.3 7% afterwards.

4 subjects responded to the third question with the
correct intonation, a percentage of 33.3 % while the number
of correct scores were detected as 11 (91.6 %) in the

Post-Production Test.

Subjects were not so successful in producing the fourth
question; only 2 subjects responded to it correctly (16.6 %)
and the number of correct scores increased to 6, a percentage

of; 50.0 %, when the subjects were tested finally.

For the last question, the Control Group scored 8
correct responses (66.6 %) and 2 more were added to the
number of correct scores (83.3 %) in the Post—Production

Test.

The mean percent scores ére distfibuted'as x=48.2 %
for the Pre-Production Test and xX=73.3 for the Post-Production
Test. This result indicates a small trend in favour of the
Control Group but since the difference between the Experimental
Group and the Control Group is so small (4.8 %) ithat both
groups may be regarded as having,virtualiy the same performance

in producing Yes/No Questions.



92

5.2.2.2. FError Analysis. in Statement Questions

Table-15 shows the percentage distribution of the
scores for the Experimental Group in Statement Questions,
which are, in genefal, expected to have a rising intonation

in this group.

When Table-15 waé examined, it was noticed that 7
sub jects dﬁt of 14 in the Experimental Group uttered the
first question "She had a boy?" correctly, a percentage of
50.0 %. When the correct scores were revealed in the Post-
Production Test, it was seeﬁ that 5 more were added to the
subjects who succeeded to utter the question with the correct -
intonation, The percentage was 85.7 7% . There was no change
5 honths later;'the number.of correct scofes‘and the percent

of correct scores remained the same.

For the production of the second question "She's‘What?”
subjects were found to be rather more successful, beCauSe 12
subjects gave the correct response, a percentage of 85.7 %.
Aftersystematic teaching of intonation, the number of correcﬁ
scores increased to 14 with the fuilnpercentage (100 %). |
5 months later, there was no change in the number of correct

"scores and the percent of correct scores.

The mean value of the correct scores in the Pre—Production

Test was x=9.5 where the mean pércent correct score was x=67.8%



Table—lS

Distribution of Correct Scores and Percent Correct

Scores of the

Experimental Group (exposed to the Systematic Teaching of Intonation ) in

STATEMENT QUESTIONS

Production Test Scores Production Test Scores

before Intonation Teaching after Intonation Teaching

5 Months Later
(no further teaching)

STATEMENT:QUESTIONS n Correct Correct n Correct  Correct n Correct Correct
Scores  Scores % Scores  Scores % Scores  Scores %
1. She had a boy? 1% 7 50.0 14 12 85.7 % 12 85.7
2. She's what? 14 12 85.7 14 14 100.0 14 14 100.0
9.5  67.8 13 92.5 13 02.8

£6
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After the method and even 5 months later, the mean value of

correct scores and the percent of correct scores was found

to be x=13 and x=92.8%.

Table-16

Distribution of Correct Scores and Percent Correct Scores of
the Control Group (Which had the ahsence of any kind of
instruction in learning intonation) in Statement Questions

Production Test Scores I Production Test Scores IT
(no teaching)

: n Correct Correct n Correct = Correct
STATEMENT QUESTIONS Scores Scores Scores Scores
% ' %
- 1. She had a boy? 12 5 41.6 12 11 91.6
2. She's what? 12 6 50.0 12 9  75.0
5.5 45.8 10 83.3

As can be observed from Table-16, 5 subjects out of

12 in the Control Group gave the correct intonation for the

first question ''She had a boy?" , a percentage of 41.6 %.

However, intthe Post-Production Test, this question was given
11 correct scores, a rather more successful percent correct

score 91.6 %.

For the second question '"She's what?'", 6 subjects from
‘the Control Group gavé correct responses which meant that
50.0 % of the subjects from the group knew the correct

intonation. After a period in which systematic instruction
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about intonation was given to the Experimental Group, The Control
Croup made progression in producing the question with the correct
intonation because 9 subjects gave the correct response, a

s

percentage of 75 % .

Consequently, the mean correct score of the Control
Group was‘§=5;5 and the mean percent cdrrect score was x=45.8 %
when the group was first testéd. Afterwards; the mean correct
score x=10 and the mean perceﬁt score x=83.3 % was almost

twice that of the Pre-Production Test.
5.2.2.3. Error Analysis in WH -Questions

The distribution of the number oficorfect scores and
the percent correct scores of the Experimental Group in
Wh -Questions is éummarized in Table-17. Wh —-Questions, in
general, are expected to have a falling intonation but if
they are used for the purpose of '"asking for repetition",
theng Wh -Questions may have a rising tone. In the following
group of Wh-Questions, the subjects were expected to produce
the first,the second,and the third with a falling intonation
whereas the fourth and the fifth ones were expected to be

produced with a rising intonation.

When the subjects of the Experimental Group were
observed in terms of their producing Wh-Questions, it was

noticed that percent correct scores ranged from 14.2 % to



Nistribution of Correct
Experimental Group (exposed to the Systematic Teaching of Intonation)
Wh- QUESTIONS

Table-17

Scores and FPercent Correct Scores of the

in

Production Test Scores

before Intonation Teaching

- Production Test Scores

after Intonation Teaching

5 Months Later
(no further teaching)

h-QUESTIONS n Correct = Correct n . Correct Correct n Correct Correct
Scores Scores % Scores  Scores % Scores Scores %
1. Why did you ask? 14 3 21.4 14 9 642 14 6 42.8
2. Where were you last 14 2 14.2 14 6 42.8 1% 8 57.1
night?
3. What do you mean? 14 10 71.4 14 9 64.2 4 14 100.0
4. Where does he come 14 7 50.0 14 14 100.0 14 8 57.1
from?
5. Where was I last 14 8 57.1 14 14 10C.0 14 12 85.7
night? ‘
6 42.8 10.4 9.6 68.5

74.2

96 -
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71.4 7% before the subjects were given a systematic instruction
of intonation whereas the scores ranged from 42.8 % to 100 %
after the method. This showed a significant‘result‘jn terms
of producing Wh-Quesfions correctly. However, 5 months later
the percent correct scores still ranged from 42.8 % to 100 %
but the mean percent score decreased to x=68.5 % when
compared to X=74.Z which was obtained after the systematic

teaching of intonation.

Table-18

Distribution of'Correct Scores and Percent Correct  Scores
of the Control Group (which had the obsence of any kind of
instruction in learning intonation) in Wh -Questions

Production Test Scores I  Production Test Scores II
(no teaching)

} n Correct Correct .n Correct Correct
WH.—QUESTIONS Scores Scores Scores Scores
% %
1. Why dild you ask? 12 2 16.6 12 6 50.0
2. Where weee you last 12 3 25.0 12 5 41.6
night? :
3. What do you mean? 12 8 66.6 12 10 83.3
4. Where does he come 12 8 66.6 12 4 33.3
from?
5. Where was I last 12 5 41.h 12 3 25.0
night?
5.2 43.2 5.6 46.6

When Tables-17 and 18 were compared, it was cbserved
that both the Experimental and Control Groups were almost

the same in producing Wh - Questions at the beginning of the
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research since the mean percent correct score for the
Experimental Group was x=42.8 % and x=43.2 % for the Control
Group. While the Experimental Group showed a great performance
in Wh -=Questions in terms. of mean percent‘correct scores of

X=74.2 % , there was little change in the Control Group; the

mean percent correct score was detected as x=46.6 %.

The subjects of the Control Group seemed to be successful
in giving correct responses, particularly for the fourth and
fifth questions which fequired rising intonation. The
percentages of correct scores for those questions were 66.6 %
and 41.6 % in succession but in the Post-Production Test, the
number of correct scores decreased to 4 and 3 with the

percentages of 33.3 % and 25.0 % following each other.

Howevér, the percent correct scores of the correct
responses given to the first and the second questions indicated
that the subjects were rather inefficient in applying the
falling tone in Wh —Questions when compared to the other

results obtained in the Post-Production Test.
5.2.2.4. Error Analysis in Question Tags"

Table-19 present the distribution of the number of
correct scores and the percent correct scores for the
Experimental Group (exposed to the Systematic Teaching of

Intonation) in Question Tags. As it is known, the use of



Table-19

NDistribution of Correct Scores and Percent Correct Scores of the
Experimental Group (exposed to the Systematic Teaching of Intonation) in
QUESTION TAGS

Production Test Scores Production Test Scores

5 Mont!
before Intonation Teaching  After Intonation Teaching > onths Later

{no further teachin%)

QUESTION TAGS - n Correct Correct n Correct Correct n Correct Correc
Scores Scores % Scores  Scores % Scores Scores %

1. You went to % 4 28.5 14 11 78.5 14 6 42.8

Switzerland skiing, ' '

didn't you? _
2. You don't like her, 14 - - 14 11 78.5 14 7 50.0

do you?

2 14.2 11 78.5 6.5  46.4

66
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intonation in Question Tags depends on the situation. If the
hearer is asked to confirm or deny, the question is produced
by a rising tone. If the speaker is confident that the hearer
will agree with him, the question is prodﬁced by a falling
tbne; In the following group of question tags, the former is
expected to have a rising intonation whereas the latter is

expected to have a falling intonation.

When Table-19 was examined, it was seen that the
Experimental Group held the weakest performance in Question
Tags before they were given a systematic teaching of intona:tion.
Only 4 subjects gave the correct response for the first qﬁestion
"You went to Switzerland skiing, didn't you?" with the
percentage of 28.5 %. Moreover, no correct feéponse was achieved

for the second question "You don't like her, do you?"

However, in the Post-Production Test, subjects made
great progress in‘producing the tags correctly. As it can be
seen, 11 correct scores were given for both of the tags, a
percentage of 78.5 %, but 5 months later, correct scores
lessened to 6 (42.8 %) for the former and 7 (5C.0 %) for the

latter.

Thus, there was a considerable significance in mean
correct scores and percent correct scores between Pre- and

Post-Production Tests, because mean correct score increased

from X=2 to X=11 and mean percent score from x=14.2 % to
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%=78.5 % . These mean scores appeared to decline from %=11
to X=6 as mean correct score and from x=78.5 % to X=46.4 %

. as mean percent correct score.

Table-20

Distribution of Correct Scores and Percent Correct Scores of
the Control Group (which had the absence of any kind of
instruction in learning intonation) in Question Tags

Production Test Scores I  Production Test Scores II
(no teaching)

n Correct  Correct n Correct Correct
QUESTION TAGS scores Scores Scores Scores
% %
1. You went to 12 2 16.6 12 6 50.0
Switzerland skiing, S
didn't you?
2. You don't like her 12 1 8.3 12 2 16.6
do you?
1.5 12.4 4 -33.3

Table-20 indicated that the Control Group was not good

-at producing Question Tags neither in Pre-Production nor in

Post-Production Test.

In Pre-Production Test, two subjects out of 12 in the
Control Group uttered the first question with the correct
intonation, a percentage 16.6 %. For the second question,the

number of correct score was‘only 1, a percentage 8.3 %.

However, in the Post—Productiqn Test, the number of

correct scores increased to 6 (50.0 %) for the first question
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but there was still little change for the production of the
second question. Only 2 subjects responded correctly, a

percent correct score of 16.6 %.

The mean correct scores and the mean percent correct
scores were distributed as x=1.5, x=12.4 % for the Control
Group in the Pre-Production Test and x=4, x=33.3 in the
Post-Production Teét. These results demonstrated that the
Experimental Group achieved a better performance compared to

the Control Group in producing Question Tags.

The general mean percentage distribution for the four
question groups on the Experimental and the Control Group 1is

shown in Figure-1 and Figure-2.
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Figure-1 Percentage distribution in the Experimental Group
for Yes/No Questions (1),Statement Questions,(2),
Wh-Questions. (3) and Question Tags (4)
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Figure-2 Percentage Distribution in the Control Group
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CHAPTER VI

DISCUSSION AND SUGGESTIONS

[

5.1. DISCUSSION -

The analysis of experimental results indicated that
neither the Experimental Group; which were exposed to systematic
teaching of intonation, nor th~ Control Group, which had the
absence of any kind of instruction in intonation teaching, showed
a significant difference in perceiving intonation. Thus, we
failed to reject the null hypothesés formulated in previous

pages.

On the other hand, a significant difference was achieved
within the Ex?erimental Group in producing the intonation
patterns correctly after the subjects had been exposed to some
systematic instruction about intonation. Moreover, the Controel
Group also illustrated a remarkable significant difference
in producing the intonation patterns by receiving infomation

about intonation incidentally in the classroom environment.

105
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At the begimming of this study, it was implied that
students would learn intonation better when they were taught
intonation mofe systematically. In other words; this presumed
an expectation that the subjects who were given systematic
instruction of intonation would perform better in perception
and production tasks compared to the subjects who were exposed

to incidental learning of intonation in the clasyroom.

When the results of Perception Test-I and Perception
Test-II between the Experimental Group and the Control Group
were compared after the systematic instruction on intonatiom,
the t-values resulted in a non—significant difference. However,
when the mean values within both groups were examined, a small
amount of trend in favour of improvement.in production was
observed. On the other hand, when the mean-values were studied
between the groups after the‘method, smail tendency was noticed
in favour of the Control Group in Perception Test-I (pairs of
sentences) and the Experimental Group in Perception Test-II

(triplets of sentences)

‘Nevertheless, these values were so slight that t-values

demonstrated no significant difference between the test conditions.

That there was no change within and between the groups
in perceiving differences in intonation would not entail that
systematic instruction about intonation did not promote the

subjects to improve their perceptual abilities. On the
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contrary, when the scores were evaluated for thevExperimental
Group which had the systematic teeching‘of-intonation, it‘was_‘
observed that the highest score was 66 1in the first
Perception Task and 68 in the second out of 68 questions.
Besides; the highest scorewas 85 in both Perception Task -I
and Perception Task -II out of 90v questions. Consequently,
departing from the resuits cited above, it can be said that
the subjects had already access to suffieient scores in the

Perception Tasks.

When the results of Production Tests were.:examined,
a significant improvement was observed within and between
both groups in producing the questions with the correct
intonation. However, the ExperimentalvGroup'performed‘mﬁch
better than the Control Group when they were compared in terms
of t-values. According to this comparison, there existed
a significant improvement in favour of the Experimental Group
after the subjects were exposed to the systematic teaching
of intonation. In addition, the Experimental Group kept the
same consistency in producing the given patterns with suitable
intonation 5 months later —following post-teaching. However
error analysis was carried out in order to get slight differences
in question groups. The results of the percentages that were
obtained in comparison to the Pre-Production and Post-Production

outcomes are discussed as follows.

In Yes and No Questions, both the Experimental Group

and the Control Group exhibited almost the same performance
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before <and after the method given only to the Experimental
Group. This indicated that systematic instruction of intonation
teaching did not rectify their production to any great extent
when they were compared with the Control Group which performed
as well as Experimental Group without being exposed to specific

instruction.

The Statement Questions were responded to correctly
by most of the subjects of the Experimental Group ‘before
and after the method, even though there were some subjects
who uttered‘fhese questions with a falling tone . This might
" have ccured partly because they presumed the Statement
Questions as Affirmative Sentences since both kinds of
sentenceé étart without a question word but only differ by

means of intonation.

The subjects of both groups showed a clear tendency
to use a rising tone in producing Wh.-Questions. As a matter
of fact, many linguists (Prator & Robinett,1972:46;Robinett,
1978:103) agree that these types of questions may cause
considerable difficulty at first in pronouncing Wh.-Question
due to the fact that the non-native speakers of English may
be inclined to produce these questions in a questioning

manner (i.e. with a rising intonation).

The use of rising-falling intonation is applicable to

Wh.Questions unless they are produced attitudinally. Otherwise,
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they are produced with a rising tone. This can be seenin the

following example:

1) A: She's to leave there on June eight
B: Holw (falling intonation)
A: By bus

2) A: They will send her the tickets and instructions

through the Express Company

B:_ﬁgﬁr*'(rising intonation)

A: Through the American Express Office in Detroit

(Fries,1952:156)

Thus,'in accordance with the opinions put forward by.
the linguists; the subjects of both groups were more successful
in producing Wh -Questions which require rising intoﬁation.
The number of the correct intonation for the Wh -—Questions
with falling tone increased as well the ones with rising
intonation after the subjects of the Experimental Group were
instructed on intonation. Yet, a slight decrease was observed

in either tones 5 months later.

Despite the success in Wh -Questions achieved in the
Experimental Group, the Control Group could not show any

improvement in producing these types of questions.

Both the Experimental Group and the Control Group
showed the weakest performance in prbducing the Question Tags.

Especially, the Experimental Group uttered completely incorrect
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Tag Questions before systématic instruction. They had a
tendency for using a rising tone where a falling tone was
expected. This might have océured partly because subjects'
presumption of Question Tags as General Questions (uttered
with a rising tone) since they both have auxiliary verbs

in their structures.

Infact, the use of correct tone in Question Tags
depends on the context in which the question is used. For

example:

a) You want arjﬁxef: don't | you? (rising tone)

The sentence is a genuine question, which means that the

speaker is not sure whether or not the hearer wants a chair
and that the hearer is asked to confirm or deny the idea, to

answer "Yes or No".

b) You want a[\zhgif: don't | you? (falling tone)

The whole sentence is to be interpreted as a ''statement of
fact" and indicates that the speaker is cofident that the |

hearer will agree with him.

The Experimental Group showed a great improvement in
using the appropriate tone while producing Question Tags. after

‘the subjects had the systematic teaching of intonation. On the
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other hand, no enhancement was observed within the Contrel
Group while.uttering the Question Tags with the required
tone. However, the Experimental Group lessened the number.
of correct scores in percentage to a considerable extent

5 months later.

Finally, with reference to the last hypothesis
formulated, the Experimental Group reduced the number of
correct scoreswhile producing the patterns of Wh -Questions
and Question Tags. However, when the results were evaluated
in terms of t;values, there did not appear any significant
difference within the Experimental Group after a 5 months'

period following the instruction on intonation.
6.2. CONCLUSION

Recently, there have been different suggested approaches
to teaching intonation in classroom. Some writ.ers (e.g.Newmark,
1964 cited in Brazil et.al.,1980:129) recommend a ''matural
teaching'' method in which.language is learned as a whole in
relainn-to a meaningful context. They believe that formal
linguistic descriptions have nothing to contribute to the
language learning precess( Due to this view, intonation cannot
be taught formally, otherwise it may be incompatible with the

acquisition of native language.
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Some other writers (e.g. Allen(1974).cited in Brasil
et.al.,1980:130) regard those views umnnecessarily pessimistic
and explain thét student expects structure and regulérity
iﬁ the language s/he wants to learn. For that reason, Cthese
writers insist on combining teaching—in—contekt with the
systematic presentatioﬁ of formal grammatical relatioms.
Besides, they argue against the supporters of ”naturdLmethod”
that there is a difference in learning strategy between an

infant acquiring his first language and an adult second language

learner who needs English.

Consequently, what is approved by most linguists is
that '"the natural method" does'not §eem to be a sufficient
condition for students to learn intonation by themselves.
It is suggested that attending systematically to this
important aspect of language behaviour within a self consistent
conceptual  framework helps to point out éome rather badly

neglected features of intonation.

In this_étudy, a systematic model of teaching intonation
was applied to the subjects in order to test an inétructional
objective: "The Subjects of the Systematic Method (the
Experimental Group) will learn intonation better than the
subjects who were exposed to natural method (the Control
Group)'". It was ensured that recognition and conscioué

awareness would result in good production.



1i3
After the method had been applied, following the
perceptioﬁ and the prodﬁétion‘tests, the results were evaluated
to determine the fate of the method. Measuring the learners'
progress toward objectives was the phase‘of evaluation of
this study which determined if the method was available to
thoSe.who wished to use it. The role of the intonatibn tests

in the assessment of achievement couldnot be ignored.

However, the fact that the subjects make progress
during a period of instruction does not enable one to conclude
that this resulted from the program or the methodology adopted.
The subjects may learn independently of the method [Long(1983)

cited in Richards, 1985:9-15].

Thus,_tb determine the degree to which the method was
responsible for the results, the analysis of the process was
carried out by t-test values and percentage ratios. When the
results Were examined, it was noticed thét the subjects iof-
the Experimental Group were successful in.producing the
questions with correct intonation. However, the‘subjects of
the Control Group were observed to be promising independently

of the method in accordance with Long's ideas stated above.

The subjects of the Ekperimental Group might have
performed much better if there had not been some factors
affectihg the success of the systematic teadhing. However,
adopting a new approach brought its own problems'(invélved

considerations of factors) that went beyond the mere
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presentation of the method. The probable reasons can be

summarized as follows.

Students have attended to the bintonation course with
different learning habits that might crucially affect how well
~they performed in the language course. Firstly, they‘differed
with respect to the abilities they brought to the task. Some
subjects had a good ear and picked up intonation tones quickly.
Some others required much great effort to achieve the appropriafé
results in pfoducing'the patterns. Learners also differed in
~how they went about‘fhe task of learning; Some subjects‘were
ear-oriented and someworried when they did not understand the
tones and looked for patterns to be drawn on the blackboard.
Somé were shy about making errors in producing utterances and

avoided production.

The biggést probiem was to reduce subjects' bad habits
of heariﬁg'and producing the intonation patterns, even to
alter fixed inappropriate tones in production and to establish
new tones in their places. Subjécts' faulty generalizations
and previous'learnings about intonation had become a positive

hindrance.

The subjects were not certain about the intonation
of Wh —-Questions and Question Tags. They were not able to
choose the appropriate tones but generalized all questions

as to be asked with a rising intonation. These results were
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due to their not being infomed about the intonation patterns
systematically or their receiving incongruous ténes. Even

after they had been taught about intonation, most subjects

could not manipulate their voices in producding the fequired
tones. Accordingly, they exaggrated the tones or just uttered
them with a level tone. That the time was limited for overcoming
those obstacles and reaching the objectivewas a real handicap

affecting the success of the method applied.

On the basis of data presented and results discussed,
what is concluded from this study is that success will not
be remote if intonation is placed into the language syllabus
more systematically. Besides, it may be integrated as far as
possible with practice in.other language skills. However,
this area of language ﬁill remain an "optional extra'" unless
writers of general coursebooks‘integrate intonation practice

routinely into their materials.
6.3. SUGGESTIONS FOR FURTHER RESEARCH

— Younger students as outset of learning English might be
considered as a factor in learning and/or acquiring the
intonation of the Target Language.

~ In order to gain further insight into the problem of
recollecting the learned behaviour in a foreign langﬁage

class, investigation period can be lengthened.
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 — The effect of visual feed-back in teaching prosody can be
- investigated by wusing devices like Voiscope developed to
~observe variations in speech. |
- Total immersion in an English speakiﬁg community might be
studied as a factor that may influence on acquiring and/of
learning the intonation of the Tafget Language.
— The interference of the mother tongue on learning the Target
Language in terms of intonation might be studied aé a further

research.



REFERENCES

ABERCROMBIE, D. (1967) Elements of General Phonetics,

Edinburg University Press.

BERKOVITS, R. "Perception of intonation in native and
non-native speakers of English'",Language-and
Speech (1980 July),23/3:271-280.

"A perceptual study of sentence-final intonation",
Language and Speech (1984),16/1:291-308.

BOLINGER, D.L."Around the edge of language:‘intonation“in

Emig,J.A,J.T.Fleming, H.M. Popp (1966) Language
and Learning, New York: Harcourt, PBrace and World. .

RROSNAHAN, L.F and B. Malmberg.(1970) Introduction to

Phonetics, Cambridge: Heffner and Sons.

PRAZIL, D., M. Coulthard and C.Johns. (1980) Discourse

Intonation and Language Teaching, London: Longman.

BROWN,G (1977) Listening to Spoken English, London: Longman.

Practical Phonetics and Phonology in ALLEN,J.P.B.
and S.P. Corder (1974) (eds) Techniques in Applied

Linguisticsy V:3, Oxford University Press.

CARRELL,J and W.Tiffany (1960)Phonetics: Theory and Application
to Speech Improvement, U.S.A.: McGraw Hill.

117



118

CATFORD, J.C.(1977) Fundamental Problems in Phonetics,

fdinburg University Press.

CURRILE,K.L. and G.Yule. "A return to fundamentals in the
teaching of intonation'", IRAL (1982 August),
20/3:228-232, |

DARBYSHIRE,A.E.(1967) A Description 6f English, London:
Edward Arnold.

DEMIREZEN, M (1986) Phonemics and Phonology-Theory through

Analysis, Ankara.

de BOT,K. Visual feedback of intonation-I:effectiveness and
induced practice behaviour, Language and Speech,
(1983),26/4:331-350.

de BOT,K. and K. Mailfert. The teaching of intonation:
fundamental research and classroom applications,
TESOL (1982 March),16/1:71-77.

DUBIN, F. and E. Olshtain (1977) Facilitating Language
Learning, A Guidebook for the ESL/EFL Teacher,
New York:McGraw Hill.

ERTUNC, M (1976) An Introduction to Linguistics (Phonologvy),

Gazi Teacher Train .ing Institute.

FINOCCHIARO,M (1964) English as a Second Language-From
Theory to Practice, U.S.A: Regents Publishing.

FRAENKEL, A. Survey review, ELT (1984),38/1:52-56.

FRIES, C.C (1952) The Structure of English- An Introdu¢tion

to the Construction of English Sentences, Harcourt:

Brace and Co.



119

FROMKIN, V. and R. Rodman (1278) An Introduction to Language.

U.S.A.: Holt, Rinehard and Winston.

GILBERT,J (1984) Clear Speech-Pronunciation and Listening

Comprehension in American English + Teacher's

Manual and Answer Key, Cambridge University Press.

GIMSONM,A.C. (1962) An Introduction to the Pronunciation of

English, London: Edward Arnold (2nd. ed.1970).

HALL,R.A.(1964) Introductory Linguistics, Chilton Co.

HALLIDAY ,M.A.K. Language structure and language function

in LYONS,J (1970) (ed) New Horizons in Linguistics,

Penguin Books.

HAYCRAFT, B (1971) The Teaching of Pronunciation: A classroon

Guide, London:Longman.

HEFFNER,R.M.5.(1969) General Phonetics, The University of

Wisconsin Press.

HILL,L.A.(1967) Selected Articles on the Teaching of English

as a Foreign Language, Oxford University Press.

HUEBARD,P., H, Jones, B. Thornton and R Wheeler (1983)
A Training Course for TEFL, Oxford University Press.

JACKSON,H (1980) Analyzing English: An Introduction to

Descriptive Linguistics, Pergamon Press.

JONES, D (1918) An Outline of Fnglish Phonetics, Cambridge
University Press (9th.ed.1960).

LADEFOGED.P (1975) A Course in Phonetics, New York: Harcourt

Brace Jovanovich.




120

— . (1971)Preliminaries to Linguistic Phonetics,

Chicago and London:The University of Chicago Press.

LADO, R (19%64) Language Teaching- A Scientific Approach,
McGraw-Hill.

e (1976) Linguistics Across Cultures — Applied

Linguistics for Language Teachers, The University -

of Michigan Press.

—eiesnnmnmes (1961) Language Testing:The Construction and Use

of Foreign Language Tests — A Teacher's Book, U.S.A.
McGraw-Hill.

LIEBERMAN, P (1967) Intonation, Percéption and Language,

Cambridgé: M.I.T. Press- U.S.A. Riverside.

MALMBERG, RB. (1963) Phonetics, New York: Dover Publications.

MAC CARTHY, P (1978) The Teaching of Pronunciation,

Cambridge University Press.
O'CONNOR, J.D (1973) Phonetics, Penguin Books Limited.

PIKE, K.L.(1958) The Intonation of American English, Uﬁiversity

of Michigan Press.

PAULSTON,C.B. and M.N. Bruder (1976) Teaching FEnglish as a

Second Language-Techniques and Procedures, Little,

Brown, Co.
PRATOR ,Jr.C & B.W, ROBINET (1972) Manual of American English

Pronunéiation‘New York: Holt, Rinehart and Winston.

PYLES, T and J Algeo (1970) English— An Introduction to
Language, U.5.A.: Harcourt, Brace and World.




121

OUIRK ., R(1962) The Use of English, Longman (with supplements
by A.C. GIM3ON and J. WARRURG)

RICHARDS, J.C (1985) '"The context of language teaching" in
| RICHARDS,J.C. The Context of Language Teaching,

New York: Cambridge University Press.

RIVERS, W.M. and M.S. Temperley (1978) A Practical Guide to

the Teaching of English as a Second or Foreign

Langﬁage, Oxford University Press.

ROACH,P (1983) English Phonetics and Phonology- A Practical

Course, Cambridge Uiversity Press.

ROBERTS, P (1958) "Intonation'" in DEAN, L. F. and K.G Wilson
(1959) (eds) Essays on Language and Usage, Oxford:

Univeréity Press.
ROBERTS,J, '"Teaching with functional materials: the problem
of stress and intonation' ELTJ (1983 July),37/3;

213-220.

SELEN, N (1985) Alman Dilinin Fonetik ve Entonasyon Kurallari

Anadolu Universitesi Basimevi.

ROBINET,B.W (1978) Teaching English to Speakers of Other .

Languages— Substance and Tec. que, University of

Minnesota Press and McGraw-Hill.

TENCH. P (1981) Pronunciation Skills, London: The Macmillan

Press.

THOMSON.I (1981) Intonation Practice ,Oxford University Press.

TUMPOSKY,N.R. "Activities for practicing stress and intonation,
A Forum Anthology: Selected Articles from the ETF
1979-1983.111-115.




122

ULDALL.E(1960) '"Attitudinal meanings conveyed by intonation
contours in JONES W.E and J.Laver (eds) (1973)

Phonetics in Linguistics—-a book of readings, London:

Longman.

WILKINS.D.A.(1972) Linguistics in Language Teaching, London:
Edward Arnold Ltd.

WATANEBE,K. "Teaching stress and intonation at University
in Japan" ELTJ (1977 Jan.) 31/2;158-163.



APPENDTIC CES

123



- APPENDIX A

124

e ASKING ABOUT
ADDRESSES

WASHINGTON sr‘t ’

271  Where do you live?

272 Ilive on Washington Street.

273  What’s your address?

274 Xlive at 1203 Washington Street.
275  Pm Mr. Smitl’s next door neighbor.
276 Youlive here in the city, don’t you?
277 P frowm out of town.

278  How long have you lived here?

279 Pvelived here for five years.

280  He's known me for over ten years.
281  Pve spoken Knglish all my life.

282 Pve already read that book.

283 Has he studied French very long?
284  Have you had breakfast already?
285 Yes, I had breakfast two hours ago.
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INTONATION
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271 Where do you[\live?

272 T live on{Washington Street.

- ; r~
273  What’s your ad‘dress?

274 1 live at 1203} Washington Street.

275 I’'m Mr.| Smith’s{ next door|neighbor.

276 You live here in the ng‘?y’ don’t}you?

L

277 I'm from out of.l?own.

278 Howllong|have you|lived|here?

279 T’vellived| here for ﬁveDears.

280 He’s known|me for over tenﬁears.

o

281 I've spoken Engfsh all m}j\lifc.

282  Pve already|read| that book.

. | ) - s
283 IHas he studied French vcry)ong?

- 284 Have you had|breakfast already?

e
285 Yecs, 1 had breakfast two] hours| ago.
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AZPENDIX B
COURSE OUTLINE
1987/88 Faculty of RBducation ‘ Anadolu University

A  Methodological Study
of Systematic Intonation Teaching
to the Learners of English as a Foreign Language

Instructor: Ilknur Mavis
Class Schedule: Whenever there is time apart from the subjects'
actual classroom practice
Duration: 12 meetings (90 minutes for each )
Required Text: No specific material required. Hand-outs are given
by the instructor '
Device: Tape recorder
Description: A Methodological Study of teaching some basic tones
( rising/falling ) used in the Question Patterns of
the Target Language.
Subjects are hoped to learn the use of intonation
syntactically and attitudinally. |
Question Patterns to be covered include: Yes and No
Questions, Statement Questions, Wh- Questions,
Alternative Questions, Question tags, Response Tags
Objectives:~ to develop a positive attitude in phonetics
appreciating its complexity for the learners of English
—~ to provide students some knowledge about intonation
and its functions
~ to learn different functions of pitch inflection
~ to discriminate rising and falling tones
-~ to improve students' awareness of the differences
in intonation in terms of its use syntactically
and attitudinally
- to be able to find the cause for EFL students!
errors in the production of intonational utterences
- to let’the students gain insights into methods and
techniques for presenting intonation in EFL classroons



SESSION
1
2
3~ 4
5
6 - 7
8 - 9
10-11
12
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APPENDIX B (CONTINUED )

A TENTATIVE SYLLABUS

TOPIC

General information about intonation and
its functions ( gramma$ical and attitudinal )
Tune distinction (rising / falling / mixed )

~ FPalling tune ({) Tda_
- Rising tune (7T) Ifa
- Mixed tune (Jf) —55@; ,gy&?

Yes / No Questions

~ Rising Tune (1) Are you from[Bskisehir?

Statement Questions
- Rising Tune (f) You are alteacher?

Alternative Questions _
- Mixed Tune () Are youl@zlem or GaQQe?

~ Rising Tune (1 ) Are you|Ozlem or|Gozde?

Wh; Quegstions .
' Ay I'm going to Europe by car
—~ Falling Tune (¢ ) B: Hyw

- Rising Tune (1) B: Holr
Question Tags

~ Rising Tune (f ) You are coNing, aren'tlyou ?

— Falling Tune ( {) You are coNing, aren'tlyou?

Response Tags )
A: T missed the bus today.

- Falling Tune(y ) B:‘BEE\ZEEE . o

(polite 1interest)

- Rising Tune (%) B: Didfou ?

(concerned
interest )
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APPENDIX D

PERCEPTION TEST I (PAIRS OF SENTENCES)

Was he mad ¢

Was he mad L

You've bought aone, haven't you i
You've bought one, haven't you 1\
What are you doing T

How old are you A

He isn't here, is he i

She Finally'arrived, didn't sheJ,
Were they all here i

Were they all here T

Come here T

Come and sit T

What are you doing L

How old are you $

Have the men‘paid 'T

Have the ménlpaid'“i

Dreadful weather, .isn't it i
"Dreadful weather, isn't it T
He isn't here, 1is -he T

She finally arrived, didn't she T



1.

13.

14.

16.

17.

18.

19.

20.

21.

22.

Am | pnlanning to marry George 'T
Am I planning to marry George i
Was he mad T

Was he mad T

What time is it L

It's two o'clok L

Was he mad T

Was he mad $

Will you have cake or pastry i
Will you have cake or paslry i
Were they all here T

Were they all here f

You've bought one, haven't you T
You've bought aone, haven't you ¢

Am I planning to marry George i

Am I planning to marry George l

What are you doing 1\

How old are you $

Do you like dogs i

Are you interested in music L
It's an animal T

He's a student T

Dreadful weather, isn't 1t T

Dreadful weather, isn't it L

141



26.

27.

28.

29.

30.

31,

32.

33.

34.

He lives in Luton

He lives 1in

Luton

Do you like dogs

Are

you

|
T
1

interested 1in

What time 1s

it

It's‘two o0'clock

You want tao

You want to

He lives in

He lives in

It's

He's

Have

Have

Good

Good

Come

Come

go to

go to

Luton

Luton

an animal

a student

1
d

the men paid

themen paid

mo

mo

he

an

rning

rning

re

d sit

1
2

Do you like dogs

Are you interested in music

Good morning

Good morning

Was

Was

he

he

mad

mad

|
r

1
T

!
1\ .

l

T .

music

f

the movies i

the movies L

1
0

1
T

L

1
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57.

8.

39.

40.

42.

43.

44,

45.

46.

"Will you have cake or pastry

143

Were they all here ¢

Were they all here L

. /
Do you want an apple or a pear T

Shall we drive or shall we go by train T

Will you have cake or pastry

You've bought one, haven't you

o

You've bought one, haven't you

Come here i

Come and-sit T

What time is it T

It's two o'clock T

He isn't here, is he |,

She finally arrived, didn't she T'
You want to go to the movies T

You want to go to the movies \b

Dreadful weather, isn't it L

Dreadful weather, isn't it \L

He 1isn't here, is he 1\

She finall arrived, didn't she _l

Have the men paid ¢

Have the man paid ¢

Am I planning to marry George \L

Am I planning to marry George /F



47.

50.

51.

W
]

4.

58.

144

Do you want an apple or a pear T

Shall we

Will you

Will you

He lives

He lives

Have the

Have the

Wvere they all here

drive or shall we go by‘train*L

have cake or pastry T

4
have cake or pastry P

tn Luton

in Luton

men paid

men paid

Were Lhey all here

Good

Cood morn

Come here

Come and

What are

morning L,

’

ing

!
sit ‘L
you doin

g

How old are you T

Good morn

Good morn

It's an a

He's a st

ing T
L

ing

nimal

udent

L

[

i
b
2
T
1
\”

L

Dreadful weather, isn't it T

Dreadful weather, isn'l it T

It's an a

He's a st

nimal

udent

L

/'[\



9.

60.

62.

63,

64.

65.

66.

67.

68.

You've bought one, haven't you T

You've boughl one, haven't you T

He lives in Lubton L

He lives in Luton L

Do you like dogs T

Are you interested in music

You want to go to the movies

Will you have cake or pastry

b
T
You want to go to the movies T
T

Will you have cake or pastry

Do you want an apple or a pear L

Shall we drive or shall we go by train ,'r

Am I planning to marry George T

Am I planning to marry George ’?

Do you want an apple or a pear ‘L

Shall we drive or shall we go by train J/
What time 1s it T
it's two o'clock L

You want to goc to the movies l

. ~
You want to go to the movies 1

145
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APPENDIX D (CUNTINUED)

"PERCEPTION TEST II (TRIPLETS OF .SENTENCES)

This 1s my wife i’

My wife likes smoking and drinking T

My wife is going T

The teacher speaks English L

The teacher speaks English, Italian and French ~L

The teacher doesn't speak any language T

Where do you come from i‘

You come from London T

How did you come 1\

What time is it T
It's two o'clock i

Is it i

These are your books, aren't they 1\
Those aren't your pens, are they T
That man is a teacher, isn't he L
You've paid, haven't you L

You won't come, will you L

It will be easier, won't it T

She's a lawyer T

She's not a lawyerL

She's a lawyer and she wants a job T



10.

11.

12.

13.

15.

What Lime 1

[t's

Is

two

1t

s it

o'clock

J

Go to your

room

?
T

.

['ll go to my room and cry l

Don't go ¢

These are your books,

Those aren't your pens,

That man

is a teacher,

Has he gone i

Where am I going '$
e D gone [\

Where do you come from /r

You come from London

How did you come

You've paid,

You wan't come,

Who

's coming

Are you coming

You're coming

Where

You

How

come

did

do you

fr

you

om London

come

\

aren't they

are Lhey

isn't he

J

haven't you

will you

b
1

T

come fram

b

T

T'

It will be easier, won't it

\L
T
N

!
l

T
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17.

18.

19.

20.

21.

22.

23.

148

What did you ask i

Did you say something. T

When did you say : T

Who's coming
Are you coming

You'te coming

— > 4

Do you like tea
) /i
Do you like tea or coffee r

Do you like tea or coFFée or milk l

The coffee is hot T\
The coffee is hot L
I'd like hot coffee - T
These are your books, aren't they L
Those aren't your'bons, are they T

That man is a teacher, . isn't he ‘ ‘L 1
Where do you come from 'L

You come from London T

How did you come L

What a ridiculous idea ~L
I think that's a good idea 1

What a strange sensation T

What time 1is 1it T

[t's two o'clock L'



]
o

25.

26.

27.

28.

30.

1.

32.

thig is my wife L

M wife likes smoking and drinking L

My wife 1s going T

Go to your room L

I'1l go to.my room and cfy”'L"‘

Don't go T
Has he gone L
Where am I going T

He has gone T

Where do you live, Mr. Jackson

Mr. Jackson, this 1is Mrs.

I'm glad to meet you, Mrs.

What a ridiculous idea

[ think that's a good idea

What a strange sensation

Do you like Lea L

Do you like tea or coffee

Do you like tea or coffee or milk

What did you ask |

Did you say something \L

- When did you say’ T

Who's coming T
Are you coming ¢

You're coming T

Smith

Smith

b
?

l

T

2



=
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.- Go to VOUr room l

['1l go to my room and cry. T
Don't" go T

She's a lawyer L

She's not a lawyer .L

She's a lawyer and she wants a job T
The cofffe is hot L

: . /P
IThe coffee is hot

I'd like hot coffee /r

What a ridiculous idea /r
I think that's a good idea

What a strange sensation ~L

She's a lawyer ‘ \L

She's not a léwyer ,r

She's a lawyer and she wants a job \L
What did you ask T

Did you say something $

When did you say T

Where do you live, Mr. Jackson J/
Mr. Jackson, this is Mrs. Smibh,“lT
I'm glad to meet you,‘Mrs.'Smith“”¢u
What a ridiculous idea T
I think that's g good lidea L

What a strange sensation ' T



41.

42.

43,

46.

47 .

48.

She's a lawyer T\

She's not a lawyer l/

She's a lawyer and she wants a job

What time is it y
It's two o'clock r
Is it T

Has he gone ‘ T

Where am I going T

He has gone ¢

Where do you come from /r
You caome from London,m_l

How did you come T

These are your books, aren't they
Those aren't your pens, are they

That man is a teacher, 1sn't he

The coffee 1is hot i
The coffee is hot L

I'd l1ike hot coffee T\

This is my wife T

My wife likes smoking and drinking
My wife is going ¢

These are your'books, aren't they

Those aren't your pens, are they

That man is a teacher, isn't he

p

b
T

!

\”
0

~

151



49,

50.

51.

53.

4.

55.

56.

Go to your room

T

I'11 go to my room and.cry \L

Don'

Has

t go | T

he gone

T

Where am I going ¥L

He h

Do vy
Do vy

Do vy

as gone

b

ou like tea T

ou like tea or coffee

ou like tea or coffee or milk i/

Go to your room T

I'll go to my room and cry

Don'

t go L

Where do you live,

Mr.

The
The

The

Do vy

Do vy

Do vy
Go t
I'11

Don'

Jackson,

this is

Mr.

Jac

Mrs.

glad to meet you, Mrs.

teacher speaks English

teacher speaks English, Italian and French

teacher doesn't speak any language

ou like t

_—

ou like tea or coffee

ou like tea or coffee or milk ~L

0 your ro

go to my

t go L‘

om ‘l/

room

and

cry

T

kson
Smith

Smith

\2

b

T

1
’

R

%

f
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57. Where do you live, Mr. Jackson IT
Mr. Jackson, this is Mrg. Smith ‘T
I'm glad to meel you, Mrs. Smith J’
58. The coffee is hot ¢
The coffee is hot T

I'd like hot coFFee~¢

59. What a ridiculous idea T

._.%

[ think that’'s a good idea

What a strange sensation ~L’

N
60. What did you ask

Did you say something /r

When did you say ,

61. The teacher speaks English /r
The teacher speaks Engliéh, Italian and French J’

The teacher doesn't speak any language \L

62. She's a laWyer.: 2

She's not a lawyer /r”

She's a lawyer and she wants a job
63. These are your books, aren't they
Thqéé aren't your pens, are they

‘That man is a teacher, isn't he

e e

64. You've paid, haven't you i
" You won't come, will you ‘T

It will be easier, won't it ’?



65,

66.

-
3/

68.

69.

70.

71.

72.

Where do you live,

Mr., Jackson

Mr. - Jackson, this is Mrs. Smith

['m glad to meet yo

Do you like tea T

Do you like tea or

‘Do you like tea or

u, Mrs. Smith
coffee L
coffee or milk

~
She's a lawyer r

She's not a lawyer

T

She's a lawyer and she wants a job’ L

You've paid, haven'
You won't come, wil

It will be easier,

This is my wife ‘T

My wife is going

The coffee is hot
The coffee is hot

['d like hot coffee

Where do you live,

t you
1 you

won't

!
i
!

it

1
1
v

My wife likes smoking and drinking

Mr. Jackson

l

Mr. Jackson, this is Mrs. Smith T

I'm glad to meet you, Mrs. Smith T

You've paid, haven'
You won't come, wil

It will be easier,

t vou
1 you

won't

1t

!
\
b

!
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75.

4.

75.

77.

78.

80.

Ihio
My w

M y W

Who!

155

is my wife L

ife likes smoking and drinking /T

1fe 1Is

$ coming

going ¢

1

Are you coming T

You're coming L

What did you ask %

Did you say somethiﬁgt$w

When did you

You've pald,

N

say

haven't you T

You won't come, will you

!
v
[t will be easier, won't it T

Has he gone

Wher

- He h

Who's coming

|} | | \

e am 1 going ‘T

as gone

J
2

Are you coming ¢ v

You're coming \L

The

The

I'd

The

Ihe

The

coffee is hot T

coffee is hot T

like hot coffee L

teacher

teacher

teacher

speaks English L
speaks Cnglish, lltalian and French

doesn't speak any language /r

.Ti
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BE. Has he gone 1\
Where am I going ¢
He has gone 1\
82. This is my wife T
My wife likes smoking and drinking \L
My wife is going T
83. Who's coming

Are you coming

84. What time is it

v
T
You're coming \L
b
y

It's Lwo o'clock
Is it T

- 85. The teacher speaks English - T \

The teacher speaks English, Italian‘and French ’T
The teacher doesn't speak any language J/
8B6. Do you like tea ;L
Do you like tea or coffee \L
Do you like tea or coffee or milk T
87. What did you ask J
Did you say something T

When did you say $

88. Where do you come from \L
You come from London 'i

How did you come T
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89. wWhat a ridiculous idea
I think that's a good idea

What a strange sensation

— > &

90. The teacher speaks English
The teacher speaks bEnglish, [talian and Frehch ~L

fhe teacher doesn't speak any language ’T



Faculty: - APPENDIX D ( CONTINUED )

Name and surname: 158

INSTRUCTION: Listen to the following pailrs of sentences and
write down if their intonation is same or difrerent:

PERCEPTION TEST

5 o — .

1, 0 0 - 3L, 0 5 .o O O
2, c 0 § 32 S 62. . 0 0
%. 0 0 33. 0 0 63, 0
T' 0 0 L 34. 0 0 o ; O
5. 0 0 35a ] ] 65. .O °
%. 0 0 37. 0 0 6}, 0 ;
ér o) 0 38. o o o ; :
o o
|
1o, 0 G 40‘ X
} - 41, s o
1\1’ J 3 | .
t2- >0 42, S
14 . 0 0- 44, Y ;
15, 0 o 45, 0 o
Iy ° 0 46, 0 0
1T7' 0] o a7, X :
19, 0 0 ’0. ° O
AO. 0 o s0. : .
iz. X 0 32 0 0
%3- 0 0 53 i C
25. 3 o 55 )

| o o | 56. o
1 ' o 0 57. o o
! » 81 O O
80 O O 5
% 59. o 5
29. D
: . 60. N 0
3 0o 0



159

ol

-

61.
62.

o o o o
o o o o

o o o o

63.
64.
65.
66.
67.
68.
£9.
70..
71.

T2.
73.

74

75.‘

77.
78.
79.

<

O

85,

90,

- APPENDIX D ( CONTINUED )
PERCEPTION TEST

Qi o

anu

3L.
32,
33.
34.
35,

36.
37.
38.
39.
40,
4L

G

42,

D

43.

C

(&

44,
35,
46,

(@]

O

47.
48,
49.
50,
51.
52.
54.
55.
56,
57.
58.

0

Q

59.
60.

)

N NP

INSTRUCTION: Listen to the following triplets of sentences and
nmark those which are the same:

Name and surname

Faculty:

1 53.

O

(9]

0

0
0
0
o

0O

L,

2.

3.

Lo

S
),
) a
3
£

la

<

0.




APPENDIX B
PRODUCTION TEST

Did you spend your summer holiday camping?'f

Yes, did you?'f

160

Mary's had a baby. Isn't it wonderful.
She had a boy?
Why did you ask? ¢

He comes from Algeria.

B: Where does he come from?

A: Algeria

A: You went to Switzerland skiing, didn't you?T
B: Bkiing?

Come in Sarah, Would you like some coffee? T
No, thanks Alan.
Would you like some tea? $

No, I'm 0.X., thanks.

: Well, do you like milk or juice? 1

: Where were you last night? $

: Where was I last night?TWhat do you mean?¢

You don't like her, do you? $

Well, I don't. She's older than you.

‘She's what?‘T



 To test the students’ ability the teacher should draw the following

Structures during the first six lessons

three intonation lines on the blackboard and get the students to ask a
question that fits the rising line .4 and respond accordingly to B and C.

—\sthata ; Y& Ye 1S
& P c &
A wi> B \ \nt\

The falling tune of question-mord questions. ‘Who?’, ‘What 2, and ‘W here 3’
form part of the student’s earliest needs; the qucsnons beginning with
question words should be raught with their characteristic falling tune.!
This will not come easy tu su.unmx used in their own language to Tlinking
questions with a final rise in tune. 1f they have practised tune distinetion
as previously described then it snnmd be easier for them to remember to
use it. Any tendency to use a mising tune should be corrected for the
moment.? ~

14
uq

1§ he. Pointing to pictures, the teacher asks mived questions which he at frst
answers. :

(Yes, it 1s.)

(It's the P'!Pt) :

(No, hes 1o ‘tur Yes, he 1\)

(No, 1t isnt.)

(it's Richard Burton.)

Js that 2 man?

Whoisit?

1s he a politician?

Is that Swalin?

Whoisit? _
The students should first be encouraged 1o supply the answers, then to ash the
questions. As soon as they appear to use “Hiw? confidently, the stress and
intonation pattern should be presented 0

Stress: Qoo (wWhHOisit?) Intonation. \\o 0 WHO is it?

HWhat 7 and 1¥here ? Use similar exercises to the above. Pointing to pictures of
cars, etc., the teacher asks (and the students probab]\ give the responses)

(No, it 1sn’t.)

{It's a car.)

{No, it isn't.)

{It's a Frat)

(Nop, it 1sn'e.)

(It’s a tank submarine, etc.)

(It’s a dog.)

Is that a hehcopter ?
What is it ?
Is it an Alfa Romeo ;
Whatis 1t ?
Is this a Fiat?
What isit?
What’s this?
~etc.
Pointing to a map the teacher ashs:
Is this France? {No, 1tisn't.)
Whereis 1t?
etc.

1. See pp. 87-% for question-word questions and rising intonation. 2. Ibid.

a rising or a nlhng tone, dehoe.ateh a\mdmv any secondar\ stresses. This

matches the lively and cmph;mc speech we want to use in the earl) stages, e.2.!-

Are you MaR1Ia?
Is that a Baby?

Yes. No.
I aMm. I’'mnoT.
JUIS. ILISN'T.
WHO is it ?
" \Who is THAT? THIS®
It’s MaRIa.

Tt is well worth restricting the teaching material to phrases of single stress
during the first six hours, or until the students have mastered them. The intro-
duction of exercises with two or more stresses may make it necessary to intro-
duce pitch control (see pp. 73-3) to cope with the tones of level pitch (a static
tone, neither rising nor falling), e.g.. ‘The TRATN is in the STATION’ or ‘The
TRAIN s at PLATform ONE'. Although some mult-stressed structures may
appear to be ideal for initial teaching, they may present students with a complex
pattern of stress and intonation they are quite unable to cope with, The following
selection of structures can be tautrht at once, using the pattern of one > Stress
with either a rising or falling tone.

} (Stress starting a rising tone.)

(Stress starting 1 falling tone.)

The personal pronouns.

The past and present tenses-of the verbs o be and huve gor.

The present continuous tense.

The place of the negative.

The verb 10 do and in certain instances the \erb can.

Plurals, the articles and some.

The expression FWould you like .. .?
Continue the practice making sure that the examples require only one stress as
fullows:

(What are they ?)

(You haven’t got any animals at home,

have you?)
(Can you speak Chinese *)
(Do you have snails for breakfast ?)

Avoid ehcxtmv answers as follows:

They’re ANimals.

YES, I've got 2 DOG.}
[ can’t (I'm afraid).
No, I poN’Th

(What are dinosaurs 3]
{What time is it )
- {What does prosit mean?)
(Have a cigarerte. )
— e

(wert,) They're BIG aNimals.

P HAVEN'T gota WATCH.

I poN’T sPEAK LaTIn (actually).
1 DON'T SMOKE.

The replies “No, 1 poN'T!" or ‘YES, I've got 2 DOG’ form two sense groups each of one

d XTANAJIV

191



26 The initial non-text stage

The falling tune with ever-growing swrprise. The following sentences are said'to

encourage a higher piteh from which the falling rune can descend.

7. Tve got a dog. « 5. 'Havexou?" (enfy the falling
: ) tone as in exclamations).

7. T've got a dog that can jump. S. Havevou?

7. I've got 2 dog that can talk. S. Have vou?

7. She lost her handbag vesterday. S. Did she?

Tt was stolen. S. Wag it ?

T. 1t was stolen by a friend. S. Was 2

7" This'll cost you some money, André. S0 Wili it?
7. 17U probably be quite a lot. S, Will 12
7. 101l ruin vou, 1 should think. - S Wiltae?

This exercise should bc done once, then the teacher should illustrate on the
blackboard the rise in pitch of intonation he wants. 4
. 4,

A,
¢ X
you? you?

The class rehearses these examples in chorus, then the above exercise 1s re-
peated with general criticism of individual students’ performances. To complete
the lesson the class in chorus should respond with increasing excitement to
these questions put by the teacher. -

HAVE :
TTTw you?

C. Are vou?
C. Have yvou? -
C. Are you?

7. 'm going to leave this job.
7. I've got a new job.
7. P'm going into the circus.

With keen responsive students a variation ol the exercise allows the teacher to
maintain a low level voice pitch of indifference, while the students react with
increasing feeling.

Note. An indecisive place of stress, or a low level pitch must be instantly corrected {the ‘mood’

cards are useful for this), but imperfect sounds may pass. The concentration on the falling
tone and the use of pitch make mistakes on stress or on sounds unlikely.

Tune distinction

Before proceeding to longer scntence patterns, the class is tested on its ability
to tell a falling tune from a rising one, and an ulumately falling tune from an
ultimately rising tune. Use the same method and similar exercises as were
used for the beginners (pp. 17-19).
Falling tune: Yes. No. Me. You. Todav. Mondav. 1 know, Was it?, etc.
Rising tune: Yes?, No?. Me?. You?. Mondav?. Do vou? Wasit?, etc.
Mixed tunes: Down. Down?. Did he?. Did he?. Up? A friend. Who?, ete.

Uliimate falling tunc in Tonger sentencesT

Tune distmetion 27

up
{#) T've already 1old vou 10 shut 1‘\ !

Ultimate rising tune in longer sentences:

{h) Did vou say it was ford’ ?

MES

Both dropping to a Jow pitch just before the end of («) and sharplv rising to a
high pitch just before the end of (#), distract the listener from noticine the final
rise or fall. When the last word consists of a short vowelsound and a stop
consonant as in ‘up’, it becomes even more difficult to distineuish the final
movement of the intonation, particularly if ‘up’ in fact falls. If the students
need convincing that there was a final intonation fall or rise, repeat the sentence

both ways (see Appendix, pp. 149-51).. .
Up
P've already told vou to shut 4 \ i

929

v

L I've already told vou to shut §

Alixed exercises

Student

November the 24th?
The French?

Stand on my head

Teucher. Query what 1 sav.
Christ was born on November the 24th,
America was discovered by the French.
You’re now going to stand on vour head.

Teacher. Correct me if I'm wrong.
Kangaroos are common in China
The first space flight occured in 1857,
Rats are wonderful.

In Austraha.

In 1957.
Rats are horrible.

( TEANIINOD ) d XIANHIIY

Throughout the teacher should illustrate

the high fall or the deep rise of the stressed
! [l

“Wlable in each example on the blackboard.

9T

The « ' . o

L Studf_?nts can be asked if they agree with the height or depth of the tone.

. ;exercxs§s should be done again, this time very fast, with the teacher correcting
"¢ Prompting as required.

\etel A¢ ghic s

.hwll'q-h‘ this point the teacher may decide 10 resume work with hooks but oral exercises

tithe ¢ continued if possible using prompt-words or heywords to maintain prozress in speech
¢r than in reading. ) :

4



20 1 he mitw! non-text Stdge

- 7 ’

‘Who's this?',_etc. While the questions are being asked the guide partern is

The falling tune in questions i begiming with-questan-words——— i
rress. The class is ashed to listen carefully 1o discover whether the

A Using one i ' .
tune used in the following questions falls or rises (should a student think the

tune rises he should sav so). The teacher points at various pictures, people, or

students, and asks:
\\\?

WHO?
(Pause between each) .

How:, WHEN? The questions should not be

WHATS, WHERE?, WHY?, , 4
ansiered. Should a student sav he heard a rise in tune, the teacher must

repeat the question-word and demonstrate the fall. with his hand through the

air. ' o
The question-words are repeated in chorus by the das.s\ ()l()\\.mg the
pause berween each. Fach student is told something which they

teacher, with a 1 ! :
I+ 1s worth repeating the exercise

must query using one of the question-words.
several times using the same or similar sentenzes:

7. Please leave'the room, Pierre. - P Why? o
7 Will vou come out to dinner with me, Antonio® 4. Where?
7. Cut this in two, Margarita, AL How?

7.1 must ask vou a favour, lji. I W hat:_
7. We're g()ing_; to China, Pekka. . FAN he’n:
TS ing to sce us this morning, :

7. Someone is cominy to see b Who

Paola.

1-words tend to have a falling intonation, and

Questions using these guestior i t
L X told that it makes their speech

students must be made to remember this and be
sound more English.
Ideally A and B should be introduced ina single lesson,

B. Combming tmo or more stresses. Guide pattern \

n carefully as the teacher recites a series of
and pausing between each. Students who

The students are again asked to liste
general questions using two stresses g b
think they hear a rising tune at the end should indicate where.
WHAT’S she poing’?
HOW OL.D are you?
HOW old are YOU?

WHAT’S YOUF NAME?

WHERE do you COME from?

WHY are vou studying ENGlish?

WHO's King CONstantine? etc.
Prompted by the teacher students should practise asking each thcr ax}d' .th_e
teacher, similar quéstions about names, addresses, home countries, activines,
and professions. If the class is of an elementary level the questions should be

. . - ) PR L ¥ . [
confined to objects and people in the room, ‘What's that?’, “What’s thls. )

drawn on the board. Questions should be of a polite nature, and responses only

given when the tone of the questions shows sufficient interest to demand one.

Nore. A student’s failure to make the tone of the first stress a level one and that of the second
stress a falling one should not he accepted. The chosen pattern must be maintained as it is the
basis of the exercise though students of certain nationalities. may have difficulties (see pp. 70-83).

When the two stresses are apart as in "Wy are you studving ENGlish?’, the unstressed

words in between must remain on a constant level pitch

not

Ex

Wi, :
Y o Ve
are you studying sh

WHY are you studying ENG

Sh?

Putting the two versions side by side on the board is ofien effective though not cssential.
Indeterminate stresses and indifferent intonation are not acceprable. Seme students wili
always remain shy, but their number can be reduced by encouraging students to ‘mean’ what
they ‘say’, and say what they mean.

The following questions may be tried, adding a new-word each time each having
a level intonation except for a final falling tone stress.
Who is that ?
Who 1s that man?’
Who 1s that man in the red sweater?
Who is that man in the blue shirt next to him* .
Whu 1 that man in the black coat next 1o him looking like Charlic Chaplin?

Homework should be given to advanced beginners using a sentence with
ten stresses, stmilar to the one above.

Spelling exercise. A good training in level tones and pitch control can be given
by rapid spelling exercises. The object is simply to drill the students in easy
handling of the pronunciation of the English alphabet, not to know English
word spellings. Students’ names, addresses, home towns, etc., provide the sort

of words they should spell 1o avoid hesitation about the correct spelling.

e S e N T R R

Structure practices

~§Ssuming that this is the fourth or fifth hour of teaching, specially
:?‘;sm structure drills should be introduced, aimed at making the students
[“dlize that stress and intonation are not an adornment, but an integral
Tt of any spoken practice. ’ '

ral Practice using intonation lines, but no books or blackboard tests.

( QEOANIINOD ) & XICNEEJY
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4. Oh,lsorry):

Grade. Intermediate and advanced.

B You haven 't stopped serving huncheons-yet; Iq‘lfiupc.;‘ :
I aitress. It's O.K., love. There’s steak and kidneylamb cutlets

with vmashed- our own salad dish with coldor
plaice fillets with (Chips))

33. Using a lively intonation pattern which moves between high and low
pitch, as opposed to the controlled intonation pattern, which descends
evenly from a high to a low pitch. Exclamations.

Grade. Intermediate or advanced.

Rehearse. “What a wonderful idea!” said the two different ways:

Wo

Bluckboard. Mﬂ@ﬂﬁﬂ% m
o ,

What a lot of people!
How terrible!

How nice!

What an actor!

Good idea!
What an 1diot!
How interesting!

How wonderful!
[ am sorry!
How sad!
You're lying! ,
Discuss the feelings of the speaker and the context. Make up statements
that would provoke one or the other intonation patterns in the comment,

e.g.

o HOW M
(that he’s passed his exam.) ‘ 4'?vello o
us:
| o
(that T have passed my exam.) \\
. How vellous!
ENGiandh
" (as announced by the newscaster.) anches WO,Nthe WORLD Cup

&7

na W &
(as announced by the footbalt fan.) \Gland 3 WONthe ORLD 1

Analyse the characters, deciding what mood and personalities they should
express, e.g. the police officer is impersonal and slightly impatient, o
he may be sympathetic and helpful. Students try reading the parts and
other students comment on whether they succeeded in conveving thu
particular impression. T

A. I’ve LOST my HANDbag, officer.

P. Now-DON'T WORry, miss. TELL me where vou LOST ir.

4. It was stolen from me on the BUS. )

P. OH DEAR. NOW WHEN did that HaPpen’

A. About THREE 0’CLOCK. At PIccadilly Circus. T was jusT. ..

P. JUST CALM DOWN, Miss. At p1ccadilly circus you say?
WERE you Actually on the bus, Miss? ’

A. werLL ...l was JUST getting O~ to the bus when I found ni:
HANDbag was GONE. ' '

35. Experimenting with different combinations of stress and intonatio:
and interpreting the effect. :

Grade. Advanced students.

Intonation pattern

I. —w‘? Where is Peggy 7 he wondered.
. p :
(\.
\X 2

2. Where’s Peggv? he asked \\'or;ied]y.

9 Ed
\S\ 7
/s '
4 /\ Where 15 Peggy 7 he asked, puzzled.
? -

WHERE'S Peggyv ? he insisted.

7%

5 .
oyt . . . .
5 Qfo/ WHERE is Peggyv ? he repeated, amazed.

WS~

( CEANIINOD ) I XIANHIIY
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When we came into the woods, we saw two magnificent deer_ flercely -~

\f“ HERE TS PEGG Y *he demanded:

fighting each other.
I thmk il rain and thunder tomorrow.
Who was that man at the end of the queue.
Try “'ith other names or nouns Row Tell me about 1t >—No. I don’t want to tell you about it

Grade. As above.

Say the following sentences with the ultimately rising tune, and then try
the ultimately falling tune. Interpret your own mood in each case and
who you imagine yourself speaking to: ‘Have a biscunt?” ‘Do come in!’
I don’t KNOW, she said impatiently. ‘What’s vour name *’

NN

I don’t know, she answered simply.

37. Interpreung various speech styles in recordings or radio programmes:
excerpts from sermons, plavs, telephone conversations, interviews,
" reporting within the news, etc. Whar distinguishes one stvle from

(93]

: *O
~-~ ‘ @)
=
& g ( J—‘
DA |
oo N\W\">} *&0&*‘

T don’t know, she said defensively.

another? Enact the situations amongst the students and rcad for %
example, the weather forecast in the anecdotal wav, g
. . =
-} . . q >
I pON"T know, she insisted. The teacher asks the class how they would say thg following sentences i in S
the given situations: b
o Grade. Not immediate beginners. by
Yy e ne mane ! . S E
5. I don’txNow! she cried, exasperated. How would vou say ‘Hello’ .
To a school-friend you see every dav? a
" To a very shy htte girl? %
R o On the phone? e
6. I don’t know ? she repeated indignantly. H
How would you say ‘“Thank vou’: =
Try and fit question and answer together where possible. - 7 ' Ifyou are given £- - ,@
' v ' DP ; -
2 1f more is coming ? -~
36. Tests. 7 : , A
Grade. Beginners (any level). S A How do two people sav ‘Good morning? to each other normally
' . , ) ) : *Good evening!?
Read the sentence ‘I can't find my umbrella’ several times, cach time ‘Good-bye !
giving extra stress to a different word,! and interpret the context. Bye
Grade. Intermediate and advanced. ‘ : ~ Grade. Intermediate and advanced.
Decide which words should be stressed and which intonation pattern you . ‘Me * he asked, he said suspiciously, he guessed optimistically.
think should be uscd in the following sentences; and justify your decision. ‘Me.” he exclaimed, explained, he said in a depressed sort of way. -
' . ' ‘Hello? (He said to the old friend he bumped into unexpectedly.) A
1. In standard wrmmoloxz\ . shift the nucleus of the sentence. B - (He said 1o the tiny child.)

(He shouted on the phone after waiting five minutes.)
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APPENDIX G

TABLE I

Perception Test—-I Scores over 68 Questions Ranked from
"~ the highest to the lowest in the Experimental Group -
exposed to Systematic Teaching of Intonation -

n: 14

PRE-PERCEPTION (before teaching )
66 63 62 62 61 60 59
59 = 57 56 56 56 48 46

POST-PERCEPTION ( after teaching)

61 60 61 65 61 64 56
68 59 57 62 55 55 52
TABLE II

Perception Test-I Scores over 68 Questions Ranked from
the highest to the lowest in the Control Group -

exposed to Natural Medhod of Intonation Teaching

n::l4 ‘
PRE~PERCEPTION
65 62 62 62 61 61 61
.60 59 58 57 53 52 52
POST-PERCEPTION ( no teaching )
67 64 58 65 . 65 61 61

55 61 62 59 60 53 - 61
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APPENDIX G ( CONTINUED )

TABLE ITI

Perception Test II Scores over 90 questions Ranked from
the highest to the lowest in the Experimental Group -
exposed to Systematic Teaching of Intonation

n: 14 - :

PRE~ PERCEPTION ( before teaching )

76 64 66 85 58 74 70
55 45 70 69 66 64 52
POST— PERCEPTION ( after teaching ) ‘
82 83 64 g5 78 74 72
75 62 59 62 66 68 52

TABLE IV

Perception Test II Scores over 90 Questions Ranked from
the highest to the lowest in the Control Group -
exposed to Natural Medhod of Intonation Teaching

n: 14
PRE- PERCEPTION
70 70 72 77 83 69 71
77 63 62 50 56 51 50
POST— PERCEPTION ( no teaching )
T4 63 68 76 76 69 68

75 72 66 62 55 48 65
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APPENDIX H

Production Test Scores over 14 Questions within the
Experimental Group — exposed to Systematic Teaching of Intonation

n:l4

PRE-~ PRODUCTION ( before teaching )

8 4 6 5 5 7 10
6 7 3 3 T 6 8
POST— PRODUCTION ( after teaching )
12 - 10 7 9 9 12 11
13 11 11 9 13 10 11
5 MONTHS LATER (following post- teaching )
10 8 9 12 10 10 14
7 13 12 - 11 10 i1 - 10
TABLE VI

Production Test Scores over 14 Questions within the

Control Group - exposed to Natural Medhod of Intonation Teaching
n: 12

PRE- PRODUCTION

7 5 5 10 T 5
T 4 6 2 5 6

POST- PRODUCTION ( no teaching )
10 7 8 8 6 9

lO‘ 5 10 7 10 6



