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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 ~uffer frOQ 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 sv•tem 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 

fue a gradual process when it was integrated with other skills 
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in lan8uage teaching. 

However, we achieved our purpose by helping stude~ts 

to improve and practice their intonational skills while 

studying the difficulties which they actually encountered 

in learning intonation. 
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languages utilizing pitch in this way are labeled as ''Intonation 

Languages" (Rrosnahan & Malmberg,1970:152). 

There are two fundamental ways in which pitch variations 

are used in different languages. In languages such as Englıish, 

German, French and Turkish, pitch operates on whole utterances 

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

You J told l him. 

The pitch falls from "told" to "him", and the eflfect 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 overall meanings 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 anather group of languages like Chinese, Thai or 

Vietnamese, pitch operates on words to change their shapes 

and alter their tneanings. 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 - occür during 

speech in all languages. Normally no speech occurs without 

variations in pitch because no one speaks all the time in 

a monotone. 

Languages differ in the way inwhich frequency variations 

are utilized linguistically. Thes·e variations are systematically 

related to the utterances or large grammatical units such as 

clauses or sentences. Thus, pitch patterns titilized in this 

way are ca:lled "lntonation" [Jones,1918:275;Carrell & Tiffany, 

1960:261;Lado,1961:117;Gimson,1962:266;Heffner,1969:213]. In 

a number of languages, an utterance may be marked as statement, 

question, non-completed phrase, ete. Solely or partly by 

means of the use of different levels of pitch. Therefo~e, 
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(high tone) 

(mid tone) 

(low tone) 

ba means "to be sour" 

ba means "to cut" 

ba means "to count" 

3 

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. 

Gilbert(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 taday 

should be primarily concerned with achieving understanding. 

However, if the learners 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 rnake allowances 
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for the misuse 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 lince intonation is used not only as grammatical 

signals but also to express personal emotions like anger, 

surprise, joy, ete. 

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 segmental elements during the learning process. Thus, 

teaching an accurate intonation may be a higher priority than 

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

Lado (1976:8) clarifies the importance of teaching 

suprasegmentals to foreign language learners as folilows.: 

"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 discriminate them. They will never be ready 

to strüggle to pronounce things in different sound 

units; different intonation, different rhythm and 

stress, different constructions and even different 

units of meaning unless they realize that this is 

exactly. what is involved in learning a foreign 
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language, and that although learning those things 

will require effort, often dull and uninteresting, 

the rewards for the effori 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, whibh 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 i~entify 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, ete., may be totally different (Dubin & Olshtain,1977: 

47). In consequence, the phonemic system of a language is 

very important for the foreign language learner and vital 

in the teaching of English as a new language. 
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However, linguists agree that suprasegmentals have not 

been given 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 books of English show a marked lack of orientation to 

the sound syste~ 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" (O'Neill,l972) , 

11Mainline" (Alexander et.al.,1975) and "Strategies" (Abbs et. 

al.,1975), ete.]. In other words, these books have rio exercises 

on pronunciation, stress or intonation. 

There are some general course books that do inc1ude 

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 

c-rammatical [e.g. 11 English 900" (1964), (Appendix A)]. In these 

books, students are allawed tl()) follow a spoken text wit;h intonation 

contours marked on and 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 
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out intonation from the rest of the language syllabus and 

would present it as a descriptive model. Nonetheless, the 

majority of course books use the incidentat 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, or 

the omission may stern 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 ~ystematic 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. 

Nar is it enough to provide occasions for imitation, but 

there has to be same provision for the presentation öf the 

system, for explanation of meanings and how they are realized. 

In same cases, the systematic presentation of formal linguistic 

descriptions may have irnplications on teaching in context. 

In conclusion, many linguists agree on the fact that 

intonation is too important a part of spoken communication to 
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be ignored or neglected. Therefore, teaching intonation shoüld 

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 

rnay be stated as whether syatematic teaching of intonation 

as a seperate activity in Föreing Langlıage Teaching will 

enhance learning the intonat1on 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 prob~em seetion by applying a 

systematic intonationteaching to a grou~ of subjects who .are 

taught purposefully and compare them with the secönd grbup 

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 s~stematic (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 sy3tematic instruction on intonati~n? 

2. Is there a significant difference within the Control Group 

in perceiving intonational differences following an intervaili 

witl1out any sy::ıtematic instnıction on intonation? 

3. Is there a significant difference hetween the Experimental 

Group and the Cotrol Group·in.perceiving intonational differences 

at the begihning phase of this study? 

4. Is there a significant difference hetween the Experimeutal 

Group and the Control Group in perceiving intonational 

differences after the Experimental Gr8up is exposed to 

systematic instruction on intonation whereas the other is not? 

5. Is there a significant difference within the Experimental 

Group in producing the intonation patterns of the Target 

Language before and after the group is expoaed to systematic 

instruction on intonatlon? 

6. Is there a significant difference within the Control Group 

ln producing the intonation patterns of the Target Language 

when they are oniy exposed to natural intonation incidentally 

in classroom while the Experimental Group is being taught 

intonation systematically? 

7. Is there a significant dlfference hetween the Experimental 

Group and the Control Group in producing the intonation 

patterns of the Target Language after the former group is 

exposed to systematlc instruction whereas the latter is not? 

8. 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 Teach~ng, it 

has still been the most neglected area by language teachers . 

Intonation teaching has been assumed too comlex to deal with. 

Therefore, teachers avoid insisting on perfect intonation .. 

This ignorance comes into being partly because teachers' 

inadequate knownledge about intonation or their doubt 

how to teach it. 

about 

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 ls limited ta 

1. The second year students of the Edrlcation 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 ( fı and Falling ( ıı 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. 

2. The subjects of this study are assumed to have the same 

knowledge in English since they share the same t:·eaching 

conditions. 



CHAPTER II 

LINGUISTIC ASPECTS OF INTONATION 

Speech is a continous event and can be divided into 

discrete segments like the consonants, vowels, semi-vowels 

o:E the written language. It is the task of phonetics to study the 

physical aspect of human. speech sound~ J their production and the 

signs used to represent 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. 

Same elemets o.f the spoken language cannot be reduced 

into segments; they are commonly known as suprasegrnental 

phonemes which include intonation, stress, pitch, juncture 

and rhythm. Many analysts prefer to regard thern sirnply as 

prosodic features. For that reason, the exarnination of the 

suprasegmentals is known as prosodic analysis (Demirezen, 

1986:107). 

12 
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2.1. FORM OF INTONATION 

When the variations of pitch are 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 maving tone. Tone, briefly, is 

the overall behaviour of the pitch. Maving tones may be a 

falling tone or a rising tone. Speakers set~ct che tone 

according to how they want the utterance to he heard. For 

example: 

John (falling tone) - a stament 

John? (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 particular pattern extends is 

called a "tone unit" (Ladefoged,1975:94). A short sentence 

often forms a single 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 

Hithin the tane group (tane unit), there is usually 

a single syllable that stands out because it carries the 

major pitch change. This.is called "tonic syllable". Same 

writers use the terms "nucleus' 1 or "nucleur syllable" for 

"tonic syllable" (Ladefoged,1975:93-97). In the following 

sentence: 

t f . ..______ 

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 ı::.tart on the topic syllable and continue until 

the end of the tane group: 

___.,.. 
His name is 'Peter 

His name is '--'Peter 

~ 
His name is 'Peter 

(Question with a rising tane) 

(Statement with a falling tane) 

(Rising-falling tane 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 

Cimson (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 ribout 

the speaker's mood or attitude and is capable 

of distinguishing sentence types and sametimes 

\vord meaning" 

As it is understood from the above statement,intonation 

has e.ccentual fuction, attitudinal function, grammatical 

function and discourse functi.on. 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 "acce;ntual" is derived from accent, a 1ivord 

used hy some \vriters to refei· 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 applied to the particular syllable in the word 

that gets the accent if the word is important enough to get 
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one [Bolinger(1964), see Emig, Fleming and Popp,1966:236]. 

Bolinger (1964) suggests that teachers should explain 

to their students that "accent'' is a "pitch mavement involv:i..ng 

a departure from a reference line''; it is the ohly efficj.ent 

method of showing a student how to give one syllable prominence 

over another. so that he/she can pitch one of the prominent 

syllables higher than the rest. 

Same linguists (i.e. Armstrong and Hard, see Liberman, 

1967:178) assert that the determination of the prominent syllable 

is done by a change in intonation by which they mean "the pitch 

movement" in accordance with Rolinger's views stated above. 

For example, the following sentence: 

He is my 1 brotherj 

is a simple statement of fact; it means: "You wanted to know 

who he was and I told you" but if the primary stres s is shifted, 

different meanings may be obtained: 

J1el i s my brother (not the otheT fellow) 

~ is { my brother (Why do you deny it?) 

He is j7yl brother (not Sam's) 
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As seen in this example, primary stress [sometimes 

called "special stress" or "emphatic stress 11 (Dernirezen,1986: 

112)] br~ngs 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 variation, 

it is said that the speaker is utilizing muslcal 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 known as the distinction of sentence types 

or word meaning. In other words, a change of speech melody is 

likely to change the ~eaning of thesentence as a whole in much 

the same way as punctuation does in the written language 

(Abercrombie,1967:105). 

Rroadly s peaking ı "th~~ fu.nction 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 (Hilkins,1972:42)''. For example, two English utterances 

which could be written as: 

a) He often mm,7s the lc.ı.Hn ( .ı. ) and 

b) He of ten mows the la tım ( t ) 
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are the same except for their pitch patterns yet they have 

clearly a different meaning as sentences - the differences 

in ırıeaning are conveyed grammatically (or more precisely, 

syntactically) rather than lexically. 

The first one is, grammatically, a declarative sentence 

and is here functioning as a statement, whereas the second one 

is also grammatically declarative but is here fuctioning 

syntactically as a question in just the same way as the gram­

matically interrogative sentence: 

Does he often mow the lavm? ( 1' ) 

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 if the intonation pattern is not produced 

correctly but 

He often mows the lawn? ( t ) 

is a perfectly acceptable way of asking the question in the 

spoken language. The clue "Does" is no langer 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, ete. 

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 1 t 

you" can be spoken wtth a falling tone and it 

expresses a statement, but with a rising tone, a question. 

There is a clear change of meaning since the difference between 

the statement tag and the question tag is purely a matter 

of intonation (Tench,1981:92). 

Arıother 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 comman 2-4 intonation curve-in Fries' notation it 

is a high-fall pattern)it can be either a question or a 

request, because tt~ entirely possible to make the sentence 

above an unmistakable question by the intonation pattern of 

a rising contour: 

Have the men (request) 

Have the men J pa id (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 exelamation from a question. 

2.2~3. THE ATTITUDINAL FUNCTİON OF INTONATION 

It is not particularly difficult to assign meaning to 

intonation patterns in the functions so far described. Accuracy 

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, nar is it disambiquating 

its structure. It is rather adding something to the meaning 

already conveyed by grammar and lexis. Typically,what is 

adcted involves the 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 mavement and the overall contour of the sentence, the 

speaker displays emphasis, doubt, surprise, determination, 
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shock, sarcasm, 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 deseribe exactly 

(Wilkins,1972:43). Consider the different ways of saying a 

mono-syllabic word "Yes" : 

Ye:~s · ). That's so 

ye s A Of course, it is so 

Ye s -:ır Yes,I understand that 
please continue 

Ye s _;. Is it really so? 

Yes ~ That may be so 

(Jones,1972:277) 

I agree (statement) 

Definetely Yes (emphatic) 

I'm listening •. 

Did you say "Yes"! 
(asking for repetition) 

Possibly yes (doubtful) 

(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 (O'Cannor, 

1973:264). Besides, it can be seen that the interpretations 

of the writers 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 intonation 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 vfine (falling-rising)-? What have you been 
worrying about. 

In short, as Wilkins(1972:43) asserts, it would be 

safer 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 Same cases, both grammatical meaning and attitude 

are conveyed by the intonation pattern alone as seen in the 

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

A I'd like a drink 

B a) You (ı..rould'? 

(simply a conversation oiler, that has the additionalfunction 

of asking for canfirmation of the statement. Besides, iL ~ay 

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

B b) Youlwould? 
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1 
(Here annoyance and criticism is conveyed. The implication 

is: "Hell, 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 nucleus, is great. 

The type of nucleus may be falling, rising-falling, or vice 

versa, falling, or low-rising, ete. which are briefly known 

as "tune movements". For example, if GOOD MORNING is uttered 

by a high-falling nucleus it means a bright cheerful greeting 

whereas it is a routine, 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 notian of "expressing an ernetion or attitude" 

is more complex than is gener~lly realized. Firstly, 

you will u~e 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 move~ents. 

These factors are all of great importance in conveying 

attitudes and emoti'Jns besides using a suitable nucleus" 

As it is clarified above, the attitudinal use of 

intonation is something that is best acquired through talking 

with and llstening to English speakers. It may take time to 

teach it but the learners may be trained at least in order to 

make them ~ore aware and sensitive 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. 

I) Highlighting the Focus of Meaning: Attention focusing 

can be achieved by placing the nucleur stress on theRppropriate 

syllable of one particular word in the tane unit to demonstrate 

that it is the most important unit of the sentence as seen in 

the fallawing sentence: 

She went 

Thus, it seems more appropriate to deseribe nucleur stress 

placement in terms of "information content 1
' ( Roach, 1983:148) 

or "information structure" tHalliday cited in Lyons,1970: 

162)~ As Halliday defines, this is art aspect of the textual 

organization of language which refers to the organization of 

a text in term s of the function "given" and "new". That is, 

the emphasis on the focus ı-Jord 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,1984:28). Intonation can signal to the listener what 

is· to be taken as "new" information and what is already "given"; 

can suggest when the speaker is indicating same sart of contrast 
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or link with material in anather tane unit; and in conversation, 

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

As a conclusion, learning to hear the emphasis on the 

focus word is both difficult and important. Students rniss 

spoken signals of centrast with something said or assurned 

previously. When they learn to notice this intonation signal 

and recognize the implications, they make a major step forward 

in listerring comprehension. 

II) 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 anather person is expected to 

speak , that a particular type of response is required and, 

in short, to regulate the conversational behaviour. For 

example, the difference betv.ıeen falling and ri s ing intonation 

. on question tags is supposed to indicate to the listener what 

sart of response is expected. 

2.3. INTONATION CONTOURS 

Lada (1961:117) states that the human hearing and speaking 

mechanism is highly sensitive-to differences in pitch. Demirezen 

(1986:117) explains the situation as follows: 

'
1Pitch 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 i'n the formatian of words": 

/1/ Low pitch phonemer 

/2/ Normal pitch (or mid pitch) phoneme 

/3/ High pitch phoneme 

/4/ Extra high pitch phonerne 

These four different levels of pitchcs ,othenvise known 

as relative pitc~es,are heard in a mavement 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 TlJNE or CURVE or CONTOUR (Brosnahan & Halmberg, 

1970:153).Intonation contour are widely usedin languages to 

mark or assist in marking differ~nt categories of word groups. 

In the question below, pitch phonem~s are given numhers 

rather than names: 

2 3 1 
Where are you going ? 

This would indicate that the $entence 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, 

1959:183) find it a little easier to show pitch.by lines 

rather than numbers for general purposes: 

\·.Jhere are you 

Thus, the pitch mavement in the same question can be represented 
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ina way which is more iconic (Abercrombie,1967:13ı). 

As it is illustrated above, four levels of pitch are 

marked in different way~ by different linguists, same use 

ı for the lowest pitch, same use ı for the highest pitch. 

Same use lines, same use arrows or same use both lines and 

numbers together to reinforce lines, but this is merely a 

matter of naming and one way is as good as anather from 

this point of view (Pike,ı958:25 Ftnocchiaro,1964:22 ; 

Darhyahire, 1967:86). 

These fotir relative levels serve as the basic building 

blocks for intonation cantours and they are enough to distinguish 

all of the Cantours 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 te~pted 

many linguists to devise a personal notation which best fits 

their analysis. Yet, Carrell and Tiffany (ı960:264) suggest 

that some system of notation seems desirable to help a student 

in learning English as a foreign language. 

2.4. PITCH TERMINALS 

As it is defined above, linguists recognize "lntonation 

cantour s" by referring to four pi tc h levels. (law, 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 (Darbyshire,1967:86). 
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Therefo~e, it is important to eonsider not only the 

piteh level of eaeh syllable but also the infleetion whieh 

is used to deseribe the end of the utt~raneeo Infleetion may 

.be indieated by the symbols [ /'] , [ ~] or (~] depending 

upon ıvhether the voiee at the end of the rises in piteh, falls 

off in piteh or remains levelo 

These symbols are given different names by linguistso 

Paulston and Bruder (1976:93) eall them "elause terminals" 

Hhile Pyles and Algeo (1970:65)afidress themas "piteh terminals' o 

They are named as "elause boundries" by Hall ( 1961~: 115) and 

defined as "terminal junetures" by Ertunç (1976:94)0 

There are three tvpes of terminal junetures whieh differ 

Irom one anather in the way the voiee is eut off at the end 

of a word group or an utteraneeo 

a) When the piteh falls at the end of a word group and the 

voiee fades off into silenee, the terminal pause is ealled 

a FALLING TER~1INAL JUNCTUREo The terminal ~ seems to 

tell the hearer "this is the end of at least this part of 

what I have to say" o Henee ~ often ( thöugh not always) 

eomes at a plaee where a period is written in our eonventional 

punetuation; it is often ealled "period juneture" or (from 

the shape of the symbol 1 # 1 

(Hall,1964:115-116) 

double-eross junetureo 
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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, 

the terminal pause is called RISING TERMINAL JUNCTURE 

and is represented by/ ll /or/~/. It is alsa called 

11double bar juncture" from the symbol or "question mark 

juncture" because mark indicates "I want you to say 

sorneting in reply". 

2 rs he a 

This terminal is often used with 1 233 "t / pattern. 

c) When the pitch stays level at the end of a word group, the 

terminal pause is oalled a SUSTAINED TERMINAL JUNCTURE or 

SINGLE RAR JUNCTURE from the s yınbol / 1 / us ed to represent it 

s ome linguists use [·~] to indicare it and it is often 

termed "comma juncture" because it frequently corresponds 

to a comma in punctuation and seems to tell the hearer: 

"there is something more coming". 

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

. 1 232 ~ 1 pattern. 
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2.5. INTONATION PATTERNS 

~he intonation patterns of English utterances are 

describahle 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" 

(Ertunç,1976:94). Asa 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 

fallawing are the most commnly used patterns (Finocchiaro, 

2.5.1. RISING - FALLING INTONATION 

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

comman 

a) Statements (Affirmative or Negative) 

21, m goin" # 

2I'm 3f. 
2 

ıne, thanks # 



b) Commancls 

3 

2co to the 

1 
me 

or Requests 

# 

# 
1 

2open the window, please 
3 2 

2Pıease get me some 

# 

c) Question Word Questions (Wh. Questions} 

31 

# 

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

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

.... ~Jhat 
'---~ 

1 
• ? 

comıng. 

2vJhy did he 

is · t? ı ·ı 

# 

# 

# 

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

there is stress 1 is the last word in sentence and is a 

one-syllable word, a diagonal line is used to show tlıat 

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) 

2He didn' t r;- 3did J he. 1 # 

2.5.2. RISING INTONATION /233 ll / or /23/ 

a) Yes/No Questions (Questions which can be answered by Yesor No) 

? 3 remernber 3 ll ·-no you me 

2Are go ing 3 3 ll you home 

2rs he ı 3 the re 

In sentences with rising intonation, everything that follows 

the rise (the stressed syllable) is also pronounced on the 

high pitch or level. 

b) Questions Constructed Like a S tatement 

2She 
3 

ll went to school taday 

2This 
3 

rı bu s goes to toı.m 

...,You're not 
''-

2
It's time for n 

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

speaker tvishes to create suspertse) 

3 3 

2Hhen you come back ll 
2 
I'll 

3 
go 

1 
li. ome # 
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d) Alternativesıvith OR (Rising Intonation Cantour is used for 

all except the final alternative) 

3 ll 2 3 1 

2Do you want tea or coffee # 

2 Do 3 3 2 3 1 J (Choose one!) you want an apple or a pe ar 

2Do you want an 3 2 2 3 3 t (Yes or No) apple or a pear 

The last choice is also possible because the intonatiGm 

cantour 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 t 1 

and J cray~ 
2' 1 

3 

2 ,I need J 3books 

f) In direct address and in introductions 

2 ~1r. [
3 

Brown 
3 

If 

2~1 

3 
this is Miss r Jones ll 

2 

Mrs. 
2 

3 . 
Jones 



34 

R) Tag Questions (when the speaker asks for information) 

a 3 2 teacher 

He didn 1 t rgo z--------- did f 3he ll 
2 

h) Mother 1 s special oalls for children /322 ~ / or /223 1 / 
2 3 t 3 2 J 2 

Mary· 3 Stephen 

or 
r) 3 ') 3 t '- t 

,_ 

2 Jason 2stephen 

2.5.3. LEVEL INTONATION /232/---? 

It signals incompleteness and is generally followed by 

a pattern /1.31 ı; 

a) Initial grammatical unit 

2 
In 

2Since 

If 3 .t2 
2 . you waı ~ 

b) Statements wherein the speqker intends to say something 

like (but) 

She 1 s 2 a nice 3 . 2 
gırl· ~ 

Y th . k3 2 
2 ou may ın so ~ 

c) Word groups preceding an address 

( but .... ) 
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d) A subordinate cıause preceding a main clause 

e) The part of a compound sentence preceding the conjuction 

2Ali is 3 clever2~ 2but he is 3 ıazy 1 



CHAPTER III 

REVIEvJ OF THE LITERATURE 

In the first chapter of this study, howintonation 

teaching was important in foreign language learning was 

explained inaccordance with same linguists' views. However 

as it was illustrated intthe second chapter, the linguistic 

aspects of intonation were rather complex in. use for the 

learners and teachers of the Target Language. For that reasonJ 

it was aimed to design this chapter mainly by the suggested 

methods and techniques for teaching intonation to the foreign 

language learners. The lastpart of this chapter will cover 

the instrunental or observal studies, experimants or a number 

of research into th~ perception and prorluction of intonational 

sentences in the· process of language teaching. 

3.1. SUGGESTED TECHNIQUES FOR TEACHING INTONATION 

In this part of the study, same 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 the 

students to hear and speak through a foreign sound system. 

Teaching perception preceoes teaching meaning. Lado warns 

teachers against teaching the entire intonation system and 

suggests them to select a problem anrl teach it. He wants teachers 

to be aware of not distorting the system in the attempt to 

simplify it. They may prefer grading the material by selection 

rather than by distorting. 

Hill (1967:77) claims that a student cannot absorb 

intonation and stress merely by random listening to his 

teachers or to his fellow students. Also, a teacher cannot 

teach intonation unless he goes about the task purposefully 

:ııı1l ~;y~;l l·ııı.:ıl ic:ılly. 1\ccordinıı, ro Hill, ;ı tc<ıcher must have 

full control of his own stress and intonation so that he is 

consistent in his use of patterns. Otherwise, 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. That is, a teacher who is demonstrating to the 

students must speak at normal speed and with normal intonation. 

If he disturbs the natural speed of intonation, students will 

learn wrong habits from the ~ery beginning. Students copying 

such a slowed down version of English will learn an extraordinary 

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

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

Dubin and Olshtain (1977:86) share the similar opinion 

about teaching intonation. They propose that sentence intonation 

and rhythm are best practiced as parts of the grammatical 

structures taught at each point or throughout the course. 

Care must he tal-cen to present and practice new grammatical 

s.tructures 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. Moreover, t1ıe following techniques 

proposed ~y many writers will provide teachers insights on the 

present subject. 

Finocch~aro (1964:56) believes that intonation should 

be taught by imitatian 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 mımbers 1-4 or to use an upward arm gesture to show rising 

intonation and a downward arm mavement to show falling intonation; 

to place up or down arrows ( tı) at the end of the utterance; ·ı.· 

or to place curved arrows (1~) over the words having the 

highest or the lowest pitch or whatever helps the students. 

She concludes by saying that any of the techniques for irtdicating 

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 

imitatian in intonation teaching. In her book "Teaching English 

to Speakers of Other Language'' (191R:103) she offers imitatian 

as the most successful technique for teaching intonation. She 

does not deny the help of mimicry and the use of gestures 

(arın 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 

example- falling intcantion is difficult for students to imitate. 

Especially, in Wh-questions; 

Where did 

Students can be asked to produce the question working backwards: 

~ Hhere did he 

Furthermore, she proposes that teachers should not d.ismiss 

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 

intona tion. 

Peter Mac Carthy(1978:47) feels sorry that there are 

not enough observations on the subJect of intonation and 

emphasizes that 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 imitatian model for 

intonation learning. He doesnot deny mechanical repetition 

through recorders. 

Resides, he suggests that teachers should deal mainly 

with typical intonation patterns of the forei~n language that 

the learner fails to reproduce from imitatian and any charac­

teristic usages that the learner brings from his mather tongue 

which sound wrong when introduced into the foreign language. 

However, as conclusion, he covers his suggestions by saying 

that he is, infact, in favour of copious ear training practice 

by the help of visual signs. 

Hubbard et.al(1983:221-26) are positive ~bout the use 

of gestures, arm movements and blackboard in teaching intonation 

as he conducts a cheral structure drill. The use of blackboard 

is alsa suggested for the non-t~xt stage. For the text stage, 

the. teacher may use a. sign system over the text, either on the 

blackboard or on a stencilled handout with exercises for 

intona tion. 

The teaching of intonation in the early stage, as for 

Hubbard et.al., should concentrate on the grammatical and not· 

the attiturlional 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) 
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try to teach intonation in three steps: presentation, recognition 

and production. During 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 symhols and same contrastive exercises for understanding 

the discrimination between different intonation patterns. 

At the production stage; they propose same kind of 

dialogue material in which the su8gested technique focuses on 

intonation to convey the rneanings and the rise and fall of the 

voice. At advanced levels, the students can be given dialogues 

marked for the ernetion to be conveyed and later unmarked 

dialogues for which they must deducethe intonation patterns 

from the centrast and cantext as suggested by Higgins and Lewis 

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

Brita Haycraft is one the writers whose suggestions 

are put into application by ~any of her fellows. In her hook 

"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 9 Same of her techniques were used and deseribed 

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 

because of its complexity or intangi.bilH:,y. He considers that 

~ost teachers are unaware of its forms and fuctions and, 

consequerttly, are unaware of its importance. For that reason, 

in his book, he presents ttn introduction to the structure of 

intonation, its functions and a quide to teach it. 

In his opinion, intonation is systematic and should be 

handled systematically. A teacher should bear three principles 

in mind with respect to intonation. Firstly, he should try to 

establish accurate imitatian of intonation right from the 

beginning. Secondly, a teacher should use the more normal 

intonation forms in initial practice and leave the refi.nements 

till later. The third principle is that a teacher should introduce 

a new intonation form carefully and deliberately and not randomly 

or accidentally. In vther words, the teaching 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 fun~tional materials. He is not content with the texts 
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in same of the course books which render inappropriate 

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 manipulating variations related to attitude. In this method 

learners appreciate the factors 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) alsa share Robert's ideas in 

the use of functional materials. They say that it is important 

for a teacher to use recordings, or, it is recommended, 

producing the cantext sentence or dialogue himself, to be 

aware of the relationship between cantext and the model senten~e 

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 same teaching clues of 

intonation and classroom activities prepared especially for an 

in-service training course for Itailan state-school teachers 

of ~nglish. Although thsse activities were developed for a 

very specific learning environment (with consideration for the 

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



availability of text-hooks and tapes ete.), she suggests that 

these activities should be used in other countries or in 

different learning situations. 

Tufuposky, besides giving suggested activities for teaching 

stress, is also concerned with intonation teaching. She recommends 

teaching intonation by keeping the same principles in mind as 

when teaching grammar or vocabulary. According to these princ~les 

she advises teachers to present intonation in meaningful concext. 

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. 

Asa 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 EXPERIMENT$ ON TEACHING INTONATION 

Watanabe (1977), a university teacher in Japan, tries 

to apply the systematic teaching bf English stress and intonation 

whichl 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' EnRlish. As a result, Watanabe writes about 

the techn~ques of teaching intonation at u~versity level which 

he has put into practice during the last few years. His article 

(1977:159) tells of a course offered to students who wanted to 

improve their flow of speech in English. How he taught stress 

and intonaticn-starting fromteaching tones to the relation 

between tones and grammatical patterns- is presented in the 

article. 

Currie and Yule (1082:228) complain that the teaching 

of intonation is not often taken to be one of the primary 

responsibilities of the ~n~lish lannuage teacher. In many 

teac~ing situations, the assumption is that if the syntax and 

lexisare mastered,then aspects of the phonology will follow. 

On the other hand, there are same institutions ı..ıhich try to 

ir.ıprove the spoken EngU.sh of their students and include 

the teachinR of intonation in their programs. However, Currie 

and Yule think that teachers are unfortunate since the models 

of intortation 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 concl.usion, Currie and Yule propose a basic model 

for the teaching of intcantion and they present exarnples about 

how a system of intonation based on a recognition of stressed 

versus unstressed syllables can be used as a teaching model 

(Pi1<.e,19L~6:35). They believe that "a return to fundementals 



46 

in the system is not only theoretically arlvisable, but will 

be welcomed by many teachers who may have found themselves 

doı.ıhting their own intuitions when trying to apply same of 

the extremely complex models available". 

Currie and Yule argue that a practical basic model of 

intonation needs not to b~ complex at all. The model can be= 

used by teachers of grammar and vocabulary but ··al so by anyone 

who wants to give their students a basic cantour 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 

English intonation. In his paper he alsa 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 conserned so far: the first l~vel 

aims at improving the auditery 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. 



The second level, which is particularly associated 

Hith names like Kingdon, Palmer and Halliday,airns at describing 

and teaching English intonation by means of "tones; parts of 

sentencesconsidered as whole for grammatical and/or perceptual 

reasons. 

de Rot asserts that, over the last few years, a number 

of ~ethorls and devices have been developed with the aim of 

facilitating intonation learning and teaching. These devices 

aim at presenting the learner with specific information 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 ~xperiment to 

assess the relative influence of visual versus auditery 

feedback on the learning of intonation. 63 students of the 

Dutch Department and Department of Educati!on of the University 

of Nijmegen participated in this experiment having pre-test 

and post-test: at the end. There were 6 group~, some of them 

have only the tests, the others have tests beside instruction 

and the rest have tests, instruction and practice either by 

audio-visually or only auditorily. The results show a 

significant effect of audio-visual feedback over auditery 

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" (1982:71). In that study 1 they carry 

out tıvo line s of researclı : in the fi rst, one group of re searchers 

tries to determine the most relevant aspects of intonation in 

order to inform learners about ıvhat is redundant and what is 

not. The second group aims at developing devi~es to make the 

perception of intonation easier. The work of this gnoup 

results in several devices that provide auditery and visual 

feedback of intonation (listed by de Bot,1980 _One of them 

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

In the first resarch, a group of researchers finds 

that most language learners ıvithout a linguistic back~ound 

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 is designed later, 

(A full description of these experiments is given in de Bot, 

1981) and show that training 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 fncompany 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 expensive hardware are 

found to be more useful by the subjects who joined to the 

experiment. 

According to de Bot and ~1ailfert, it is unfortunate 

that the great majority of teachers are unable to exploit 

the potential of electronic feedback devices which compare 

the l~arner's atternpt at production with a model. 

Berkovits (1984) undertook a perceptual study on 

intonation. He had two groups: one of English dominant subjects 

and a second of Hebrew dominant subjects who are timed on 

their respanses to tones at the end of complete and incbmplete 

sentences in both languages. They identifierl each utterance 

as either "finished" or "tmfinis~ed". 

Berkovits (1980) investigation includes two experirnents 

which differ in the extent to which attention is drawn to 

~nbonation. In Experiment ~r, subjects identify sentences as 

either "fi.nished" or· "unfinished" in a foreed-choice decision 

whereas no explicit attention is called to intonation in the 

second. 

In summary, the study explained above,examines the 

ielationship between syntactic and prosodic cues in the 

perception of sentence final intonation. The result indicate 
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that few errors are rnade in identifying sentences as "finished0 

or "unfinished" in Experiment-I and this would seem to imply 

that perception of sentence:final intonation is not a function 

of language dominance. In Experi~ent-II, the subjects reported 

nothing unusual about the sentences but respond more slowly to 

incomplete sentences. 

Arıother 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 

\tJere 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-I undertook a 

paraphrase/translation task in which ettention ıvas called 

neither to the arnbiguity nor to the intonation.In Experiment-II, 

subjects were warned of both these variablesand were asked to 

identify which of the two readings they heard. The results 

indicated that native and non-native speakers can make use of 

intonation if they explicitly listen for it, thoup,h prosodic 

features are generally ignored when other cues (e.g. sernantic 

and pragmatic) are available.However, this experiment does not 

preclude differences in the perception of other aspects of 

intonation. 

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

Osgood's "semanti~ 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 sentence, with differing 16 pitch cantours imposed 

upon it synthetically to a set of subjects. These differing 

cantours are applied by synthesis to recordings of four 

sentences; a statement, a "yes or no" question, "a question 

word" question and a command. Then, listeners are asked to 

rate the patterns with 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 inı:onation remain thesame while the intonation 

varies. No attempt~is made to provide a cantext of situation 

for any of the sentences. From the results, it is possible 

to clraw same conclusions about' same general features of the 

intonation patterns which have particular weight with respect 

to three factors: pleasant/unpleasant, interest/lack of interest, 

anrlauthoritative/submissiv~. 

3. 3. SUMt1ARY 

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 some of 

them found to be practical, expedient and relevant to the 

circumstances in which most teachers worked. 
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nuc to the consideration of wirle variety of techniques 

used in intonation teaching, sorne writers appeared to be in 

favour of imitation, using gestures, mimicry or visual signs 

drawn on the blackboard [ Finocchiaro (1964); Robinet (1978J; 

Mac Carthy (1978)]. These techniques have been supported by 

mechanical repetition through recorders so as to improve 

perception of the learners. 

However~ there was anather gr6up of writers who claimed 

no success could be achieved unless teachers ~ent about the 

tasK purposefully and systematically. They asserted that just 

listening and imitatian could not be enough for teaching 

intonation hut intonation had to be sturlied more functionally 

with an appropriate context. This technique suggested to he 

dev~loped by classroom activities and various exercise types. 

[Haycraft (1971); Paulston & Bruder (1976); Brazil et.al.(1980); 

Tench (1981); Tumposky (1982); Roberts (1983); Hubbard et.al. 

(1933)]. 

Furthermore, in the second part of this chapter, many 

experi~ents were dernonstrated 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 experimental gro~p and a control group. The 

Experimental Group was exposed to a course of intonation 

teaching (Appendix- B for a course outline) while the 

Control Group had the absence of systematic instruction on 

intonation. However, the subıects of this group were alsa 

subjected to perception anrl production tests in order to 

provide da ta. for the control condi tion. 

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' irnprovement· intheir 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 whe.n 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 pitch patterns are displayed on an oscilloscope 

screen within four seconds as a complete and steady cantour 

(Appendix- C).: By this process speech 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 ~tored logarithmic display of fundamental 

frequency (Fx) derived without smoothing from Lx. 

These cantours provide information about voice quality, 

clearly defined intonation cantour 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 patterns were maintained 

by two special electrodes placed on the neck of the subjects. 

These were connected to the voiscope and the Voiscope 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 copy 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 thesecond year 
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stGdents in the English.Department at the Faculty of Education. 

The majority of them ~ere between the ages of 19 and 21. The 

subjects had taken a phonetic course in their first year in 

the faculty. Amoung 28 students, 14 subjects were randamly 

selected as an Experimental Group and the other ll• were 

designated to be the Control Group. 

!•. L+. DATA COLLECTION AND DESCRIPTION. OF TESTS 

The main problem for students learning intonation is 

that they can not react readily or accurately to tvhether or 

not an intonation is the same as or different from another. 

Students may be tested on perceiving the differences in 

intonation ~hrough understanding of spoken sentences. 

Lado(1961:123) suggests some perception techniques 

on three major levels: 

a) throu~comparison of intonation with intonation 

without recourse to any specific meaning, 

h) throughidentification of an intonation by means 

of same written representation, 

c) through meaning. 

Among them, the first perception technique was adopted ı 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 

meaninr, of intonation. 
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On the other hand, the second aim,to test subjects' 

intonation on a production level, that is~ the general 

technique is to elicit utterances from the student and to 

determine by observation where the intonation fails. There 

are various ways to elicit spoken utterances and of grading 

the responses. As Lado(1961:134-135) proposes, the utterances 

may be deduced by some of these methods: 

a) Conversational stimuli, 

b) Picture stimuli with accompanying instructions, 

c) Retelling someth~g just read, 

d) Reading aloud as an intonation test. 

These suggested technigues depend on verbal stimuli 

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). For that reason, it was decided to test subjects' 1)ra<1uction by 

Voiscope which is an objective measuring device for scoring 

the respons es. 

4.4.1. THE PERCEPTION TEST 

The Perception Test, which was applied to both groups, 

consisted of two different processes one with the pair sen~nces 

and the other with the triplets. 
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In Perception Test-I, 17 pairs of sentences without 

any specific 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 English, Dr. Jonathan de Berkeley-Wykes, either by a rising 

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

chesen without any specific rrıeaning 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 or different intonation. The examiner·' s voice presented 

two utterances and asked the students to state whether or not 

the utterances were the same as to intonation. Before the test 

started,as an oral instructirin, 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 ap,ainst 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 RESPONS E 

ı) It's an animal i 
He's a student t Same 

2) V.Jas he ma d i 
~ 

Different 
Has he m ad 

3) Hhat time is it ı 

~ 
Same 

It's two o'clock 

4) Hhat are you doing j 
ı 

Different 
Hoı·ı old are you 

5) It's an animal ı 
t Different 

He's a student 

Lado (1~61:125) warns th~t this technique is linguis-

tically sound but statisticallylimited to only two possible 

answers, with the result that wild guessing may affect the 

scores heavily. To overcome this statistical limitation, in 

the second Perception Test of this study, triplets were used 

instead of pairs. 

Here, the subjects were asked to write the number of 

the sentences that were the same in intonation, regardless 

of the words. The triplets always had one utterance with a 

different intonation and it was hoped that this application 

might effectively reduce the influence of wild guessing. 



For example: 

ITEt1 CXPECTED RESPONSE 

1) a) ı'Jha t time is it t 
b) It's ten o'clock t A,R 

c) Is it ı 

?.) a) Go to your room t 
b) I'll go to my room and cry! B,C 

c) Don't go ı 
3) a) ı·Jha t time is it t 

b) It's ten o'clock ı A,C 

c) Is it t 
4) a) The coffee is hotı 

b) The coffee is hot't B,C 

c) I'cl like h ot coffee t 
5) a) \·Jho' s coming ~ 

b) P..re you coming t A,C 

c) You're coming 4, 
6) a) h'hat time is it J 

h) It's two 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 ou.t thei.r respanses after they have heard the presented 

utterances through a tape recorder-player. The answer sheets 

were prepared hy the examiner before the test started. In 

order to increase the subjects level of alertness, a signal 
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was heard 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 make the subjects 

get bored with the successive sequence of the utterances. 

(Sample answer sheets and the perception tests are given 

in Appendix D ) 

4.4.2. THE PRODUCTION TEST 

In performing this test, the most important thing is 

that the production test must include the problems that are 

going toh~ 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' intonationofquestion patterns, questions of 

different types were selected from a practice book (Thomson, 

1981). 

The number of selected questions was 14. 5 were Yes/No 

Questions, 5 vJere ı~h. Questions, 2 were Statement Questions 

and the other two ıvere Question Tags. Same of the questions 

alsa included Alternative Questions. 

These questions were not presented as isolated patterns 

hut in short dialogues since our aim students' learning 

intonation not only in theory but alsa in use. So the subject 

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

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

28 subjects were called one by one and each time of 

performance, they were given seperate cards. en 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 performed 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 was kept by the 

investigator (The copy of the questions of Production Test 

and sorne of the selected graphed forms of intonation cantours 

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 

sİtuation. When the subjects were asked about intonation, 

they gave examples signifying that they were confused with 

the terrus 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 fr.om their actual faculty courses. The whole 

course took 12 meeting; each lesson was at least 90 minutes. 

Each question group taught was presented individually. The 

consecutive sections reviewed the previously 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 lesson. Alsa, 

these materials were supported by visual aids (e.g. blackboard 

drawings, pictures and same made-up situations). 

The teacher controlled, prompted and praised the students 

throughout the practice as necessary, repeated the utterances 

several times with the subjects if the subjects had difficulties 

in producing the p~tterns.. She didnot slow her speech in order 

not to distort the intonation of the patterns. She avoided 

cancentrating 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 re~eat the same item 

individually because of the time limitations and also becaöse 

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 polisbed their imitatian in order to increase 

their interBt in intonation exercises. 

In this study, the techniques for teaching intonation 

as suggested by Haycraft (1971) were followed. Haycraft 

approached intonation teaching systematically in her book 

where she studied intonation for beginners (range from to years 

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 stage. In brief; the aim 

of the writer is to show that intonation can be easily taught 

by so~e suggested games or techniques without letting students 

to he 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 Perception Tests, formed of 68 pairs of 

sent~nces:and 90 triplets of sentences in succession 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-II are given in Table-IV (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-testseares were analysed by Student's t test 

(two tailed) and the results of the two groups were compared 

at the 0.05 p canfidence level. 

In the Production Task, the participants were given 

14 questions to produce with their appropriate intonation. 

The seeres of both groups for Production Test, before and 

after the Systematic Intonation Teaching are given to the 
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Experimental Group, were illustrated in Table-V and Table-VI 

(Appendix H). Comparing each response with the staridard form 

or according to the deviation from the standarn form, subjects 

were given 1 

might get 14 

point for each correct response. Thus , they 

points if they produced all the questions with 

an appropriate intonation. It has to be considered in mind 

that attitudinal function of intonation may have an effect 

on the production of same 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 

s~stematic instruction,in their perceptive and productive 

achievement of int6nation in English in order to determine 

if systematic teaching of intonation· in Foreign 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 ? 

67 
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This question was investigated by testing the followin9 

null hypothesis: 

H There will be no significant difference within the o 

Experimental Group in perceiving intonational 

differences before and after exposure to systematic 

instruction on intonation. 

In Perception Test-I (Two-Chöice Test), in terms of 

correct scorru, the highest score in the Experimental Group 

was 66 and the lowest 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 be.fore and after the systematic 

teaching of intonation is summarized in Table-1. 

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

Experiwental Group in perceiving intonational differences 

before and after exposure to systematic instruction on intonation 

(Two-Choice Test) 

Condition 

Testing Sessicn-I 
(Pre-Teaching) 

Testing Sessicn-II 
(Post-Teaching) 

n -
X 

57.92 

59.71 

SE t critical level of 
value significance 

1.78 1.12 1.58<2.16 0.05p 
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As can be observed from the table above, the Experimental 

Group obtained a mean value of x=57.92 in the Testing Session-I 

and the group reached a mean value of i=59.71 in the Testing 

Session-II. The Standard error was calculated as SE=1.12. The 

t-test value, t=1.58 p<2.16 at the 0.05 p Level of significance, 

shows· no significant difference. between the Testing Sessions 

of the Experimental Group in the perception of rising and 

falling intonational sentences of English. 

Thus, we failed to reject the null hypothesis set above. 

In other words, there did not appear to be any significant 

difference within the Bxperimental Group in the perception of 

intonation. 

In Perception Test-II (Three-Choice Test), before 

systematic teaching of intonation was given, the Experimental 

Group achi_eved a score of 85 as the highest and t+5 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 

p,iven 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 

Experimental Group in perceiving intonational differences 

before and after exposure to systematic instruction on 

intonation (Three-Choice Test) 

C'...ondition n - D X SE t critical level of 
value significance 

Testing Sessicn-I 
(Pre-Teaching) 14 65.28 

4.85 2. 72 1. 78 < 2.16 0.05p 
Testing Sessicn-II 
(Post-Teadling) 14 70.14 

As it is seen from the results in the above table, the 

Experimental Group reached a r.ıean value of x=65.2~ in the 

Testing Sessicn-I and a mean value of x=70.14 in the Testing 

Session-II. The standard error was calculated as SE~2.72. The 

t value betıveen Testing Sessions I and II was t=1.78, p(2.16 

at the 0.05 p leveQ of significance. This result indicates 

that there is no significant difference between the Testing 

~essions of the Experi~ental Group in terms of discriminating 

the 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 ther-e a 

significant difference t·Jithin the Cont·rol Group in perceiving 

intonational differences fallawing an interval without any 

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

null hypothesis: 

H
0

= There will be no significant di!ference within the 

Control Group in perceiving intonational differences 

following an interml 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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Tahle-3 

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

Control Group in perceiving intonational differences fallawing 

an interval without any systematic instruction on intonation 

(Two-Choice Test) 

Condition n - D SE critical level of. X t 

value significance 

Testing Sessicn-I 14 

Testing Session-II 

(no teaching) 14 

58.92 

60.85 

1.92 0.98 1.95 < 2.16 0.05p 

Table-3 shows that at the end of Testing Session-1, 

the Control Group reach~d a mean value of i=58.92 and i=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 Control Group~ in which t=1.95 

p ( 2.16, al so shows no significant difference between the test s 

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 Sessicn-I anct Testing Session-II, 

the group's highest score was 76 and the lowest was 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 Diff~rence within the 

Control Group in perceiving intonational differences fallawing 

an interval without any systematic instruction on intonation 

(Three-Choice Test) 

Condition n 
- n SE t erit i cal level of X 

value significance 

Testing Session-I 14 65.78 

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 perception 

Test-II, the Control Group reached a me~n value of i=65.78 

in the Testing Session-I and i=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 p(2.16 at the 0.05p 

canfidence level. The result indicates that there is no 

significant difference between Testing Sessions I and II 

within the Control Group. Hence, 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 percei ving intonational. differences at 
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the beginning phase of this study? 

This question tvas. investip;ated by testing the fallawing 

null hypothesis: 

H = There will be no significant difference between 
o 

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 Bxperimental 

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 Tahle-5. 

Table-S 
The Results of the t-test S~1mving the Difference between the 

~xperimental and the Control Group in perceiving intonational 

differences at the beginning nhase (Two-Choice Test) 

-Condition n X Sd 

Tıe E::~perimental Group 
I. Session il~ 57. 97. s .!+9 
(Pre-Teaching) 

1he Control Group 
I. Session 14 58.92 4.06 

SE t critical 
value 

1.82 0.51.~<?..16 

level of 
significance 

0.05p 
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The results of Table-S indicates that, at the end of 

Tw6-Choice Test -I, the Experimental Group reached a mean 

value of i=57.92 and its standard deviation was Sd=5.49 

whereas the .Control Group's mean value was i=58.92 with its 

standard deviation Sd=4.06. Calculated t-value between the 

test s of both groups was t=O. 54 p( 2.16 at the O. O Sp 

significancelevel. This shows that there is no difference 

between those g~oups at the beginning of the experiment and 

it hints that their perception is almost the same. Thus, we 

failed to reject 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 Experirnental and Control Groups 

differ from each other in the first Testing Sessions of the 

Perception Test-II. 

Acco~ing to the results shown in Table-6, in Pre­

Perception Test-II, the Experimental Group reached a mean 

value of i=65.2R with its standard deviation Sd=10.33. 

The Control Group reached a mean value of i=65.78 with 

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

The Experimental Group 14 
I. Session 
(Pre-Teaching) 

The Control Group 
I. Session 

(no teaching) 
14 

Sd 

65.28 10.33 

65.78 10.72 

E t Critical 
value 

3.98 0.12 < 2.16 

level of 
significance 

0.05p 

--·---------------------------------

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 question to be answered was: Is there a 

significant difference becween the Experimental Group and the 

Control Group in perceiving intonatjonal differences after 

the Experimental Group is exposed to systematic instruction 

on intonation whereas the other is not? 

This question was investigated by testing the fallawing 

null hypothesis: 

H = There will be no significant difference between o . 
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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 Experimenffil 

Group's highest score was 68 and the lowest was 52 after the 

group was exposed to the systernaticteaching Of 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 PerceptionTest-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 

The Experimental Group 14 

II. Session 

(Post-teaching) 

The Control Group 

(no teaching) 14 

-
X S d 

59.71 4. 39 

60.85 3.84 

SE t ciritical level of 

value significance 

1.55 o. 73 < 2.16 0.05p 
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Table-7 demonstrates that, in.Perception Test-I, the 

Experimental Group obtained a mean value of i=59.71 and the 

standard deviation was calculated as Sd=4.39 whereas the 

Control Group reached a mean value of 60.85 an4 its standard 

deviation was calculated as 3.84. The t-value bteween two 

groups was t=O. 73 p(2.16 at 0.05p significance level. 

This result shows that there is no significant difference 

between the Experimental and the Control Group in the Testj.ng 

~~ession-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 Has 85 and the lowest was 52 

whereas in the Control ~roup, 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 

The Experimental Group 
II. Session 14 
(post-teaching) 

The Control Group· 
II. Session 11.~ 
(no teaching) 

--
X S d 

70.1L~ 9. 90 

66.92 8.11 

SE t rcirittical 
value 

3.42 0.93( 2.16 

level of 
sümificance 

0.05p 
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Table-S illustrates that, in Perception Test-II, the 

Experimental Group reached a mean value of i=70.14 and its 

standard deviation ~as calculated as Sd=9.90 whereas the 

Control Group reacherl a mean value of i=66.92 with its 

standard deviation Sd=8.11. The t-value between the two 

groups was t=0.93 p<2.16 at O.OSp level of significance. 

The result shows that there is no significant difference 

betwee~ the Experimental Group and the Control Group in 

Perception Test-II. Hence, we failed to reject the null 

hypothesis set above. 

5.2. RESULTS OF THE PRODUCTION TEST 

5.2.1. RESULTS OF t-TEST 

In the first series of analysis in the Production Test 

the fifth question to be answered was: Is there a significant 

difference within the Experimental Group in producing the 

intonation patterns of the Target Language before and after 

the group is exposed to systematic in~truction on intonation? 

This question was investigated by testing the following 

null hypothesis: 

H = There will be no significant difference within 
o 

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 Experimerıtal 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 

Experimental Group in producing the intonation patterns of the 

TarBet Language before and after the group is exposed to 

systematic instruction on intonation 

Canelition n df 

Testing Session I 
(Pre-teaching) 1!+ 13 

Testing ::;ession II 
(Post-teaching) 11+ 13 

-+-----·-- ----. ·----··. ·-·. 

-
X i5 

6.07 
!~. 5 

10.57 

Se t critical 
value 

O.SLı. 8.29 ) 2:.16 

level of 
significance 

O.OSp 

Table-9 indicates that the mean value of the Testing 

Session-I was i=6.07 whereas it reached to i=10.57 after the 

Experirtıental Group was exposed to systematic instruction on 

intonat:Lon. The mean of the differences with:Ln 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 O.OSp significance 

level according to degree of freedam df=13, t=8.29 p)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 was: Is there a 

significant difference within the Control Group in producing 

the intonation patterns of the Target Language 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: 

H = There will be no significant difference within the 
o 

Control Group in producing the intonation patterns 

of the Target Language when they are only exposed 

to natural intonation incidentally in classroom 

while the Experimental Group is being taught 

intonation systematically. 

'Lıhil'-ill nutlinc::; lhc distı·ibution of the differences 

within the Control Group in Production Tests I and li 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 

T~e Res1ılts of the t-test showing the Diiference within the 

Control Group in producing the Intonation Patterns of the 

TarPet LanPuage when they are only Sxposed to Natural 

Intonation incidentally in das sroom whiie the Experimental 

Group is being taught intonation systematically 

As it is shown in Table 10, the mean value was found 

as i=5.75 for the Testing S.ession-1 whereas the mean value 

of the Testing Sessicn-Il was i=B. The mean of the differences 

between the two sessions was n=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 p)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? 



83 

This question was investigated by testing the fallawing 

null hypothesis: 

H = There will be no significant difference between the o 

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 Experiment~l Group and the Control Group in 

Production Tests which were given to both groups 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 patt~rns of the Target Language after the former 

group is exposed to systematic inst17uction whereas the latter 

is not 

Condition n df X S d SE t critical level of 
value significance 

Testing Sessicn-I 
(The Experimental 14 10.57 1.69 

Group) 

24 0.69 3. 71 2.16 O~OSp 
Testing Session-II 
([he Control Group) 12 8 1.80 
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Tahle-ll asserts that the Experirnental Group reached 

-a mean value of X= 10.57 with a calculated standard deviation 

of Sd=1.69 whereas the Control Group.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 

betı11een the two groups was t=3. 71 > 2. 06 at O. O Sp significance 

level. This results indicates a significant difference between 

the groups in producing the intonation patterns of the Target 

Language. Therefore, the null hypothesis set above· is re jected. 

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-te~ching? 

This question was investigated by testing the fallawing 

null hypothesis: 

H = There will be no significant difference within the 
o 

Experimental Group in producint:; the intonation patterns 

of the Target Language in 5 months' period fallawing 

the post-teaching 

Table-12 shows the distribution of the difference within 

the Experimental Group in Production Test which was given 

S 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 ıvithin the 

Experimental Group in producing the intonation patterns of the 

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

-
Condition n df X f5 SE t erit i cal level of 

value significance 

Testing Session-II 14 13 10.57 

(Post-teaching) 
0.07 0.70 0.10 2.16 0.05p 

.5 months later 
ll~ 13 10.5 

(no further teaching) 

Table-12 denotes that the mean value of the Testing 

Session-II was found as x=10.57 and almost the same, as 

i=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 

ıvhich t=O .ı o( 2.16,. demonstrates no significant differenc€ 

between the tests at the 0.05p significance level. Thus, the 

null hypothesis ~et above can not be rejected. 
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5.2 .• 2. E:ılROR 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 seeres 

and percent total seeres of the Experirnental Group in 

Yes/No Questions. This group of questions is expected to 

have a r~sing intonation. As a matter of fact, the last 

alternative questi.on seerns to.have a falling intonation. 

However, it rnight be asked with a rising intonation if the 

hearer is asked to have milk, juice or something different. 

Thus, the subjects were expected to produce this question 

with a rising intonation according to the cantext given. 

As can be ohserved from Table-13, within the Experirnental 

Group, subjects' productive achievement of intonation in Yes/No 

Questions in English were exarnined before and after they were 

given a systernatic teaching of intonation 



Table-13 

Distribution of Correct Scores and Percent Correct Scores of the 

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

YES 1 NO QUESTIONS 

Production Test Scores 

before Intonation Teaching 

YES 1 NO QUESTIONS n Correct Correct 

1. Did you spend your 14 
surrmer holiday 
camping? 

2. Yes, did you? 14 

3. ıvould you like 14 
coffee? 

4. Would you like tea? 14 

S. Do you like milk 14 

Scores 

7 

10 

3 

4 

8 

6 .!+ 

Scores fo 

50 

71.4 

21.4 

28.5 

57.1 

45.7 

?roduction Test Scores 

after Intonation TeachiDg 

n Correct Correct 

1<'} 

14 

1L'~ 

lt~ 

14 

Scores Scores % 

12 

14 

4 

4 

14 

9.6 

85.7 

100.0 

28.5 

28.S 

100.0 

68.5 

S Months l..ater 
(no further teaching} 
n Correct Correct 

Scores Scores % 

14 

14 

14 

14 

14 

12 

13 

13 

13 

11 

12.4 

85.7 

92.8 

92.8 

92.8 

78.5 

88.5 
00 
-...ı 
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Table-13 shows that percent correct seeres among 14 

subjects, for 5 questions,ranged from 21.4% to 71.4% before 

the systematic instruction of intonation \vhereas they ranged 

from 28.5 % to 100 % aft.er the method was ~iven. Besides, it 

was noticed that percent correct seeres increased to 78.5 % 

to 92.8 % S 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 was calculated as 50 %. in the Pre-Production 

Test. After systematic teaching of intonation, the number 

of correct seeres increased to 12, a percentage of 85.7% 

and remained the same 5 months later. 

The second question "Yes, did you?" was scored correctly 

by 10 subjectswhere the percent correct score was 71.4 %. 

After they were given instruction about intonation, the number 

of correct seeres was detected as 14, a percentage of 100 %. 

However, the number of subjects who knew the correct 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 

subjects in succession with the percentages of 21.4% for the 

former and 28.5 % for the later. In the Past-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 seeres increased to 13 

for both questions where the percent correct score was 

calculated as 92.8 %. 

The last question "Do you like milk or juice?" was 

scored by 8 subjects, a percentage of 57.1 % before they 

were exposed to systematic teaching of intonation whereas 

the question was scored by 14 subjects afterwards, a 

percentaRe of 100 %. However, 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 correct seeres increased in three 

successive tests as 45.7 % for the Pre-Production Test, 

6.8.5 % for the Past-Production Test and 88.5 % for the 

5 months period fallawing the systematic teaching of 

intonation. 

Table-14 shows the distribution of the total seeres 

and oercent total seeres of the Control Group in Yes/No 
.t 

Questions. 
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Table-14 

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

Production Test Seeres I 

YES /NO QUESTION S 
n Correct 

Seeres 

1. Did you spend your 12 
sumner holiday 
camping? 

2. Yes,did you? 12 

3. Would you like 12 
coffee? 

4. Hould you like 12 
tea? 

5. Do you like milk 12 
or juice? 

7 

8 

4 

2 

8 

5.8 

Correct 
Seeres 

% 

58.3 

66.6 

33.3 

16.6 

66.6 

Production Test Seeres II 

n 

12 

12 

12 

12 

12 

Correct 
Seeres 

7 

10 

11 

6 

10 

8.8 

Correct 
S core s 

"/o 

58.3 

83.3 

91.6 

50.0 

83.3 

73.3 

m·ıen Table-1!+ was all.alysed it was seen that percent 

co~rect seeres 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' 

producing Yes/No Questions since the percent correct seeres 

range from 50.0% to 91.6% ın. Past-Production Test. 

The first question was scored correctly by 7 subjects, 

a percentage of 58.3 % both in the Pre-Production and 

Past-Production Tests. 
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The number öf correct seeres for the second question 

were 8 (66.6 %) in the first test but the correct seeres 

increased to 10, a percentage of 83.3 % afterwards. 

4 subjects responded to the third question with the 

correct intonation, a percentage of 33.3 % while the number 

of corr0ct scores werc detected as ll (q1.6 %) in the 

Past-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 seeres increased to 6, a percentage 

of' 50.0 %, when the suhjects were tested finally. 

For the last question, the Control Group scored 8 

correct respanses (66.6 %) and 2 more were added to the 

number of correct scores (83.3 %) in the Fost-Production 

Test. 

The mean percent scores are distributed as x=48. 2 /o 

for the Pre-Production Test and x=73.3 for the Pest-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 %) i that both 

groupsmay be regarded as having virtually the same performance 

in producing Yes/No Questions. 
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5.2.2.2. Error Analysi~ in Statement Questions 

Table-15 shows the percentage distribution of the 

scores for the Experimental Group in Statement Questions, 

which are, in general, expected to have a rising intonation 

in this group. 

When Table-15 was examined, it was noticed that 7 

subjects out 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 Past­

Production Test, it was seen that 5 more were added to the 

subjects who succeeded to utter the question with the correct 

intonation, The percentage was R5.7 % . There was no change 

5 months later; the number of correct scores and the percent 

of correct scores remained the same. 

For the production of the second question "She's What?" 

subjectswere 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 correct 

scores increased to 14 with the full percentage (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 seeres in the Pre-Production 

Test was i=9.5 where the mean p~rcent correct score was i=67.8% 



Table-15 

Distribution of Correct Scores and Percent Correct Scores of the 

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

STATEHENT QUESTIONS 

Pronuction Test Scores Production Test Scores 

before Intonation Teaching after Intonation Teaching 5 Nontıhs Later 

Correct Correct 
(no further teaching) 

STATEMEI:,IT QUESTIONS n n Correct Correct n Correct Correct 
S core s Scores fo Sc or es Scores fo Sc or es Scores % 

1. She had a boy? 14 7 50.0 14~ 12 85.7 14 12 8.5.7 

2. She's what? 14 12 85.7 1L.ı- 14 100.0 14 11-ı- 100.0 

--

9.5 67.8 13 92.5 13 92.8 

\O 
w 
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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%. 

ı. 

2. 

Table-16 

Distr~bution of Correct Scores and Percent Correct Scores of 
the Control Group (ı-Jhich had the absence of any kind of 
instruction in learning intonation) in Statement Questions 

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

n Correct Correct n Correct Correct 
STA'ID1ENT QUESTION S Sc or es Sc or es Scores Scores 

"'o "/o 

She had a boy? 12 5 41.6 12 11 91.6 

She's what? 12 6 50.0 12 9 75.0 

5.5 l~5 .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 Past-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 gave correct respanses which meant that 

50.0 % of the subjects from the group knew the correct 

intonation. After a periöd in which systematic instruction 
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about intonation was given to the Experimental Group, The Control 

Group made !_)rogression in producing the question ı.vith the correct 

intonation because 9 subjects gave the correct response, a 

percentage of 75 % . 

Consequently, the mean correct score of the Control 

Group was ~=5.5 and the mean percent correct score was x=45.8 % 

when the group was first tested. Afterwards; the mean correct 

score x=10 and the mean percent score x=83.3 % was almost 

twice that of the Pre-Productlon Test. 

5.2.2.3. Error Analysis in Wh -Questions 

The distribution of the number of correct seeres and 

the percent correct seeres of the Experimental Group in 

Wh -Questions is summarized in Table-17 •. Wh -Questions, in 

general, are expected to have a failing intonation but if 

they are used for the purpose of "ask.ing for repetition", 

then, TtJh -Questions may have a ri s ing 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 seeres ranged from 14.2 % to 



Table-17 

Distribution of Correct Scores and Percent Correct Scores of the 

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

\Jh- QUESTIONS 

Production Test ScorP.s Production Test Scores S ~~onths Later before Intonation Teaching after Intonation T.eaching (no further teaching) 
ı.h-QJESTIONS n Correct Correct n Correct Correct n Correct Correct 

Scores Scores fo Scores Scores fo Sc or es Scores fo 

1. Hhy did you ask? ll .ı. 3 21.4 1Lı, q 61>. 2 il~ 6 42.8 

2. h~1ere were you last 11-ı. '} 
L. 11-ı-.2 ll~ 6 1}2.8 11+ 8 57.1 

night? 

3. vlhat <lo you mean? 14 10 71.4 ll} 9 6l.ı..2 14 1!+ 100.0 

4. Ohere does he come 14 7 so.o :IJı- 11+ 100.0 11~ 3 57.1 
from? 

S. ı-Jhere was I last 14 8 57.1 il~ 14 100.0 14 12 8S.7 
night? 

6 42.8 10.4 74.2 9.6 68.S 
\..D 
(J\ 
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71.4% before the subjests were given a sys~ematic instruction 

of intonation whereas the seeres ranged from 4~.8 % to 100 % 

after the method. This showed a signific~nt result in terms 

of producing Wh-Questions correctly. However, 5 months later 

the percent correct seeres still ranged from 42.8 % to 100 ~ 

but the mean percent score decreased to i=68.5 % when 

compared to i=74.2 which was obtained after the systematic 

teaching of intonation. 

Table-18 

Distribut~on of Correct Seeres and Percent Correct Seeres 
of the Control Group (which had the obsence of any kind of 
instruction in learning intonation) in Wh -Questions 

WH.-QUESTIONS 

Hhy dld you ask? 

vJhere were you last 
night? 

ıVhat do you mean? 

'.Jhere does he come 
from? 

Hhere was I last 
night? 

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

n Correct Correct n Correct Correct 
Sc or es Seeres Seeres Seeres 

fo fo 

12 2 16,6 12 6 50.0 

12 3 25.0 12 5 41.6 

12 8 66.6 12 10 83.3 

12 8 66.6 12 4 33.3 

12 5 41.Fı 12 3 25.0 

5.2 L~3.2 5.6 46.6 

VJhen Tables-17 and 18 w ere compared, it was observed 

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 i=42.8 % and i~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 

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

mean percent correct score \~as detected as i=46.6 %. 

The subjects of the Control Group seemed to be successful 

in giving correct responses, particularly for the fourth and 

fifth questions which required rising intonation. The 

percentages of correct seeres for those questions were 66.6 % 

and 41.6 % in succession but in the Pest-Production Test, the 

number of correct seeres decreased to 4 and 3 with the 

percentages of 33.3 % and.25.0 % fallawing each other. 

However, the percent correct seeres of the correct 

respanses given to the first and the second questions indicated 

that the subjects were rather inefficient in applying the 

falling tone in Hh- Questions when compared to the other 

results obtained in the Past-Production Test. 

5.2.2.4. Error Analysis in Question Tags 

Table-19 present the distribution of the number of 

correct seeres and the. percent correct seeres for the 

Experimental Group (exposed to the Systematic Teaching of 

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



Table-19 

Distribution of Correct Scores and Percent Correct Scores of the 

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

QUESTION TAGS 

QUESTION TAGS 

1. You went to 

Production Test Scores 
before Intonation Teaching 

n Correct Correct 

Scores Scores lo 

14 4 28.5 
Switzerland skiing, 
didn't you? 

2. You don't like her, 14 
do you? 

2 14.2 

Production Test Scores 
After Intonation Teaching 

n Correct Correct 

Scores Scores % 

1L~ 11 78.5 

14 11 78.5 

11 78.5 

S ~1onths La ter 
(no further teaching) 

n Correct Correct 

Scores Scores lo 

14 6 42.8 

il+ 7 50.0 

6.5 46.4 

\0 
\0 
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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 pim, the question is produced by a falling 

tone. In the following group of question tags, the former is 

expected to have a ~ising 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 intonaıtion. 

Only 4 subjectsgave the correct responsefor the first question 

"You went to Swit·zerland skiing, didn't you?" with the 

percentage of 28.5 %. Moreover, no correct response was achieved 

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

However, in the Pest-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 S months later, correct scores 

lessened to 6 (42.8 %) for the former and 7 (50.0 %) for the 

latter. 

Thus, there was a considerable significance in mean 

correct scores and percent correct scores between Pre- and 

Pest-Production Tests, because mean correct score increased 

from i=2 to i=11 and mean percent score from i=14.2 % to 
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x=78.5 % . These mean scores appeared to decline from x=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 Seeres 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 Sc o res Scores Scores 

fo % 

ı. You went to 12 2 16.6 12 6 50.0 
Switzerland skiing, 
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 

Fost-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 Fost-Production Test, .the number of 

correct seeres 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 i=1.5, i=12.4 % for the Control 

G~oup in the Pre-Production Test and i=4, i=33.3 in the 

Past-Production Test. 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 is 

shown in Figure~l and Figure-2. 
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Experimental Group 
(pre-Teaching) -

Experimental Group 
(Post-Teaching) 

Experimental Group 
(5 months later 

following post-teaching) 

4 

Figure-1 Percentage distribution in the Experimental Group 

for Yes/No Questions (1),Statement Questions,(2), 

V.lh-Questions (3) and Question Tags (t+) 
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CHAPTER VI 

DISCUSSION AND SUGGESTIONS 

6.1. DISCUSSION 

The analysis of experimental results indicated that 

neither the Experimental Group, which were exposed to systematic 

teaching of intonation, nor t~0 Control Group, which had the 

absence of_ any kind of instruction in intonation teaching, showed 

a significant difference in perceiving inton~tion. Thus, we 

failed to reject the null hypotheses formulated in previous 

pages. 

On the other hand, a significant difference was achieved 

ıvithin the Experimental Group in producing the intonation 

patterns correctly after the subjects had been exposed to some 

systematic instruction about intonation. Moreover, the Control 

Group also illustrated a remarkable significant difference 

in producing the intonation patterns by receivine infomation 

about intonation incidentally in the classroom environment. 

105 
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At the be8inning of this study, it was implied that 

students would learn intonation better when they were taught 

intonation more 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 classroam. 

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 intonation, 

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, small tendeney 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 seeres were evaluated for the Experimental 

Group which had the systematic teaching of intonation, it was 

observed that the highest score was 66 in 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 90 questions. Consequently, 

departing from the results cited above, it can be said that 

the subjects had already access to sufficient seeres in the 

Perception Tasks. 

When the resul ts of Production Test s were. :examined, 

a significant improvement was observed within and between 

both groups in producing the questions with the correct 

intonation. However, the Experimental Group performed much 

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 Past-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 d:i:d not rectify their production to any great extent 

ı·ıhen they were compared with the Control Grpup which performed 

as well as Experimental Group without being exposed to specific 

instruction. 

The Statement Questions were responded to correctly 

by most of the sub;ects of the Experimental Group before 

and after the method, even though there were same subjects 

whö uttered these questions with a fall~ng tane • This might 

have ecured partly because they presumed the Statement 

Qucstions as Affirmative Sentences since both kinds of 

sentences start without a question word but only differ by 

means of intonation. 

The subjects of both groups showed a clear tendeney 

to use a rising tane 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 question~ng 

manner (i.e. with arising intonation). 

The use of rising-falling intonation is applicable io 

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:~ (falling intonation) 

A: By bus 

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

through the Express Company 

B:~ (rising intonation) 

A: Through the American Express Office in Detroit 

(Fries,1952:156) 

Thus, inaccordance with the opinions put forward by 

the linguists; the subjects of both groups were more successful 

in producing Wh -Questions which require rising intonation. 

The number of the correct intonation for the Wh -Questions 

with falling tane 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 S 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 Expe~mental Group and the Control Group 

showed the weakest performance in producing the Question Tags. 

Especially, the Exp~rimental Group uttered completely incorrect 
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Tag Questions before systematic instruction. They had a 

tendeney for using a rising tane where a falling tane was 

expected. This might have occured partly because subjects' 

presumption of Question Tags as General Q~estions (uttered 

with a rising tane) since they both have auxiliary verbs 

in their structures. 

Infact, the use of correct tane in Question Tags 

depends on the cantext in which the questi~n is used. For 

example: 

a) You want a don't J you? (rising tane) 

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 NYes or No". 

b) You want a don' t ( you? (falling tane) 

The whole sentence is to be interpreted as a ''statement uf 

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 tane 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 Control 

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 

S 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 Experirnental Group after a 5 months' 

period foilowing 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 "natural 

teaching" method in which language is learned as a ı;vhole in 

relatiön to a meaningftil context. They believe that formal 

linguistic descriptions have nothing to contribute to the 

language learning process. Dlıe 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. Allert(1974) cited in Brasil 

et. al., 1980:130) regard those views unnecessarily pessimistic 

and explain that student expects structure and regularity 

in the language s/he wants to learn. For t~at reason, these 

writers insist on combining teaching-in-context witq the 

systematic presentation of formal grammatical relations. 

Besides, they argue against the supporters of "naturaLmethod" 

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 seem 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 

canceptual framework helps to point out some rather badly 

neglected features of intonation. 

In this study, a systematic model of teaching intonation 

was applied to the subjects in order to test an instructional 

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 conscious 

awareness would result in good production. 
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After the method had been applied, fallawing the 

perception and the production 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 

tho~e who wished to use ~t. The role of the intonation tests 

in the assessment of achievement couldnot he ignored. 

However, the fact that the subjects make progress 

durİng 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 Richard~1985:9-15]. 

Thus, to 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 that the subjects of 

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 Experimental Group might have 

performed much better if there had not been some factors 

affecting the success of the systematic teaching. H6weveri 

adapting a ne\v approach brought i ts own problems ( involved 

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

summarized as follows. 

Students have attended to the inton~tion 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. 

Same others required much great effort to achieve the appropriate 

results in producing the patterns~ Learners alsa differed in 

hmv they went about the task of learning. Same su h jects ıvere 

ear-oriented and so~eworried when they did not understand the 

tones and looked for patterns to be drawn on the blackboard. 

Same were shy about making errors in producing utterances and 

avoided production. 

The biggest problem was to reduce subjects' bad habits 

of hearing and producing the intonation patterns, even to 

alter fixed inappropriate tones in production and to establish 

new to~es intheir places. Subjects' 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. Tnese results were 
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due to their not being infomed about the intonation patterns 

systematically or their receiving incongruous tones. Even 

after they had been taught about intonation, most subjects 

could not manipulate their voices in producing the required 

tones. Accordingly, they exaggrated the tones or just uttered 

them with a level tane. That the time was limited for overcoming 

those obstacles and reaching the objectivewas a real handic~p 

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 pra~tice in.other language skills. However, 

this area of language will 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 language 

class, investigation period can be lengthened. 
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The effect of visual feed-back in teaching prosody can be 

investigated by using devices like Voiscope developed to 

observe variations in speech. 

- Total immersian in an English speaking community might he 

studied as a factor that may influence on acquiring and/or 

learning the intonation of the Target Language. 

- The interference of the roother tongue on learning th~ Target 

Language in terms of intonation might be studied as a further 

research. 
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U NIT 9 

o o o o 

S O D o D 

271 
272 
273 
274 
275 
276 

277 
278 
279 
280 
281 

282 
2~3 

APPENDIX A 
124 

ASKING ABOUT 
ADDRESS ES 

Where do you Iive'! 
I live on Washington Street. 
\Vhat's your address? 
I live at 1203 "\Vashington Street. 
l'ın l\1r. Snıitlı's next dool' ncighbor. 
You li ve here in the city, don't you'? 
l'uı frmn ont of ton·n. 

How long have you lived here? 
l'vc livcd here for five years. 
He's known nıc for over ten years. 
l'vc spokcn English allıny life. 
l've alrcady read that book. 
Has he studicd Frcnch vcry loııg'! 
Have you had hrcakfast alı·cady'! 

Y es, I had hrcakfast two hours ago. 

103 



104 UNIT N/NE AJ?PENDIX A ( CONTINUED ) 

INTONATION 
125 

271 Where do yc.nı rıive? 
"'--

272 l li ve on j '0/ash1ingtoıı Street. 

ı ·-
273 

r--. 
What's your address? 

'-
274 I livc at l 2(~ington Street. 

ı . 
275 next d oor neighbor. 

L 
276 You li ve here in the city, don't you? 

L 
277 rm from out ofjtown. 

. "-
278 

279 

280 Hc's knovvnl mc for over tenjyears. 
\_ 

281 l've spoken En )Iish all my li\. 

. ' . 

1 've alrcady re ad that book. 

283 
,---: 

Has he studicd FrL~ııch vcry long'? 

284 Have you had brcakfast alrcady? 

.......... 
285 Ycs, l had brcakfast two hours ago. 

'( • !---. 

1. 
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A-;'PEHDIX B 

COURSE OUTIJDrE 

1987/88 :Pacul ty of I~ducation Anadolu University 

A Nethodological Study 

of Systematic Intonation Teaching 
' 

to the J~earners of Engl~sh as a Foreign Language 

Instructor: İlknur JVIaviş 
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 Hethodological St,udy 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, \'/h- 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 infleetion 

- 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 classrooms 
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APPBNDIX J3 ( CONT HTTJBD ) 

A TBJT'l'ATIVl~ S\'IıLABUS 

TOPIC 

General information aqout intonation and 

its flınctions ( grammatical and attitudina1 ) 

- Tune distinction (rising 1 fa11ing 1 mixed ) 

- Falling tune (ı) ~ 

- Hising tune ( 't) ,Ya 
- l'•1ixed tune ( Jt) ~ , .:JJ}a 

- Yes 1 No Questions 

- Rising rrune ( f ) Are you fromjEskişehir?. 

- Statement Questions 

- Rising Tune ( f ) You are a 1 teacher? 

- A1ternative Questions 

- N ix ed Tune ( f~) Are you,lözlem or Gö~e? . 

- Rising Tune ( t ) Are youJ Öziem. orJ Gözde,? 

Wh- questions 

A: I'm going to Europe by car 

- Fa1ling Tune (ı) B:~ 

- Rising Tune (f) B:~ 

- Question Tags 

- Rising Tune ( t ) You are co\ing, aren' tl you ? 

- Fa1ling Tune ( t) You are co~ing, aren•t[you~ 

_ Response Tags 

A: I missed the bus today. 

- Fal1ing Tune( ~ ) B: Did \you? 
(polite ınterest) 

- Rising Tune ( 1; ) B: Didhou ? 

(concerned 
interest ) 
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APPENDLX D 

PERCEPTION TEST I (PAIRS OF SENTENCES) 

l~ [1 s he ma d ı 

ltJa s he rnad l 

You've bought orıe, haven't you j, 

You've bought one, haven't you t 

W h a t a r e y o u d o .i n q 't' 
How old are you t 

He .isn' t here, is he J 
She finally. arrived, didn' t sheJ. 

Were they all here ~ 
Were they all here r 
C ome here t 
Com e c:ırıd sit i 
What are you doing ·ı 

How old are you ı 

Jlave the men pa id 1' 
Have the ın en . pa id i 
Dreadful weather, isn't 

Dreadful weather, l sn' t 

.. .'··:. 

it ~ 
it f 

··' ..... 

1 He isn't here, ıs -he T 
She finally arrived, didn't she 1 
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1 1 • Anı 

i\ lll 

rılanninq to ın;:ırry Ceorqe l 
p 1 a n rı i rl!J t o 111 a r r y C e o r q e J; 

l2. l~a~ı he ınad 

Was he ınad 

t 
1 

13. What time is it 

ıtıs two oıclok 

14. Was he ınad 1 
Was he nıad J, 

.ı 

ı 

;.:: 

15. Will you have cake or pastry J 
Will you have coke or pustry ı 

16. Were they all here l 
;f' 

Were they all here 1 

17. You've bought one, haven't you 

You ı ve bouçıht one, ha\Jcn ıL you 

18. Anı I planning to nıarry George 

Am I p1anning to ınarry George 

19. What are you doing l 
liow old are you t 

20. Do you like dogs ı 

Are you interested in nıusic ı 

2 1 . 1 t ' s. a n l1 n j nı a 1 t 
He's a student t 

22. Drendful weather, isrııt it 

Drcadful vJeather, isnıt it 

t 

ı 
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2 3. lle 1 iv e s in Lu ton ı 
He l.i ve s in Lut on t 

24. Do you 1 i k e do gs t 
Are you interested in ınusic i 

2 5 . L~h nt time ıs it .ı , ...... 

It•s two o'clock 1' 
26. You w ant to CJO to the movies ı 

You vıant to go to the mavtes ı 

2 7 • He .lives j n Lu ton i 
He lives in Lu ton t 

2 8 • It • s an animal t 
He•s a student l 

2 9 . Have the men pa id t 
Have themen pa id ı 

30. Go o d morning j, 

Go o d mo tn ing t 
31. Com e here 1' 

Com e and sit ı 

32. Do you like do gs ı 
Are you interested in music 1 

33. Go o d rnorrıing t 
Go o d rnorning 1' 

34. W as he rııad ı 
Wus he ma d t 



5 ':) ; l~ e r ı~ t h e y a 1 ı h e r e ı 

WL~ r L: ttı ey a .l ı h e re ı 

11' 
36. Do you want an apple or a pear 1 

~)hall we dri\/e or sh8ll we go by trairı 

37. Will you have cake or pastry J 
Will you ha\/e cuke or pastry f 

38. You've bought one, haven't you j, 
You've bought one, haven't you ı 

39. Come here J 
Corne and sit f 

40. What time is it 

It's two o'clock 

t 
t 

41. He isn't here, is he ı 

She f'.inally arr.ived, d.icln't she f· 
t-ı2. You want to go to the ınovies 1' 

You want to go to the ınovies ı· 

43. Dreadful weather, isn't it t 
Dr e ad fu 1 w e at h e r , i s n 1 t i t ı 

44. He isn't here, ıs he l 
She finall arrived, didn't she J 

,;"'' 

45. Have the men paid ı 

Have the man paid -} 

46. Arn planning to marry George 

Arn planning to marry George 

ı 

t 
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47. D o y o u w an l: n n <ı pp 1 e o r .-ı pec:ır 

~i h n 1 1 vw 

4B. Wi.Jl you 

drt\te 

h n ve 

or ~_;ha ı ı we ıJO by 

c <ı k e o r p n s t. r y 'j 
WilJ. you lı <:1 ve '" cnkr; or pcı~;try 1 

49. He iives ın Lutarı 

He lives in Luton 

50. Have the men paid 

Have the men pc:ıid 

51. Wvere they all here 

Were they all here 

52. Good morning 

Goocl rnornirıçJ 

53. Come here 

C o ııı e 8 rHl ~; .i t 

i 
ı 

54. What are you doing ı 
How old are you f 

55. Good morning f 
Good rııorrıing ı 

S6. It's an animal t 
He's a student ı 

/·":· 

57. Dreadful weather, isn't it 

D r e a d r u 1 w e n Uı e r , i s n ' l i t 

50. It's an arıimal ı 

He's a studerıt t 

t 
ı 

tr n i n ı 
'. ' 
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') 9 • You've bouqht one, haven't you t 
You'vl:? bouç]hl one, 11 a ''e n' t you 1' 

60. He l.ives in Lu ton J 
He lives ın Lut on ı 

61. Do you like doqs t 
/\re you interest.ed i. n musıc ı 

6 2 . You w ant to go to the movies t 

You w ant to go to the movies t 

6 3. W i ll you have cak e or pastry t 
Wi ll you have cak e or pastry ı 

i ı ı 64. Do you w ant apple or a pear ı· an 

Sh all w e dr i ve or shall w e go by train T 
6 5 . Am ·- I planning to ınarry George ı 

Arn I planning to marry George t 
66. Do you w ant an apple or 8 pe ar ı 

ı Silall w e dr i ve or shall w e go by train 

6 7 . What t irne is it f 
It's two o'clock t 

ı 68. You want to to the movies t ı. go 

You want to go to the rnovies r 



APPENDIX D (CONTlNUED) 

PCHCEPl ION TEST I I ( THIPLETS OF ·SENTENCES) 

l. This is my wife ı 

My wife likes smoking and drinking 

My wife is going f 
2. The teacher speaks English t 

1l~6 

The teacher speaks English, Italian and French ı 
The teacher doesn't speak any language 1 

3. L~h er e do you com e from l 
You c ome from London 1' 
Ho w di d you c ome ı 

Lt • What time is it 1' 
It's two o'clock t 
Is it ı 

5. These are your books, aren't they 

Those aren' t your pens, ,()re they l 
That manisa teacher, isn't he ı 

6 . You've paid, haven't you 

You won't corne, w i ı ı you 

I t w i ll be easier, won't 

7. She's a lawyer f 
She' s not a lawyerL 

L 
ı 

it t 

She's a lawyer and she wnnts a job f 



B . 

9. 

10. 

ll. 

ı 2 • 

13. 

ı 4 • 

ı 5. 

What: t.iıııe i ,. 
,) i. t ı 

I t ı ~> t ltJO oıc.Lock t 
l (' . ) i t ı 

Go to your room i 
ı ı ll qo to my room and c ry 

Don ı t qo t 
The se are your books, aren't 

Those a r·en' t your pens, are 

That man is 8 teacher, .i sn ı t 

Has he go ne l 
Where am I goinq J 
ll ı· ı ' ; 1 ~ 1 qııııı• l 
Where do you c ome from ı 
You coıııe from. London J 
Ho w di d you c ome ı 
You've paicl, haven't you 

You wan't corne, will you 

I t w i ll be easier, worı't it 

Who's coming ı 
Are you coming i 
You ı re coming ı 

Where do you co ın e from t 

You corne from London T 
Ho w d id you c ome ı 

ll~ 7 

they ı 
they ı 

he 1' 

ı 
1 
ı 



,.; .. .' 

1 (, • W h <ı L d i d y n u n :; k j, 

17. 

18. 

19. 

Did you sc.ıy sonıelh.inq. 1 
\~J h e n d i cl y o u !> n y f 
l~ho 1 s coming ı 
Are you cornin~ı ı 
You 1 re coming t 
Do you lik e t e.a J 
Do you like ten or coffee 

Do you lik e ten or coffee 

lhe coffee .i s hot t 
The coffee is h ot ı 
I 1 d like hat coffee ı 

l 
or m il k ı 

20. These n re your books, aren' t they ı 
Those aren' t your pons, are .. they. j 
That rnnn is ı::ı tencher,. i sn 1 t he 1, 

21. Where do you conıe from 

You .come from London 

Hoi!J did you conıe 1 

ı 

r 
22. What a ridiculous idea ı 

I think that 1 s a good idea 1' 
What a strange serısation T 

2 3. l~h at time .is it i 
[ t 1 rı two o 1 clock ı 
İs it 1' 

148 



24. l!ıi~.ı ı~; ırıy wi.fe t 

2 5. 

2 6 . 

i-l\ vJ if e like~; sınaking 

~ly w i fe .ıs qo in(_) 1' 
Go to your room ı 
ı 1 1 1 ÇJ o to my room 

Don 1 t gu T 
Has he go ne ı 
Where am I goinq t 
He has gone j 

c::ınd 

anel drinking 

cry ı . . 

27. ~llhere do you l.i.ve, Mr. Jnckson 

f'l r • J a c k s o n , t tı i s i s r··l r s • 5 m i t h 

l 1 rn glHd to meet you, Mrs. Smith 

28. What a ridiculous idea 

[ think that 1 s a qood idea 

What a strange sensatian 

ı 
,_,',' 

30. Do you like Lea 

Do you lik e tea or coffee 

Do you lik e tea or coffee 

31. What di d you as k ı 
D id you say sornething ı 

When di d you say i 
3 2 . L~ho 1 s coming t 

Are you coming ı 

You 1 re coming t 

or 

t 
ı 

T 
mil k 

ı 

ı 
ı 

t 
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ı 
ı 

53.·Co to yuur room J 
I ' l 1· . q u L o ın y r o o nı a n d . c L' y l 
Donıt·c:ıcı l 

34. Sheıs a lawyer ı 
Sheıs not a lawyer Jr 
She's a lawyer and she wants a joh 

35. The cofffe ıs hot 

Th6 coffee is hot 

I ı d like hot coffee 

36. What a ridiculous idea t 
I think thatıs a good idea '~ 

What a strange sensatian ı 

37. Sheıs a lawyer ı 

Sheıs not a lawyer t 
Sheıs a lawyer and she wants a job 

38. What did you ask r 
Did you say something ı 

When did you say t 
39. Where do you li ve, [oiJr. Jackson 

~1 r. Jackson, this is Mrs. Smith 

~/ 

t 
I ı m glad to meet you, ~1rs. · Srni th· ·· ·J 

tt-. 40. What a ridiculous idea ı 

I think trıa-l 1 s 8 qood idea ,J; 

What 8 strange sensatian 1 

ıso 



Sheıs not a lawyer 

She ı s a lawyer and she wanb> c:ı job ı 

42. Whal time is it 

Itıs t~w oıeıoek 

Is it t 
43. Has he gone 

Where am I going 

He has gone 

ı 
t 
+ 

44. Where do you eome from t 
You eome from London l 
How did you eome f 

45. These are your books, aren ı t they 

T h o ~; e c:ı r e n ı t y o u r p e n s , a r e t h e y 

That man is a teaeber, i sn ı t he 

46. The eoffee is hot 

The eoffee is hat 

ııd like hat eoffee 

47. This is my wife 1' 

J 
ı 
t 

t 
ı 

i 

My wife likes smoking and drinking ı 
~1 y w i f e ı s g o i n g ı 

,,,,,: 

48. These are your books, arenıt they ı 

f h o l> e <·J ı· c n ı t y o u r p e n ~> , a r e L h e y t 
Thnt man is a teaeber, i sn ı t he 'J' 

151 
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4<J. Go to your room f 
I 1 ll go to ıny room and cry J 
Don 1 t qo r 

5 o. Has he go ne 1' 
Where arn I goirıg ı 

He ha~> go ne j; 

51. Do you like tea t 
Do you like tea or coffee t 
Do you like tea or coffee or rnilk ı 

5 2 . Go to your room 1 
I 1 1 .l go to rny room and cry l 
Don't go t 

53. Where do you live, ~h. Jackson t 
r~ r. Jacksorı, this is 1"1 r s. Smith ı 
I ' rn gl ad to mee t you, Mrs. Smith ı 

54. The teacher speaks English ı 
The teacher speaks English, Italian and French 

The teacher doesn't sp e ak any language ı-

5 5 . Do you .like tea t 
Do you like tea or coffee ı 
Do you like tea or coffee or mil k ı 

5 6 • Go to your room ı 
I 1 1 1 go t. o my room anel cry 

Don 1 t go ı 



~) 7 • \rJ h e r e d o y o u L i \J e , r~ r . J a c k ~; o n 

~1 r • J a c k s o n ., t h i s i s 1'1 r d ~· S rn i t h 

1 ' nı q 1 ad L o nı e e t y o u , i"l r G • S ın i t t'ı 

5 B. fhe coffee .i s hat ı 
The coffee is h ot t 
ı ı d like h ot coffce ı 

59. What a ridiculous idea 

I think that's a good idea 

What a strange serısation 

60. L~hcıt did you ask l 
Dld you say so~ething t 
When did you say L 

61. The teaeber speaks English 

The teacher sp eak s English, 

ı 
t 
ı 

I taliarı anel 

The teacher cloesnıt speak any language 

62. She's a lawyer + 
She ı s not a la\JIJyer 1' · 
Sheıs a la\JIJyer and she IJIJants a job 

63. These are your books, arenıt they 

Those arenıt your pens, are they 

·.That man is a teacher, i sn' t he 

64~ Yöuıve paid, havenıt you 

You \JIJOnıt corne, wi.ll you 

It wil1 be easier, wonıt it 

J 
1' 
t 

i 
ı 
ı 

ı 
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()'.ı • W!ıert> do you ı i \lı.: ' rı r . J ; t c k :.; o rı 

H r. · Jacksorı, th.is i s r~ r s . ~:irnlth 

I ' ın glad to me et you, Mr~:>. Smith 

66. Do you like tea t 
Do you like tea or coffee 

Do you like tea or coffee .or mil~ 

67. She's a ıawyer /r 
She's not a lawyer f 
She's a lawyer and she wants a job 

6B. You've paicl, haven't you ı 
t 
ı 

You won't come, will you 

It wi.ll be ensier, won't it 

69. This is my wife t 
lly l'll i fe likes sınaking and drinking 

r,ı y L'll i fe is go ing ı 
70. The coffee is h ot ı 

The coffee is hot ı ,,i 

I 'd like h ot coffee ı 

71. Where do you .Live, f\1r. Jackson 

Hr. Jackson, this is [vJrs. Smith 

I'rn glad to meet you, t!Jrs. Smith 

72. You've paid, haven't you r 
You vwrı't coıııe, w.ill you ı 

lt will be ea~1ıer, won't it ı 

ı 

i 
ı 

1' 
l 
r 

l 
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7 s . r h i~· i ~' 111 y w i re 

rı y w i fe l i k e s ~ı nı o k i 11 c.ı an d d r .i rı k i n ~J 

HyıiJife isgo.irıq J 
74. Who'~; coming 

Are you coming 

You're coming 

i 
t 
l 

75. What did you ask 

Did you say something J,· 
When d.id you say l 

76. You've paid, h.oven'l you 1 
You won't corne, will you ı 

It will be easier, won't it ~ 

77. Has he gone ı 

Where anı I go ing ı 
He has go ne ı 

7 B • Wlıo's coming t 
Are you coming t 
You' re coming ı 

79. rh e coffee is hat 1 
The coffee ls h ot 1' 
I ' d l.ike h ot coffee ı 

BO. Ttı e teacher speak~-, English Jr 
llıe Le<ıcheı: ~;pea k n [ll q ı i ~dı ' !Lnlicın and 

The teacher cioesn' t speak any lsnguage 
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!l J. !l;ı~; lll~ !)Ofl(! 

Where am I goinq 

He hn~> gnne 

82. This is ıny wife 

f 
ı 
1' 

ı 
rvı y w i. f e 1 i k e s s nı o k i n q rı n d d r .i n k .i rı g ı 

rvıy v.ı i fe is go ing ı 

8 3. Who's coming t 
Are you coming t 
You're coming t 

fl4. ~Jh at tjrne is i t ı 

It's two o'clock ı 
Is .it [ 

B 5. The teacher sp e aks EngJ ish t 
The teacher speaks English, Ital.ian and 

The teacher doesn't sp e ak any language 

86. Do you 1 i k e tea ı 
Do you lik e tea or coffee J 
D' o you like tea or coffee or mil k 1' 

8 7 • What d id you as k J 
Di d you say something ı 

When di d you say t 
88. Where do you c ome from ı 

You corne from London 
,,i 
ı 

Ho w d id you c ome ı 
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W:J. What a ridiculous idea 

I t h i ll k l. h 8 l: 1 ~'3 a Cj O O cl i d e 8 

ı 
J 

lrJhaL a ~;Lrcınge ~ı en sa L'i on··.. f 

157 

90. The Leacher ~>pe aks EngLiGh 1 
The teacher speaks English, Italian .and French 

rhe teacher doesn'l speak any language r 



Facult.y: APPENDIX D ( CON'PINUED ) 
N c:une and surname: 158 

INSTRUCTION: Listen to the following pairs of sentencas and 
write down if their intonation is same or difl?erent: 

PERCEPTION TEST 

$ ıL s :o· s J) - ........ - -
i ı 31. o o 61. o o ı. o o 
1 

: 32!' o o 62. o o ~, c o 
ı i 33~ o o 63. o o ı. o o 
ı . 

; 34. o o 64-. 
t~ o o o o 

35~ o o 65. o o 5. o o 
ı 36 .. o o 66: o o 6. o o 
ı . 

: 37. o o 67-. ı o o l .. o o ! 
ı i JS. o o '68. o o s o o ı r 
ı 39. o o 9. o .o 
ı 

40. o o ı 

.10,. o 0 
ı· 
ı 

1 41. 1) o ı 

~ı!' 0 o 1 

ı 

i 4-2. 0 c 12. :) o 
ı 4] .. ') o l3 0 o 
4: 44~ 

.,.,;>"' o· '"' o O· 
V 

ı 

1 is. o o 45~ o o 

t6 o o 4-6~ 1) o 
ı • 

i 47~ o c ~1. 0 O· 

jB· o o 48. o o 

o 49'. o o ll9. o 
ı . 

50. o o ao. o o 
i 

21. o o sı. o o 
ı 
~ı. o o 52. o o 

ı 

d3. 53. o ('· o o V 

ı 54-. o o 24. o o 
ı . 55. o o ı 

15 .. 1'\ o V 1 

i 56. o o r· o o ı 

57. o o 
7. o o 

ı : 58. o o ı o Ta. o 
59. ü o 

29. o o 
ı 6.0. o o 

.}O. o o 



• 

• 

• 

• 

• 

). 

2. 

3 .. 
c.. 
). 

) . 
7 .. 

L. 

) .. 

o. 
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Faculty: APPENDIX D ( CONTINUED ) 
N am e and surname: 
INSTRUCTION: Listen to the following triplets of sentencas and 

mark those which are the same: 

o 

c 
o 
o 
o 
o 
o 
o 

o 
ü 

:ı 
'J 

J 

o 
ü 

0 

0 

o 
o 
o 

o 
o 
o 
o 

o 

o 
o 

o 
o 
o 

2 --
o 

o 
o 
o 
o 

o 
o 
o 

.o 

0 

o 
o 
o 

O· 

o 
o 
o 
o 
o 
o 

o 
o 
o 
o 

o 

o 

o 

o 

o 

o 

o 

o 

o 
o 
o 

o 

o 
o 

o 
o 
o 

o 
o 
o 

o 
G 

o 
o 
o 
o 

o 
o 
o 
o 
o 

o 

o 

o 
o 
o 

PEROBPTION TEST 

31. 

32~ 

33~ 

34. 

35, 

36. 

31. 
38. 

39. 

40. 

.f.I~ 

42~ 

43 .. 

44~ 

45~ 

46, 

47 .. 

4S, 

41. 
50~ 

51. 
52. 

53. 
54. 
55. 

56. 

57. 

58. 
59. 

6.0. 

.4.. 
. ·'' o 
o 
o 
o 
o 
o 
o 
0 

o 

o 
1) 

........ 

') 

o· 

o 
1) 

o 
o 
o 
o 

o 
o 

o 
o 

o 
o 
o 

~ 
o 
o 

o 
o 
o 
o 

o 
0 

o 

o 
o 
o 
() 

o 
o 
o 
o 
o 
o 
o 
o 
o 
1 
v 

o 
o 

o 

o 
() 

() 

o 

~ 
o 
o 

o 
o 
o 
o 

o 
o 

o 
o 
o 
\) 

o 

o 

o 
.~. 

.) 

o 

o 
o 
o. 
'6'' 

o 
o 
0 

o 
o 

o 
o 

o 
o 

61. 

62. 
63 . 
64 .. 

65. 

66: 

67. 
'68. 
69·. 

10 •. 
71. 

72. 
73. 

74-. 

75·. 

76. 
77. 
78. 

79. 
BO. 

Bl. 

82. 

83. 
84. 

85 ~ 

86. 

81. 
88. 

89. 
90. 

o 
o 
o 
o 
o 
o 
o 

o 
o 
o 
o 
o 
o 
o 
o 
o 

o 
o 

c 
o 
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o 
o 
o 
o 
.'j 

'\ 

·-· 
o 

2 3 --
o 'o 
o 
o 
o 

o 
o 
o 

o 
o 
o 
o 
o 
') 

o 
o 
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\,l 

o 
o 

o 
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o 
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o 

o 
o 
o 

o 
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o 
o 
o 
o 
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AP.PENDIX E 

.PRODUCT ION .TEST 

A: Did you spend your summer holiday camping? f 
B: Ye s, did you? t 

A: l\'Tary's had a baby. Isn't it wonderful. 

B: She had a boy? t 
A: vlhy did you ask? ~ 

A: He comes from Algeria. 

B: \fuere do es he com e from? f' 

A: Algeria 

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

B: Skiing? 

A: Oome in Saralı. Would you like some coffee? f 
B: No, thanks Alan. 

A: Would you like some tea? f 
B: No, I'm O.K., thanks. 

A: Well, do you like milkor juice?t 

A: v/here were you last night? t 
B: Irihere was I last night?fvlhat do you mean? t 

160 

--------------------------------------------------------------
A: You don't like her, do you? ı 

B: \·lell, I don't. She's olderthan you. 

A: She's what? t 



_T_n_j<::St _thı.:_sru_cknts' abilitY the teaeher should draw the following 
three intonation lin~~-;-~ rhe -biackhoard and gettTıe-s11ıden-tsf()-as~-----
quesrinn rhar iits the rising iine .1 and respond aceordingly to B :ınd C. 

-\sthata '1 ~ 
~ ~-B u e.g. A W~ -

-y 
C =s IS _ 

itt~ 
Tlıe t:ıllin!!, tu nı: o(quı·stioıı-word qucstimıs. 'Who?', '\\"hat?', and 'Where?' 
for~1 part of th~ student's earliest needs; the qÜestions beginning wirh 
question word s should be raughı wir h their eharacteristic f:ılling tu ne. ı 
This w ili nur eo me easy tıı srudenıs usd in their ll\\"11 language to linking 
questions \\·ith a rinal rise in rune. If they hJye pr;ıctiseJ tune distinctiun 
as previously deseribed then it shııuiJ be easier for them w remcmber to 
use it. :\ny tendeney to use a mmg ıune should be correcrcJ for the 
moment.Z 

·ır/w. Poir.ıing ro pictures, the teacher asks mİxed qucsrions which he at tirs! 
answers. 

Is that a man? 
\\'hıı is it? 
ls he a ;ınliti'cian: 
ls that Stalin: 
\\"ho is it? 

(Ye,. it is.) 
(lt 's the Pııpe.) 
(~n. he i;ı~'t 111' Yts. he is.) 
();", i: is n 'ı.) 
(lı's RiclıJrd Ilurt.ın.) 

The stuJents should first be enı.:m:r<\~cd rrı suppi~ the ans11·ers, thcn to as\.. the 
quesrions. As soo n as they appear to use 'lriw ?' confidenıly, the stress and 
intonation partern should be presented O 

Stress: O o o (WHO is it?) lntonaıiıın '\o o WHO is it? 

lrlıa1? and Where? C se similar exercises tn the above. Pointing to pictures of 
cars, ete., the teacher asks (and the srudcnıs probably give the responses): 

Is that a belicopter? (No, it isn'ı.) 
\\'hat is it? (It' s a car.) 
Is it an :\lfa Romeo? (No, it isn't.) 
\\'hat is it? (It's a Fiat.) 
I.s this;;, Fiat? (:\o, it isn't.) 
\\.hat is it? (Iı's a rank submarine, ete.) 
What's this? (It's a dog.) 
ete. 

Pointing to a nıap the teacher asks: 

Is this France? ();o, it isn't.) 
Where is it? 
ete. 

ı. See pp. 87-1> for qucstion-\\ord quesıions and rising intonation. 2. lbid. 

Structures during the fırst six Icssons 

So far the sTuôems'responsesllave-Useapatterns ofolit sire.u on-U' w1tn-eiine_r _____ _ 
a rising or a f.1lling rone, deliberately a1·oiding any secondary stresses. This 
matches the lively and emphatic speech we wanr to use in the early stages, e.g.: 

Are you MaR la?} (S . . . ) 
I , · BAb • tress startıng a rısıng ro ne. s tııat a y ~ -

Yes. No. 
] AM. I'm NOT. 

It ıs. ıı ısı..;'r. 

\\'HO is it? 
\Vho is THAT? THIS? 
It's MaRia. 

(Stress starting a falling ıone.) 

It is well worth restricring the teaching material to phrases of sin gl e stress 
during the first six hours, oruntil the students ha\·e mastered them. The intro­
duction of exercises with two or more stresses may make it necessary to intro­
duce pitch control (see pp. 73-5) to cope with the tones of level pitch (a static 
ıone, neither rising nor falling), e.g .• 'The~ is in the s""İ":\,Tıo:-.;' or 'The 
~is ar PLATform 0'\E'. Althou~h süme multi-stressed structures mav i:; 
appear to be ideal for initial teaching, they rnay present studenrs with a complex 1-d 
paııcrn of stress and intonation they are quite una b le to cope with. The following tı;.l 
selection of structures can be taught at once, using the pattern of one stress § 
11 iıh eirher a ri~ing or falling ton e. H 

- - l>G 
The personal pronouns. 
The pa st and present ten ses- of the \·erhs ro be and Jı,r,:e gor. 
The present continuous tense. 
The place of the negatin. 
The verb to do and in cerıain instances the ,·erb cun. 
Plurals, the articles and some. 
The expressian Would )'Ou !ike ... ? 

Continue the pracrice making sure that the examples require only one stress as 
follows: 

(\Vhat are they?) They're A!"imals. 
(You haYen't got any animals at home, 

have you?)~ · Y ES, I've got a DOG.l 

(Can you speak Chinese :) I u:-<'T (I'm afraid). 
(Do you have sn:ıils for breakfast?) :\o, I Do:-<'T!ı 

:hoid e!iciting answers as follows: 

(\\'hat are dinosaurs ?) 
1\\'hat time is it?) 
i\\'hat does prosit mean ?) 
(Have a cigarette.) 

{WELL,) They're BIG ASimals. 
I H.-\\'E~'r got a WATCH. 
I DON'T SPEAK LATin (actually). 
I no:--.:'r s~ıoKE. 

ı. The replies ":-.:o, I oor.;'T!' or 'YES, 1\·e got a DOG' form ıwo scnse groups each of one 

hj 

J-.....l. 
0\ 
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The fallm_r, t;me witlı rı·er-groll'iııp. mrprisc·. The follcming scntenccs are said.to- -
encour2!!c a hig:hr:r pitch fr~ım ''hi ch the fal! ing rum· can descend. 

T. l'vc f!Ol a do!!. , S. 'J-Ia,·e you?' (oıı{J· the falling-

T. ]\e goı a dog: that can jump. 
T. l'Ye got a dog that can talk. 

T. She lost her handhag: yesterday. 
T. ·ır wa> sıolen. 
T. 1 t was stolen by a friend. 

T. This'll cost you snme money, Andoe. 
T. Jr'll probably be quitı: a lot. 
T. It'll ruin you, I should thiıık. 

ıone as in exclamaıions). 
S. Ha H You? 
S. Ha\'e ~·ou ; 

S. Did she? 
S. \\"as it? 
S. \\'as it? 

S. \\"ili it 
S. \\'il! it 
S. Will .it 

This exercise should be done once, then the teacher should illustrate on the 
blackhoard the rise in pitch of intonation he wants. 

HAVE 
~ you? ~ you? 

·' yo"? 

The class rehearses thcse examples in chori.ıs, then the abo,·e exercise is re­
pcatcd ,,·ith g-eneral criıicism of indiYidual sıudcnts' performances. To compleıe 
ıhe lessnn the class in chorus should rcsp(Jnd with inercasıng exciıement to 

ılıesc quesıions put by the teacher. 

T. I' m going: to lea,·e this job. C. Are you? 
T. l've got a new job. C. HaY e you? -
T. I' m gning in to the circus. C. Are you? 

\\'ith keen responsive students a nriation on the exercise aJlnws the teacher to 
maintain a low b·el Yoice pitch of indifference, while the sıudents react wiıh 
inercasing fceling. 

.\'o tc. An indecisiYc place of stress, or a low !eve! pitch rnust he instantly corrected (the 'rnood' 
cards are useful for this), but imperfect sounds may pass. The concentration on the falling 
tone and the use of pitch rnal..e rnisıales on stress or on sounds unlikely. 

Tune distinction 

Ecfurc proceeding: to long:er s<.ntence patterns, the class is tesred on its ability 
to tell a falling tune from a rising: one, and an ulıimately falling tune from an 
ulıimaıely rising tune. Use the same method and similar exercises as were 
used for the bcginncrs (pp. Ij-19). 

Falling tum:: Yes. ~o. ~1e. Ynu. Today. Momlay. I know. Was it?, ete. 
Rising tum:: Yes?. :\o?. Me?. You~. M on day?. Do you~. W as ir?, ete. 
Mixcd tunes: Down. Down?. Did he?. Did he?. Up? A friend. Who?, ere. 

Tuııc dmmctımz z­
' Uılma!C Ta Tl iiı!! lun c; in-ı< iiıi:ici ~en-ı cııecs:-- -

. . UP 

(.ı) I\·e alrcady tııld you tu shuı ,\ ! 

l'lıinıatc rising: ttıne in lcıııg:er senıcnccs: 

') 
·ı was f~ır~ c · (/•) Did you say ı . ~ 

Bnth dropping ın a low piteh jusı hcfı.ırc thc end of (<1) and slıarply risin~ ıo :ı 
hi gb pitch jusı hcfore the en d of (b). disrraet the lisıener from nnricing: t!ıe fina] 
rise or fall. \\'hen the ]ası \\ord n•nsists of a short Hmcl-srıund and a sıop 
cnnsonant as in 'up·, it hecomes nen more difficult to distinguish the fina] 
mcl\·ement of the intonation, panicularly if 'up' in fact falls. If the s:ııdenıs 
need com·ineing that ı here was a fina! intunation fall or rise, n.·pcar ıhc senıcnec 
both ways (see Appendix, pp. 149-51}.. > 

UP ~ 

I\·e already told you to shut f \ ~ ~ i 
'YI 1\c aln:adr toltl Yllll l<> shuı i .!:d,V .. 

. \1 i.red txerriscs 

Tcııdıcr. Qıery whar I say. 
Christ was born on !\0\·ember the 24th. 
.-\merica was diseoYered b,· the Frenclı. 
You're now going to stand .on your head. 

FeMher. Correet me if I'm wrom!. 
Kangaroos are comman in China 
The first space flight oceured in ı857. 
Rats are wonderful. 

Throughout the teacher should illustrate 

the higlı fall or the deep rise of the stresseJ 

'
1 11ahle in each example on the blad:board. 

."ı'tıuleııt 

?"oYember the :qth? 
The French? 
Stand on mY he;ıd? 

I n Australia. 
In 1957. 
Rats are horrible. 
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:ı:ht students can be askeı.j if they a!_!ree with the. height or depılı of the tone. ~ 
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he eı.:ercises should he done again, this time \'ery fa st, wiıh the teaeber correcting 
Jnd promptin~ as requircd. 

'·ı,· ' h' . . . ı . 
. ı · ·" 1 t ıs poınt the tcachcr may dccıtk to rcsumc worl. \\ıth hool.s hut ora excrcıscs 
·"•ultl hl' conıinucd ifpossihlc using prompt-words or l.cn•conls to mainıain pro!!;rt·s; in spt·cch ··ıl h . . . ·- ıer ı an in readin!'. 
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-1·/ı,;j(lfllllgiiliiflıi.Jue~çfioi/JhegiııninJ',-ıPitlr-qttrYfTI!11-ırord.<----~---- - ___ __:_ ____ '_\l'ho's this?'. ete. Whilc the lJUCstions are bcin\: a.<;];ed the :;uide paıtrrıı is 
. ·1. Csmg o11r slrt'SS. The class is as k ed to listı:n c;;rc:fully to diseıı\ cr '' heıhcr the t~::ıwn on the bo:ırd. Q~ıestinns should he of a poliıe na turc, an(Crespnnses ıınh-
ıune used in the following questions falls or ri~es (should a snıdent think the gJ\~en when the tone of the questions shnws sufficient inıerest to demand on~. 
ttıne rises he should say so). The teacher poin!s at various pictures, people, or 

siudents, and asks: 

WHO? 
(Pnıı~e hrrween each} 

\? 
\\"H:\ T?, wHERE?, w H'Y?, H o\\"?, \Y H E~; The questirms should not be 

tiiHII'freıl. Should a student sar he heard a rise in rune, the tcacher must 
r~peat the question-word and (iemonstrate the fall. with his hand throug-h the 

aır. 

The question-words are repeated in chor:1s hy the class, followin:; the 
ıeachcr, wirh a pause hen,·een c;ıch. Each srudent is told somethin:; which theY 
mu st query usin:; one of the question-words. I: is worth repeatin:; the exen:is.e 
sereral times using the same or si mi lar senten:es: 

T. Please leare the room, Pierre. P. \Vhv: 
T. W ili \·ou com e out to dinner w ith mc, .-\r.tonio? A. \\.here? 
T. Cut this in t\l·o, !\lari!ariıa. 
T. l 111\!St asK \"OU a f~m~ur, Jiji. 
T. \\"e're :;oin~ tıı China, Pckka. 
T. Someone is coming w ser us this morııir::;, 

Paola. 

.\1. Ho" : 
/. \\.hat? 
P. \\"hen: 

P. \\"ho: 

CbJestions usin:; these question-words tend to have a fallin:; intonation, and 
students must be made to rememher this and be told that it makes their speech 

sound more English. 
Ideally A and B should he introduced ina sin:;le lesson. 

B. Combining tnıu or more stre.ues. Guide patterıı \ --

The students are again asked w !isten carefu]h· as the teacher recites a series of 
~eneral questions using two stresses and pausing: hemeen each. Students \Yho 
think they hear a risin~ tunc at the end should indicate where. 

WHAT's your ~:\ME? \\"lB T'5 shc noing? 
W HERE do YOU COME from: HO\\. OLD are YOU? 
w H Y are y~u studying E!'-: G!ish? H o w old are Y.oı: _: 

wı-ıo's King co~stantine: ete. 
Prompted hy the teacher studcnts should practise asking each other and the 
ıeacher, similar qucstions ahııut names, addrcsses, home countries, acti\·ities, 
and professions. If the class is of an elemenrary !eve! the questions should he 
confined to objects and penplc in the room, '\\.hat's that:·, '\\'hat 's this?', 

Sotf. :\ stuJem"s failurc to makc the ton e of ı he lirsı strcss a /rı·(/ one anJ that of the second 
sıress a fallwg one shoıılJ not he acccpteJ. The t;ıosen pattcrn must he maintaineJ as it is the 
hJsis of the exercise thouırh stuJems of certain naıionaliıies may ha re difficuhics (see pp. ;o-S .ıl. 

When the two stresses are aparı as in 'w i ı Y are you stııdyinf: E:-;Glish ?', the unsırcsseıl 
words in hetweerı ınııst remain on a constant level pitch 

WHY are you studying tfVG 
~sh? 

not W,.y t!V, 
---.:...: )- ----z 0. 

\ are you studying \/sh? 

Puııing the two versions side by side on the homl is often effccıive though not essential. 
]ndeterminate stresses and indiffereni intonation are not acccpıahk Somc studcnıs wili 
alwa,·s remain sh,·, buı ı heir nunıhcr can he reJuced hv encoura!!in,;: stııJcnts to 'mcan' w hat 
the~: 'say', and sa.y w hat they mean. · . . 

The following questions may he tried, addinf; anew-word each time each having 
a le\·el intonation except for a fina! falling: tone stress. 

Who is that? 
Who is that man? 
\\"ho is that man in the red sweaıer? 
\\'ho is that man in the hluc sh in next to him: 
\\"ho is th::ı man in the black coaı m:xt to him lookinf: iike Charlit' Chaplin.: 

Homework should be given to advanced beginners using a sentence with 
ten stresses, similar ro the one abO\·e. 

.':.'pe/liııg exercise. A good training in b·cl tones and pitch control can be ginn 
by rapid spelling exercises. The object is simply to drill the students in easy 
hanciling of the pronunciation of the English alphabet, not to know English 
''ord spellings. Students' nam es, addresses, home towns, ete., pnwide the sort 
,,f wıınls theY should spel! to anıid hesitatiorı about the correct spclling:. 

Structure practices 

:\ssuming that this is the fourth or fifth hour of teaching, specially 
chıı~en structure drills should he intruduced, aimed at makinı; the snıdents 
rı:alıze that stress and intonation are not an adornment, but an integral 
;ı.ın of any spoken practice. · 

Oral practice using intonation lines, but no hooks or blackboard tests. 
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. -l. Oh,(sorr~)! 

---- ----B. Tounaven 'ntopped servtrrgiuncheum;-yet,-I@opeJ 

Jr.zitress. lt's OJ(., love. There's ste:ık and kidney@S)l:ımb cutlets 

with mashed(İ)otatoesJ our own salad dish with cold(ham)or 

pl:ıice filler s with ~hips) 

33· Csing :ı lively intonation pattern which moves between high and low 
pirch, as opposed to the controlled intonation pattern, which descends 
evenly from a high to :ı low pitch. Exclamations. 

Grade. Intermediate or advanced. 

Rı:lıearse. 'Wh:ıt :ı ,,·onderful idea!' said the nw different ways: 

B lackboard. 

Huw wonderful! 
I am sorry! 
Huw sad! 
You're lying! 

A, :· WHATa~ _/. "-._! __ 

Good idea! 
\\'hat an idiot! 
Ho w in teresring! 

What :ı lot of people! 
How terrible! 
How nice! 
\\'hat an actor! 

Discuss the feelings of the speaker and the conrext . .\lake up statements 
that would provoke one or the other intonation patterns in the comment, 
e.g. 

(that he's passed his exam.) 

(that I have passed my exam.) 

HOW M 
~,t. 

. '<fvellous! 

Ho w ~M_..q/? " ı vellous. 

ENGıand has WON h 
(as announced by the newscaster.) ' . t e,WORLD~p 

.. . -E;v. c,, 
(.ıs announced by the footb:ıll fan.) "-ZG. . ~ th~ \~ \WOJV \! 

Grade. Intermediaıe and advanced. 

Analyse the characters, deciding what mood and personalitics they shlıtılıl 
express, e.g. the police officer is impersonal and slightly impatienr, «11 

he may be sympathetic and helpful. Students try reading the parts aııd 
other students comment on whether thev succeeded in convevinu th:ıı • . o 
particular impression. 

A. I've LOST my HANDbag, officer. 
P. Now DO='l 'T WORry, miss. TELL me where you LOST it. 
.-l. It was STOlcn from me on the Bes. 
P. OH DEAR. NOW WHEN did that HAPpen? 
A. About THREE o' CLOCK. :\t PICcadilly CIRcus. I was JCST ... 
P. JUST CALM DOW~, .\-Iiss. At PICcadilly CIRcus you say? 

\\'ERE you ACtually ON the bus, ;\liss? 
A. WELL ... I was JUST gening o:--: to the bus when I found nı·. 

HANDbag was GO:--iE. 

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

intonatiı,! $ 
t:::l 

Grade. Advanced students. 

Intona tion pa tt er n 

---'---f.fG. ? 
I. -~ \\'here is Peggy? he wondered. 

2. ·. ~% 
_____.-/ \\? 

\\'here's Peggy? he asked worriedly. 

~f::: 3· '{ ? 
WHERE'S Peggy? he İnsisted. 

ls 
4· /\ \\'here ı s Peggy ? he asked, puzzled. 
~ \_? 

5· t'C:> ? 
~"7 WHERE is Peggy? he repeated, amazed. 
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Pc 
-. ~\ --rı:~-~--· ... \-~\YHERETS-PEGGY?-ht:demarrded:---

TrY with other names or nouns now 

DON'T, K~ 
ı. 1 

/\'tz-
2. ~ \\~ 

3~ 
-l· 

. Do 
~4 
-4 

I don't know, she answered simply. 

I dnn't K:\"0\\", she said impatiently. 

I don't know, she said defensively. 

I oo:-:'T know, she insisted. 

,. ~ I doo'tK,O\f' sho oc;ed, mspmted. 

? 

6. ~- I don't know? she repeated indignantly. 

Try and fit question and answer together where possible. 

36. Tests. 

Grade. Beginners (any lev·el). 

Read the sentence 'I can't find my umbrella' seYcral times, each tıme 
giving extra stress to a different word, ı and interpret the context. 

Grtlde. Intermediate and advanced. 

Decide \Yhich words should be stressed and which intonation pattern )'OII 

thin k should he used in the following sentences; and justify your decision. 

ı. In standard terminology: shift the nudeus of the senıence. 

---- r ---···. -ı ı 

\\"hen we came into the woods, we saw two magnificenr deer_lie.ri:eh: __ _ ------- ----fighti;;-g ea~-~th~;-:---- --·--- ·-------~------ ---- -- · 
I think it'll rain and thuııder tomorrow. 
Who was that man at the end ofthe queue. 
Teli me about it ?-No. I don't want to teli you abo"Jt it. 

Grade . .'\s above. 

Say the following sentences with the ultimarely ;ising tune, and then try 
the ultimarely falling tune. Interpret your own mood in each case and 
who you imagine yourself speaking to: 'HaYe a biscuit!' 'Do come in!' 
'\rhat's Your name?' 

37. Interpreting various speech styles in recordings or radio programmes: 
excerpts from sermons, plays, telephone conversations, intervie"·s, 
reporting wirbin the news, ere. \\'har· disringuishes one style from 
another? Enact the situations amongsr the students and read, for 
example, the weather forecasr in the anecdotal way. 

The teaeber asks the class how they wuuld say the following sentences in 
the giYen situarions: · 

Grııde. Not immediare beginners. 

How would YOU S:l\" 'Hellu': 

To a school-friend you see every day? 
To a very shy little gir!? 
On the phone ? 

How would you say 'Thank you': 

If you are given [,s? 
SP? 

If more is coming ? 

How do two people say 'Good morning!' to each other normally? 
'Good evening!' 
'Good-bYe !' 
'Bye!' 

Grcıde. Intermediare and advanced. 

'Me?' he asked, he said suspiciously, he guessed optimistically. 
';\1e.' he exciaimed, explained, he said ina depressed son of way. 

'Hello!' (He said to the old friend he bumped into unexpectedly.) 
(He said to the tiny child.) 
(He shoured on the phone after waiting five minures.) 
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APPENDIX G 

TABLE I 

Perception Test-I Soores over 68 Questions Ranked from 
the highest to the lowest in the Experimental Group'_­
exposed to Systematic Teaching of Intonation 

n: 14 
PRE-PJ<JRCEPTION (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 Soores over 68 Questions Ranked from 

the highest to the lowest in the Control Group -

exposed to Natural fJledhod of Intonation Teaching 

n: 14 
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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A.PPENDIX G ( CONTIIJu'"ED ) 

TABiıE III 

Perce.ption Test II Soores over go questions Ranked from 
the highest to the lowest in the Experimental Group -
exposed to Systematic Teaching of Intonation 

n: 14 
rRE- PERCBJ'TION ( before teaching ) 

76 64 66 85 58 74 70 

55 45 70 6g 66 64 52 

POST- P1'RCEliTIOJif ( after teaching ) 

82 83 64 b5 78 74 72 

75 62 5g 62 66 68 52 

TABI1E IV 
Perception Test II Soores over go Questions Ranked from 
the highest to the lowest in the Control Group -
exposed to Natural JYiedhod of Intonation Teaching 

n: 14 
PRE- PERCEPTION 

70 70 72 77 83 6g 71 

77 63 62 50 56 51 50 

POST- PERC:El)TION ( no teaching ) 

74 63 68 76 76 69 68 

75 72 66 62 55 48 65 
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APPBNDIX H 

TABiıE V 

Produetion Test Seeres over 14 Questions vıithin the 
Experiment al Group ·- exposed to Systematie Teaehing of Intonation 

n:l4 

PRE- PRODUCTION ( before teaehing ) 

8 4 6 5 5 7 10 

6 7 3 3 7 6 8 

POS'r- PRODUCTION ( after teaehing ) 

12 ·1o 7 9 9 12 ll 

13 ll ll 9 13 10 ll 

5 FlOFTHD JıATJ~R (following post- teaehing ) 

10 8 9 12 10 10 14 

7 13 12 ll 10 ll 10 

TABLE VI 

Produetion Test Seeres over 14 Questions within the 
Control Group - exposed to Natural Medhod of Intonation Teaehing 

n: 12 
PRE- PHODUCTION 

7 5 5 lO 7 5 

7 4 6 2 .5 6 
POST- PRODUCTION ( no teaehing ) 

10 7 8 8 6 9 

10 5 10 7 10 6 


