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ABSTRACT

THE EFFECTS OF TRAINING AND INSTRUCTION ON THE PER®TION OF

THE INTERDENTAL FRICATIVES BY BRAZILIAN EFL LEARNERS

NADIA KARINA RUHMKE-RAMOS

UNIVERSIDADE FEDERAL DE SANTA CATARINA

2009

Supervising Professor: Barbara Oughton Baptista

The present study investigated the effect of trgjrand instruction on the perception of
English interdental fricatives by Brazilian EFL tears. The main objectives of the
present study were to investigate (a) the extemthich (1) training and instruction and
(2) training would enhance participants’ perceptminthe interdental fricatives in

word-initial position, and (b) the procedure whietould be more effective in

promoting change on the perception of the targehds. The 53 participants enrolled
at level three of English extracurricular courseU&SC were organized in Training
Group (TG), Instruction-Training Group (ITG), andor@rol Group (CG). The

researcher was in charge of the experimental groD@sand ITG), and the treatment
was organized in seven sessions of 30 minutes #aohghout the first semester of
2008 when the data were collected. The TG recewyl perceptual training whereas
the ITG received perceptual training and explingtruction on the perception of the

English interdental fricatives. All participants savered a profile questionnaire and



viii

took a categorial discrimination test before artdrahe treatment period. The findings
suggest that the procedures affected participgeteption even though a statistically

significant result was found only for the contr§8i-[s] in the ITG. These results

suggest that (1) training and instruction and (dintng seem to be effective tools to
improve learners’ perception of these sounds imgmoiation classes. Long term goals
are necessary in order to investigate the effdctieatment. Thus, longitudinal studies
and long term goals should be carried out in otdenvestigate the effectiveness of

pronunciation training and instruction.

Number of pages: 112 (excluding appendices), &3dibcluding appendices)
Number of words: 26,116 (excluding appendices)



RESUMO

OS EFEITOS DE INSTRUCAO E TREINAMENTO NA PERCEPCADS
FRICATIVOS INTERDENTAIS POR BRASILEIROS APRENDIZESE INGLES

COMO LINGUA ESTRANGEIRA (EFL)

NADIA KARINA RUHMKE-RAMOS

UNIVERSIDADE FEDERAL DE SANTA CATARINA

2009

Professora Orientadora: Barbara Oughton Baptista

Este estudo investigou os efeitos do treinamentta eénstrucédo na percepcao das
fricativas interdentais do inglés por brasileirgeremdizes de inglés como lingua
estrangeira. Os principais objetivos sado investigaaté que ponto o (1) treinamento e
instrucdo e (2) treinamento melhorariam a percemE® fricativas interdentais em
posicéo inicial, e (b) qual procedimento seria nedisaz na promoc¢ao da mudanca na
percepcdo dos sons alvos. Os 53 participantes cmatios no nivel 3 do curso
extracurricular da Universidade Federal de Santar{da foram organizados em Grupo
de Treinamento (TG), Grupo de instrucao e treinam@mG), e Grupo Controle (CG).
A pesquisadora foi responsavel pelo tratamentogngsos experimentais (TG e ITG),
0 qual foi organizado em sete sessdes de 30 mimaite no decorrer do primeiro
semestre de 2008, quando os dados foram colet@dbG. recebeu apenas treinamento

perceptual, enquanto o ITG recebeu treinamentoeptral e instrucdo explicita na



percepc¢éo dos fricativos interdentais do inglésloBoos participantes responderam a
um questionario e a um teste de percepcdo (CDT@saatdepois do periodo de
tratamento. Os resultados sugerem que os procetisnafetaram a percepgao dos
participantes embora apenas o contragtd-[s] no ITG tenha atingido resultados
estatisticamente significativos. Os resultados tamisugerem que (1) treinamento e
instrucao e (2) treinamento parecem ser ferramefid@ntes na melhora da percepcgéo
dos sons nas aulas de pronuncia. Entretanto, estodgitudinais e com metas de
longo prazo sdo necessérias para investigar ow®féo tratamento de forma mais

efetiva.

Numero de paginas: 112 (excluindo apéndices), €ih¢Riindo apéndices)
Numero de palavras: 26. 116 (excluindo apéndices)
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CHAPTER 1

INTRODUCTION

Although pronunciation instruction did not receas much focus as vocabulary
and grammar in the history of second/foreign lagguéearning, and thus was not
considered important to be taught, there has besre ®ffort to reintroduce it to the
ESL/EFL curriculum in recent years due to its ptabacontribution to learner’s
improvement (Celce-Murcia, Goodwin & Brinton, 199dprley, 1994; Pennington,
1994; Silveira, 2004). In the line of recent tendes in the study of pronunciation
acquisition, this study aims at investigating thituence of pronunciation training and
instruction on the perception of the interdentaldtives —[0] and[d] — by Brazilian
learners of English as a foreign language (EFlg alassroom setting.

According to Dubois and Horvath (2004), the idetal fricatives are rare in
the world’s languages and are acquired late bywaapeaking children. Maddieson
(1984) carried out a detailed study involving 4%hduages, and found that the
interdental fricatives occur in only about 7% oé$k languages. The voiceless fricative
occurs in 3.99% and the voiced fricative is present in 4.88% lé tanguages

investigated

! Percentage represents a total of 18 languagesepasted on the website http://web.phonetik.uni-
frankfurt.de/S/S0153.html. However, it is alreadyown that the voiceless fricative is also present i
other languages that were not reported in the stuhh as Icelandic (Ladefoged & Maddieson, 1996).
2 Percentage corresponds to 22 languages that camacbessed on http://web.phonetik.uni-
frankfurt.de/S/S0168.html. The voiced fricativecalsccurs as an allophone of the alveolar stoprd/ i
formal Danish (Ladefoged & Maddieson, 1996).



In addition, Blevins (2006) claims that literdcyprescriptive norms, social
convention and language contact also play an irapbrble in the acquisition of these
sounds which are part of standard varieties of iBhgkuch as British, American, and
Australian but are not present in some varietiedMotlern English. ESL and EFL
learners also have a tendency to replace the en@ts by other sounds from their L1
inventory, as shown by Kabak (2004), who found thakish speakers of EFL tend to
produce/0/ as [t], whereas Korean speakers tend to produce itJslportantly,
Blevins suggests that these replacements occurdyrcie to the misperception of the
interdental fricatives.

Some studies (Ahn, 2003; Cho & Lee, 2001; Eckm&i/1Lee & Cho, 2002;
Lombardi, 2000; Paradis & LaCharité, 1997, alcasd by Lee, 2006) have found a
pattern of substitution for the voiceless interdéficative. According to Lee’s (2006)
summary of these studie)/ is replaced byt] by Thai, Russian, Hungarian, Serbo-
Croatian, Tagalog, Moroccan Arabic, Quebec Frermig Xhosa speakers; and is
replaced bys] by Japanese, German, Egyptian Arabic, and Europesrch speakers.

The interdental fricatives in English are represdriy two distinct phonemes:

/8/ and /0/ Giegerich (1992). Reis (2004) found that BraziliaB&L learners
commonly replace the voiceless interdental fri@atdy [f], [t] and [s], and its voiced
counterpart by[d], [v] and [z]. However, the problem is not restricted to the

production of these sounds, but occurs also ingptian. Reis (2006) found that, in

production,/6/ is most commonly replaced Hy] and/d/ by [d], but in perception,

/8/ is commonly confused witfs], [t] and[f] and/d/ with [d], [v] and[Zz].

3 Although literacy was not investigated in thisdstuthis is an important concept to be taken into
consideration. For further reading on the topicckhi€leiman (1995), Soares (1999), and Xhafaj (2009)



Grounded in the findings of the studies cited abaowainly those of Reis, and
on my personal interest in exploring the possib#itof foreign language pronunciation

improvement in the classroom setting] and pP] were selected as the object of this

study. Perception was chosen as the skill to besityated inasmuch as the problems
identified in the production of the sounds may,saggested by Blevins (2006), be
related to the misperception of these sounds. Mekyenisperception is not the only
cause for mispronunciation. There are other vaggmbiat may influence the inaccurate
production, such as, inadequate phonetic input,ivattdin, motoric difficulties,
inadequate habit formation (Flege, 1995; Reis, 2006

Pronunciation enhancement has been studied inorelat the effects of training
and instruction. In general terms, in this studgining denotes practice per se, without
metalinguistic input, whereaastruction denotes learning activities involving practice
and metalinguistic input.

The concepts of training and instruction in thisidy are related to the
constructs okxplicit andimplicit instruction, which will be discussed in the revietv
the literature, along with the benefits found todieained by training and instruction
and the treatment of perception in empirical stsidie

Since the interdental fricatives have been foundeodifficult for Brazilian
Portuguese speakers (e.g. Reis 2006), as for ggeakether languages which do not
have them in their phonological inventory (e.g. Kak 2004; Lee, 2006; Wester,
Gilbers and Lowie, 2007) the relevance of this ighéed in the identification of how
pronunciation training and instruction can helgptomote more effective teaching and
learning of these segments.

This research also intended to provide insights the pronunciation area in

general by showing which techniques prove to becsffe in the classroom. Thus, this



study aimed at investigating a) the extent to whtchining and instruction in
perception will enhance participants’ perceptiontlod interdental fricatives in word
initial position, and b) the procedure which apgetr be more effective (training,
which refers basically to practice, and/or instiawctand practice, which refer to
metalinguistic input and practice)

This study was strongly based on the study condubte Reis (2006), who
investigated perception and production/@f and/d/ by Brazilian EFL learners at the
pre-intermediate and advanced levels, and by $\@i004), who investigated the role
of pronunciation instruction on the perception gmdduction of English word-final
consonants by Brazilian EFL learners at the begupievel.

The main theoretical discussion, the developménhe study, the results, and
conclusion of the study are organized in five cheptChapter 2 presents the review of
literature in which the study is grounded: peraaptstudies, studies on the interdental
fricatives, explicit and implicit instruction, arekperiments in training and instruction.
Chapter 3 describes the research questions, hygasthdesign, and procedures of the
study. Chapter 4 reports and discusses the resfiltbe perception test based on
treatment. Finally, Chapter 5 closes the study Wtk tentative conclusions about the
results, some pedagogical implications and prdctipplications for the study, besides

pointing out the limitations of the study, and sesfipns for further research.

‘A procedure was considered effective in this stifidlyyielded a statistically significant differeadn
performance in the perception test after treatment.



CHAPTER 2

REVIEW OF LITERATURE

This chapter reviews the most relevant literatarghis study. The chapter is
divided into four sections. Section 2.1 descrides perception models adopted here
and reviews one empirical study on the perceptioBrglish consonants. Section 2.2
describes the interdental fricatives, and summsuszgne relevant studies investigating
English native speakers or EFL and ESL perceptioproduction of the sounds in
guestion. Section 2.3 presents a brief discusdiontaxplicit andimplicit instruction.
And finally, section 2.4 describes the pronunciagmals that should orient an English
pronunciation classroom and reviews research choug on training and instruction of

English pronunciation.

2.1 Speech Perception

2.1.1 L2 speech perception models

Perception has played an important role in exphgi2 phonology. In order to
investigate where the problem concerning L2 spg@ecbeption lies, several perception
models have been proposed, such as Kuhl's (199h] Rulverson, 1995) Native
Language Magnet (NLM); the Perceptual Assimilatidodel (PAM) proposed by Best
(1993; 1994; 1995), the Feature Competition Mod€INI) by Hancin-Bhatt (1994),

the Speech Learning Model proposed by Flege (1988)-eature Geometry by Brown



(1998, 2000), Escudero’s (2005) Second Languageyulistic Perception Model
(L2LP), and The Perception Learning Model (PAM-I¥)Best and Tyler (2007).

The perceptual magnet effect (Kuhl & Iverson, 198&rson & Kuhl, 1995;
Iverson & Kuhl, 2000) deals with phonetic prototgpef sounds which are good
examplars of a determined category. They are plactdte middle of an acoustic space
and function as “perceptual magnets” attractinggbends in the same category. The
magnet effect tries to explain the fact that lamguaxperience changes perception in
the mind of the listener overtime.

Interestingly, Kuhl and colleagues (Grieser & KuthB89; Kuhl, 1991, and
Miller, 1994) cited in Kuhl and Iverson (1995) falithat “adult listeners of a particular
language were adept at identifying best instangesdtypes) of phonetic categories in
their native language” (p. 123). Summing up, thetqype of a sound will pull other
members of the same category toward itself, inasnasadhe more similar a sound is to
the prototype, the closer it will be placed tow#rdand the poorer the discrimination
around the prototype will be.

The model that incorporates these results is thevé&d.anguage Magnet
(NLM) (Kuhl, 1991; Kuhl & Iverson, 1995), which dtas that speech perception is
innate to human beings and that language experwilcéorm the best instance of a
certain sound; that is, every sound will have itet@ype. The implications of the
model extend both to infants learning their firahduage and to adults learning a
second language. Although the model was first adesigom testing vowels, the same
magnet effect was found to exist for consonantyi& Kuhl, 1994, Ilverson & Kuhl,
1996).

According to Iverson and Kuhl (1995), the NLM clanthat “exposure to a

primary language distorts the underlying percepspalce by reducing sensitivity near



phonetic prototypes, and that these perceptuattsffean be difficult to alter” (p. 561).
This may explain why adults have difficulties inr@aving contrasts in a new language
that are similar to the native-language prototypleich is the case of the perception of
the voiceless interdental fricative that are petegiby Brazilian EFL learners as
similar to[f], [t] or [s], not as new or different from sounds in their hteantory.

Kuhl, Conboy, Coffey-Corina, Padden, Rivera-Gaxamd Nelson (2008)
proposed an extended version of the NLM, the NLM+eich describes four phases of
speech perception, based on outcomes from reaaiest In phase 1, young children
can discriminate any sound in the world’s languagiephase 2, the infants’ perception
starts to be tuned due to experience with the lagguand culture in which they are
being raised. In phase 3, since the phonetic legrig being established, children’s
progress is directed to word patterns. And finallyphase 4, neuro-representations are
relatively stable, and unlike in childhood, in aduthese representations will not be
affected by short periods of listening to a newglaage. The extension of the model
will not be discussed here because it is beyondstiope of this study. For a more
detailed review of the NLM model, NLM-e, and rethtempirical studies, see Kluge
(2009) and Nobre-Oliveira (2007). Thus, in accomgawith the NLM, the L2 variants

of /0/, which are the voiceless stop and fricatiyel [s] and [f], would be placed
around the prototype of th@/ due to lack of discrimination, as would also happe
the voiced variants d®/: [d], [z], and[V].

The Speech Learning Model (SLM) developed by (€le§995) and the
Perception Assimilation Model (PAM) developed byefB 1993; 1994; 1995) will also
be briefly described here, since they are well duented models and have contributed

to the area of L2 speech perception.



The SLM accounts for perception and production &fsbunds by experienced
L2 learners. The model claims that production ofddinds will only be accurate if
there is accurate perception, but does not claiat & errors are motivated by
perceptual problems. Flege describes the modelgufnr postulates and seven
hypotheses

One of the postulates (P1) is that the abilitydorf new phonetic categories is
accessible across the life span inasmuch as thhamisens and processes guiding the
L2 learning are the same ones used in L1 learriogvever, children are said to be
more likely to create new categories for L2 sourslgen though adults retain the
capacity to do so. This critical period is gengradiferred to ag\ge of Arrival(AOA).

One of the SLM predictions (Hypothesis 5) is thdt &and L2 categories
assimilate when category formation is blocked, Wwhk why a certain L2 sound will
continue to resemble a certain L1 sound. This mx@jaen why Brazilian learners tend
to produce the interdentals using sounds from thgiinventory, such agt] for the
voiceless, andd] for the voiced, for instance. Thus, according te process of
equivalence classification, the interdentals aregieed as ‘similar’ not ‘new’ sounds.

Unfortunately, since the SLM suggests that moreeggpced learners should
be tested, the model could not be tested in thidysbecause the participants were
almost beginners. The model claims that errorsymred by inexperienced L2 learners
may be caused by learning in progress and notlityatn learn (Flege, 2005), because
L2 is, just like L1, influenced by time exposur@rFurther discussion about the SLM,
see Koerich (2002).

The PAM was developed to explain non-native spgaetteption by naive

listeners, defined as functional monolinguals. Hesvein the extension of the model

®>Only P1 and H5 are discussed in this review bezthes other postulates and hypotheses are beyond
the scope of this study.



to PAM-L2 (Best & Tyler, 2007, p. 16), there is tinelusion of L2 learners, defined as

people in the process of actively learning an Lachieve functional, communicative

goals, since perception differs between naivenete and listeners who have been in
contact with a second language.

Unlike the NLM and the SLM, the PAM relies on auii@tory perception, and
the characteristics of sounds will determine to wddent they will be assimilated to
the phonetic categories of the native-languageesys{Eckman, 2004, p. 519).
Moreover, the fundamental premise of the modédhtas hon-native segments tend to be
perceived according to the similarities with, ansiccepancies from, the phonological
space of the native language. In addition, listereme expected to detect gestural
similarities between non-native and native-langughgenemes (Best, 1995). For a
more detailed description of the model see Betl@tehio (2008) and Nobre-Oliveira

(2007).

2.1.2 An empirical L1 and L2 speech perception styd

Guion, Flege, Akahane-Yamada and Pruitt (2000)jexduout a study with near-
monolingual Japanese speakers aiming at providisgghts into the perception of
English consonants by native Japanese speakersnglsik differing in English
language experience, especially by examining thatioea between the perceived
phonetic distance of L2 and L1 consonants and idigzation of those sounds. The
study was divided into two experimehtthe first one was carried out in order to assess
the perceived relation between English and Japac@ssonants. Nine native speakers

of JapaneseMean age20.1) with the minimum possible exposure to Etghgere

® The stimuli for both experiments, the contraststawrecorded by native speakers of Japanese and
English.



10

selected. They participated by identifying Englestd Japanese consonants in terms of
a Japanese category, and then rated the idenbhsafor goodness-of-fit to that
Japanese category.

The second experiment aimed at testing the discatimn of word-initial
consonants by native speakers of Japanese andslEnglhe researchers used a
Categorial Discrimination Test (see section 3.€2amining three kinds of contrasts:
(a) English-Englistvs/-/8/; (b) English-Japanes#/-/s/; and (c) Japanese-Japanese
/s/-/d/. The participants in this experiment were 30 reaBpeakers of Japanese — 10

comprised the high-experience gréup0 comprised the mid-experience grumd 10
comprised the low-experience gréufphere were also 10 native speakers of American
English.

The cross-language mapping data from Experimentnd the consonant
discrimination A’ score¥ in Experiment 2 were examined in order to deteentime
relationship between the perceived phonetic digtama discrimination of the sounds.
The PAM and the SLM were used to interpret the Itesand test the researchers’
hypotheses, and to investigate whether the PAMtlaa@&LM could be extended to the
early stages of naturalistic L2 acquisition. Théhats explained that they chose these
models because the PAM usually focuses on the igigs@tion of sounds in an
unknown language and the SLM usually focuses ohlfigxperienced learners of L2.
Results suggest that the PAM was able to prede&ctibcrimination of L2 consonants,
although a minor revision to the PAM would be recoamded. On the other hand, the

authors concluded that the SLM can not be extetalélde early stages of L2 learning

" Because they have lived in the United Statesrianarage of 3.1 years.

8 College students who had never lived abroad, sed English in their jobs.

° College students who had never lived outside Japan

19 A’ scores are derived from the proportions of corsetction of the odd item in different trials (j.e
“hits”), and incorrect selection of an odd itemcitch trials (i.e.,“false alarms”), as an unbiasezhsure
of perception sensitivity.
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without further investigationhbecause it was not able to predict the learnabalitgll

English-Japanese contrasts, showing that certagtidginconsonant contrasts are more
difficult for Japanese adults to discriminate tlzahers. Therefore, learnability did not
seem to depend on the perceived cross-languag&asiynof English and Japanese

consonants.

2.2 Interdental fricatives

Learners from different L1s face different diffidtes when learning a foreign or
second language. In our context of English as aidarlanguage, there are several
studies investigating the different phonologicalpexts which cause Brazilians
difficulties, such as Koerich (2006), who investeghthe perception and production of
final consonants; Rauber (2006), who investigatesl gerception and production of
vowels; Kluge (2004), who investigated the peraaptand production of English
nasals; Delatorre (2006) and Frese (2006), invatstiththe pronunciation efed and
Reis (2006), who investigated the pronunciationtha interdental fricatives, just to
name a few. Other studies introduced the variabksuction, training, and visual cues
to the investigation of Brazilian Portuguese-Enrglisterphonology. Silveira (2004),
for instance, implemented the variable instructiorthe learning of final consonants;
Nobre-Oliveira (2007) investigated the effect ofgeptual training on the learning of
the English vowels by Brazilian learners; Kluge 2P investigated the effects of
visual cues on the perception of English nasalBlazilians; and Mariano (2009)
evaluated the effect of instruction and trainingtba production of verbs ending in
—ed In the same line, the present study investigatexl effects of training and

instruction on the perception of the interdentaldtive sounds.
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The interdental fricatives are already known toseagreat difficulty in terms of
both perception and production not only to Braniliaarners of English but even to
English L1 speakers, as reported by Jongman, Wiaahd<am (2003), Polka Colantonio
and Sundara (2001), and Reis (2006). Since thesdodan little investigation on this
issue, the present study focused on the investigatf instruction and training on the
perception of the interdental fricative sounds madtempt to lead to more effective

ways of triggering the process of learning these saunds.

2.2.1 Characteristics of interdental fricatives

A look at the phonological features of the intetdésrand their most frequent
replacements may help to explain why these replang&roccur. Table 1 displays the
feature specifications for the voiceless interdemtizative and its most frequent
replacements, based on Giegerich (1992), and showssimilar the sounds are. The
pair [0] - [t] is distinguished only by the feature [continudhthe pair[0] - [s] by the
feature [stridentf? and the paif0] - [f] by the features [coronaf] and [strident].
Despite the fact thafT differs the most fronj0] in terms of number of features, Reis
(2006) found that[f] is the sound that is the most difficult to be petaally

discriminated fronf0], followed by[s].

' A continuant sound is a sound during whose préduche air stream is not blocked in the oral cavit
(Giegerich, 1992, p. 93).

2 Strident sounds are marked acoustically by gremiésiness than their nonstrident counterparts are
(Giegerich, 1992, p. 118).

Y Coronal sounds are produced with the blade ofdhgue raised above its neutral position (Giegerich
1992, p. 116).



13

Table 1. Feature specifications[6f] and its frequent replacemelits

(6] [t] [s] [£]
[Consonantal] + + + +
[Continuant] + - + +
[Anterior] + + + +
[Coronal] + + + -
[Strident] - - + +
[Tense] + + + +
[Voice] - - - -

Table 2 displays the feature specifications for ¥be&ed interdental fricative
and its most frequent replacements, and shows thettiffer by the same features as
the voiced group. The first paid] - [d] is differentiated by the feature [continuant],
the pair[0] - [z] by the feature [strident], and the pa®&][ [v] by the features
[coronal] and [strident]. According to Reis (20G6g contrastd] - [v] was the most
difficult for participants in the discriminationde(in parallel with the voiceless pair),
followed by[d] - [d] and P] - [z].

Table 2. Feature specifications[df] and its frequent replacemetits

[0] [d]

[v]
[Consonantal] + +
[Continuant] + - +
[Anterior] + +
[Coronal] + -
[Strident] - - +
[Tense] - - -
[Voice] + + +

oo+ 4+t

In terms of similar soundsf][is more similar tg6] and[v] is more similar to
[0] due to acoustic properties, they are only disistyged by the movement of the

second formant into the following vowel, accordittg Ladefoged (2001). However,
neither Brazilian speakers of English nor Dutchagees (Wester, Gilbers & Lowie,

2007), for instance, seem to replace the interéemtaly by their most phonetically

4 Feature retrieved from Giegerich, (1992, p.128)
15 Features retrieved from Giegerich (1992, p.128)
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similar counterparts. The interdental fricatives also replaced by their phonologically
most similar counterparfs] and k] and by f] and d], which, in addition to being
distinguished from the interdentals by only onetdes are segmentally the least
marked sounds (Maddieson, 1984).

According to Lombardi (2003), the different rematents of the interdental
fricatives may be explained by taking into considi@n the grammar of the learners’
first language (L1). Lombardi claims that learnesfi replace[0] by [t] or [s], and
that there are some reasons that explain why the ot the fricative is chosen.
Grounded on Optimality Theory (OT), the author a&gythaf 0] will be replaced byt]

“as a result of a universal markedness relationsthigt stops are the less marked
manner compared to fricatives” (p. 246), or will ieplaced byjs] as a matter of L1
transfer to L2.

A few studies involving subjects of different L1sdaeven English as a first
language have been carried out investigating tpéacements of those sounds. The

next section reviews the outcomes of some of them.

2.2.2 Empirical research on the interdental fricatves

Infants exposed to English as their L1 have alsenbsubject of studies
investigating fricatives. According to Vihman (199@ontrasts between fricatives are
among the few which have been reported to ressfridiination in the early months
and thus to require learning by the child” (p.68% reported by Eilers and Minifie
(1975) and Eilers (1977), this failure in discrimiion seemed to appear when naturally

produced syllables were used, that[i] versus|[za], [fa] versus[0a], [fi] versus

[061], whereas Jusczyk, Murray and Bayly (1979) fouhdt t2- to 3-month-olds
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appeared to be able to discrimingfg] versug0a] when computer-synthesized tokens
were used.

Levitt, Jusczyk, Murray and Carden (1988) inveséda2-month-old infants’
perception of a subset of highly confusable Englfsbatives in two different
experiments using a modification of the high-amyolé sucking (HAS) technique (first
designed by Siqueland & Delucia, 1969). In thetfegperimental procedure, 64
infants Mean age= 9.5 weeks) were tested on naturally producecisik [fa], [0a],
[va], and[0a]). Results from this first experiment suggest ihénts at this age are
capable of discriminating place of articulation tasts in voiced and voiceless
fricative pairs. In the second experimental procedaimed at investigating the role
which fricative noise plays in infants’ discrimii@t of fricative contrasts, the stimuli
[fa] and[Ba] were modified, the formant transitions of the mcportion of[fa] were
removed, for instance, and 36 infankde@n age= 10.1 weeks) underwent the HAS
procedure. Results suggest infants are able tweutdifferences in either formant
transition of fricative noise to signal thé€a]-[0a] contrast and that the appropriate
fricative noise context is a critical factor influgng the way contrasts are perceived.

A study investigating both infants and adults, wasried out by Polka et al.
(2001), who investigated the contra&is-/d/ with 15 English and 14 French-speaking
adults and 23 English and 19 French-learning isfantwo age groups (6-8 and 10-12
months). The stimuli for the perceptual test caesi®f two sets of naturally produced

English minimal word pairs. The control paib/-/v/ was used in addition to
/0/-/d/ because it is present in both English and Frencisamant inventories and it
contrasts the same manner classes and similar pldisrences as/o/-/d/. The

headturn technique was used to access infants’epégoa, whereas adults were

required to raise their hands after hearing a salvathge. Their findings suggest that
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language experience does not seem to affect pealegifferentiation in the first year
of life, but seems to have a facilitative effectpmformance after 12 months.
Jongman et al. (2003) investigated the effectangfuistic context and visual

and auditory cues on the perception of the disoncbetween the fricative]-[0],
[s]-[f], and WV]-[d]. In the first experiment, which aimed at exploritige effect of

linguistic context on the perception of Englishcétives, twenty minimal pairs — 10

pairs beginning with the nonsibilajft] or [0] and the other 10 pairs beginning with the
sibilant[s] or [f] preceded by various contexts, were heard by tweatye speakers

of English. Results suggest that linguistic contdfects the contrasts that are not well-
defined acoustically.
In the second experiment, the effects of visuarmiation on the perception of

nonsibilant fricatives[f, v, 0, 0] paired with each of the vowell, a, u] were

explored in (a) the audiovisual condition, in whigérticipants watched the speaker’s
face on TV and heard her pronouncing the trialsthi{e visual condition, in which they

only watched the speaker’s face producing thestriahd (c) the auditory condition, in
which participants only heard the trials. Thirtyglish native speakers of English were
assigned to one of the three conditions and weppased to circle one of the thirteen
alternatives (fi, fa, fu, vi, va, vu, thi, tha, ffiudhi, dha, dhtf, or other) provided on

the answer sheet for each token heard. Results sawperception on the basis of
simultaneous auditory and visual information wasitequaccurate, followed by

perception based on auditory information, and Rnparticipants’ performance was the
poorest on visual information. However, when vaicierrors were not counted, the

visual cues condition seemed to outperform the tandicues condition, which

th =10]
dh =[]
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indicates that visual information also contributeshe identification of fricatives by
normal-hearing adults.

Gonet and Pietron (2006) identified more than ompplacement for the
production of voiceless and voiced interdentals Pglish speakers of English.
According to their findings, the sound used in teplacement depends on the voicing
of the target sound and on the position in whiabciturs in the utterance, for instance.

They found that0/ is realized either g&] in contexts that are easy to pronounce or as
[f] or [t] in consonant clusters, whered@g is produced asd]] before vowels, and as
[v] before consonants. And in word-final positigd/ is often devoiced t¢6], and
both are realized a$]|

Kabak and Maniwa (2007) sought to address the ivelamportance of
phonemic, phonetic, and acoustic factors by obsgnthe perception of English
fricatives by standard German and Swabian Germah k&teners. The two-alternative
forced-choice identification perception test waeetaby 14 Standard-German listeners
(Mean age24.79), 14 Swabian-dialect listenefgleqan age22.29), and 14 native
speakers of American EnglistMéan age24.56). The eight minimal pairs were
grouped depending on place of articulation and imgiq[f]-[0], [v]-[0], [s]-[f].
[z]-[3], [f]-[V], [0]-[0], [s]-[z], and[f]-[3]), and each pair was tested separately for
clear and conversational styles, comprising a witdb sub-tests. Results regarding the
interdental fricatives suggest that the poor ideatiion by all groups was due to
acoustic, rather than language-specific issuegexfyected, a pair versus group analysis
revealed that the native speaker group performéédrben the distinction involving the
interdentals. Analysis of style versus groups destrated that all the groups benefited

from clear speech. Summing up, results suggesbtitatgeneral acoustic enhancement
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in clear speech and more specific acoustic saligrslag an important role in the
perception of non-native contrasts.

Finally, Reis (2006) investigated perception anddpction of/0/ and/d/ by
Brazilian EFL learners at the pre-intermediate addanced levels of students enrolled
in the extracurricular courses of the Universid&aeeral de Santa Catarina. Twenty-
four participants took three perception tests —-a(general pronunciation error test, (b)
an adaptation of the CDT (see section 3.4.2 forendetailed information on the CDT),
and (c) a forced-choice identification test — ahde¢ production tests — (d) a text
reading task, (e) a sentence reading task, ana g)ory retelling task. Her main
findings were (a) that there is a pattern of reghaent for/0/ as[t] and for /8/ as
[d] in word-initial position and (b) that the voiceless interdentaless difficult to
perceive and produce than its voiced countergért However, no significant
correlation between perception and production veamd in the study, and language
experience seemed to have a weak influence on dneegtion and production.
Interestingly, test type was also shown to havéuémiced the perception of the

replacements.

2.3 Explicit and implicit instruction

A foreign language can be taught explicitly or imgply, which should
theoretically result in explicit or implicit learmg and explicit or implicit knowledge.
Interestingly, N. Ellis (2005), who claims for thweak interface position, compares the
implicit and explicit systems to the yin and thengaarguing that “conscious and
unconscious processes are dynamically involvedihegen every cognitive task and in

every learning episode” (p.340). Instruction caneliber explicit or implicit: Implicit
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instruction, on the one hand, in which informatisrprocessed receptively by students
(Hulstijn, 2002) and learners are required to iredudes from examples given to them,
is likely to encompass the “acquisition” claim pospd by Krashen (1982), who claims
for the non-interface position, in which learnecgjaire the language through implicit
learning, immersion. Explicit instruction, on théher hand, involves the explanation
and practice of rules (R. Ellis 1994), and is comipalefined as learning. However,
the dichotomy between learning and acquisitionds as simple as it seems and has
provoked a number of studies with inconsistentifigd.

Silveira and Alves (2006) observed that studentsmefie from explicit
instruction on the perception and production regularbs ending in—-ed The
researchers believe that when a certain aspectrafupciation is highlighted to
students, they are able to notice this L2 form,netreough they are not be able to
pronounce the target sounds accurately and imnedglidgiut they will be aware of their
pronunciation and may be able to compare the éifiegs between their speech and a
native-like speech. Besides, the researchers leelieat even though they have not
mastered the L2 sounds for spontaneous speechwiilielpe able to use them in a
monitored situation. Results suggest that explitstruction effects may not appear
immediately after treatment because this kind struction promotes new memory
formation. Moreover, this finding may explain whgnh term goals must be set in the
area of pronunciation, since this memory formatioay take long to manifest in
learners’ speech.

Results from Long (1983) suggest that explicitrinstion is only beneficial for
beginning students whose only opportunity for LAunis in the classroom. The bulk
of the literature that investigates the explicitdamplicit instruction dichotomy shows

an advantage for explicit instruction and learnfjagy. DeKeyser, 1995; N. Ellis, 1993;
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Robinson, 1996). Berry (1994, cited in Han & Ri%I1998) believes that there is bias
towards explicit instruction and learning since tyyge and method of testing employed
can influence the results, which would explain véxperiments have shown explicit
instruction to have an advantage over implicitringion

According to Whitelsea and Wright (1997, cited itvés & Zimmer. 2005, p.
224), it is necessary to deconstruct the idea &xglicit learning is dynamic and
conscious while implicit learning is static and Kacconsciousness. N. Ellis (2005)
believes that implicit learning takes place durilugnt comprehension and production,
while explicit learning occurs when students sttagg negotiate meaning consciously
affecting the language processes. Such conscicaiseedefined by the author as
experiencing, and it is through experience thatlestts will have their attention drawn
to what has been taught to them and finally noticé&\ccording to Schmidt (1990),
learning on the basis of awareness is usually ddfas explicit learning, and learning
without awareness is defined as implicit learni@gnversely, Doughty (2003) believes
implicit learning also takes place when learners atruggling to learn complex
structures while explicit learning occurs when mairaple structures are taught.

The objective of explicit instruction is to increathe salience of a cue through
consciousness, aiming at making students awarecaéahat might not be frequent or
perceived by them, and link the cue with its intetation (N. Ellis, 2005). Toward this
end, N. Ellis (2002, 2005) and R. Ellis (2002a, 200ring the consciousness-raising
construct to lighf. N. Ellis (2002) claims that “without any focus dorm or
consciousness-raising [...] formal accuracy is ankehf result” (p.175). Moreover, N.

Ellis (2002) also claims that explicit instructioan speed the language acquisition.

18 Although both researchers discuss the consciossaésing concept, some caution is necessary
inasmuch as they come from different paradigms
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Regarding the concept aonsciousnessSchmidt (1994) points out that its
focus has changed over time depending on the t@gchethodology being used. He
defines the term consciousness based on the literavailable in the area subdividing
it into four basic senses (a) consciousnessngmntionality, (b) consciousness as
attention (c) consciousness agwareness and (d) consciousness aentrol. In
addition, he makes a number of recommendationthéuse of each theoretical term.

Consciousness-raising is directly related to expknowledge (R. Ellis, 1994).
According to R. Ellis, learners performing cons@oess-raising activities are expected
to understand and formulate some cognitive reptaBen on how the target structure
works but are not expected to perform them. R.sHR002b, 2005) suggests that
consciousness-raising be used as a tool in therola® instead of focusing only on
practice. This use may have a delayed effect, ghd@ecause they are not ready to

learn what they have been taught.

2.4 Pronunciation Training and Instruction studies

The teaching of pronunciation has received incrgpsittention over the past
decades and has been considered an essential cempon most ESL/ EFL
instructional programs (Celce-Murcia et al., 19@@&odwin, 2001; Goodwin, Brinton
& Celce-Murcia, 1994). According to Morley (1994here are two reasons for this
change in focus of pronunciation teaching — le&'nproblems and unmet learner
needs. These needs are originated in the probleensan-native speakers (NNSs) may
face in an English L2 environment. According to Mgr these problems may be a

complete breakdown in communication, ineffectuakesih performance, negative
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judgments about personal qualities, foreignismestigping, anticipatory-apprehensive
listener reactions, and pejorative stereotyping.

However, the implementation of pronunciation teaghin the classroom is far
from ideal. Morley (1994) claims that some convenéll wisdoms about pronunciation
have been interfering in this change, such as #lefbthat pronunciation is not
important, the premise students will pick it upatthit is not possible to teach
pronunciation or because of the lack of technicabwdedge of phonetics and
phonology on the part of English teachers. Mot@®0(Q) claims that the lack of
technical knowledge can negatively interfere in #feectiveness of pronunciation
teaching. Moreover, not only the lack of techniémowledge can influence the
pronunciation teaching in the classroom but alswnler variables, setting variables,
institutional variables, linguistic variables anetimodological variables (Celce-Murcia
et al., 1996).

Morley (1991) argues that, besides instruction dbjes, individual factors also
need to be involved, such as (a) intellectual imewnient: speech-awareness and study-
awareness; (b) affective involvement: recognitibself-responsibility, development of
self-monitoring skills, development of speech migdifion skills, recognition of self-
accomplishment; and (c) physical or performativeolmement: pronunciation/speech
practice, pronunciation-oriented listening practispelling-oriented pronunciation

practice.

2.4.1 Pronunciation Goals

According to Silveira (2004), pronunciation goalBosld encompass the

development of learners’ “(a) intelligibility, (bfommunicative ability, (c) self-
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monitoring and self-correction strategies, andalol)ity to understand native speakers’
fluent speech. In addition, pronunciation instroctshould help learners (e) acquire the
L2 phonological system and (f) deal with L1 inteeiece” (p.17). These
communicative goals should be part of a pronuraaturriculum, and for greater
effectiveness it should be presented in combinatigh other language components.
The goals are overlapping connected, making it baxthnecessary to define when and
where one ends and another begins.

Before discussing the necessity or not of natike-lpronunciation, a brief
discussion about the varieties of English is nexmgsdn addition to the two most
widespread standard varieties of English (Amerig€aglish and British English), there
are many other Englishes that include not onlygtexious colonies in which English
is spoken as a second or official language, but alsthe speakers of English as a
foreign language. Since English is used as an natemal language worldwide,
speakers of different L1s in the same conversaiged to have intelligible speech in
order to maintain the flow of the conversation. Bmrer, Pronunciation instruction, as
explained in Morley (1991), aims at enabling studet® communicate intelligibly,
becoming confident users of spoken English

According to Morley (1991), pronunciation is nosfjypicked up by students, no
matter whether they are in an ESL or EFL contestn& formal instruction is needed
in order to prevent mispronunciation and therefonesunderstandings. Wong (1986),
cited in Morley (1991), claims that in ESL settingbe lack of intelligibility in
pronunciation prevents immigrant residents fromagng professionally, which usually
makes such immigrants enroll in accent improvensrd effective communication
courses in an attempt to reach the level of comoatioin their jobs demand. In EFL

settings the situation is more underprivileged heeahere are other issues besides just
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learning a foreign language. Students, accordinylooley (1991), tend to maintain
“consciously or unconsciously accent features tokntlaeir L1 identity and to insure
that they are not perceived as betraying theirltgyta their L1 community” (p. 499).
They want to communicate without losing their idgntwhich may cause a large
variety of pronunciations for the same word. Psgclutal reasons are also reported by
Flege (1999) in a tentative explanation for sulgefailure to produce the sounds they
could perceive accurately.

With the easy access to the World Wide Web, peoateeasily communicate
with other people throughout the world, and to mdkis communication more
effective, people need to have a language in comr@mce people understand each
other, the degree of perfection or native-like sheeill come into play. However, this
need for perfection will change according to whoime tspeech is directed.
Christophersens (1973, cited in Morley, 1991, p)4&@ues that a NS facing a too-
perfect NNS pronunciation may react as “a host whes an uninvited guest making
free with his possession”. Therefore, in some 8ilna the speaker tends to maintain
some L1 features in order not to sound like aruddr or because it is not necessary to
have a native-like pronunciation when you are comigating with other nonnative
speakers who have a different L1.

For us, teachers of English as a foreign languags,very common to have
students whose pronunciation suffers from lack rdéliigibility, as in the case of
students who play online games, for instance, aade ha vast vocabulary but
unintelligible pronunciation. That is why there asneed for formal pronunciation
instruction, in order to prevent such students ffossilizing wrong patterns of sounds

that would be extremely difficult to change later.
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Likewise, communicative ability is as importantiagelligibility. Students need
to develop the ability to take part in conversatiomake requests, ask for what they
want, negotiate meanings, making inferences, fetairce. In order to be capable of
carrying out such tasks effectively, they need akenthemselves understood as well as
understand others. These processes may be imprbyedorking on students’
perceptive and productive skills (Silveira, 2008y improving perceptive skills,
students will be able to understand other peopdgsech, not only NSs. Also by
improving their productive skill, they will be abte communicate appropriately, if not
with a native-like pronunciation, at least withiatelligible one.

At the same time, students should be able to domeong utterances and
mispronunciations after they produce them, whiclwisy self-monitoring and self-
correction strategies may help students in themroanicative performance. These
strategies can be improved through formal trainamgording to Krashen (1981).
However, he points out that a speaker overly comezkrabout correctness may be
unable to speak with fluency at all. This Monitaeauser, according to him, refers to
the conscious use of grammar all the time whengusis'fher second language (p.15).

Equally important, Baptista (2001), Rauber and keK2004) and Silveira
(2004) claim that the learners’ L1 should be comd in pronunciation teaching since
it is known that different L1s cause different geobs in the acquisition of English
pronunciation For this reason, pronunciation teaching should ke L1 into account
in order to diminish the effect of L1 interferenicethe acquisition of L2 phonological
system.

Paradis (1997) points out that what speakers legmew sounds are aware of
is the result of their production, for example “howlosely their production

approximates the intended acoustic target” (p. 48@yever, their judgment might be
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deceived by perception problems that might creatiserepancy between the sounds
they think they produce and the sounds they agtyailbduce. According to Fraser

(1999, p. 02) the importance of having clear gsalsin a pronunciation class may also
help teachers in the job of making their studeetdize the differences between (a)
what people think they are saying; (b) a phoneéscdption of the sounds they are
actually producing and, (c) how someone from aed#ft language background

describes their speech.

However, according to Morley (1991) these objedivevill only be
accomplished if teachers have a background in egpknglish phonetics and
phonology, along with “a continuing need for deyeteent of pronunciation activities,
tasks, materials, methodologies, and techniquessscthe spectrum of imitative,
rehearsed, and extemporaneous speaking practieziexges” (p. 511). That is why
the objective of this study is to investigate nolyahe effects of instruction but also of
training on the perception of the interdental fiiwa sounds of English, using some
pronunciation manuals available for EFL or ESL stud.

Two characterizations of pronunciation teaching ehagenerally been
investigatedtraining andinstruction. Training has mostly been restricted to perceptual
training (e.g. Bettoni-Techio, 2008; Nobre-Oliveir2007), for which various
technologies and synthetic speech have often bsed. rhere are studies designed
with the use of specially-developed computer progrde.g. Akahane-Yamada et al,
1999; Bettoni-Techio, 2008; Nobre-Oliveira, 200%aRhew, 1994), audio-visual cues
(e.g. Hazan et al 2005; Kluge, 2009), and syntheaiititory stimuli (e.g. Flege, 1989;
Jamieson & Rvachew, 1994), just to name a fewrdnsbn, on the other hand, has
been investigated in terms of the explicit teachofgrules for perception and/or

production (e.g. Alves, 2004; Silveira, 2004). Hoee the distinction between
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training and instruction is not as clear as it sgeamd in fact these terms have been
used interchangeably in a few studies such as Blagh{1997). Some relevant studies

on training and instruction are reviewed below.

2.4.2 Pronunciation Training

Concerning training on perception, we can starhwiamieson and Morosan
(1986), who tested and trained adult Canadian spesasf French on the English
contrast/0/ versus/d/, using synthesized speech stimuli with cue mantmr& in
order to verify the influence of training on thepravement of perception of these
sounds. Participants received 4 sessions of tguiomthe interdental fricatives, using
synthesized stimuli, for only about 90 minutes. Tiesearchers used the fading
technique to reduce slowly the magnitude of thecggaiual contrast, using cafeteria
background noise as a distracter. Results sughgasperformance improved for both
voiced and voiceless interdental fricatives andehsas a transfer in improvement
from the synthesized stimuli to natural stimuli elinhad not been trained.

In the line of training as practice, Bettoni-Teck®®08) investigated the effects
of perceptual training on the perception and prtéidacof word-initial /s/-clusters, by
twenty-three Brazilian learners of English. Theintireg program consisted of two-
alternative-forced-choice identification trials witimmediate feedback, in which
participants were also allowed to replay the trédter hitting the decision key, and six
blocks of imitation. The researcher also inves@dathe transfer of training to a
discrimination task and to untrained words. Theselaof the study were a pretest, a

training period, a posttest, and a retention f€se instruments used were a reading

19 Cue manipulation refers to the manipulation ofustiz cues. In Jamieson & Morosan, the fricative
formant transitions and duration were manipulated.
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task, and interview, an AX discrimination task, idantification task, and the training
task. Results in the pretest and posttest showpdiament in identification, as well
as transfer to production, to discrimination andutdrained clusters. Also, the eight-
month retention test revealed retention of improgetn identification, discrimination

and production.

There are other studies similar to Bettoni-Tedniestigating the effects of
perceptual training on the production of some seusdch as Rvachew (1994), who
investigated the role of speech perception trainmghe correction of phonological
errors of children, who misarticulatéff in their L1 Results suggested that perceptual
training can facilitate sound production for sonm@mpologically-impaired children, and
better results could be achieved if speech pemmeptraining were provided
concurrently with speech production training asBdtoni-Techio.

Training is defined in the current study as practice withexplicit instruction,
that is, participants did perception exercises tiggtarted from sounds, then moved to
contrasts between the sounds under investigatiwth,fiaally, the sounds in context,
and were supposed to realize by themselves howirttezdental fricatives are
articulated and produced. In addition to the exx&xiproposed, they had only the input

provided by the teacher to help them perceive tuads being investigated.

2.4.3 Pronunciation instruction

There are some studies investigating explicit utdion as the systematization

of rules of a particular L2 structure, as demonsttdelow.
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Matthews (1997) investigated whether explicit instion on the articulation of
non-native segments contributes to the developrmakat new underlying phonetic or
phonological category by Japanese learners of &nglAmong the contrasts

investigated werdg8]~[f] (both of which are absent from the Japanese sdgimen

inventory), ands]~[0] (only [s] is present in the Japanese inventorgsuRs suggest

a significant improvement in their ability to disamnate the non-native segments from
other segmental categorieks]¢[f], [b]-[v], [l]-[r], and [p]-[b]) upon perceptual
testing; however, concerning thé]~[f] and[s]~[0], only the first contrast showed
significant improvement from pretest to posttedte Btudy demonstrates that explicit
instruction can contribute “to the development o¥el segmental categories which can
then be used to discriminate members of the noa&gory from members of other
categories perceptually. However, not all non-reatoontrasts are created equal”
(p.229).

Although Macdonald, Yule and Powers (1994) did notvestigated
pronunciation, they investigated four different égp of instruction concerning
vocabulary learning. Twenty-three Chinese studymglish at a university in the US
were randomly assigned to one of the following ¢boids: (A) traditional vocabulary
drilling activities; (B) self-study with tape reabngs; (C) interactive activities and; (D)
a no-intervention control condition. Participantsres recorded three times and judged
by twenty-three native speakers of English. Resultgest that no condition exhibited
a significant positive change resulting in an iased mean preference by NSs. Of the
four conditions, condition A — the traditional véaary drilling activities — evinced
the fewest changes in increased mean preferenaeditom B, a listen and repeat
session involving the key vocabulary seemed to cevigreater changes, yet not

consistent ones inasmuch the self-study did notuacto all learners to the same
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degree. Surprisingly, the no-intervention conditiseemed to be beneficial to all
learners who experienced it. The authors also agletulye that individual differences
can be a powerful variable influencing the acqiasitof pronunciation and may have
influenced the results of the experimental study.

Finally, a study that influenced the present redeas Silveira (2004), who
investigated the role of pronunciation instructmm the perception and production of
English word-final consonants with beginners. Tosio the researcher developed a
manual especially designed for the study in orderinvestigate to what extent
pronunciation instruction would influence partiapsl performance on word-final
consonants, with the objective of minimizing theguction of epenthesis. In addition,
Silveira also investigated some factors influending acquisition of the phonological
system, such as (a) different syllabic patternthefL1 and the L2, (b) markedness, (c)
orthography, and (d) phonological environment, aggssted by interphonology
research.

The research involved two groups of students egulal the beginning level of
the extracurricular course at the Universidade Fadake Santa Catarina for six weeks,
with 40 minutes of pronunciation instruction perekefor a total of 4 hours. The
researcher was in charge of both the experimentaipg(12 students, Mean age = 21)
and the control group (10 students, Mean age af8)used the manual along with the
regular textbook in the experimental group.

The data was gathered by means of perception aigiion pre and posttests
(Categorial Discrimination Test and the readingadist of sentences, respectively), a
period of pronunciation instruction for the expesimal group, and questionnaires. Her
results revealed that pronunciation instruction lagbositive effect on word-final

consonant acquisition; that the acquisition of windl consonants is influenced by
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orthography, phonological environment, and wordjdiency; and that the effects of
pronunciation instruction were higher at the prdaurclevel than at the perception
level.

Instructionin the present study was based on Silveira (200l investigated
instruction under the explicit definition. In theegent study, participants in the ITG
(Instruction and Training Groups) received explictormation on the target sounds
investigated. Even though the teacher in this study the main model, other sources
of information were brought to the classroom, sastposters showing the articulation
of the sounds, the university of lowa webSitewhich presents the sounds being
produced visually and auditorily as well as drawinigcusing especially on the
articulation of the sounds.

Supporting the view that pronunciation is undoulytesnportant for the
development of learners’ communicative ability, thigiective of this study was to
investigate to what extent training and instructam the perception of two specific
sounds @] and P]) would affect participants’ perception. This distion between (1)
training and (2) instruction and training is neeggsn order to shed light in how to
conduct a language class without jeopardizing tegekbpment of the class, by
providing insights in how to present the pronunoraaspects without interfering in the

class, or by presenting non-contextualized task.

% Since there was no internet connection availabl¢he classroom, participants were requested to
access the website <http://www.uiowa.edu/~acadpbcimetics/english/frameset.html> at home.



CHAPTER 3

METHOD

3.1 Introduction

This chapter presents the hypotheses and reseaestians and describes the
participants, the materials and procedures fordtta collection, and the analysis used
to investigate the effects of instruction and tiragnon the perception of the interdental
fricatives /0/ and/d/. The instruments were (a) a questionnaire; (b)retept; (c)
pronunciation teaching materials, and (d) a pastidse pretest and posttest comprised
the perception test used in Reis (2006), with hermgssion, a Categorial
Discrimination Test (CDT) (See section 3.4.2).

The materials selected for the treatment, whiclk tolace throughout the first
semester of 2008 in the extracurricular EFL courdedniversidade Federal de Santa
Catarina (UFSC), were retrieved from some prondiciamanuals used in the
undergraduate program kretras Inglés Although the activities selected were the same
for the instruction and training groups, they wased differently in terms of explicit
and implicit teaching of the rules about the ines@l fricatives. A more detailed

description is given in Section 3.4.3.

3.2 Research questions and hypotheses

The following research questions and hypothesageguihe investigation of the
effects of instruction and training on the perceptiof the word-initial interdental

fricatives [0] and[d] under two different group conditions: (a) the fhrag Group
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(TG), and (b) the Instruction and Training GroupQ). A (no-intervention) Control

Group (CG) was also included.

RQ1 — Does training affect the perception of thedaiaitial interdental fricatives?
H1 — The perception of the interdental fricativgssbtudents who undergo training (TG)
will improve from the pretest to the posttest.

Background: Jamieson & Morosan (1986) and Bettoiarich (2009).

RQ2 — Do instruction and training together afféoe perception of the word-initial
interdental fricatives?

H2 — The perception of the interdental fricativgsstudents who undergo instruction
and training together (ITG) will improve from thegpest to the posttest.

Background: Nobre-Oliveira (2007) and Silveira (200

RQ3 — Which one of the two group conditions — TGTds — is more effective?
H3 — Performance of the ITG will show more improwsnthan those in the TG
condition.

Background: Macdonald et al. (1994)

3.3 Participants

English students (all Brazilian) enrolled in leein the extracurricular foreign

language program at UFSC took part in this studys Tas considered as the most

appropriate level for the research, considering) @ih&his point participants had already
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had contact with English at the extracurricular reeufor at least one yé&ar during
approximately 90 hours of instruction, and wereeeted to have already developed
strategies for the perception o8/ and/d/. In addition, it was reasoned that the
selection of third-level students would make thenparison with Reis’s (2006) study
possible. Reis’s participants were also Braziliamglish students at levels 3 and 10.
The researcher was the teacher of four of the xps in the present study, and of
which two were assigned to each treatment groa):T aining Group (TG) — formed
by students who underwent only training; and (Istrunction and Training Group (ITG)
— formed by students who underwent training anttucion. Two other extracurricular
groups were included as control — @yntrol Group (CG) — formed by students who
took the tests, but received no treatment. Thehtrawf these two groups agreed not to
deal with training or instruction of the target sds investigated during the data
collection period.

There were a total of 108 participants at the tr@igg of the study. However,
due to absences in the pretest or posttest or glihe treatment session, only 53
participated in all phases of the study — 34 fenaalé 19 male, with ages ranging from
15 to 58 M=23,SD=7.01). These were distributed as follows: 21 & T (39.6% of
the total, 07 male and 14 femaMeanage=23); 18 in the ITG (34% of the total, 07
male and 11 femalé&/ean age23); and 14 in the CG (26.4% of the total, 05 naaid
09 female,Mean age22). The profile questionnaire (Appendices A andr®/ealed
the following additional information about the peiggiants: (a) the mean age
participants of all groups started studying Englishs 11; (b) 45.3% had started
studying English in Junior high school and had bawtact with the language until the

end of high school; (c) 45.3% of them had interedptheir English studies for up to

Lt is important to acknowledge that there may Haeen students who had studied English at other
language institutions for different time periodsidrad been placed at this level by the placement te
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five years; (d) 51% had studied English only atoetland at the extracurricular course;
(e) 91% never spoke English with Brazilians outside classroom and 98% never
spoke English with native speakers outside schaul; (f) only 3.8% had been abroad
for a short period of time (For further informatiabhout the questionnaire results check
appendix C). These data show that the studentsefbmpite homogeneous groups in
terms of exposure to the L2, making it possibleireestigate the potentiality of

pronunciation training and instruction in promoticiganges in their perception of the

interdental fricatives.

3.4 Instruments and procedures

The data collection took place throughout the fssimester of 2008 and
comprised three instruments: (a) a participanttsiler questionnaire; (b) a perception
pre and posttest — an adaptation of the CategDisarimination Test (CDT); and (c)

pronunciation materials.

3.4.1 Questionnaire

A participant profile questionnaire (Appendices AdaB), based on Koerich
(2002), and a research permission form (Appendicesd E) were filled out (and the
latter signed) at the beginning of the semestethieysix groups participating in the
study. The purpose of the questionnaire was tosasaformation on the participants’
demographic characteristics and L2 experience, sascthength of exposure to the

language in formal and informal environments, tioevoted to studying English,
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exposure to L2 outside the classroom, contact ofitier languages, and experience in

foreign countries.

3.4.2 Categorial Discrimination Test (CDT)

The adaptation of the CDT used in this study wasdwed (with permission)
from Reis (2006) and aimed at evaluating partidigamerception in terms of
discrimination of the target sounds in word-initipbsition. Before the test was
administered, participants underwent a practicsigesn class in order to familiarize
themselves with the procedures of the test. Inrotdelisguise the objective of the
research, the contrasts and words used in theiggasdssion were different from those
of the study — they were words beginning with thal cstops/p, b, t, d, k, g/
(Appendix F¥2.

The CDT practice contained 10 trials. The fiksrf trials of the test had been
previously marked on the answer sheet, in ordaetp participants understand how the
tests would work. The other six trials requiredtiggrants to listen to the teacher and
mark their answers on the answer sheet. Followingt, tparticipants received
immediate feedback and any doubts they had abeue#t were clarified. The practice
session lasted twenty minutes and was given twe Hafore the actual data collection.

For the data collection, each group took the es$tvb sessions at the language
laboratory during their class time: the first sessivas before the treatment period and
the second session was after the treatment was Bhertesting sessions lasted about
20 minutes and were conducted as follows: (1) anqtion in English about the CDT —

2 minutes; (2) first part of the CDT with the vdess interdentaftrials 1 to 11) — 2

22 The model was the same used in Reis’s (2006)ipeasssion.



37

minutes; (3) break — 1 minute; (4) second parhef@DT with the voiceless interdental
(trials 12 to 22) — 2.15 minutes; (5) break — abdmminutes; (6) first part of the CDT

with the voiced interdental (trials 1 to 11) — 2nurties; (7) break — 1 minute; (8) second
part of the CDT with the voiced interdental (tridBto 22) — 2.20 minutes;

The version of the CDT (Flege, Munro & Fox, 1994d in this study was the
one used by Reis (2006), first adapted from KoerigB02). Though originally
developed for vowels, since Koerich’s adaptationdigcrimination of final consonant
with presence or absence of paragogic vowels, € kkas been used in L2 perception
studies at UFSC for several other consonantaihdistins (e.g., Bettoni-Techio, Rauber
& Koerich, 2007; Frese, 2006; Kluge, 2004;; Silagi2004) often with Koerich’s
adaptations. For example, Koerich included distnacin the test trials, in order to
prevent participants from identifying the objectiviethe test and devote attention to it,
which could interfere with the results. She alseduswvo-word phrases in the trials,
whereas only isolated phones had been used préyidiss was necessary, as she was
testing the perception of the presence or abseheepbone (the paragogid] [or [1],
rather than of two contrasting phones). Reis maaeotvn adaptations: (a) a reduction
to only one catch trial for each target phonemg; d&-contextualized minimal-pair
words rather than phones or phrases; (c) the absandistracters, differently from
Koerich; (d) an increase and decrease, respectivetiie within-trial and between-trial
intervals (2.0 s and 2.7 s respectively, compandelége’s and Koerich’'s 1.3 s and 2.8
s); and (e) recording of all test words by speakéthe same sex — female.

As described in Koerich, change trials consistlogé¢ tokens where two are
repeated and one is the odd item. Participantmliahd identify the position of the odd
item, marking in grids on the answer sheets theesponding column where the odd

item appears. Catch trials are trials in whichilaée tokens are the same. Three of the
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four columns in the grid correspond to the posgiohthe tokens heard and are labeled
with the numberq, 2, 3; the fourth column is labele@land is marked if all tokens are
the same. For example, after participants heatrthlesequence “sigh thigh thigh”,
they are supposed to mark numb&r and after they hear “tie tie tie” they should
mark ‘0" (Appendix G).

As in Reis, the CDT of this study consisted ofrdddomized trials (6 contrasts
X 6 change trials = 36 + 8 catch trials = 44 tjfdland was split into two sets of 22
trials each, 18 change trials and 4 catch triaksaich. In the change and catch trials, the
voiceless set consisted of the wotHgyh-fie-tie-sigh and the voiced set consisted of
the wordshee-vee-dee-zem each trial one of the interdental fricativeasacontrasted
with one of the three other fricatives of the saming parameter. Also as in Reis, the
interval within trials was set at 2.0 seconds dredinterval between trials was set at 2.7
seconds.

As explained above, Reis’s version of the CDT vess$ used in this study. The
test was revised using the Sound Forge 9.0 prodpafiore being administered, and
slight details such as some intervals which weré¢ exactly as specified were

corrected”.

3.4.3 Pronunciation materials for the two experimetal groups

Silveira (2004) analyzed four pronunciation counseks, focusing her review

on their organization and the features of langyageented. In addition, she developed

a pronunciation manual for her study involving ggton and production activities.

% Reis (2006) explains that the decision about thmber of trials was taken based on pilot studies
which revealed the test to be rather long and niigrdamanding.

%4 The test was originally recorded in Reis’s studyacSony Minidisk, then digitalized and normalized
for peak intensity at 6dB.
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Two of the four books Silveira analyzed were usethe present stud€lear Speech
from the Start: Basic Pronunciatiof2001) andintermediate Pronunciatiori1993),
both by Gilbert andcocus on Pronunciatio1993) by Lane. The other books used in
this study were:Pronunciation in Us€Hancock, 2003)Ship or Sheep@Baker, 2006),
Sounds Great Book(1994) andBook 2(1995), both by Beisbier.

The activities selected for the treatment were usetass along with the course
book Interchange 2(Richards, Hull & Proctor, 2005)nterchange 2has activities
related to pronunciation in short activities theadmainly with intonation, reductions,
linking, consonant release, emphatic and contrasitvess at the word and sentence
levels consisting of presentation through a moditening discrimination,
identification, repetition, and a few activitiesqtering learners’ elaboration of
examples based on the model provided, as descbip&ilveira (2004, p.28-28) In
order to carry out the treatment, the activitiesnfrinterchange 2were used to
contextualize the pronunciation activities that evesubsequently carried out in the
classroom, so that participants would understamd tihere was a link between the
activities proposed in the textbook and the onegélsearcher was bringing to class.

The treatment was carried out in seven sessiom$y sassion consisting of
activities retrieved from chapters of the booksdyusevolving the voiceless and voiced
interdental fricatives. The types of activities weselected based on the sequences
presented in most of the pronunciation books, thatocus on the identification of
sounds, followed by focus on discrimination, thenocontrasts, and finally, on sounds
in context.

In the first treatment session, participants penfedt activities fromClear

Speech — Basic pronunciatig¢@001, Appendix H). As pointed out by Silvei@lear

% Silveira’s description was based on previous ediiof the book -nterchange(1990) andNew
Interchange(1997). Since the activities differed little ortrat all from those of the new edition, the
description is still valid for this study.
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Speechrelies on the manner of articulation criterion @&t of place of articulation or

voicing as other books do, allowing the fricatives /6/, /z/ to be contrasted withd/
and/t/ in the same chapter. The activities in the chaptere selected and only the

silent perception activities were maintained, wh#laying out loud (production)
activities were excluded, and were adapted to egwup condition. The ITG
participants received the illustrations of the tem@nd lips the book presents showing
how the sounds are articulated. The TG participaoristhe other hand, received only
the activities from the book with no illustration explicit explanation that could have

helped them figure out how to prodydq and[d].

The activities on perception fronClear Speech from the Start: Basic
Pronunciationare at the word level, showing the sounds in fpeaition only; first, the
sounds are compared and the differences between #ne shown; then there are
discrimination and identification activities; anohdlly, the target sounds appear in a
contextualized activity. According to Silveira (200 the way the book is organized
focusing on perception and production of consonamfsal position favors Brazilian
Portuguese learners, because there are a limitetberuof consonants in their L1
inventory that can occur in this position. Therefdan this practice session participants

had contact with five different sounds in word-fipasition (s/, /6/, /z/, /d/ and/t/),

which may help them distinguish one from anothed by making this distinction they
might be able to perceive and/or produce them ctiyreespecially the interdentals,
which are the focus in this study. Although theserd study dealt with the interdentals
in word-initial position, the book bring valid adiies especially because it presents
sound contrasts between the target sound and gsfregquent replacements.

In the second session, participants worked witlvidies from Pronunciation in

use(Appendix I). The chapter frofronunciation in us¢Hancock, 2003) dealing with
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/0/ and /0/ starts by presenting a picture of the manner inciwhihe sounds are

produced and a brief description of how they shdagdproduced. After the explicit
information about the interdentals, the chaptesgmés the sounds first produced in
isolation and then the contrasts (a) first the elgiss contrasts /8/ and/s/, /t/, /f/, and
then (b) the voiced contrastgd/ and/d/ in final and initial position, andv/ in initial
position.

The chapter also shows some cultural notes abatdifferences in the
pronunciation of the interdental fricatives in difént dialects. The author says that

some Irish speakers pronourtbéck /61k/ as[tik], some London speakers pronounce
three /Ori:/ as [tri:], and some Nigerian speakers pronoutizen /den/ as [den].

Since the objective of the session was to helpézarperceive the interdentdlss
information was excluded from the treatment.

The TG and ITG groups did virtually all the actieg from the chapter because
most of them deal with perception and also presiemtinterdentalsith their most
common replacements. The pictures and further eagitans as well as the phonetic
symbols were not included in the sheet for the TGupg; only the ITG group had
access to the pictures and further information abdwmisounds.

The chapter activities frorRronunciation in Usestart with a poem in which
participants are supposed to findhaword that rhymes at the end of each line by
listening to the CD; then, it moves to a contexaeml exercise that presents the
situation of a computer with a supposed “perceptipmblem that identifies words
wrongly, confusing the interdental fricatives wigome of their most common
replacements, requiring participants to identify aeplace the wrong word; finally,
there is a minimal pair activity which presents taimilar words in a trial and asks

participants to listen to the words and identifg groper one in the context.
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There are further perception practice activitiethatend of the book, containing
the sound pairsgs/ and/0/; /z/ and/d/; /t/ and/0/; /v/ and/d/; /t/ and/0/; and/d/ and
/8/. In these extra practices, participants are sugapos identify and discriminate the
sounds listened. All the exercises in the chapber the extra ones were used in this
session of the treatment.

In the third session, participants performed at&igi from Focus on
Pronunciation (1993, Appendix J). Silveira (2004, p. 34) rematkat the chapters
from this book usually present a slightly heavyaliggion of the phonological features,
tips and illustrations, and are generally followsdexercises in which learners have to
listen and repeat or discriminate sounds, as veell few exercises involving listening
to oral texts, answering questions, dialogue practgames about the vocabulary
involving the target sounds, and spontaneous speech

The chapter fronfFocus on Pronunciatiomised in this study presenf®/ and
/0/ together. There is a description of how the sowstsild be pronounced, but there

is no picture available. Then, the interdentaldftives are divided into two sub-sections
in a table. Each sub-section has three columnsfitdtecolumn presenting one of the

fricatives in word-initial position, the second @poin in the word-medial position, and

the third column in word-final position. Next, tleeis a game activity, followed by an

idiom and expressions practice, and finally, thera discussion about the importance
of pronunciation.

The activities of the chapter frofiocus on Pronunciationvere selected and
carried out in two sessions: the word list, idiond @&xpression practice were done in
this (third) session, and the discussion abouirttportance of pronunciation was done
in the fifth session. Once again, the activitiegolming oral practice were excluded,

such as repetition of the words in the columns,thedyame. The idiom and expression
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activity proved to be a very interesting activigmce not only did participants have
exposure to the target sounds but also learned s@ris containing them in context
along with other vocabulary.

In the fourth session, the activities were retrie¥®m Ship or Sheep?2006)
(Appendix K). The book includes two chapters deddtethe interdental fricatives, one
chapter for the voiceless and another for the wbaminterpart. The chapters start with
explanations on how to pronounce the sounds, adsasellustrations of the sounds to

be produced. Following that, there are some exanglleninimal pairs: (a)s] versus
[0], [f] versus @], and [] versus @] in the chapter on the voiceless interdental
fricative; and (b) {i] versus §], and E] versus[d] in the chapter on the voiced

interdental fricative. Both chapters include othenimal pair activities involving word
and sentences, in which there is no clue availabte students are supposed to listen
and identify the sounds, understanding the wordeehyng on what they hear and on
the context. The last activity of this minimal ppnactice is one in which minimal pair
words are placed together, and by listening to rdesee, students are supposed to
identify the correct word. Next, there is an adgiwlivided into two parts. In the first
part, participants are familiarized with the vociloy that appears in the second part
focusing on the target sounds; in the second plaely listen to a dialogue and are
supposed to highlight the stressed words in theversation, the content words.
Finally, the last activity of the chapter uses g@me dialogue from the previous
exercise with the focus now on intonation.

Although all the activities from the two chaptefsShip or Sheepfocused on
perception, only some of them were selected elnerto time constraints or because
audio recordings were unavailable. Moreover, ohb/oiceless counterpart was used.

This decision was made based on the other pronioiaaterial used in this research,
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which devotes more practice activities to the vieise interdentalprobably because of
number of occurrences in content words, whereawdieed interdental is more often
found in function words. The explanations and tHagons about the minimal pairs and
the target sounds were given only to ITG participan

In the fifth session, there were activities froGiear Speech: Intermediate
pronunciation(1993), androcus on Pronunciatiof1993) (Appendix L). The activity
from Clear Speech: Intermediate pronunciatiwllowed the same pattern &lear
speech: Basic pronunciatiotdowever, the chapter from the intermediate boeélsl

only with the contrast/0/ - /t/, and at this time only one activity fulfilled the

perception criterion. The ITG group received a slteataining mouth illustrations on
how the sounds are pronounced and a descriptiohowf the sounds should be
produced, along with a discrimination activity. @@ other hand, the TG received only
the activity. As mention in the third session, #ativity from Focus on Pronunciation
was done in this session. In this activity, pap@its discussed first in small groups and
then shared their opinion about the importance mingnciation. They were also
required to write down their answers (either theugfs answer or individual answers)
and to hand them in to the researcher.

Since the last two sessions were planned basedtostias from Beisbier’s
Sounds Great Low Intermediate — BooK1D94) andSounds Great Intermediate —
Book 2(1995), which follow the same pattern, the follogiidescription comprises
both books and sessions.

Both books present a chapter containing both ietaad fricatives in which the
minimal pairs P] versus[t], [0] versus [s], [0] versus [d], [0] versus £], are

contrasted. Each minimal pair is detailed in theptér in a different sub-section,
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totaling four — two voiceless pairs and two voicé&tie intermediate book deals with

the same contrasts and activity types except ntimimal pair §] versus £].

In the first section of the chapter, there aredsbhith three columns with
examples of the target sounds in word-initial, worddial and word-final position.
Then, there are pictures showing the contrast lEtwee two minimal pairs presented
and also a picture representing the articulatiobath sounds. Next, there are listening
and repetition tasks, followed by peer activitiégliscrimination, speaking and/or role
play. Since the activities of these books wereiedrout in the two last sessions of the
treatment period, pair activity practice was inéddas a matter of self-assessment as
proposed by Goodwin et al. (1994). Up to this popdrticipants had performed the
perception activities only individually. Accordirtg Fraser (1999), pairwork activities
help to promote critical listening, that is,

the ability to notice, diagnose and repair thdie[students’] own errors, and those
of their fellows, rather than always relying on teacher’s feedback. It is through
critical listening that perceptual discriminatiomnd appropriate conceptual
analysis of English words and sentences into soanddetters, can best develop
(p. 04).

The activities of listening and repetition were leied, as well as the pictures
contrasting the minimal pairs and columns descgililme target sounds, in all three
positions. This decision was made taking into antdlbat the ITG group had already
had an activity in which the sounds appeared ifeht positions, and had already
seen pictures illustrating the minimal pairs. Thetyres and phonetic symbols were not
presented to the TG group, so that participantsidichave visual cues to infer how the

sounds are produced.
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In the sixth session, participants worked with\atés from Sounds Great -
Book 1 (Appendix M), and finally, in the seventh sessipayticipants carried out

activities fromSounds Great — Book(2ppendix N)

3.4.4 Treatment

Students of the UFSC extracurricular course haassels of one hour and a half
twice a week, totalizing 45 hours of English clasper semester. The data collection
was carried out during the first semester of 2Q08] the treatment took place along
with the regular classes in seven sessions fromtieldyne 2008.

Before the treatment was implemented, certain stepsged to be taken: (a) the
teachers of the CG groups received instructionstog@rovide any explanation about
the target sounds; (b) the treatment was plannatiatahe time devoted to it diabt
prevent participants from having all the conteranpled for level 3 as in the textbook;
(c) the pronunciation manuals were selected inrai@eollect activities for the study;
(d) the language laboratory was scheduled for #wmsisns; and (f) the pretest,
guestionnaire and the consent form had to be pedparadvance to be used before the
treatment started;

After these steps were accomplished, the TG andwé&e provided with a 30-
minute session weekly for a period of seven weieka,total of 3.5 hours of perception
training or instruction and training. The sessia@se planned in such a way as to have

the first half of the class in their classroom, #mel other half in the language f&b

% This measure did not work in all the groups dutimgwhole period due to external factors, such as
storm which prevented us from using the lab ordéngewe had scheduled to, since the lab does ndt wor
on rainy days because of humidity.
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3.5 Data analysis

The effects of training and instruction on the peton of the interdental
fricatives were investigated with six groups oftpgpants enrolled in level 3 of UFSC
Extracurricular English course. One instrument wsed to collect the perception data,
the Categorial Discrimination Test (CDT) which wadministered at two distinct
times: as a pretest before treatment and as posiftes treatment. The fifty-three
participants produced a total of 2332 responsesh®ICDT (1166 for each phoneme)
each time they took the test.

A-prime (A’) scores were calculated for each participant’silitesn order to
provide an unbiased measure of perceptual semgitiVhis sensitivity measure was
chosen becaus® is more robust than other sensitivity measuresh sisd’, when the
variance is not homogeneous (Donaldson, 1993);sh#te results do not imply equal-
variance underlying distribution (Verde, Macmill& Rotello, 2006). Hence, non-
parametrical data, which is the case in this stadyld be safely used. T scores
range from 0.0 to 1.0, a score of 1.0 indicatedeperdiscrimination of a contrast,
whereas 0.5 or lower indicates insensitivity tamatcast.

The scores were calculated using the formula peavidy Snodgrass, Levy-
Berger & Haydon (1995), which takes into account the correct responsethén
change trials (“hits” (H) — participants correctglect the odd item) and the wrong
responses in catch trials (“false alarm” (FA) —tjggrants are not able to identify the

trial as having the same words, wrongly selectimgem out).

2t H=FA A'=05
IfH > FA, A'= 0.5+ [(H-FA) (L+H-FA)]/[4 H (1 - FA)]
IfH < FA, A'= 0.5 + [(FA - H) (1 + FA- H)] / [4 FA (L - H)]
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Once theA’ scores were calculated, descriptive statisticeevdeme and non-
parametric tests were run on the 4664 responsestfre pre and post tests by using the
Statistical Package for Social Sciences (SPSSyaddt 16.0 in order to check for
statistical significance.

Since the data collected were not normally distedu Kruskal-Wallis and
Mann-Whitney tests were used for the between-graoglyses and Friedman and
Wilcoxon Signed Ranks Tests were used for the wignoup analyses. For the
analyses the probability level of statistical sfgance was set at .05. For further

information about the tests check Koerich (2002).



CHAPTER 4

RESULTS AND DISCUSSION

With the purpose of investigating the effects @ifirtimg and instruction on the
perception of the interdental fricatives by Bramili EFL learners, the Categorial
Discrimination Test used in Reis’s (2006) study wdministered in the present study
with the aim of testing participants’ capacity tisaiminate the sound contrasts of the
voiceless and voiced fricatives.

The CDT was first designed by Flege, Munro and F%94) and aimed at
investigating the discrimination of vowels. Koeri2002) was the first to adapt the
CDT, with the purpose of investigating the discnation between CVC and CVCV
words, that is, the difference between the presamceabsence of a vowel, and Reis
(2006), based on the modifications made by Koe(&d02), used the CDT for the
study of the interdental fricatives, thus creattn® versions of the test, one testing

[06] and another testing]. For the voiceless interdental version of the CR&is used
the wordsthigh-fie-sigh-tie combined to test the following sound contraség:[ft],
[0]-[t] and[O]-[s]; and for the voiced interdental version, the wditse-vee-zee-dee
were combined to test the contrasty-[d], [0]-[v] and P]-[z].

The raw scoreéd obtained from the CDT in the three condition gmwmder
investigation in the present study — the trainingug (TG), the instruction and training
group (ITG), the non-intervention or control gro((pG) — were calculated usirfj
scores, which show an unbiased measure of perdeggtsitivity and vary from 0.0 to

1.0. The closer to 1.0 the better the discrimimgti5 or below represents insensitivity

% The raw scores are presented in appendix O ftrdureference.
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to the contrast (Guion et al., 2000). Gain scoresetl on thé\’ scores were also used
to show participants’ individual performance.

In order to analyze and discuss the Research @Questind Hypotheses, the
non-parametric Wilcoxon and Mann-Whitney tests wene for each condition group
under analysis, and the Kruskal-Wallis was usedé&iween-group analysis across the
three conditions. The results were compared anttastied in terms of TG versus CG,
ITG versus CG, TG versus ITG, and TG versus CGugelEC.

This chapter reports and discusses the findings fitee perception test before
and after the treatment period for the three dffiéigroups of participants (two classes
for each group) who comprised the three differanups® — the TG, the CG, and the
ITG. The research questions, hypotheses and tegltgeare organized following the
characteristic of the sound: first the results tloe voiceless fricative, and then the

results for the voiced fricative.

4.1 Between-group analyses

In order to have an overall picture of the groupsiformances, the results of

the pretest and posttest of the sounds under igaéish are displayed bellow.

4.1.1 Between-group analyses for the voiceless sdun

Figure 1 displays the comparison of Medians oftttiee groups in the pretest,

and Figure 2 shows the same comparison in thegsbstfledians were used as an

alternative for the Means, because they are |ésgeirced by extreme scores.

2 The TG was composed of 21 participants, from S83S63; the ITG of 18
participants, from S1 to S18; and the CG of 14igigdnts, from S19 to S32.
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Figure 1. Median of A-primeX() scores obtained from the three groups for theethr
voiceless contrasts in the pretest.

Figures 1 and 2 suggest that the contrast witlyteatest difference in Median
from pretest to posttest wd®]-[f], in which the TG improved by 0.10, the CG
improved by 0.13, but the ITG obtained exactly Haene Median in the two tests.

However, these differences were not enough to rsttistical significance (Table 3).
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Figure 2. Median of A-primeX() scores obtained from the three groups for theethr

voiceless contrasts in the posttest.
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Since the data from TG, ITG, and CG were not ndyydiktributed, the results
were analyzed using Kruskal-Wallis, which showedt tthe groups did not perform
differently in either the pretest or posttest,|asirated in Table 3.

Table 3. Kruskal-Wallis results for comparison loé three groups TG, ITG and CG for
the three voiceless sound contrasts.

[6]1-[f] [6]-[t] [0]-[s]

22 =1212, (@) =.718.p= (K@) =17lp=
Pretest b = 0.545), 0.698). 0.918).
(X2(2) = 3.164, (X2(2)=3.68L,p= (X2(2)=3.66L p=
Posttest b = 0.206). 0.159). 0.160).

Note. ITG= 18 participants; TG = 21 participant$3 € 14 participants.

4.1.2 Between-group analyses for the voiced sound

In order to verify whether there was a differenceanalysis among the three
groups, the Kruskal-Wallis was used to discover tiwbiethere was a difference in
performance between the TG, ITG and CG for theadiaterdental. Interestingly, the
test revealed that there was a difference in perdoice in the pretest (X2 (2) = 8.176, p
= 0.017) among the groups, but this difference m@smaintained in the posttest (X2

(2) =.934, p =0.627), as shown in Table 4.

Table 4. Kruskal-Wallis results for comparison lué three groups TG, ITG and CG for
the voiced sound contrasts

[0]-[d] [0]-[v] [0]-[z]

(X2(2) =4.556, p= (X2(2)=4.102,p = (X2(2)=8.176,p =

Pretest 0.102) 0.129) 0.017)
(X2(2) = 858, p= (X2(2)=2.726,p= (X2 (2)=.934,p=
Posttest 0.651) 0.256) 0.627)

Note. TG = 21 participants; CG = 14 participant$s = 18 participants.

Figure 3 displays the mediai scores for the three contrasts performed by the

three groups in the pretest. According to Figureh® TG had the highest scores,
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followed by the ITG and CG whose performances vearelar. Intriguingly, in Figure

4, which presents the results for the posttestetieea change in the picture. The TG,
whose performance was the highest in the pretast,anworsening in performance in
the posttest, scoring very close to the ITG, amd@G improved the most, scoring the

highest in the posttest.
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Figure 3. Median of A-primeA() scores obtained for the three groups for the
three voiced contrasts in the pretest.
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Figure 4. Median of A-primeX() scores obtained for the three groups for thesthre
voiced contrasts in the posttest.
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The results may be explained in the following walye TG did not have much
room to improve, since its performance was muclindngand reaching ceiling in the
pretest. Thus, training may have affected the pypes of the sounds already created
by the participants in this group, causing confndiecause they listened to the sounds
without any explanation, and instead of the prgietymproving, it worsened, causing a
worsening in their performance. On the other hahd, CG and ITG had room to
improve. Intriguingly, the CG was the group to imye instead of the ITG, which is
difficult to explain, inasmuch as the CG did natewe any treatment. An alternative
explanation for this change may be related to #regable teacher, since the teachers in

the CG were different from the teacher in the T@ ArG.

4.2 Analyses for the voiceless sound

Once TheA’ scores were calculated, the pretest-posttestelifées for the three
pairs of soundsf-f], [06-t] and P-s] were tested for significance using Wilcoxon, and
Friedman was used to verify whether there was rifgignt difference in performance

among the three sound pairs in the pretest and gthensame pairs in the posttest.

4.2.1 Training Group analysis

This section presents the results of the percepéisinfrom the 21 participants in
the (TG) for the voiceless interdental. The hypstheoncerning the TG was that there
would be improvement in the discrimination of theerdental fricatives from the

pretest to posttest.



Table 5. TG Means and medians for the voicelassdantal contrasts

55

[0]-[f] [0]-[t] [0]-[s]
Pre | Post pre | post pre | post
Mean .60 .58 .67 .67 .64 .65
Median .54 .64 .60 .64 .60 .64

Table 5 presents the means and medians for theah@®,the comparison

between [0-f] (Figure 5)in the pretest Nledian=.54, SD=.26) and posttest

(Mediarr.64, SD=.25), as shown by the Wilcoxon, revealed that éheas no

significant improvement in performance after tragifor this contrast (z= -.122,

p=.903). Similarly, the pairbft] (Figure 6) also did not show a statistically sfgaint

improvement from pretesMedian=.60, SD=.18) to posttestMedian=.64,SD=.25) as

shown by Wilcoxon (z=-.296, p=.768). Finally, thange lack of a statistically

significant difference (z=-469, p=.639) was fourat the contrast{-s] (Figure 7),

comparing pretesMedian=.60,SD=.21) to posttestMedian=.64,SD=.21).
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Figure 6. TG performance on the CDT pretest anttgsidor the §]-[t] contrast.
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Figure 7. TG performance on the CDT pretest anttgsisor the §]-[s] contrast.

There was also no statistically significant difiece in performance among the
three pair contrasts in the pretest as shown bgdRran (X2 (2, N=21) = 3.000,
p=.223). However, there was a significant diffeentperformance in the posttest (X2
(2, N=2)1 = 7.000, p=.03). In order to pin down wehe differences lay, the
Wilcoxon test was used one more time, revealing tthex posttest differences between

[0-t] and P-f] were statistically significant (z=-2.023, p=0.43)ut not different
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between @-s] . This suggests that the training condition mayeénbeen more helpful

for the participants to learn to distinguish tB¢ from the [t] than from the [f]. A more

detailed analysis about [f] is presented in secfi@dn

4.2.2 Instruction and Training Group analysis

This section reports the results obtained by thedrcipants in the instruction

and training Group (ITG) for the voiceless interidnn the perception test. The

hypothesis concerning the ITG is that there williln@rovement in the discrimination

of the interdental fricatives from pretest to pestt

Table 6. ITG Means and Medians for the voicelagsrdental contrasts
[0]-[f] [0]-[t] [0]-[s]
Pre | Post pre | post pre | post
Mean .55 .70 .66 .76 .58 .76
Median .52 .84 .62 .84 .64 .84

Table 6 presents the Means and Medians for the @@, similarly to the

results obtained for the TG condition, the Wilcoxaid not show significant

improvement after treatment for the contradsf-[f] (z=-1.629, p=.103) from pretest

(Mediarr.52, SD=.30) to posttestMedian=.84, SD=.29) (Figure 8). Likewise, the

pretest Mediar=.62, SD=.20) and posttesMedian=.84, SD=.18) comparison for the

[0]-[t] (Figure 9) contrast did not reach statistical sigance either (z=-1.824,

p=.068). Notwithstanding, the comparison of thetgst Median=.64, SD=.31) and

posttest Median=.84, SD=.18) for the contrast 0[-[s] (Figure 10) did yield
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statistically significant results as shown by Wxoa (z=-2.108, p=.035), indicating a

significant improvement after instruction and tragfor this contrast.
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Figure 8. ITG performance on the CDT pretest arsltpst of the§]-[f] contrast.
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Figure 10. ITG performance on the CDT pretest @osttest of the{]-[s] contrast.

Although the results reached statistical signifamonly for the contrast
[0]-[s], it can be noticed that there were changes fraanptietest to posttest for the
other contrasts. In order to verify whether thefeddénces in performance were
significant among the voiceless contrasts, thedfmnen test was used. Results suggest
that participants performed very similarly on theee sound contrasts in the pretest (X2
(2, N=18) = 3.935, p=.140), and that after treatintlere was a statistical difference in
performance on the three sound contrasts (X2 (2,8\N= 10.000, p=.007). Wilcoxon
revealed thathe sound contrasf§-f]-[0-t] yielded a statistically significant difference
(z=-2.032, p=.042), as well as the sound contrE&tf]-[0-s], which presented the
same result. Thus, training and instruction appedrave affected the way participants
perceived the sounds.

Differently from the TG, at least one contrast geal statistically significant
improvement after training, which might indicatathnstruction on the interdentals
based on explicit information and perceptual pcacts able to promote a change in

participants’ perception.



4.2.3 Control Group analysis

Group (CG) for the voiceless interdental in thecpgtion test.

Table 7. CG Means and Medians for the voicelessdental contrasts

60

This section reports the results obtained by thgddicipants in the Control

[0]-[f] [0]-[t] [0]-[s]
Pre \ Post pre | post pre | post
Mean .45 Sl .61 .62 .61 .62
Median 44 57 57 .62 .59 .62

Table 7 presents the means and medians of the@Gsimilarly to the results

obtained for the TG condition, the Wilcoxon did restow significant improvement

after treatment for the contradd]f[f] (z=-.628, p=.530) from pretesMédiar-.44,

SD=.31) to posttestMedian=.57, SD=.31) (Figure 11). Likewise, the same lack of

statistical significance was found for the contrf&}-[t] (Figure 12) in which the

pretest Mediars.57, SD=.23) and posttesMedian=.62, SD=.19) comparison yielded

(z=-.850, p=.395) at the Wilcoxon test. Also, tidg-[s] (Figure 13) contrast did not

reach statistical significance either (z=-.346, 788) from pretest Mediar=.59,

SD=.25) to posttestediar.62,SD=.19).
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Figure 11. CG performance on the CDT pretest arstigst of theq]-[f] contrast.
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Figure 13. CG performance on the CDT pretest astigst of theq]-[s] contrast.

4.2.4 Training Group / Control Group comparison

Table 8 presents the Means and Medians of thenargasttests for the TG and

CG.

Table 8. TG and CG Means and Medians for theeless contrasts

u/

[6]-[f] [6]-[t] [6]-[s]
Pre Post Pre Post Pre Post
TG | CG| TG| CcG| TG| €G] TG| CG] T@ CG TG C(
Mean | 60 45| 58 51 67 61| .67 62| 64 61| .65 .62
Median | 54 44| 64 57| 60 57| .64 62| 60 59| .64 .62

The analysis between the TG group and the CG gusupy the Mann-Whitney

revealed that there were no statistically signiftcdifferences between the two groups

for any sound-pair in either the pretest or thettess as reported below in Table 9,

which sheds doubt on the above suggestion. Gamesaeere also calculated for each

group and each contrast, and the Wilcoxon appledest the significance of the

comparisons.
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Table 9. Mann-Whitney results for TG and CG

[6-1] [6-t] [6-5]
Pretest (z=-1.047, p=.309) (z=-.830, p=.414) (42,6=.538)
Posttest (z=-.101, p=934) (z=-.795, p=.434) (z8,60.561)

Note. TG = 21 participants; CG= 14 participants

Tables 10, 11 and 12 display the gains scoresafcn eontrast in both groups.

Table 10. TG vs. CG gain scores for the confr@j f]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.06 S19 0.07
S34 -0.33 S20 -0.55
S35 0.34 S21 -0.03
S36 0.51 S22 0.01
S37 0.04 S23 0.15
S38 -0.36 S24 -0.04
S39 0.04 S25 0.71
S40 -0.09 S26 0.59
S41 -0.04 S27 0.28
S42 0.10 S28 0.06
S43 0.44 S29 0.26
S44 0.14 S30 -0.14
S45 0.24 S31 -0.26
S46 -0.22 S32 -0.29
S47 -0.51
S48 -0.33
S49 -0.36
S50 -0.12
S51 0.02
S52 0.01
S53 0.04
Total -0.38 0.82
Mean -0.02 0.05
Median 0.01 0.03
SD 0.27 0.33
Minimum -0.51 -0.55

Maximum 0.51 0.71
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The Wilcoxon test applied to the gain scores faer ¢bntras{0]-[f], shown in

Table 10, did not show a statistically significalifference between TG and CG (z=-
.691, p=.490), which suggests that training alor@s wot able to influence the

perception of this contrast.

Table 11. TG vs. CG gain scores for the con{i@}ft]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.06 S19 0.07
S34 -0.33 S20 -0.55
S35 0.34 S21 -0.03
S36 0.10 S22 0.01
S37 0.04 S23 0.15
S38 -0.36 S24 -0.04
S39 0.04 S25 0.71
S40 0.39 S26 0.59
S41 -0.16 S27 0.28
S42 0.10 S28 0.06
S43 -0.12 S29 0.26
S44 0.14 S30 -0.14
S45 0.24 S31 -0.26
S46 -0.22 S32 -0.29
S47 -0.21
S48 -0.33
S49 0.14
S50 0.07
S51 0.02
S52 0.01
S53 0.04
Total 0.00 0.82
Mean 0.00 0.05
Median 0.04 0.00
SD 0.20 0.33
Minimum -0.36 -0.55

Maximum 0.39 0.71
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A similar lack of significance was found for thengparison of the TG and CG

gain scores for the contrgdi]-[t], shown in Table 11. The Wilcoxon yielded a non-

significant difference between the two groups (254, p=.723).

Table 12. TG vs. CG gain scores for the confi@ls{s]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.06 S19 0.07
S34 -0.33 S20 -0.52
S35 0.34 S21 -0.04
S36 0.10 S22 0.04
S37 0.49 S23 -0.33
S38 -0.36 S24 -0.04
S39 -0.37 S25 0.18
S40 0.39 S26 0.18
S41 -0.16 S27 0.24
S42 0.10 S28 0.06
S43 -0.12 S29 0.26
S44 0.14 S30 -0.14
S45 0.24 S31 0.04
S46 0.08 S32 0.16
S47 -0.21
S48 -0.33
S49 0.14
S50 0.08
S51 0.02
S52 0.01
S53 0.04
Total 0.35 0.16
Mean 0.01 0.01
Median 0.06 0.05
SD 0.24 0.22
Minimum -0.37 -0.52
Maximum 0.49 0.26

The contrasf0]-[s] was the only one in which the TG had a higher sumain

scores (Table 12). However, these results wereenough to produce statistically

significant differences between TG and CG as shioywVilcoxon (z=-.101, p=.934).
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Based on the results reported in Tables 10-12ait be concluded that
training did not yield significant results. Howeyaér is important to account for the
positive results from nine participants from the WBose performance improved from
pretest to posttest in the three contrasts (S33, S36, S37, S42, S44, S45, S51, and
S53). In spite of the improvement, it is interegtin notice how different each one of
the nine participants performed, their gain scossying from 0.01 to 0.51, which
might suggest that individual characteristics apdayed a role. Interestingly, the
development of perception for the three contrasis shown to be different for two
participants, whose performance was different émhecontrast (S48, S50). In addition,
there were participants who had a worse performamak three contrasts after training

(S34, S36, S47).

4.2.5 Instruction and Training Group / Control Group comparison

The CG was included in the analysis in order tcestigate whether the two

groups performed differently in the pretest andtjess Table 13 presents the Means

and Medians of both groups.

Table 13. ITG and CG Means and Medians for theeless contrasts
[0]-[f] [0]-[t] [6]-[s]
Pre Post Pre Post Pre Post
ITG | CG | ITG| CG | ITG| CG| ITG] CG| ITG CG IT§ CG
Mean .55 45 .70 51| .66 .61 .76 62| .58 .61 .76 .62
Median | .52 44 .84 57| .62 57 .84 62| .64 .59 .84 .62

The Mann-Whitney revealed that there was no s$i@diyy significant

difference between the results of the two groupthemretest. Nevertheless, the results

from the posttest showed nearly statistical sigaiice in two out of the three contrasts

— [6-t] and[O-s]- as shown in Table 14.
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Table 14. Mann-Whitney results for ITG and CG

[6-f] [6-1] [6-5]
Pretest (z=-.590, p=.555) (z=-.647, p=.517) (z=,@B31.000)
Posttest (z=-1.446, p=.148) (z=-1.884, p=.060) 1884, p=.060)

Note. ITG = 18 participants; CG = 14 participants

Gain scores of the two groups for the three vog=et®ntrasts were included in

order to pin down individual differences and verithis lack of differential

improvement between the two groups, given thatpib&ttest scores were so close to

significance. Tables 13, 14 and 15 below preseaigtin scores for the ITG and CG.

Although the gain scores are higher for the ITG tfue three contrasts, results from

Mann-Whitney did not reach statistical significanthe test showed that the difference

in gain scores between the two groups[fgr-[f] (Table 15) yielded (z=-.665, p=.506)
which is far from significance, the contrafi]-[t] (Table 16) yielded (z=-.475,
p=.636). And similarly to the previous two contsstesults for[0]-[s] (z=-1.065,

p=.287) did not reach statistical significance &itfirable 17).
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Table 15. ITG vs. CG gain scores for the contraj f]

Instruction Training Group Control Group
Participants Gain score Participants Gain score
S1 0.00 S19 0.07
S2 0.00 S20 -0.55
S3 0.36 S21 -0.03
S4 0.02 S22 0.01
S5 0.06 S23 0.15
S6 -0.28 S24 -0.04
S7 0.03 S25 0.71
S8 0.63 S26 0.59
S9 -0.04 S27 0.28
S10 0.50 S28 0.06
S11 0.34 S29 0.26
S12 0.18 S30 -0.14
S13 0.59 S31 -0.26
S14 -0.64 S32 -0.29
S15 0.63
S16 0.58
S17 -0.34
S18 -0.01
Total 2.61 0.82
Mean 0.14 0.05
Median 0.04 0.03
SD 0.36 0.33
Minimum -064 -0.55

Maximum 0.63 0.71
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Table 16. ITG vs. CG gain scores for the contrakt t]

Instruction Training Group Control Group
Participants Gain score Participants Gain score
S1 0.00 S19 0.07
S2 0.30 S20 -0.55
S3 0.36 S21 -0.03
S4 0.05 S22 0.01
S5 0.06 S23 0.15
S6 0.05 S24 -0.04
S7 0.03 S25 0.71
S8 0.07 S26 0.59
S9 -0.03 S27 0.28
S10 0.50 S28 0.06
S11 -0.11 S29 0.26
S12 0.18 S30 -0.14
S13 0.03 S31 -0.26
S14 -0.19 S32 -0.29
S15 0.63
S16 0.24
S17 -0.34
S18 -0.02
Total 1.81 0.82
Mean 0.10 0.05
Median 0.05 0.00
SD 0.24 0.33
Minimum -0.34 -0.55

Maximum 0.63 0.71
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Table 17. ITG vs. CG gain scores for the contff@sts]

Instruction Training Group Control Group
Participants Gain score Participants Gain score
S1 0.00 S19 0.07
S2 0.30 S20 -0.52
S3 0.74 S21 -0.04
S4 0.35 S22 0.04
S5 0.06 S23 -0.33
S6 0.35 S24 -0.04
S7 0.03 S25 0.18
S8 0.07 S26 0.18
S9 -0.03 S27 0.24
S10 0.88 S28 0.06
S11 -0.14 S29 0.26
S12 0.18 S30 -0.14
S13 0.03 S31 0.04
S14 -0.19 S32 0.16
S15 0.63
S16 0.24
S17 -0.34
S18 -0.01
Total 3.15 0.16
Mean 0.17 0.01
Median 0.06 0.05
SD 0.32 0.22
Minimum -0.34 -0.52
Maximum 0.88 0.26

Individual analyses of the ITG participants demaatst that eight participants
improved their performance from pretest to postbesthe three contrasts (S3, S4, S5,
S7, S8, S10, S12 and S15). On the other hand, gadicipants worsened their
performance on three contrasts (S9, S14, S17 a8y &1d one participant maintained

the same results (S1).



71

4.2.6 Training Group / Instruction and Training comparison

The research question (RQ3) posed here aimed astigating the relative
effectiveness of the treatments in the two grougsaind ITG. Hypothesis 3 stated that
the participants in the training and instructioowgy would perform better than those in
the training group, taking into account they woudtdeive besides practice, explicit
information about the sounds under investigatioabld 18 presents the Means and

Medians in the pre and posttest for both groups.

Table 18. TG and ITG Means and medians for theeless contrasts

[6]-[f] [6]-[t] [6]-[s]
Pre Post Pre Post Pre Post
TG | ITG | TG | ITG | TG | ITG| TG | ITG | TG| ITG| CG| ITG
Mean | 60 55| 58 70| 67 66| .67 76| 64 58| 65 .76
Median| 54 52| 64 84 60 .62| .64 .84| 60 64| .64 .84

The A’ scores from TG and ITG were compared using the nM&hitney,
which shows no statistically significant differend®tween the two groups, as
displayed in Table 19. According to the resultsrfrthe three contrasts on the pretest,
both groups perform similarly. Although there washange in performance in the
posttest, the difference between groups was fam freeaching the statistical
significance level set at p<.05, only suggestirag thaining and training and instruction
may have influenced the results.

Table 19. Mann-Whitney results for TG and ITG

[0]-[f] [0]-[t] [0]-[s]

Pretest (z=-.608, p=.549) (z=-.085, p=.945) (z=2,(pE.967)

Posttest (z=-1.595, p=.112) (z=-1.215, p=.234) 12360, p=.202)

Note. ITG= 18 participants; TG = 21 participants.
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In order to pin down the differences in performamceoth groups, gain scores
were also included. They are important to undedstaarticipants’ behavior that may
have influenced the results. The gain scores forai@ ITG on the three voiceless

contrasts are presented below. Table 20 preseatseults foi{0]-[f], Table 21 the

results for{ 0]-[t], and Table 22 the results fid]-[s].

Table 20. TG vs. ITG gain scores for the contf@$t[ f]

Training Group Instruction Training Group
Participants Gain score Participants Gain score
S33 0.06 S1 0.00
S34 -0.33 S2 0.00
S35 0.34 S3 0.36
S36 0.51 S4 0.02
S37 0.04 S5 0.06
S38 -0.36 S6 -0.28
S39 0.04 S7 0.03
S40 -0.09 S8 0.63
S41 -0.04 S9 -0.04
S42 0.10 S10 0.50
S43 0.44 S11 0.34
S44 0.14 S12 0.18
S45 0.24 S13 0.59
S46 -0.22 S14 -0.64
S47 -0.51 S15 0.63
S48 -0.33 S16 0.58
S49 -0.36 S17 -0.34
S50 -0.12 S18 -0.01
S51 0.02
S52 0.01
S53 0.04
Total -0.38 2.61
Mean -0.02 0.14
Median 0.01 0.04
SD 0.27 0.36
Minimum -0.51 -064

Maximum 0.51 0.63




Table 21. TG vs. ITG gain scores for the contf@$t[t]

Training Group

Participants

S33
S34
S35
S36
S37
S38
S39
S40
S41
S42
S43
S44
S45
S46
S47
S48
S49
S50
S51
S52
S53

Total
Mean
Median
SD
Minimum
Maximum

Gain score

0.06
-0.33
0.34
0.10
0.04
-0.36
0.04
0.39
-0.16
0.10
-0.12
0.14
0.24
-0.22
-0.21
-0.33
0.14
0.07
0.02
0.01
0.04

0.00
0.00
0.04
0.20
-0.36
0.39

Instruction Training Group

Participants

S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18

Gain score

0.00
0.30
0.36
0.05
0.06
0.05
0.03
0.07
-0.03
0.50
-0.11
0.18
0.03
-0.19
0.63
0.24
-0.34
-0.02

1.81
0.10
0.05
0.24
-0.34
0.63

73
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Table 22. TG vs. ITG gain scores for the contf@$t[s]

Training Group Instruction Training Group
Participants Gain score Participants Gain score
S33 0.06 S1 0.00
S34 -0.33 S2 0.30
S35 0.34 S3 0.74
S36 0.10 S4 0.35
S37 0.49 S5 0.06
S38 -0.36 S6 0.35
S39 -0.37 S7 0.03
S40 0.39 S8 0.07
S41 -0.16 S9 -0.03
S42 0.10 S10 0.88
S43 -0.12 Si11 -0.14
S44 0.14 S12 0.18
S45 0.24 S13 0.03
S46 0.08 S14 -0.19
S47 -0.21 S15 0.63
S48 -0.33 S16 0.24
S49 0.14 S17 -0.34
S50 0.08 S18 -0.01
S51 0.02
S52 0.01
S53 0.04
Total 0.35 3.15
Mean 0.01 0.17
Median 0.06 0.06
SD 0.24 0.32
Minimum -0.37 -0.34
Maximum 0.49 0.88

The Mann-Whitney test revealed that the gain scdrdsnot yield statistical
significant differences for any contra$@]-[f] (z=-1.381, p=.167)|0]-[t] (z=- .860,
p=.390), and0]-[s] (z=-1.071, p= .284). Thus, it is only possiblesizeculate that
training and instruction may have had a more pasigffect since both groups were
similar in the beginning of the treatment, and ipgrants in ITG improved their

performance from pretest to posttest more thapangcipants in TG.
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4.3 Analyses for the voiced sound

The same procedure described above was followeth&woiced interdental:
A’ scores were calculated in the same manner, anwiltexon and Friedman tests
were used to verify whether there was any improvenre perception of the contrast

between the voiced interdental and its most commeptacement$d], [v] and[z] in

the CDT.

4.3.1 Training Group analysis

Table 23 presents the Means and Medians of thenT@der to compare the

pretest and posttest results more effectively.

Table 23. TG Means and Medians for the voiceddaietal contrasts

[0]-[d] [0]-[v] [0]-[z]
Pre | Post pre | post pre | post
Mean 73 712 77 72 .84 72
Median .90 72 .90 72 .90 72

The sound paifo]-[d] (Figure 14) did not show any statistically sigoafint

improvement from the pretesMédiar.90, SD=.24) to the posttestMedian=.72,

SD=.24) as shown by the Wilcoxon (z= -.497, p=.6IM)e same lack of statistical

significance was found in the comparison of thetgste Median=.90, SD=.20) and

posttest Median=.72, SD=.23) for the contradtd]-[v] (Figure 15) (z=-.675, p=.500).

The results for the contragid]-[z] (Figure 16) either did not reach statistical

significance (z=-1.808, p=.07) in the comparisortled pretestNMledian-.90, SD=.11)

and posttestMedian=.72,SD=.23).
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Figure 14. TG performance on the CDT pretest arstt@st for thed]-[d] contrast.
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Figure 15. TG performance on the CDT pretest arsttgst for thd d]-[v] contrast.
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Figure 16. TG performance on the CDT pretest arstt@st for thgd]-[z] contrast.

The three voiced contrasts were compared among stlees using the

Friedman test. Results suggest that participantseped the three voiced contrasts

very similarly not only in the pretest (X2 (2, N32% 3.257, p=.196) but also in the

posttest (X2 (2, N=21) = .667, p=.717), suggestimgt their perception of the three

contrasts was not altered after training.

4.3.2 Instruction and Training Group analysis

Table 24 presents the Means and Medians for therTi@e pretest and posttest

for a more detailed analysis.

Table 24. ITG Means and medians for the voiceerd@ntal contrasts

[0]-[d]

[0]-[v]

Pre | Post pre | post pre | post
Mean .64 .70 .66 .69 71 .69
Median .64 .68 .64 .68 66 68
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The comparison of the pretediddian=.64,SD=.22) and posttesMedian-.68,

SD=.16) A’ scores from for the paird]-[d] (Figure 17) did not yield statistical
significance(z= -1.139, p=.255). The Wilcoxon also showed ratigtically significant

difference (z= -.640, p=.522) between the pretbdian=.64, SD=.22) and posttest

(Mediarr.62, SD=.26) for the contrastd[-[v] (Figure 18). Following the same

tendency, the comparison of the pretedfiedian=.66, SD=.19) and posttest

(Mediarr.68, SD=.21) for the contrastd]-[z] (Figure 19) did not reach statistical

significance (z=-.237, p=.813) either. Thus, it main be said that training and

instruction led to better performance for any @& three sound contrasts.
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Figure 17. ITG performance on the CDT pretest arsttpst for thed]-[d] contrast.
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Figure 18. ITG performance on the CDT pretest arsttpst for thed]-[v]contrast.
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Figure 19. ITG performance on the CDT pretest avgttpst for thed]-[z] contrast.

The Friedman test was used one more time to verifgther the three sound
contrasts were perceived in a similar or differ@inner in the pretest and posttest. The

test revealed that there was no difference in péime among the voiced contrasts



either in the pretest (X2 (2, N=18) = 5.250, p=)@R posttest (X2 (2, N=18) = 1.333,

p=.513).

4.3.3 Control Group analysis

Table 25 presents the Means and Medians of theedogontrasts in the
perception test for the CG.

Table 25. CG Means and Medians for the voiceddetgal contrasts

[0]-[d]

[0]-[v]

Pre | Post pre | post pre | post
Mean .63 .70 73 .76 73 .76
Median .62 .81 .70 .83 .70 .83

The Wilcoxon did not show significant improvemeritea treatment for the

contrast §]-[d] (Figure 20) (z=-1.223, p=.221) from pretebtedian-.62, SD=.20) to
posttest Kediar=.70, SD=.15). Likewise, the pretestMedian=.70, SD=.15) and

posttest Mediarn=.81, SD=.25) comparison for thed[-[v] (Figure 21) (z=-.839,

p=.401), and the pretedtiédiar=0.83,SD=.17) and posttesiMediarn=0.83,SD=.17)

for the P]-[z] (Figure 22) contrast did not reach statisticahsigance either (z=-.839,

p=.401).
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Figure 20.CG performance on the CDT pretest antgsidor the §]-[d] contrast.
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Figure 21.CG performance on the CDT pretest anttgsidor the §]-[v] contrast.
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Figure 22.CG performance on the CDT pretest anttgxidor the §]-[z] contrast.

4.3.4 Training Group / Control Group comparison

Table 26 presents the Means and Medians for botupgr in order to

understand the direction they differ.

Table 26. TG and CG Means and medians for the gdaioatrasts

U/

[0]-[d] [0]-[v] [0]-[z]
Pre Post Pre Post Pre Post
TG | CG| TG| CG| TG| €G] TG| CG] T@ CG TG C(
Mean 73 63| .72 70| 77 73| .72 76| 84 /3| .72 .76
Median| 90 62| .72 .81 90 70| .72 83 | .90 .70 | .72 .83

The analysis between TG and CG using Mann-Whiteggaled that there were

statistically significant results for the contragd§-[d] and[0]-[z] in the pretest but

showed no difference for the contrgdi-[v] as shown in Table 27. However, results

from the posttest did not reveal a significantel&nce for any of the three contrasts.

Table 27. Mann-Whitney results for TG and CG

[0]-[d]

[0]-[v]

[0]-[z]

Pretest

(z=-1.949, p=.05)

(z=-1.610, p=.110)

(642, p=.008)

posttest

(z=-.204, p=.855)

(z=-.373, p=.727)

(Z83,3= .727)

Note. TG = 21 participants; CG= 14 participants.
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The difference in performance can be noted by ebsgithe mean and median
results from both groups, as shown in Table 8. &@hesults may suggest that the
groups were different at the beginning of the treait, and the lack of statistically
significant results in the posttest might indic#it@t training did promote a certain
change in participants’ performance.

The gain scores showing the individual results ffo@ and CG on the three
voiced contrasts are displayed in Tables 28, 293ndThe tables unexpectedly show
higher gain scores for the CG than for the TG Irttake contrasts; however, none of
the three comparisons yielded statistical signiftea according to the Wilcoxon
results. The difference in gain scores of the twaugs on the contragd]-[d] (Table
28) did not reach statistical significance (z=-8B.4p=.152) or either did the contrast
[0]-[v] (Table 29) (z=-1.129, p=.259). Interestingly, tti€ference on the contrast
[0]-[z] (Table 30) was the only one to come close to riegcktatistical significance
(z=-1.821, p=.069). Although none of these resalitews us to say that the CG
improved more than the TG, all three certainly failsupport the hypothesis that the

TG would improve more than the CG.
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Table 28. TG vs. CG gain scores for the contij@gt[d]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.01 S19 0.04
S34 0.00 S20 -0.16
S35 -0.16 S21 0.39
S36 0.75 S22 0.39
S37 -0.02 S23 0.24
S38 0.00 S24 0.00
S39 0.04 S25 0.07
S40 0.37 S26 0.28
S41 0.00 S27 -0.08
S42 -0.30 S28 0.27
S43 0.30 S29 0.03
S44 0.04 S30 -0.06
S45 0.72 S31 0.09
S46 -0.30 S32 -0.47
S47 -0.38
S48 -0.03
S49 -0.73
S50 -0.18
S51 -0.19
S52 -0.12
S53 0.00
Total -0.18 1.03
Mean -0.01 0.07
Median 0.00 0.05
SD 0.34 0.23
Minimum -0.73 -0.47

Maximum 0.75 0.39
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Table 29. TG vs. CG gain scores for the confr@js{ v]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.01 S19 0.04
S34 -0.25 S20 -0.46
S35 0.06 S21 -0.03
S36 0.27 S22 0.05
S37 -0.02 S23 0.24
S38 0.00 S24 0.00
S39 0.04 S25 0.07
S40 0.37 S26 0.40
S41 0.00 S27 -0.08
S42 -0.30 S28 0.27
S43 -0.10 S29 0.03
S44 0.04 S30 -0.06
S45 0.22 S31 0.09
S46 -0.30 S32 -0.06
S47 -0.38
S48 -0.03
S49 -0.73
S50 -0.18
S51 -0.19
S52 0.41
S53 0.00
Total -1.06 0.50
Mean -0.05 0.03
Median 0.00 0.03
SD 0.26 0.19
Minimum -0.73 -0.46

Maximum 0.41 0.40
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Table 30. TG vs. CG gain scores for the confr@ap{ z]

Training Group Control Group
Participants Gain score Participants Gain score
S33 0.01 S19 0.04
S34 -0.25 S20 -0.46
S35 0.06 S21 -0.03
S36 0.27 S22 0.05
S37 -0.02 S23 0.24
S38 0.00 S24 0.00
S39 -0.26 S25 0.07
S40 0.00 S26 0.40
S41 0.27 S27 -0.08
S42 -0.30 S28 0.27
S43 -0.10 S29 0.03
S44 0.04 S30 -0.06
S45 -0.03 S31 0.09
S46 0.00 S32 -0.06
S47 -0.80
S48 0.24
S49 -0.73
S50 -0.18
S51 -0.19
S52 -0.34
S53 -0.30
Total -2.61 0.50
Mean -0.12 0.03
Median -0.03 0.03
SD 0.28 0.19
Minimum -0.80 -0.46
Maximum 0.27 0.40

Individual analyses suggest that participants peréal very differently from
each other, as they did on the three voiced cdstrier example, only two participants
improved their performance on all three voiced m@sts (S33 and S34), whereas six
participants worsened their performance on allelo@ntrasts (S37, S42, S47, S49, S50
and S51). Interestingly, one participant (S38) naaned the same scores in the pre and
posttest for the three contrasts, two participgresformed differently on all three

contrasts (S45 and S 52), and nine participant4, (S35, S36, S39, S41, S43, S46, S48
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and S53) had a different performance on one ottimrasts. Participants S36 and S43
improved on the contragt]-[d], participant S41 improved on the contrgsi-[z],
participant S39 and S53 worsened their performandde contradtd]-[z], participant
S35 worsened performance ofp]-[d], participants S46 and S48 worsened
performance on two contrasf§]-[d] and [d]-[v], and participants S34 worsened
performance ofd]-[v] and[0]-[z].

The differences in gain scores discussed aboveegetihe TG and the CG
did not reach statistical significance for eithiee woiceless or the voiced contrasts, the
gain scores for the CG being unexpectedly someider than those of the TG. One
possible explanation for this greater gain by th@ i€ that the TG performed better
than the CG in the pretest suggesting that the &{nfore room to improve.

Thus, Hypothesis 1 is rejected by this study, iating lack of effectiveness
of training, possibly because training without axplicit information is not sufficient
to promote perceptual changes for the interdentdds. results did not show the same
positive effects of perceptual training as found Bettoni-Techio (2008), who
investigated the effects of perceptual trainingtmnidentification and discrimination of
initial /s/-clusters. The findings of the present study amalar to those of Mariano
(2009), who investigated the influence of trainangd instruction on the production of
—edmorphemes by Brazilian beginning English learrserg did not find training alone

to produce statistically significant improvemerther.
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4.3.5 Instruction and Training Group / Control Group comparison

The analysis of the results of the ITG and CG ditisihow to yielded statistical
significant results. Table 31 presents the Dedugptatistics in order to provide more

data for a more detailed analysis.

Table 31. ITG and CG Means and medians for theegdbtontrasts

[6]-[d] [6]-[v] [6]-[z]
Pre Post Pre Post Pre Post
ITG | CG | ITG| CG| ITG| CG| ITG| CG| ITG CG| ITG Cg
Mean | 64 63| .70 .70 66 .73| 69 76| .71 73| 69 .76
Median| .64 62| 68 .8l 64 70| .68 .83| .66 .70 | .68 .83

The Mann-Whitney revealed no statistically sigraht difference between them

either in the pretest or the posttest, as shoviable 32.

Table 32. Mann-Whitney results for ITG and CG

[0]-[d] [0]-[V] [0]-[]

Pretest (z=-.230, p=.837) (z=-.555, p=.587) (z=2,1~.866)

Posttest (z=-.381, p=.722) (z=-1.468, p=.142) @6, p=.377)

ITG= 18 participants; CG= 14 participants.

Gain scores were also included here in order to gwmvn participants’
individual performance. Table 33, presents the ltedor the ITG and CG for the

contrast[6]-[d], Table 34 presents the results f0i-[v], and Table 35 presents the

results for{0]-[z].



Table 33. ITG vs. CG gain scores for the contrag{ d]

Instruction Training Group

Participants

S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18

Total
Mean
Median
SD
Minimum
Maximum

Gain score

0.14
-0.03
-0.01

0.51
0.04
-0.04
0.00
0.00
0.23
0.01
0.04
0.02
0.12
-0.10
0.33
-0.06
-0.10
-0.01

1.09
0.06
0.00
0.15
-0.10
0.51

Control Group

Participants

S19
S20
S21
S22
S23
S24
S25
S26
S27
S28
S29
S30
S31
S32

Gain score

0.04
-0.16
0.39
0.39
0.24
0.00
0.07
0.28
-0.08
0.27
0.03
-0.06
0.09
-0.47

1.03
0.07
0.05
0.23
-0.47
0.39

89



Table 34. ITG vs. CG gain scores for the confrdb{ v]

Instruction Training Group

Participants

S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18

Total
Mean
Median
SD
Minimum
Maximum

Gain score

-0.36
-0.36
-0.01

0.21

0.04
-0.38

0.00
-0.48

0.23

0.01

0.04

0.29
-0.15
-0.10

0.10
-0.06
-0.09

0.36

-0.71
-0.02
0.00
0.22
-0.48
0.36

Control Group

Participants

S19
S20
S21
S22
S23
S24
S25
S26
S27
S28
S29
S30
S31
S32

Gain score

0.04
-0.46
-0.03

0.05
0.24
0.00
0.07
0.40
-0.08
0.27
0.03
-0.06
0.09
-0.06

0.50
0.03
0.03
0.19
-0.46
0.40

90
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Table 35. ITG vs. CG gain scores for the contras{z]

Instruction Training Group Control Group
Participants Gain score Participants Gain score
S1 0.14 S19 0.04
S2 -0.03 S20 -0.46
S3 -0.01 S21 -0.03
S4 0.21 S22 0.05
S5 0.04 S23 0.24
S6 -0.38 S24 0.00
S7 0.00 S25 0.07
S8 -0.48 S26 0.40
S9 0.23 S27 -0.08
S10 0.01 S28 0.27
Si11 0.04 S29 0.03
S12 0.02 S30 -0.06
S13 -0.15 S31 0.09
S14 -0.14 S32 -0.06
S15 0.33
S16 -0.06
S17 -0.10
S18 -0.01
Total 0.34 0.50
Mean -0.01 0.03
Median -0.005 0.03
SD 0.19 0.19
Minimum -0.48 -0.46
Maximum 0.33 0.40

The gain scores suggest that there was no signifaiéference in improvement
between the ITG and the CG on the three contrdsn-Whitney revealed that the
difference in improvement on the contrd$f]-[d] was (z=-.666, p=.506), on the
contrast[0]-[v] was (z=-1.008, p=.314), and finally ¢A]-[z] the results were (z=-
.989, p=.323), all of them far from statisticalrgfgcance.

Improvement in performance on the three voicedrestd can be seen for seven

participants of the ITG (S4, S5, S9, S10, S11, &i@ S15). On the other hand, six
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participants had a worsening in performance orthihee sound contrasts (S2, S3, S6,
S14, S16 and S17). Interestingly, one particip&m) (maintained the same scores on
the three sound contrasts. Participant S8 worsenegdo sound contras{®]-[v] and
[0]-[z], participant S13 improved only on the sound comntfd$-[d], S18 improved
only on[0]-[v], and S1 worsened only on the sound confkgsfv].

The findings reported in this section suggest thate was some improvement
on perception for the voiceless and voiced cordrastthe ITG. However, only one
contrast[0]-[s] yielded statistical significance, whereas the Itesaf the other two
voiceless and three voiced contrasts only showsahall change in performance, thus
refuting Hypothesis 2. It is possible to specutht the treatment based on perceptual
practice and explicit information on the articubati of the interdental fricatives
influenced participants’ performance to some extAntong previous studies, Mariano
(2009) found that training with instruction yieldsthtistically significant changes in
the production of the-ed morpheme. Moreover, Silveira (2004) also foundlieikp
instruction to be positive for the production of ndidinal consonants, but similarly to
the present study, Silveira did not find improvemafter explicit instruction to reach

statistical significance at the perceptual level.

4.3.6 Training Group / Instruction and Training Group comparison

Following the analysis for6], the Mann-Whitney test was used to verify

whether the two treatment groups were differenbiteefand after treatment in their

performance for d]. Table 36 presents the Means and Medians fortwoe groups

being analyzed in this section.
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Table 36. TG and ITG Means and medians for theagcontrasts

[3]-[d] [3]-[V] [0]-[z]
Pre Post Pre Post Pre Post
TG | TG | TG | MG | TG | ITG| TG | ITG| TG| ITG| TG| ITG
Mean | .73 64| .72 .70, 77 66| .72 69| .84 71| .72
Median| .90 64| .72 68/ 90 64 | .72 68 | .90 .66 | .72

The results displayed in Table 37 show that the dr&l ITG performed

differently on the contrastd]-[z] in the pretest (z=-2.190, p=.03). However, this
difference was not maintained in the posttest 666, p=.512), suggesting that there
might have been an influence of treatment. Gaimesctor the contrast]-[z] (Table

40) show that ITG gained 0.34 points and the TG 281, suggesting that practice

along with explicit information on this sound cast worked better for the contrast.

Table 37. Mann-Whitney results for TG and ITG

[0]-[d] [0]-[v] [0]-[z]

Pretest (z=-1.646, p=.106) (z=-1.749, p=.0.83) ZZE90, p=.03)

Posttest (z=-1.020, p=.321) (z=-1.332, p=.183) .G686, p=.512)

Note. TG = 21 participants, ITG = 18 participants;

Gain scores for both groups are displayed belowables 26, 27 and 28,
showing individual performance. The Mann-Whitnewe&ed that there was no
significant difference in gain scores between tWwe groups on any contrast. The
contrast[0]-[d] yielded (z=-1.282, p=.200), the contrdst]-[v] yielded(z=-.085,
p=.933) and[d]-[z] yielded(z=-.745, p=.456). However, overall tendency folGIT

participants to obtain higher gain score may belanxed by means of explicit

instruction on the sounds under investigation.




Table 38. TG vs. ITG gain scores for the contra$t[d]

Training Group

Participants

S33
S34
S35
S36
S37
S38
S39
S40
S41
S42
S43
S44
S45
S46
S47
S48
S49
S50
S51
S52
S53

Total
Mean
Median
SD
Minimum
Maximum

Gain score

0.01
0.00
-0.16
0.75
-0.02
0.00
0.04
0.37
0.00
-0.30
0.30
0.04
0.72
-0.30
-0.38
-0.03
-0.73
-0.18
-0.19
-0.12
0.00

-0.18
-0.01
0.00
0.34
-0.73
0.75

Instruction Training Group

Participants

S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18

Gain score

0.14
-0.03
-0.01

0.51
0.04
-0.04
0.00
0.00
0.23
0.01
0.04
0.02
0.12
-0.10
0.33
-0.06
-0.10
-0.01

1.09
0.06
0.00
0.15
-0.10
0.51

94
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Table 39. TG vs. ITG gain scores for the contfa$t| v]

Training Group Instruction Training Group
Participants Gain score Participants Gain score
S33 0.01 S1 -0.36
S34 -0.25 S2 -0.36
S35 0.06 S3 -0.01
S36 0.27 S4 0.21
S37 -0.02 S5 0.04
S38 0.00 S6 -0.38
S39 0.04 S7 0.00
S40 0.37 S8 -0.48
S41 0.00 S9 0.23
S42 -0.30 S10 0.01
S43 -0.10 S11 0.04
S44 0.04 S12 0.29
S45 0.22 S13 -0.15
S46 -0.30 S14 -0.10
S47 -0.38 S15 0.10
S48 -0.03 S16 -0.06
S49 -0.73 S17 -0.09
S50 -0.18 S18 0.36
S51 -0.19
S52 0.41
S53 0.00
Total -1.06 -0.71
Mean -0.05 -0.02
Median 0.00 0.00
SD 0.26 0.22
Minimum -0.73 -0.48

Maximum 0.41 0.36
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Table 40. TG vs. ITG gain scores for the contfast[z]

Training Group Instruction Training Group
Participants Gain score Participants Gain score
S33 0.01 S1 0.14
S34 -0.25 S2 -0.03
S35 0.06 S3 -0.01
S36 0.27 S4 0.21
S37 -0.02 S5 0.04
S38 0.00 S6 -0.38
S39 -0.26 S7 0.00
S40 0.00 S8 -0.48
S41 0.27 S9 0.23
S42 -0.30 S10 0.01
S43 -0.10 S11 0.04
S44 0.04 S12 0.02
S45 -0.03 S13 -0.15
S46 0.00 S14 -0.14
S47 -0.80 S15 0.33
S48 0.24 S16 -0.06
S49 -0.73 S17 -0.10
S50 -0.18 S18 -0.01
S51 -0.19
S52 -0.34
S53 -0.30
Total -2.61 0.34
Mean -0.12 -0.01
Median -0.03 -0.005
SD 0.28 0.19
Minimum -0.80 -0.48
Maximum 0.27 0.33

The results reported and discussed above leactteejbction of Hypothesis 3,
since the ITG did not obtain statistically signéfit gain scores for either the voiceless

contrasts or the voiced contrasts.
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4.4 Summary and discussion of the perception tesésults

Although the gain scores from pretest to posttedt bt reach statistical
significance, and therefore the three hypothesssegm this study were not confirmed,
it is possible to speculate that training and undton had some influence on the
performance of the groups under investigation. Hawrethere was no evidence of
instruction and training benefits on the perceptidthe interdental fricative sounds for
either groups. There are some possible explarsatarthis lack of effectiveness.

The lack of discrimination might be explained acliog to the Magnet effect in
Adults described by Kuhl and Iverson (1995), whoparse that

The magnet effect implies that the area aroundoadgtic prototype is associated
with reduced discrimination sensitivity when congzhrto areas around
nonprototypical members of the category. This, umnt suggests that the
perceptual space underlying a phonetic categodisterted so that the perceptual
distance around a prototype is reduced (p.130).

According to the explanation, participants did dacriminate the contrasting
pairs because they did not perceive a differente farticipants’ prototypes of the
sounds were somewhat modified, although the resdits not reach statistical
significance. These results can be explained gakmo account Kuhl (1991), who
claims that the prototypes seem determined by teng- exposure to language.
According to this logic, participants’ short-termpesure to the language may have
delayed the effect of treatment, thus not promotangnore effective change in
perception, because they were students enrollésl/ét 3, which is considered to be a

false-beginner — pre-intermediate level.
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Another variable influencing the results might e tcharacteristics of the
sounds themselves, especially the fricafifg which is known to cause perceptual
problems even for native speakers of English becafists acoustic similarity to the
interdental fricativg0]. The picture below, taken from Ladefoged (200hjves how
similar the fricative noise and even the formaansitions of f] and[0] are. Therefore,
difficulty in the discrimination of these two soumnevas already expected. However,

neither of the treatments given in this study setsave helped participants improve

the distinction of these sounds.

—— 4 . - '] |} + b I - i B ] E '] 1 J

0 _'rl.h']- 0 g 0 g 9 AN gk

Figure 23. Spectogram of the words fie, thigh, sigd shy. Ladefoged (2001, p. 182).

The lack of immediate effectiveness on performasfdie treatments and even
worsening in performance in some cases, althougtstatistically significant, may be
explained by Macdonald et al. (1994), who argued Sometimes the result after
teaching is lack of improvement, or even restrustuin performance, improvement
appearing only after some time. Interestingly, simoprovement is not immediately
perceptible, such a lack of improvement may caaaehers to abandon pronunciation
teaching in the classroom, either because the¥ thiis not effective,or because they

think they have failed to implement it in an effeetway. This is why a delayed test
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should be administered after a certain period dfteatment, so that participants’
perception could be measured again and more pesésults might be obtained in the
area of pronunciation teaching.

In agreement with Macdonald et al. (1994), Silve{g®04) considers that
pronunciation instruction does not necessarilydyiehmediate results but has a more
important role; it is a tool that works by helpitearners to gradually acquire the L2
phonological system not immediately. Therefore, ensignificant results from this
present study might be found in a later study ihgatng the residual effects of
training and instruction. That is the reason Silvesuggests that teachers should set
long-term goals for pronunciation instruction, hetplearners move from controlled to
automatic performance, and for this to be achigu@nunciation teaching must
encompass the framework proposed by Celce-Murcal. €1996) from controlled to

communicative practice.



CHAPTER 5

CONCLUSION

5.1 Final remarks

This thesis investigated the effects of training arstruction and only training
on the perception of the word-initial interdentalkdtives by adult Brazilians EFL
learners. In the TGraining was restricted to implicit teaching, that is, papants only
performed the activities proposed without receivary explanation on the sounds
presented. In the ITG, besides practice, parti¢gpalso received explicit teaching, that
is, explicit information on the sounds that weregant in the activities.

The pronunciation manuals used in the present stiedlg composed of chapters
of pronunciation books usually used in thetras English course at UFSC and were
used in seven sessions throughout the first seme&t2008. The activities in the
manuals were the same for both groups (TG and ITHHwever, any explicit
information on the sounds was excluded from thenTd@aual.

The participants who took part in this study weBEF-L students enrolled at
the extracurricular English course at UFSC. 39hefim performed all the activities
proposed in seven sessions of 30 minutes each pigeption was assessed by means
of a Categorial Discrimination Test (CDT), and feswere compared between and
within-groups.

Results from the pretest and posttest suggesirtidicit and explicit teaching
may have affected participants’ performance ontésts. However, the results were

statistically significant for only one contrast[8]-[s] — in the ITG, suggesting that
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explicit information on the rules and practice nieyan effective tool in pronunciation
classes.

Within-group analyses revealed that from the sbatasts used in the
perception test[0]-[f], [0]-[t], [O]-[s], [0]-[d], [O]-[Vv], [O]-[z]), none vyielded
statistically significant results in the posttestthe TG, thus rejecting Hypothesis 1,
which predicted that participants under traininguldo perform better than those
participants in the control group.

In addition, similar results were found for the IT@&xcept for the contrast

[06]-[s], which was significantly better in the posttest.isThesult demonstrates that

instruction and training positively affected paents’ perception for this contrast.

However, improvement in only one contradi]¢[s]) was not sufficient to corroborate

the prediction made by Hypothesis 2, which posed ttiere would be a positive effect
of treatment based on instruction and training.

The third hypothesis stated that participants unlderITG would outperform
the TG because they received practice and exjptisttuction on the target sounds.
However, results only suggest that the ITG perfarrsemewhat better than the TG,
but no statistically significant results were foutitus rejecting Hypothesis 3.

The results are not enough to corroborate the fldagaimplicit knowledge is
enhanced through practice as claimed by R. EIl®%2 However, since Ellis argues
that consciousness raising may have a delayedt effere might be a more effective
change in the ITG participants’ perception lateasimuch as practice does not

guarantee immediate improvement.
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5.2 Pedagogical Implications

Since growing attention has been devoted to the @r@ronunciation teaching
(Morley 1991, 1994), the present study sheds sagig bn the teaching based on
explicit and implicit instruction.

Blevins (2006) argues that although there is a dpog for loss of the
interdentals in English, they are important inasmas literary and social convention
play a role in society. Therefore, pronunciatiostinction may help learners improve
their pronunciation and thus have more opportuniiebe accepted in society (Morley,
1994). However, it is important to highlight thaative-like pronunciation is not
required, but intelligible pronunciation is. Langealearners need to have a good
command of the language, not only at the syntdetiel, with an accurate speech, they
need to master the semantics and also the sourmsid®se no communication is
established if the speakers are not able to prarzewmat they intend to say.

Perception also plays a role in pronunciation, Wwhitakes perceptual teaching
an important tool to help learners develop bettetqtypes of L2 sounds, thus avoiding
the replacement of the L2 sounds by sounds leah@ass in their L1 inventory, as the
case of the interdental fricatives (Reis, 2006)ré&dwer, another factor influencing the
perception is the age of learning, as pointed quElege (1995), implying that adult
learners of English as a foreign/second languagddyarobably face greater difficulty
in pronunciation. This factor may also be considenepronunciation classes, since the
majority of English learners in Brazil is adults avheed to have fluency for their jobs

or for their studies.
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The results from this study may give support to #nea of pronunciation,
inasmuch as pronunciation teaching does not jegmathe learning of other language
components, as suggested by Silveira (2004).

As Silveira and Alves (2006) pointed out, the etifeof instruction, especially
explicit instruction, may not appear immediatelyhu§, long term goals must be set,
and pronunciation instruction should not be disaged from the classroom due to lack
of immediate results. And although not immediateplieit instruction may speed
language acquisition (N. Ellis, 2002), because sstudents take longer to realize how
some sounds are produced. That is why providindi@gxmformation on the sounds
may speed their learning. Moreover, once the soanglsnastered, they may be able to
focus on other aspects of the language.

The results of the present study may follow thisdency of long-term
improvement, since the results from the pretesttpsis comparisons did not yield
statistically significant results right after thiedeof the period of treatment, as they did
in Bettoni and Koerich (2009), Bettoni-Techio (200&8nd Nobre-Oliveira (2007), for

instance.

5.3 Limitations of the Study and further Research

Generalizations of the outcomes of this study nedse made with caution, first
because only perception was investigated, and delsecause only a larger and more
homogeneous sample would yield more statisticagjgiBcant results. Therefore, only
tentative explanations on the effects of impliandaexplicit teaching may be given

here.
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The effects of training and instruction should aieotested for production, in
order to verify whether (1) training and (2) ingttion and training on perception would
transfer to improvement of the interdentals at pneduction level. Moreover, the
relationship between perception and productiorr afeatment should be tested, so that
more consistent results would appear.

In terms of treatment restricted to perceptiongintion test should also be
administered so that changes in perception coultesied later, and therefore long-
term pronunciation goals could also be tested.

Test type may have influenced the results of treatm since only
discrimination was investigated and some resultewery similar for some contrasts
across groups. The CDT is a demanding test thatcaase participants to be tired,
losing the focus during the test. In order to avdid Reis (2006) made some
modification (See section 3.4.2 on the test). Hamveuaking into account the
complexity of the sounds, it might be said the wess$ still demanding for participants,
which may have influenced the results. Moreovances only discrimination was
investigated in this study, identification shoule tested and compared as in Bettoni-
Techio (2008) so as to broaden the scope of theltseand to provide grounded
interpretations.

Another factor that might have influenced the ressid the outliers. Although,
the Medians were used to analyze data in this stindyoutliers may have influenced
the final results. In order to avoid such influgnoeto analyze the extension to what
their results interfere, they should be analyzezhssely.

Another limitation in this study was the number aftivities on the voiced
fricative. Since it is more frequent in functionabrds, there are fewer activities

devoted to its pronunciation, whether in perceptmnproduction. Therefore, the
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materials themselves should be analyzed, sinceattigities were retrieved from
pronunciation manual used in the undergraduate seputhe effectiveness of the
activities proposed should be analyzed and testgakcially for the enhancement of the
perception and production of the interdentals.

An important variable to investigate is the infleerof the audio-visual cue on
the perception and/or production of the interdefrteatives. Audio-visual cues may be
an important tool for the development of the petiogp and production of the
interdental fricatives, since only auditory treatihpewhether providing no explicit
information or providing explicit information, didot demonstrate to be affective. This
lack of effectiveness may have been caused by d¢bastic similarities between the
interdental fricatives and their most common regtaents. That is why, it would be
important to insert audio-visual cues to the inigadion of these sounds.

Finally, training and instruction should be invgated for the interdental
fricatives in other word-positions, that is, midglesition and final position at the
perceptual and production levels. By investigatimg sounds in other positions and by
carrying out treatment — training and instruction would be possible to have a better
picture of the development of perception of thesends, potentially leading to more

effective ways to deal with them.
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Appendix A
Profile Questionnaire — Portuguese version

Universidade Federal de Santa Catarina

Centro de Comunicacédo e Expressao

Curso de Pds-Graduacédo em Inglés e Literaturas Coespondentes
Mestranda: Nadia Karina Ruhmke Ramos

Orientadora: Prof2 Dr2 Rosana Denise Koerich

QUESTIONARIO SOBRE PARTICIPANTES DE PESQUISA DE CR®

Por favor, responda as perguntas abaixo. Este igu@sb visa somente obter
informacdes que serdo utilizadas para direcionanaise dos dados da pesquisa
conduzida pela aluna acima citada. Em nenhumadspas nomes dos participantes
serdo divulgados. Solicito informar nome, e-maielefone somente para, no caso de
necessitar alguma informacdo adicional, poder entm contato com vocé
posteriormente.

1. NOME:
2. IDADE: 3 SEXO: FEM/MAS( 4. TEL.
5. E-MAIL:

6. NIVEL E TURMA DE INGLES EM QUE ESTA MATRICULADO:

Responda as perguntas abaixo procurando ser cespasifico possivebdre o seu contato cor
a lingua inglesa.

7. Fezinglés no colégio? SIM / NAO 8. Caso ‘St que séries?

9. Com qual idade comecgou a estudar inglés?

10. As aulas de inglés exploravam comunicac¢éo escotal@

11. Fez curso de inglés além do Extracurricular desigeusidade? SIM / NAO

12. Caso ‘SIM’, por quanto tempo?

13. Voceé interrompeu seu estudo de inglés durante atgmmpo? SIM / NAO

14. Por quanto tempo ficou sem fazer curso de ingisatiar no Extracurricular?

15. Tem vivéncia em pais de lingua inglesa? (maismés) SIM/NAO

16. Caso ‘SIM’, por quanto tempo? 17. Qual sua idade na época?

18. Frequentou escola naquele pais?  SIM/ NAO



19.
20.

21.

22.

23.

25.

26.

27.

28.

29.

30.

31.
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Que tipo de escola/curso?

Conversa com freqiiéncia em inglés com outros kiess?  SIM / NAC

Conversa com freqiiéncia em inglés com falantesosti SIM / NAO

Assiste filmes sem dublagem com frequéncia? SWAD

Ouve musica em inglés com frequéncia? SIM /NAO 24. Canta? SIM / NAO
Transcreve (tira) letras de musicas? SIM / NAO

Estuda, estudou, ou tem contato com outra lingwaregira? SIM / NAO

Em que contexto? (escola, na familia...)

Qual lingua?

Marque o quanto vocé gosta de atividades que explas habilidades na lista

Muito N&ao muito Nao gusto
Gramatica O O O
Leitura 0 0 O
Escrita 0 0 O
Audicao (listening) O O O
Fala 0 0 O
Pronuncia O O O
Maraue seu arau de dificuldade em atividades ao®exm as habilidades na li
Muito dificil Nao tao dificil Facil
Granatica O O O
Leitura O O O
Escrita O O O
Audicéao (listening) O O O
Fala O O O
Pronuncia O O O

Quantas horas por semana, além do curso, vocéadmaliestudo da lingua inglesa e a
atividades para aperfeicoar seu inglés?

32.

Acrescente qualquer informacédo que julgar intergssaque néo tenha sido contemplada
neste questionario

Florianopolis, de de 2008
Obrigada por aceitar participar da pesquisa.
Nadia Karina Ruhmke Ramos




Appendix B
Profile Questionnaire — English version

Universidade Federal de Santa Catarina

Centro de Comunicacédo e Expressao

Curso de Pds-Graduacédo em Inglés e Literaturas Coespondentes
Master’s candidate: Nadia Karina Ruhmke Ramos

Advisor: Prof Dr2 Rosana Denise Koerich

Questionnaire about the participants in this study

Please, answer the questionnaire below. This aquestire will only get
information to help in the analysis of the datalexied by the researcher mentioned
above. Participants’ names will not be revealedir&xnfo, such as name, e-mail
address, and telephone number is required in gaseamplementary information is
necessary, so that the researcher will be ableatchryou.

NAME:

AGE: 3. GENDEF. FEMALE / MALE 4. PHONE NUMBER
E-MAIL ADDRESS:

ENGLISH LEVEL AND GROUP YOU ARE ENROLLED AT

o e

Answer the questions below trying to be as speasipossible about your English experience.

7. Did you study English at school? YES / N® If ‘YES’, in which grades?

9. How old were you when you started studying Ehg!

10. Did your English classes focus on written and ergdression?

11. Did you study at any other language school besiddktracurricular from this university?
YES /NO

12. If 'YES’, for how long?

13. Have you ever interrupted your English studies? YE®

14. How long did it take before you started studyingish again at the Extracurricular?

15. Have you ever lived in an English speaking counfm@re than one month) YES / NO

16. If 'YES’, for how long? 17.How old were you at that time?

18. Did you go to school there? YES/NO
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19. What kind of school / course?

20. Do you often speak English with Brazilians? YINO

21. Do you often talk to native speakers of English’SYENO

22. Do you often watch movies without dubbing? YES / NO

23. Do you often listen to English songs? YES / NO Sng? YES/NO
25. Do you often transcribe lyrics? YES / NO

26. Have you ever studied another foreign language® ¥EO

27. In which context? (school, family....)

28. Which language?

29. Check how much you like the activities on the list.

Very much Not very much Not at all
Grammar O O O
Reading O O O
Writing O O O
Listening O O O
Speaking O O O
Pronunciation 0 0 0

30. Check how difficult the activities on the list belare you.

Very difficult Not very difficult Not difficult atall
Grammar O O O
Reading 0 0 O
Writing 0 0 O
Listening 0 0 O
Speaking 0 0 O
Pronunciation 0 0 O

31. Besides the English course, how much time do yooetdgo studying English in order to
improve your skills?

32. Add any information you think is important that lkeavot been mentioned in this
questionnaire.
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Floriandpolis, 2008, )

Thank you for being part of this study.
Nadia Karina Ruhmke Ramos
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Appendix C
Summary of the questionnaire results

1) Age mean 23.

Ranging from 15 to 58.

2) Gender:

Female: 34 (64%) and Male: 19 (35%)

3) Did you study English at school?

45.3% of participants reported that they studiedjliSh at junior and high school,
18.9% reported having English only at high schddl% reported studying English
primary school, 13.2% reported studying Englishyatl Junior high, and only 5.7 said
never studied English before extracurricular.

4) How old were you when you started studying Engh?

11 was the age most of students reported havingdtstudying English.

5) Did your classes involve oral and written commuication?

85% of participants reported that their classesy anlolved written English; no

attention was devoted to speaking.

6) Did you study at another English school besidexga?

51% of participants answered they had not takerEanglish course besides extra.

7) Did you stop studying English before going to ésa? For how long?

On the one hand, 45.3% of participants answeredtkiey interrupted their English
studies for up to 5 years. On the other hand, 28c8ported that they continued
studying English after they finish high school waiti any interruptions.

8) Did you live abroad? For how long?
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Only two participants (3.8%) reported having spsore time abroad, the other 96.2%
has never been abroad, excluding variable influerfcetive speaking country on the
acquisition of the interdental fricative sounds.

9) Do you speak English with other Brazilians?

91% of participants said that they do not pradioglish with other Brazilians.

10) Do you speak English with native speakers?

In addition, 98.1% of them never speak English wdtive speakers (of English).

11) Do you watch movies in English?

56.6% reported watching movies without dubbing. Tésults of this question might
have been influenced by misinterpretation of thestjon.

12) Do you often listen to music in English?

88.7% said that they listened to music in English.

13) Do you sing in English?

54.7% reported singing in English.

14) Do you transcribe the lyrics?

Only 26.4% reported transcribing the lyrics agaifs6% who answered no.

15) Do you study or studied another foreign languaaf?

60.4% reported that they had never had contact avitiird language. From the 39.6%
(21 participants) who answered yes, most of themiatl this third language at school,
being Spanish the most cited third language, prgbabcause of the amount of
foreigners who come to the city are not Englisbaders, such as the Argentineans.
16) Do you like to study English grammar?

64.2% of participants answered that they do n@ gkammar very much, followed by
24.5% who answered they really like grammar, andlliy 11.3% said they do not like

grammar at all.
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17) Do you like reading in English?

69.8% of participants answered that they reallg likading, followed by 28.3% who
answered they do not like really like reading verych, and finally 1.9% said they do
not like reading at all.

18) Do you like writing in English?

52.8% of participants answered that they do na Wkiting very much, followed by
34% who answered they really like writing, and find3.2% said they do not like
writing at all.

19) Do you like listening to English?

66% of participants answered that they really likeening, followed by 30,2% who
answered they do not like really like listeningwenuch, and finally 3.8% said they
do not like listening at all.

20) Do you like speaking in English?

47.2% of participants answered that they reallg peaking, likewise 47.2 answered
they do not like really like speaking very muchglidwed by 5.7% who said they do
not like speaking at all.

21) Do you like English pronunciation?

58.5% of participants answered that they reallg fkonunciation, followed by 35.8%
who answered they do not like really like pronutiora very much, followed by 5.7%
who said they do not like pronunciation at all.

22) Grammar difficulty

67.9% of the participants answered that they ddhlok grammar is difficult, followed
by 18.9% who answered they think grammar is veffycdit, and finally 13.2% who
said grammar is not difficult at all.

23) Reading difficulty
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67.9% of participants answered that they do naotktheading is very difficult, followed
by 28.3% who answered they think reading is ndtadilt at all, and finally 3.8% said
they think reading is really difficult.

24) Writing difficulty

60.4% of participants answered that they do natkthvriting very difficult, followed
by 34% who answered they think writing is reall¥fidult, and finally 5.7% said they
think writing is not difficult at all.

25) Listening difficulty

49.1% of participants answered that they do notktHistening is very difficult,
followed by 35.8% who answered they think listeniagreally difficult, and finally
15.1% said they think listening is not difficultait.

26) Speaking difficulty

54.7% of participants answered that they think kipegis very difficult, followed by
41.5% who answered they do not think speaking fig gdficult, and finally 3.8% said
they think speaking is not difficult at all.

27) Pronunciation difficulty

49.1% of participants answered that they do natktipronunciation is very difficult,
followed by 47.2% who answered they think pronutarais very difficult, and finally
3.8% said they think pronunciation is not difficattall.

28) Time devoted to English during the week

2.8% of participants reported that they devoteast two hours to English a week.
29) Participants per group

Instruction: 18 participants (34%);

Training: 21 participants (39.6%);

Control: 14 participants (26.4%);
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Appendix D
Permission form — Portuguese version

TERMO DE CONSENTIMENTO DE PARTICIPACAO EM PESQUISA

Vocé estad sendo convidado a participar de um prajet pesquisa que visa
estudar a aquisicdo de um som especifico da lingglasa. Se aceitar participar da
pesquisa, vocé respondera a um questionario edus dibs exercicios de percepcdo
aplicados em aula seréo utilizados como dados ggquEa. Um método comum de
pesquisa na area da percepcao e producdo dos esdimgub € a utilizagdo de audio.
Sua participacdo ndo envolve nenhum risco. As nmégbes fornecidas e o material
coletado serdo absolutamente confidenciais e n&@erdaddentificacdo nominal dos
participantes em nenhum momento da pesquisa. Acipagdo nesta pesquisa nao
acarreta, de forma alguma, prejuizo ou privilégio curso em andamento. O
participante pode, a qualqguer momento, deixar décpger da pesquisa, informando a
pesquisadora sua decisdo, a fim de que ela namaiseos seus dados. Se vocé estiver
de acordo em participar desta pesquisa, assinspage abaixo.

Atenciosamente,

Nadia Karina Ruhmke Ramos

Mestranda PGI/UFSC

Orientadora: Profa. Dra. Rosana Denise Koerich
Florianopolis, 25 de abril de 2008.

Turma: 3_

Nome completo e legivel RG Assinatura




Appendix E
Permission form — English version

PERMISSION FORM

124

I would like to invite you to take part in a resdarproject that aims at
investigating a specific English sound. If you gatcerou will answer a questionnaire
and the data gathered from classroom activitie$ vél used in the study. A very
common method in the area of perception and pramucif sound is based on audio.
Your participation involves no risk. The informatiand the data gathered will be
confidential and there will be no personal idenéfion in the results of the study. The
participant can leave the study at any moment. Wewethe researcher must be
told/informed about the participant’s decision nader not to use his/her data the study.

If you agree in participating in this piece of raxsh, please sign below.

Nadia Karina Ruhmke Ramos

Master’s candidate PGI/UFSC

Advisor: Prof. Dra. Rosana Denise Koerich
Florianopolis, 2008, April 25.

Group: 3 _

Full name

ID number

Signature




Appendix F
Practice session before the test and treatment

» Next you are going to take a perception test.
» Each sequence has 3 phrases that can be ideortical.
* In this answer sheet you have to circle:

(2) If the first word is different from the othewad
(2) If the second word is different from the othso
(3) If the third word is different from the othevad
(O) If all 3 words are identical

Example:

Listen to the following 4 sequences; they are alyemnswered for you.

Then you can see as the test is going to be.
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1. 1 2 3 0
2. 1 2 3 0
3. 1 2 3 0
4. 1 2 3 0
Now you check the best answer for the followingusagres.
If you still have doubts after this training, adkase.
1. 1 2 3 0
2. 1 2 3 0
3. 1 2 3 0
4. 1 2 3 0
5. 1 2 3 0
6. 1 2 3 0




Appendix G
The Categorial Discrimination Test
Instructions and test for the voiceless th

PERCEPTION TEST 1.1 - CDT

* Now you are going to listen to 22 sequences.

* According to the training, check the best answer.

» The words you are going to hear are: sigh, thiighand tie.

* DO NOT leave any sequence without answer.

» The sequences are divided in blocks, the fistlbohas 10 and the second black has
12 sequences.

* In this answer sheet you have to check:

(1) If the first word is different from the other two

(2) If the second word is different from the other two
(3) If the third word is different from the other two
(O) If all 3 words are identical

1
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Sequences heard by participants
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TRIAL ANSWER
1. sigh thigh thigh 1
2. thigh thigh tie 3
3. thigh fie thigh 2
4. thigh thigh thigh 0
5. thigh sign thigh 2
6. tie thigh thigh 1
7. thigh thigh sigh 3
8. thigh fie fie 1
9. thigh tie thigh 2
10. sign thigh sigh 2
1. thigh tie tie 1
2. fie thigh thigh 1
3. tie tie thigh 3
4. tie tie tie 0
5. sigh sigh sigh 0
6. tie thigh tie 2
7. fie fie thigh 3
8. thigh sigh sigh 1
9. sigh sigh thigh 3
10. fie thigh fie 2
1. thigh thigh fie 3
2. fie fie fie 0




128

Instructions and test for the voiced th
PERCEPTION TEST 1.2 — CDT

* Now you are going to listen to other 22 sequences

* According to the training, check the best answer.

» The words you are going to hear are: zee, tleeeand dee.

* DO NOT leave any sequence without answer.

» The sequences are divided in blocks, the fisthbohas 10 and the second black has
12 sequences.

* In this answer sheet you have to check:

(1) If the first word is different from the other two

(2) If the second word is different from the other two
(3) If the third word is different from the other two
(0) If all 3 words are identical
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Sequences heard by participants
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TRIAL ANSWER
1. zee thee thee 1
2. dee dee dee 0
3. thee thee thee 0
4, vee thee thee 1
5. zee zee thee 3
6. thee thee dee 3
7. thee thee zee 3
8. vee thee vee 2
9. zee thee zee 2
10. thee dee dee 1
1. dee dee thee 3
2. vee vee thee 3
3. thee dee thee 2
4, vee vee vee 0
5. zee zee zee 0
6. dee thee dee 2
7. thee vee thee 2
8. thee thee vee 3
9. thee zee zee 1
10. thee zee thee 2
1. dee thee thee 1
2. thee vee vee 1




Appendix H
Session |

ITG — Instruction and Tranmga

Final sounds S, TH, and T
Linking with TH

[§ Final sounds S, TH, and T
1 Look at these pictures.

5 TH T

Looking to the front

mass math mat

Air continues Alr continues Alr staps



2 Listen for the sound at the end of these words.
Do not say the words,

GSEEeT e : !
mass math p—_—
bass - bat
boss both boat

Which word is different?

1 Listen. Mark the different word.

2 Listen again.

Z

Which word do you hear?

1 Listen. Circle the word you hear.

path
mass
fourth
force
nice
rice
face
with
race

[y
O M8 g Nt B |9

2 Listen again.

boat (both)
pat

mat

fort

fort

night

right

fate

wit

rate

(boat, both, boat)



Saying final TH

1 Look again at the picture of how to say TH.

2 Listen.

1. bath .-
. both
. teeth
. math

2
3
4
5. mouth

[ _Saying final TH and T/D in numbers

Listen.

1. first first.

2. second second
3. third third

4. fourth fourththeh
5. fifth fifththth
6. sixth sixththth
7. seventh evenththe
8. eighth eighththth
9. ninth nineththth
10. tenth tenththth



[P

Saying final sounds S/Z, TH, and T

Listen,

v ‘.. = _'] i) I

S TH T

1. bass bath bat
hasses bathdhch bat

2. mass math mat
MiAssss maththth mat

3. boss both boat

4. fours fourth fort
fourzz fourthehih fort

Linking with TH — =35

1 Listen to these groups of words.

both of them bothihehof  them
qu'c{L of July Fourththrhof July
mat‘l_:L and English maththihand English

bnﬂ:ul:h.ings boththehthings



2 Listen.
1. Iwanta batl\ljafter I want a bathththafter dinner.

dinner.
2. It was the Fourth of It was the Fourthththof July.
July. e

3. BOtl’\l/Of them came. Bothththof them came.
4. Sue is studying Sue is studying mathththand English.

mat&/and English.

S. Her teeth are Her teeththehare very white,

very white.

6. The path over the The pathththover the mountain is hard,
Nt

mountain is hard.

7. The path through The paththththrough the woods is easy.
the woods is easy. ‘

8. We both think you hth 1\3 hink _you should come.
should come. '

9. They both thank They boththththank you.

you.

10. He left both things ~ He left boththththings at home.
at home. ’

[Gilbert, J. B. (2001). Clear Speech from the Start - Basic Pronunciatié)n’m

comprehension in North American English. USA: Cambridge University Press.




Session |

TG — Tmming

Final sounds S, TH, and T
Linking with TH

Listen for the sound at the end of these words.
Do not say the words.

mass math mat
bass bath bat
boss both boat

[} _Which word is different?

1 Listen. Mark the different word.

v .. {boat, both, boat)

|

n
1]
|

00 w1 O ba B i b
|

|
|
E
1

2 Listen again.



© _Which word do you hear?

1 Listen. Circle the word you hear.

1. boat (both)
. 2. path pat

3. mass mat

4. fourth fort

5. force fort

6. nice night

7. rice right

8. face fate

9. with wit

10. race rate

2 Listen again.

—2 Listen.
— bath .-
both

teeth

math

mouth

i ol ol 8

Listen.

. first

. second
. third

. fourth
fifth
sixth
seventh
eighth

ninth

[any
o

. tenth



Listen.
S/Z TH T
1. bass bath bat
2. mass math mag
3. boss both boat
4, fours fourth fort
J|  Linking
1 Listcn to these groups of words.
bath of them
o
F-‘.}urd:l‘___nf July
math and English
boc shings
2 Listen.
6. The path over the
SR mountain is hard.
2. It was the Fourth of 7. The PﬂtLI:hI?ugh
July. — the woods is casy.

3. Both Jfﬂmm came. 8. We both think you

- should come.
4. Sue is studying
math and English. 9. They both thank
T you.
5. Her teeth are
very white. 10. He lefr both things
at home.



X _Review: Linking &==-<=-—=5

Listen.

1.
When is the store gpen?
Will it open before eight?

The bank opens at eight.
rd like a cup of tea.

She wants Jmh
The mrc‘weuuMain.

Does he ever drink
mﬁ:&hﬁ: tea?

Make the dog gg away.

She adores vanilla jce
cream.

Wil'lh}uqr arrive soon?

Please sto ing!
L

Go away! Fas_}way!

Come again whenever you

Will it open at ten?

Will it open before nine?

Bob ate all of the fish soup.
T S L

Gilbert, J. B. (2001), Clear Speech from the Siart - Basic Promunciation apd lstening
comprehension in North Amevicon English, USA: Cambridge University Press,




Appendix I
Session 2

ITG — Instruction and Training

Arthur’'s mo ther
The onsonant sounds [0/ and /6/

» Listen to the two sounds /6/ and /8/. Notice that in A/, there
is no voice from the throat. Instead, you can feel the air from §
vour mouth on your hand. In the sound /0/ there is voice
from the throat. It is possible to make both sounds long.
Look at the mouth diagram to see how to make these

‘consonant sounds.

tontjue between
top and bottom teeth
{push air through gap)

« Now listen to the sound A/ on its own. ' N
o Listen to the target sound /9/ in the words below and compare it with the words on each sxde
: 4
sick . thick sick |
boat both - boat| - -~
free ‘ . thrce : free
e Listen . ! '

thank think thought :
healthy  birthday maths - .
earth | length fourth » . ‘
) L e AR “Martha Smith's an author and an athlete.”

« Listen to the 'sound 10/ on its own.

o Listen to the target sound /a/ in the words below and compare 1t with the words on each side.

.Ca;get /d/ |
breed ~  breathe = breed
den - - then den
van " than- ~ van
o Listen WS
these  though they . R
other  weather  clothes ’ : "My father and mother live

breathe . with  sunbathe PR L together with my other brother."



Complete this rhyme using wqrds from the box. Then listen and check.
earth.  Heather  brothee - meither  mothers brothers -|

by together tbicth - either 3
Arthur hada brother They wanted wasa . !
And he didn’t want another : So Arthur’s mother _...
And of the brothers, . Got them both .. y
Wanted sisters : : And told them all good
The lastchingonehis ... . . * . Should learn 1o share their

Sound pairs- 33: [s/ ar:n:l 10/, |z] and [8/

| sink—think  worse - worth
Listen to the words in the box. . | bays - bathe  closed - clothed

i
Listen. The speaker will say two words from the box,
If you hear the same word twice, write S {same),
If you hear pwo different words, write D {different).

| oo oo A i 4 __ - — — y
Listen. Circle the word you hear

B sing / thing N

9 breeze / breathe

10 That's a funny sort / thaught.

11 Her mouse { mowuth seems to be smiling.
12 Are they closed / clathed 'vet?

Sound pairs 39: ff/ and [6/, ,-‘:v_.’ and /8]

fin — thin deat — death
Listen to the words in the bax, loaves — loathes ~ van-than |

Listen. The speaker will say two words from the box.
If you hear the same word rwice, write S {same).
If you hear two different words, write D (different).

Lot oSt AR T Ml el ¥
Listen, Circle the word or phrase you hear.
B first / thirst

9 1 got thesc free / three gifts.
10 It’s a fort / thought.
11 What some of us £ What’s a mother’s first thought,
12 | don’t know Eva / either.




S

ound pairs 35: [t/ and fﬁ!. /d] and [8/

tree — three haat - bath

Listen to the words in the box. breed — breathe  dough — though

Listen. The speaker will say two words from the box.
If you hear the same word twice, wrire 5 [same].
If you hear rwo different words, wnite D (different).

| (e b 3 - ST A it [ F
Listen. Circle the word you hear, = =

B free/ three

9 day / they .

10 1 don’t want your tanks / thanks!

1

1 That's what [ tanght / thoughbt!

12 They couldn’t breed / breathe very well,

Listen and circle the word vou hear.
i ks

1 Youth or use? There's no yowrth [ use tlking abour thar.

2 Thought or taught? [ don't know what she thought | taught.

3 Free or theee?  Frea / Three refills with each packet!

4 Closed or clothed?  They weren't fully closed [ clothed.

5 Breeding or breaching? They've stopped breeding | breathing.

6 These are or visa? These are | Visa problems we can deal wirth later.

Think of a computer which people speak into and it writes what they say, [his computer wrote hese

sentences down wrongly. Correct the underlined mistakes.
Examrie It's free o'clock. . thee :
1 A bat s more relaxing than a shower, . _ 4 You need a sick coat in winter: .
2 Th;: erain went true the unnel, . 5 I don't know; 1 haven't fought about it.
3 Don't walk on rthe ioe; it very in. .. 6 It’s a marrer of life and deaf. .
s always notes B '
R TH [three) Ina few names of places and people, TH is pronounced as 1 |
' (Phaitand, Thomas). |
o TH (then) L

| Hancock, M. {2003). English Ir:rrrm!u?cf;c;e'irm i1 Lve. Cﬂmhf_iégi_[_]“i#‘:rﬁ,ily Press, UK.
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Arthur's mother

Enmp%ete this I'h'yl'l'lTE usmg words from the box. Then llstt:n anﬁ -::hecl:

Arthur had a . _.....bredher © They wanted wasa - .". :
And he didn't want another . | So Arthur’s mother .

And of the brothers, - ; Gort them bdth ,
Wanted sisters . And told them all good o

The last thingon this ... BT Shnuid !cam to share thmr .....

—_— ——

Sound pairs 33

sink — think wiirse — wirth
Listen to che words in the how bays — batht clised — elorhed
Listen. The speaker will say two words trom che box:
1' YL i'lt'.‘.r ‘.hl" AT 'I."-"|'|FI.! Twile, wrte o |,"1.”'Ilt'|
IF vou hear pwo different words, weite [ (different),
| r 3 . 4 ] & 7

! 1sEen, L |r¢..'|: TI'!':' '|."."i'|'l'li.i Yirel I'Il'.‘H.._.

B sirig / thing

9 bBreeze ! breathe
10 That's a lonny sort / thonght,
11 Her rrouse / month seems to be smiling
12 Are Tht‘_x clazed [ clothed _'.|:r:‘



Iisten to the words in the box.

e

r’“ .
ircle the word or phrase you

2 /[ three gilts.

“Sound pairs 35:

v  tree — three  boat — both
 Listen to the words in the box. "~ .| breed — breathe * dough — though

Listen. The speaker will say two words from the box..
If you hear the same word twice, write S {same).
If you hear two different words, write D (dxfferent),

1o VB B et Bt M LI 6 . | F i

Listen. Circle the word you hear.
8 tree/ three :
9 day / they
10 1 don’t want your tanks / thanks!
11 That’s what I taught / thought!
12 They couldn’t breed / breathe very well.

Listen and circle the word you hear.

1 Youth or use? There’s no youth / use talking about that.

2 Thought or taught? I don’t know what she thought [ taught.

3 Free or three?  Free / Three refills with each packet! '

4 Closed or clothed? They weren’t fully closed / clothed.

5 Breeding or breathing? They've stopped breeding / breathing.

6 These are or visa? These are [ Visa problems we can deal with later.




“Think of a computer which people speak into and it writes what they say. This computer wrote 1“hese
sentences down ‘wrongly. Correct the underlmed mlstakes

EXAMPLE It s free o’clock. ... faree. .. "

1 A bat is more relaxmg than a shower. ... 4 You need a sick coat in winter. ........... 7

p. The train went true the tungel, .......... 5 Idon’t know; I haven’t fought about it. ...
3 Don’t walk on the ice; it’s very fin fin. ... 6 I's a matter of life and deaf. ...

| Hancock, M. (2003). English pronunciation in use. Cambridge UniVefggm
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THE CONSONANTS [6] AND [9]

. Introduction

The sounds [B] and [3] are both spelled with th. They are the sounds in i‘hing [6] and
this [8]. [6] is voiceless; [8] is voiced. When you say [6] or [3], the tip of your tongue
should be between your teeth. Your breath should come out in a hissy sound.

Focus Word

Think is a common word with [6]. Become aware of when you use this word, and
pronounce it correctly. B )

Practice

> 1. LISTEN

Beginning [6] Middle [6] Final [6]

1. thin, 7. nothing 13. math

2, thini 8. author 14. fifth

3. throw 9. method - 15. death.

4. theory 10. worthwhile . 16. north

5. three 11. healthy 17. thousandth
6. thorough ' 12. sympathy 18. both

> 2. LISTEN

Beginning [3] Middle [3] Final [8]
1. that 6. together 11. smooth
2. there 7. other 12. breathe
3. these 8. weather : 13. bathe
4. those _ 9. although ) 14. teethe
5. though 10. mother v 15. soothe



IDIOMS AND EXPRESSIONS  Listen fo the th idioms and expressions, Make sure you
understand their meanings. Then complete the sentences with the ldioms and read a sentence
out loud. Remember to make any necessary grammatical changes.

a through thick and thin  through good times and bad times

b. back and forth to and from

c. fall through fil to happen, not happen

d. goes without saying is obvious

e. now and then sometimes

[ make the most of get some benefit from even bad situstions
g on the whole mostly

h. think highly of respect

i. throw a fit lose control (usually in anger) |

} would rather prefer

1. When 1 realized my wallet had been stolen, | got so angry |

1. Most couples promise to stay together
3. We had hoped to get away during the vacation, but our plans

and we won't be going

4. For business reasons, he's always going

between New York and Washingion.

5 I that you won't get inte medical school

without good grades in math and science.

6. Workahaolics work than play.

7. Although | don't sgree with everything in your repart,

1 think it's correct,

B. Leonard Bemstein is one of the best-known American composers, and maost people

— . his worke
9. The sitwarion is bad, but you should oy to ir.
10. 1 don't see him regularly, but __ we get together

Lane, L. (1993). Focus on Pronunciation principles and practice for effective communication, |
student's book. New York: Longman.




Practice

» 1. LISTEN

thing
think
throw
theory
three
thorough

OV WKl

> 2. LISTEN

that
there
these
those
though

=l ol ol
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7. nothing 13. math

8. author 14. fifth

9. method - 15. death

10. worthwhile 16. north

11. healthy ' 17. thousandth

12. sympathy 18. both
6. together 11. smooth
7. other 12. breathe
8. weather : 13. bathe
9. although , 14. teethe
10. mother ' 15. soothe

IDIOMS AND EXPRESSIONS. Listen to the th idioms and expressions. Make sure you
understand their meanings. Then complete the sentences with the idioms and read a sentence
out loud. Remember to make any necessary grammatical changes.

through thick and thin
. back and forth

fall through

. goes without saying
now and then

make the most of

on the whole

think highly of

throw a fit

‘would rather

o~ T I T = PN T« o

through good times and bad times

to and from

fail to happen, not happen

is obvious

sometimes

get some benefit from even bad situations
mostly

respect

lose control (usually in anger)

prefer ‘



1. When I realized my wallet had been stolen, I got so angry I

2. Most, couples promise to stay together

3. We had hoped to get away during the vacation, but our plans

and we won't be going.

" 4. For business reasons, he’s always going

between New York and Washington.

5. It that you won't get into medical school
without good grades in math and science.

6. Workaholics work than play.

7. Although I don't agree with everything in your report,
1 think it’s correct. .

8. Leonard Bernstein is one of the best-known American composers, and most people

his work. 4

9. The situation is bad, but you should try to it.

10. I don't see him regularly, but we get together

Lane, L. (1993). Focus on Pronunciation — principles and practice for effective communication,
B student’s book. New York: Longman.
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| /0/ thin

- What did you think of the new theaire?

— 1 thought it would have been better. It cost
thousands to rebuild. But I thought it was
nothing special. What did you think?

— I thought it was really something!

1 Target sound /B!

To make the target sound /¥, put your ot =
tongue hetween your teeth. Blow out ot e
air between your tongue and your top 3 ,_f-"*'-'

teeth. Do not use your voice, Listen :
and repeat: /0. —

2 Minimal pairs A
Sound 1  Sound 2
/s 10l

-%Ga mouse mouth =
What

a sweet little mousel  What a sweet littie mouth!

G5+ fo=fen sum thumb x~§;x
Is this sum OK? s this thumb OK?

- P __ vt
@ sick thick @
| it's very sick.  It's very thick. :

e sink  think =y
o 1 He's sinking.  He's thinking. »ﬁﬁ*

pass path /3%
There's a mountain pass.  There's a mountain path, L




Sound 1 Sound 2
it e

tree three
If's a big tree.  It's a big three.

W

tanks thanks
The President sends  The President sends
his tanks.  his thanks.

.—
5

/b

B!
!

sheet sheath
The knife was hwdden The knite was hidden
in asheet. in asheath

Tick the words a) or b) that you hear in the sentences.

1 a} sink

2 a) mouse
4 a) tun

4 a) taught
5 a) moss
6 a) fought

Dialogu

W

b think
b) mouth
b} thin

b thought
b) moth
b) thought

HOOO000
OO0 0

e

First practise the target sound % in words from the dialogue below,
Read the words aloud or visit the website 1o practise.

three thirsty thank you thousand Thursday auathor
Catherine Samantha mnothing something mathematician
Ruth Roth worth moenth moth moths

In this dialogue, each numbered line has a word that is especially
important because of Ruth's strong response to what Catherine says.
Read the dialogue and underline the most important word in cach
numbered line. Number 1 has been done as an example.



Gossips

CATHERINE; samantha Ruath is enly thirty.
RUTH: (1) 15 she? | thought she was thirty-thee.

CATHERINE: Sarmantha's binhday was last Thumsday,
RUTH: (2 Was ir? | thought it 'was last marnith.

CATHERINE: The Roths” house s warth six hundred thioy sand
RUTH: {3) Bit? | thought it was warth iree hundred thousand,

CATHERINE: Rioss Roth is the author of a Book sbout matlis

RUTH: {4) s he? | thought Be was a mathamaticiar,

CATHERINE: I'm 5o thirsty,

RUTH: (5) Are youl | thought you diank something af the Roths'
CATHERINE: No: Samantha gave e nothing o drink

RUTH: (6) Shall | buy you a dink?
CATHERINE: Thank you

c {:heclE vour answers by listening to the dialogue. Notice that the
especially important words are much LOUDer and &1 o w ior, and the
intonation goes up.

| Baker, A. (2006). Ship or Sheip? Camhbridge: Cambridge University Press.
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Minimal pairs
Sound 1  Sound 2
mouse mouth

What a sweet little mouse!

s5um
Is this surm QK7

sick
It's very sick.

sink
He's sinking.

pass
There's a mountain pass.

Sound 1

tree
it's a big tree.

tanks
The President sends
his tanks.

sheet
The knife was hidden
in a sheet

wWhat a sweet little rmouth!

thumb
Is this thumb OK?

thick N
It's very thick.

think
He's thinking.

path

There's a mourntam path.

Sound 2

three
It's a big three.

thanks
The President sends
his thanks.

sheath
The knife was hidden
in a sheath



Tick the words a) or b) that you hear in the sentences,

| a) sink [] by think ]

2a) mouse | ] b} mouth []

3 a) tin ] b thin ]

4 a) taught D b thouglhit ]

5 aj moss. ]:] b) muoth ]

6 al fought [] b} thought ]

Dialogue
three thirsty thank you thousand Thursday author
Catherine Samantha nothing something  mathematician
Ruth Roth worth month moth  maoths

b In this dialogue, esch numbered line has a word that is especially

important because of Ruth's strong response to what Catherine says
Read the dialogue and undedine the most important word in each
numbered line. Number 1 has been done as an example.

Gossips

CATHERINE: Samantha Roth s only thirty
RUTH: (1) Is she? | thought she was thirty-tleee
CATHERINE: Samantha's birthday was [ast Thursday
RUTH: (2) Was it? | thought it was last month
CATHERINE: The Roths' house is worth six hundrd diousand
RUTH: (3) ls 1T | thought it was warth three hunidred thowsand
CATHERINE: Ross Roth is the author of 3 book about moths

RUTH: (4) Is be? | thought he was & mathermatician



CATHERINE I'm g0 thirsty

RUTH: (53 Are you? | thought you drank ﬁl::rnmhur_tg al the Roths’
CATHERINE: No. Samantha gave me nothing 1o drnk.

RUTH: (&) Shall | buy you a drnk?

CATHERINE: Thank you

Check your answers by listening to the dinlogue. Notice that the
especially important words are much LOUDer and s1o wer, and the

intonation goes up,

| Baker, A. (2006). Stip or Sheep? Combridge: | Cambridge University Press.
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/6/ (bath) and /t/ (bat)
Listening fo /8/ {hath) and ] fhag,l

T Listen o the final sound in each pf dh:;:t wards.

hath bt both I:PM
& Listen to the beginning sound in coch of these words,
§
thank  rank thought  taught
Saying /0 and It/

The sound /Y main “barh® is 0 continuant, end the sound 7 a5 in
“bat" is 4 stop,

1 Lnok archese pictures of 8 and /it and notice how the sir
flows our of che mowth for /8, bur stops ingide the mouth for &/,

Wiven saymg (', the rongoe iz fior and reinsed, The Aat dp of the
ronged beiefly touches the upper front seetly, You can ules malks
this sound by touching the tip of the rongee o the lawer froar
tecth. Either way, the air must continue 1o Mow oot of the mourh



2 Silenily practice the pesition fur [ Drenthe oo and {eel the mir
mowving gquietly over the tongue amd teeth. If you draw the nir haci
inze your muonth, vou can Tedl the cold air over your flat L,

8 Raise your tongue and press it agninse the math ridge abl around
<o that the air ennnot Aow one. This makes the stop sound NIV,

4 Silently change back and forth between the positions fur the two
gounds, Then practice saying the -;mdl “barh™ aned “hat™ aut loud,

Which word Is different?
E
Lisien. You will liear three Wﬂ-:d.'l. Mark the column for the word
that is differeat, 1 L
X ¥ z {
o ¥ (bach, bach, bat)
e e
L R 3
L
| P — L
. = et £
7 — - .
g - 5 =

Gilbert, 1. B, (1993), Clear Sm:zr.rh from the Swart - Itermediate Pronunciotion and listening
comprehension in North American English. USA: Cambridge University Press.

USING FOCUS WORDS  The word think is ofien wied (o show agreement or
disngreement: | think so; [ don't think so. Discuss the questions about language learning
below with your classmates. Lise these expressions to show agreement or disagreement
EXAMPLE »  Yes, | think so because . . . {No, | don't think so0 because . . .}
1. Do you think correct pronunciation is as important as good gramimar and vocabulary?

2. Do you think the ability to learn another language is a special ability, different
from a person’s ability to leamn other subjects?

3. Do you think you can learn a language well just by living in 4 country where it's
spoken (without studying it)?

4. Do you think some penple are just born good language leamers?

Lane, L. (1993). Focus on Promunciation — principles and practice for gffective communication,
student’s book. New York: Longman.
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Which word is different?

& ¥
Listen. You will hear three \voyds. Mark the column for the word
that is different. s

)
3

(batb; bath, bat)

Gilbert, J. B. (1993). Clear Speech from the Start - Intermediate Pronunciation and listening
_ comprehension in North American English. USA: Cambridge University Press.

USING FOCUS WORDS. The word think is often used to show agreement or
disagreement: 1 think so; I don't think so. Discuss the questions about language learning
below with your classmates. Use these expressions to show agreement or disagreement.

EXAMPLE »  Yes, | think so because . . . (No, | don’t think so because . . .)
1. Do you think correct pronunciation is as important as good grammar and vocabulary?

2. Do you think the ability to learn another language is a special ability, different
from a person’s ability to learn other subjects?

3. Do you think you can learn a language well just by living in a country where it's
spoken (without studying it)?

4. Do you think some people are just bom‘good language learners?

Lane, L. (1993). Focus on Pronunciation — principles?zhd practice for effective communication,
7 student’s book. New York: Longman.
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PARTNER 1

1a. LISTENING DISCRIMINATION AND SPEAKING. Pair Pructice Words for /8 and /t/.
ParTER 1. Use this page. PARTNER 2. Tum topage 119.

DnreCTioNS: First you are the speaker. Say the words to your partner. You see the consomant
sound before each word. For example; you say "Number 1 is theme * Repeat any words your
partner does not understand.

L /8 cheme 6. /B thin

M e 7. ] coughe

3. ) mat 8. 8 rtenth .
4. /8 threw 2. Mt boot

5. 18/ both 10, o tee

MNow you are the listener. Your parmer will say some words, Circle the words you hear, Ask your
partnier to repear any words you do not undenstand. Number 11 s an example.

1L fenth)  tent 16. thank tank
12. booth  boot 17. threw true
13. thought taught 18. both  boat
14. math mat 19. thigh tie
15. three tree 20, thin tn

MNow compare answers with your partner.

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for /8 and /t/.
Parries 1. Use this page. PARTNER 2. Tum to page 119.

DirecTiONS: Flost you are the speaker. Say the sentences to your partner. You see the
consonant sound before each sentence. Repeat any sentences your partner does not undertand.

1. /t} Bob spilled coffes an his TIE.

2. B Which one is your THEME?

3. /8 They want money for THANKS.
4. Nt Lt TRUE?!

Now you are the listener. Your partner will say some sentences. Circle the word you hesr. Ask
Your parner (o repeat any sentences you do not undersgand. Mumber 5 1 an cxmmple.

5. Musen et 7. Joe___ for many years.
a.{thin) b. tin 2. thought b. taught
&. This Is no place for & + 8. You can'tfic lo this _
a. bath b. bat &, booth b, boot

Now compare answers with your partmer.




PARTNER 2

1b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for /8) and /1/.
PanmueR 1, Use this page. PARTNER 1. Turn o poge 108,

DrrecTions: Fimse you are the listener. Your parmer will say some words. Circle the wonds you
hear. Ask your partner to repeat any words you do not underssand. Mumber 1 18 an example

1. (theme) team 6. thin tin
2, thigh rie 7. thought taoghe
3. math e 8. tenth pent
4. threw e 2. booth baae
5. both  boar 10. thiee tree

Now you are the speaker. Say the words to your partner. You see the consonant poundd before
each word. For example, you say "Number 11 is enth.” Repeat any words your partner does not
understand.

1L 6 tendh 16. /8 thank
12, /tf  boot 17. W true
13. /8 rthought 18. ft/ boat
14. /8/ math 19. ftf e

13. v/ coee 70, B dhin

Mow compare answers with your partner.

PARTNER 2

2b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for /B and /t/.
PArTNER 2. Use this page. Pagmier 1. Turn to pege 108,

DiRECTIONS: First you are the listener. Your parmner will say some sentences. Circle the word
you hear. Ask your partner to repear any sentences you do not understand. Number 1 s an
example

1. Bab spilled coffee an his . 3. They want money for

. thigh b.@ a. thanks b. manks
1. Which one is your _ i 4, lIsit !

g theme b, tezm a. through b, true

Mow Yo are the 1.;.'33_1;_:1-. Say the sentences to YOur pErinen You see the consonant scurnd
before each sentence. Repeat any sentences your parter does not understand,

5. 08/ DMl usea THIN pan.

6. /8] Thisis no place for a BATH.
7. Mt Joe TAUGHT for many years.
B. Mt/ Youcan'tfit in this BOOT,

Mow compare answers with your parnear




PARTNER |

1a. LISTENING DISCRIMINATION AND SPEAKING, Pair Practice Words for /6 and 5/,
PARTNER 1. Use this page. PARTMER 2. Turn to page 121.

DiRecTIONS: First you are the speaker, Say the words to your parmer. You see the consomant
sound before each word. For example, you say "Number 1 s sing." Repeat any wiords your
parmer does not understand.

1. fs! sing 6. Bf tenth
2. /8 rthumb T. /5 mouse
1 | theme B, fsf sank
4. /s! pass 9. fs/ womse
5. /8 chick 10, /8f think

Now you are the listener. Your partner will say some words, Circle the woeds you hear. Ask your
partner o repeat any words you do not understand. Number 11 Is an example.

II. pass 16. thank sank

12. worth  wome 17. thumb some
13, think sink 18. thick- sick
\H. mouth  mouwse 19. thems seem
15. thing sing 10. tenth  rense

Mow compare unswers with your parner

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for 6/ and /5.
ParTier 1. Use this page. PARTHER 2. Tum o page 111,

Direcmions: First you are the speaker. Say the sentences to your partner, You see the consonant
sound before each sentence. Repeat any sentences your partner does not understand

1. fo] Why did they THINK itl

2. f8f Danpointed o the MOUTH.
3 s/ Didyou notice her SIGH!

& fsf Hethinks MASS is important.

MNow you are the listence. Your partner will sy some senrenoes. Cirele che word you hear Ask
your partner to repeat any sentences you do not understand, Number 3 is an example

5. Kareisthe persan in the room, 7. Mincis ____ _ than yours.
. tenth b.(fense) g. thicker by sleker

G | don't konow how tospell ® i 8. The howse is near 8 mountain .
a. worth b worse 2 pﬂ[h b. pass

Mow compare answers with your partner,




L thing - )
1. thumb  some
3. theme  seem
4. parch piss
5. thick sick

Now you are the speaker. Say the wordn to your partner. You see the consonant sound before
each word, For example, you say “Number 11 is path.” Repeat any words yous partner does not

underseand.

LL. & pach
12, fsf wormse
13. /3 sink
14, /B mouth
15. /& thing

Mow compare answers with your parener.

PARTNER 2 '
1b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for /8 and /4/,
PARTNER 2. Use this page. PARTMER 1. Turn to page 111,

IHRECTIONS: First you are the listener. Your pariner will say some words. Circle the words vou
hear. Ask your partner to repeat any words you do not undenstand. Number | s an example

16. /8] thank
sONE
sick
BEEET
tenth

LEMSE
mouse
sanlk
WHRE
sink

2b, LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for /6/ and 2/,

ParreR 2. Use this page. PakTnER 1. Tum o page 111,

DipecTions: Fist you are the listener. Your partner will say some sentences, Circle the word
you hear. Ask your partner to repeat any sentences you do not undenstand, Number 1 is an

example.

l. Whydidchey ie?
a.(hink) b. alnk
Dan pointed to the
o mouth b, mouse

Did you notlee her
m, thigh b. sigh
He thinks s imiportan,

a. muth b, mass

Now you are the speaker. Say the sentences to your partner. You see the consonant sound
before each sentence. Repeat any sentences your parmner does not understand

5. fs/ Karte is the TENSE person in the mom.
6. B I don't kmow how to spell “WORTH."

1. 8 Mineis THICKER than yours.

B, f&f Thehouse is near a mountsin PASS.

1"']'\-""-'-' COompare SEnswers 'F.':'Th your pariner

USA: Heinle & Heinle Publishers,

Beisbier, B.(1994). Sounds Grear - low imtermediate promunciation for speakers of English



Session 6

TG - Trmmmg

PARTNER 1

Ia. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
Pagrnign 1. Use this page. PARTNER 2. Tum to page 119.

DmecTions: First you dre the speaker, Say the words o your pariner. You see che consenant
sound before each word. For example, you sy “Mumber 1 s theme." Bepeat any words pour
partne Joes not understand.

1. theme i thin =
2. tie i eaughe

3 MEr tenth

4. threw 9. boat

-3 bath 10. tree

MNow you are the listener. Your partner will say some wonds, Clrele the words you hear. Ask your
partner to repeat any words you do not undessmnd. Number 11 s an example,

1. @enth)  tent 16, thask rank
12. booth  boot 17. threw trae
13. thought taught I8. both  baat
14. math mat 19. thigh tle
15. three  tree 20. thin tn

Now compare answers with your parmer.

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice ©
ParTHeR, 1. Use this page. PARTNER 1. Tum to page 119.

DirecTiONS: First you are the speaker. Say che sentences to your partner.
Repear any sentences your partner does not understind,

L. Bob spilled coffes on his TIE.
i Which ane is your THEMET
3 They want money for THANES.

4. Is it TRUE?

Mow you are the listener. Your pantner will say some sentences. Clicle the word you hear. Ask
Your partner o repeat any sentences you do not understand. Number 5 is an example.

5 IMusea pEL 7. Joe for many years
a.@ﬁn_:} b. tin a. thooghr b. raught

6. This is no place for s . B, Youcan'tfit in this
a. bath b, bat a- booth b. bt

Mow compare answers with your partmer.




PARTNER 2 ©

Ih. LISTENING DISCRIMINATION AND SPEAETNG. Pair Practice
Parnen 2. Use chis page. PARTNER 1. Tum to page 108,

DerECTIONS: First you are the listener. Your parmer will say some words. Circle the words you
hear. Ask your parmer to repeat any words you do not understand. Number | s an example.

L@ Tesm 6, thin tin
2. thigh te 7. chowpht taoght
3. muth  mar B, wnth tEmE
4, threw true 9. booth [
5. both  boat 10. three Eres

Now you are the speaker: Say the words 1o your panmer. You see the consonane sound before
each word, For example, you say “Mumber 11 is tenth.” Repeat any words your partner does not
urdlemstand.

11. tenth 16. thank
1Z. boor 17. true
13. thought 18. boat
14. math 1%, tie

15, ree 20, thin

MNow compare answers with your partner,

PARTNER 2

2b. LISTENING DISCRIMINATION AND SPEAKING, Pair Practice
Panmner 2. Use this page. PARTNER 1. Turn to page 108.

DerecTIONS: First you are the listener, Your partner will say some sentences. Clircle the word
you hear. Ask your partner to repeat any sentences you do not understand. Mumber | is an
example.

L. Bab spilled coffes on his . 3. They want money for
i o thaniks b enmkes
1 4. Isit !
a. through b, e

MNow you ere the spesker. Say the sentences to your parner.
Repeat any sentences your partner does not understand.

N I'll use s THIN pon.

6. This is no place for a BATH.
1 Joe TAUGHT for many years.
B, Yo can’t fir in this BOOT.

Muw compare answers with your partner,




PARTNER 1

1a. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
PARTNER 1. Use this page. PARTNER 2. Turn to page 121. '
DIRECTIONS: First you are the speaker. Say the words to your partner. You see the consonant
sound before each word. For example, you say “Number 1 is sing.” Repeat any words your
partner does not understand.

L , sing 6. ' tenth
Zo thumb ya mouse
3. theme 8. sank
4. pass 9. worse
5. 4 thick 10. think

Now you are the listener. Your partner will say some words. Circle the words you hear. Ask your
partner to repeat any words you do not understand. Number 11 is an example.

11.(path)  pass 16. thank sank

12. wo/rth worse 17. thumb some
13. think sink 18. thick- sick
14. mouth mouse 19. theme seem
15. thing sing 20. tenth tense

Now compare answers with your partner.

 PARTNER 1~

2a. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice

PARTNER 1. Use this page. PARTNER 2. Turn to page 121.

DIReCTIONS: First you are the speaker. Say the sentences to your partner. i
& Repeat any sentences your partner does not understand.

Why did they THINK it?

Dan pointed to the MOUTH.

Did you notice her SIGH?

He thinks MASS is important. B

Now you are the listener. Your partner will say some sentences. Circle the word you hear. Ask -
your partner to repeat any sentences you do not understand. Number 5 is an example.

N

5. Kate is the person in the room. 7. Mineis than yours.
a. tenth b.(ense) a. thicker b. sicker

6. Idon’t know how to spell .” 8. The house is near a mountain
a. worth b. worse a. path b. pass

Now compare answers with your partner.




PARTNER 2

1b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice

PartuiEn 2. Use this page. PARTNER 1. Tum to page 111.

DrEcTions: First you are the listener. Your parmer will say some words. Circle the words you
hear. Ask your partrier to repeat any words you do not understand. Mumber 1 i an example.

L. thing 6. enth  rense
2. thumb soms 7. mouth mouse
3. theme seem B. thank =s=nk
4. path  pass 9. worth  worse
5. thick ‘sick 10. think sink

Now you are the speaker. Say the words to your partner. | j
For example, you say “Number 11 is path.” Repeat any woeds your partner doen not

pndemstand.

11. path 16. thank
1Z. WOHSE 17. BOME
13, slnk 18. sick
14, mauth 19. seemm
15. thing 20. ' renth

MNow compare angwers with your parmer.

e et PR ]
T

PARTNER 2

2b, LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
ParmieR 2. Use this page. Parmier 1. Tum o page 111.

DiRECTIONS: Pirst you are the listener, Your partner will say some sentences. Circle the wond
you hear. Ask your partner to repeat any sentences you do not understand. Number 1 is an
example.
L fr? 3. Did you notlce her |

u. thigh b. sigh

He thinks o bpportiEnt.

n. math &, s

MNow you are the speaker. Say the sentences to your partner.
Repear any sentences your parmer does not understand
Kate is the TENSE person In the room.
1 don't know how to spell "WORTH."
Mine & THICKER than yours.
The house is near a mountain PASS.

Now compare answers with your parner

Beishier, B.(1994). Sowndy Great - low intermedicte pronunciation for speakery, of Englich
L15A: Heinle & Heinle Publishers.




Appendix N

Session 7

ITG = Instructon and Trammg

FPARTNER 1|

Ia. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for Moy
and /t/.  ParmnER 1. Use this page. Pantier 2. Tum to page 104

DHRECTIONS: First, you are the speaker. Say the words to your partner. You can see the

consonant sound before each word. For example, you say, “Number 1 s tick,” Repeat any words
your partier does not understand.

L. Mt deck 5. N mae
2t tree 6, /B theme
18l booth 7. N  imught
4. /8 threw 8. @& faith

Mow you are the listener. Your partner will say some words. Clrele the wards you hear. Ask yroer
partner io repeat any words you do not understind. Number 9 is sn example.

9. (thin) tin 13, thom tom
10. both boar 14. thank tank
11. thigh e 15. thigh tie

12, bath bar 16, with wit

Now compare answers with your partner.

PARTMNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for fG/
and ft/. PARTNER 1, Use this page. PARTNER 2. Turn to page 104.

DimscTiONS: First, you are the speaker. Say the sentences to your partner. You can see the
consonant sound before each sentence. Repeat any sentences your partmer does not understand

L. Mt/ Your TEAM is very good. 4. 18/ ldon't believe tn FAITH.
I 8 He wssa THINKER. 5 N They TAUGHT about the book.
3. /8] She left her money ina BOOTH.

Now you are the lstencr. Your partner will say some sentences. Cirele the word you hear, Ask
YOur partner to repeat any sentences you do not understand. Number 6 is an example.

6. Wheresthe i 9, The Is green.
a. thread b. (rread ) a. three b tree

7. Shehasa voice. 10. Thetopis
a. thrilling b. willing a. thin b, tin

8. He wanes to mke o
n bath b. bar

Mow compare snswers with your partner.




PARTNER 2

ib. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words {or /0
and ft). Pajre 2. Use this page. PARTHER L. Turn to page 95

DunkcTions: First, you are the listener. Your parmer will say some wonds, Circle the words you
henr. Ask your partner to repear any words you do not undesstand. Number 1 s an exumple.

. thick 5. math mar
2. thiee tres 6. thems team
3. booth boot 1. thought taupht
4 threw true B. faich fate

Maw you are the speaker. Say the words to your partner. You can see the consonant scmand
before each word. For example, you say, "Number @ is thin." Repear any wolds your partner
does niot underssend.

9. /8 thin 13, &/ tom
10. tf boat 14. /8 thank
IL 8 thigh 15, /8 thigh
12. M bath 16, Jef  wic

Now compare answets with your partner.

PARTNER 2

2h. LISTENING DISCRIMINATION AND SPEAKING. Puir Practice Sentences for /8f
and ftf. Partigm 2. Use this page. PARTNER 1. Tum to page 93.

DumzcTions: First, you are the listener. Your partner will say some sentences. Circle the waord
you hear. Ask your partmer to repeat any sentences you do not undemeund. Number 1 s an

example.
1. Your is very good. 4. Tdon't believe in
a. thems b (team) a. faith b. Fite
He was s - . They about the boak.
a thinker b. tinker a. thought b. taught
She left her money ina
2. booth b. boot

Now you are the speaker. Say the sentences to your partmer. You can see the consonant sound
before each sentence. Repeat any sentences your partner does not undesstand

G. it/ Whem's the TREAD?
T. B She has s THRILLING volce.
B. ff Hewanis o takea BAT.
. 8/ The THREE is green
10, /8 The topis THIN.

Mow compars pnewers with your partner.




PARTNER 1

1a. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for /0 and
fsf.  Parmmer 1. Use this page. ParTeR 2. Tum to pege 106

DirecTions: First, you are the speaker. Say the words to your parener. You can see the
consonant sound before each word. For example, you say, “Mumber | is math.” Repeat any
words your parmer does not understand.

. 8/ math 5. B/ thigh
1. B gowth 6. /B faich
3. fs/ symbol 7. 8 fourth
4. /s sank B /sl wome

Mow you are the listener. Your partner will say some words. Clrele the words you hear. Ask your
parmer (o repeat any words you do not understand, Number 9 is an example

9. bath 13, think sink
10. thought sought 14. muth  truce
11. thing sing 15, thick sick
12. tenth  tense 16, path  pass

Now compare answers with your partner.

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for 8/
and f8/. Pawruer 1. Use this page. PASTNER 2. Tum to page 106.

Dmnecions: First, you are the speaker. Say the sentences to your portner. You can see the
consonant sound before esch sentence. Repeat any sentences your partner does not

understand.

L. & Wehad THOUGHT it many times 4. B How much more Is it WORTH!
L B He's THAWING the ice. 5. s/ This one is very SICK
. f& | admimeher FACE

Mow you are the listener. Your partner will say some sentences. Circle the wond you hear Auk
your pErtner o repeat any sentences you do not understand, Mumber 6 15 an example

6. This is browr. 2. She did a good job on my
a. {moth) b. mioss o theme b. seam
Put the here. 10, Here's a book for
a. thimble b. symbaol a. math b. s
They arpued about the
& truth b. truce

Now compare answers with your partner.




PARTNER 2

1h. LISTENING DISCRIMINATION AND SFEAKING. Fair Practice Words for B
and fs/.  ParTner L. Use this page. PARTNER 1. Turm o papge 98,
DirEcTIoNS: First, you are the listerier. Your partmer will say some wonds, Circle the words i
heas. Ask your parmet 1o repeat any words you do not understand. Number | is an example,

5. thigh #igh

f. fmith face

7. fourth force

B. worth WiiTsE

Mow you are the speaker. Say the words to your parmer. You can sec the consonant sotrd
before each word. For example, you say, “Number 9 is bass.” Repear any words your partner
does ot undemsmnd.

9. f5/ bass 13. /5 sink

10, /& thought 14, fs] truce

11. fs/ sing 15. f8f thick

12. /8 tenth 16. /8f path

MNow compare answers with your partner,

PARTNER 2

2b. LISTENING DISCRIMINATION AND SPEAKING. Palr Practice Sentences for /6
and fs/.  ParTneR 2. Use this page. PARTNER 1. Turn to page 98.

Dmscrions: Fimst, you are the listener. Your partner will say some sentences. Circle the word
you hear. Ask your partmer to repeat any sentences you do not understand, Number | i an

example.
We had it many times. 4.  How much more it !

i, b. sought @. wiorch b. wome

Hev the ice. ;. Thisoneisvery .
n. thawing b. sawing a. thick b. sick

| admire her

a. faith b. lace

MNow you are the speaker. Say the sentences to your paztner, You can see the comnsonant saund
before cach sentence. Repeat any sentences your parther does not undermmmnd.

6. A This MOTH is brown.

T. fa  Putthe SYMBOL here.

8. s/ They argued about the TRUCE,

9, MY Shedid s pood job oo my THEME.

[0, M Here's a book for MATH.

Mow compare arswern with your partner.




PARTNER 1

La. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for /0 and
/df. Parmer 1. Use this page. PARTNER 2. Tumn o page 108.

DiReCTIONS: First, you are the speaker. Say the words to your partner. You can see the
corsonant sound before each word. For example, you say, “Mumber 1 i= though.” Repest any
words your partner does not understand.

L. 8 though 4. /d/ day
L jdf Dan 5. (8 worthy
3. /8 losthing 6. M then

Now you are the listener. Your partner will say some words. Circle the words you hear. Ask you
partner ko repeat any words you do noc understand. Mumber 7 is an example.

7 oz 10. then den
4. lather ladder 11. breathing breeding
0, soothe e 12. there dare

MNow compare answers with your partner.

PARTNER 1 -

7a. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for [0/
and fdf. PamTNER 1. Use this page. PARTNER 1. Tum to page 108,
DirecTIONS: First, you sre the speaket. Say the sentences to your partner, You can see the

consonant sound before each sentence. Repeat any sentences your partner does nat
understand.

. &) THEY'VE called you.

2. [ IsTHIS RESPECT what you wanted!
3. Mf The LADDER isn't good.

4. fd} Can you spell “DOUGH"T

Now you are the listener, Your partner will say some sentences. Clrcle the word you hear. Ask
YOUE partner to repeat any sentences you do not understand. Number 5 is an example.

5 will come soon, 7. His contract is
a. They b.(Tay ) g worthy b, wordy
6. Canit 7 8. They _ hen
#. breache b. breed 8. soothe b, awed

Mow compane answees with youT Partner




PARTNER 2

1b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for /8/
and /d/. PARTNER 2. Use this page. PARTNER 1. Turn to page 102.

DIRECTIONS: First, you are the listener. Your partner will say some words. Circle the words you
hear. Ask your partner to repeat any words you do not understand. Number 1 is an example.

1. - dough 4. they day
2. than Dan , 5. worthy wordy
3. loathing loading 6. then den

Now you are the speaker. Say the words to your partner. You can see the consonant sound
before each word. For example, you say, “Number 7 is those.” Repeat any words your partner
does not understand.

7. /8] those 10. /8/ then
© 8. /d/ ladder 11. /d/ breeding
9. [0/ soothe 12. /d/ dare

Now compare answers with your partner.

PARTNER 2

2b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences for /8/
and /d/. PARTNER 2. Use this page. PARTNER 1. Turn to page 102.

DIRECTIONS: First, you are the listener. Your partner will say some sentences. Circle the word
you hear. Ask your partner to repeat any sentences you do not understand. Number 1 is an

example.

1. called you. 3. The isn't good.
a.(They’ve ) b. Dave a. lather b. ladder

2. Is ‘ what you wanted? 4. Can you spell ?
a. thisrespect b. disrespect a. “though”  b. “dough”

Now you are the speaker. Say the sentences to your partner. You can see the consonant sound
before each sentence. Repeat any sentences your partner does not understand.

5. /d/ DAY will come soon.

6. [0/ Can it BREATHE?

7. [0/ His contract is WORTHY.
8. /d/ They SUED her.

Now compare answers with your partner.

Beisbier, B.(1995). Sounds Great - Intermediate pronunciation for speakers of English. USA:
Heinle & Heinle Publishers.




Sesswon 7
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PARTNER 1

la: LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words for
Partaiel 1, Use this page. PagTser 2 Tum o page 104

[MRECTIONS: First, you are the p|:;|_l.;|_-1 AR the wornds to your MarTreT

For example, yousay, "Mumber 1 e bk, Raepea any wioeds

o partrier does tor undersrand

I. tek 3 it

.!. [T (a] '.E'|1 T8
3 foaeh 1 tayghr
4, threw 8 taith

Mo v are thie lisrenee, Your parmes will say some words, Cinele the words you bess
partner to tepeat any words you do not understand, Number 9 s un example

g, ithin) rtin 13 rhim  rom
10, botlh  boat 4. thank mnk
11, thish e 15, thigh re
12, bath  bar &, with  wir

Iow COMPEre INSWers Wit your parner

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAEING. Pair Practice Sentences
Pakrser 1. Llze this page. PARTHER 2. Tum to page 104
IMnecTions: First, you are the speaker. Say the sentences to your portner
e Bepear any sentences your partner does oor understand
Your TEAM s very good, = I dean’s beliove m FAITH
He wns a THINKER 3. They TAUGHT abour the b
Sk Teft her money ina BOOTH.

Now you are the listener. Your parener will say some sentences. Cirele the word vou hese Ash
your parthier to repeat any sentences yoar do nor understand. Number 6 is an esample
B Wheres the ! G T i Preve

ES—

a. thread Arread i three Iree

She has a ViHCe. 10, The top is

a. thrilling b trilling o
He wanis 1o take a
a. harh b Pal

Miw COMpFe ANSwWERr Wil n YOLLT Prarmaer




PARTMNER 2

1b. LISTENING DISCRIMINATION AND SPEAKING. Fair Practice

ParTrmt L. Use chis page. PARTHER 1. Turm o page 95.
[hrErTIoNS: First, you are the listener. Your partner will say some words. Circle the words you
hiear. Ask yvour purtner to repeat any words you do not understand, Mumber | i an exampie.

I. thick  (uck) 5. math mat
2. three tree 6. theme tesarm
3. booth boot 7. thought taight
4, threw true 8, fith fate

Now you are the speaker. Say the words to your partner. You can see the consonant sound
before ench word. For example, you say, “Number 9 is thin.® Repear any words your parmer
does not understand.

a. thin 13 fom
10. ot 14. thank
11. thigh 15 thigh
12 bath 16. wilt

Mow comnpare answers with your partmee.

PARTNER 2

2b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
ParTHER 2. Use this page. PARTNER 1. Tum 10 page 93.

DuigcTions: Firse, you are the listener. Your partner will say some sentences. Circle the word
you hear. Ask your partmer to repeat any sentences you do not undesstand. Number 1 is an

example.
l. Your__ iswverypood 4. ldon'theliovein
a. theme h. n, faith b, fate
He was o _ . They_ about the book.
a. thinksr b, tinker 2. thought b, taught
She left her money ina
n booth b. boor

Mow you are the speaker. Say the sentences to your partner.
Repeat any sentences your parmier does not undemstand,

Where's the TREAD?
She has a THRILLING voice.
He wants to take o BAT
i The THREE s green.
14, The top s THIM.

Mow compare anawen with your parmer,




PARTNER |

la. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
PasTe 1. Use this page. PARTNER 2. Tum to page 106,

DirscTIONS: First, you are the speaker. Say the words to your partner. -
before each word. For example, you say, “Number | s math.” Bepest any
words your partner does not understind.

L. math B thigh
2, growth 6. faith
G H symbal T+ fourth
4, sarle B WOTHE

Now you are the listener. Your partner will sy some words. Circle the words you hear. Ask your
partner to repeat any words you do not understand. Number 9 15 an example.

9. bath i 13, think asink
10, thought sought 14. outh  truce
11. thing sing 15, thick sick
12. tenth  tense 16. path  pass

MNow compare answers with your partner,

PARTNER 1

Za. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice
Parmeam 1. Use this page. PARTWER 2. Tum to page 106,

DirecTecomes: First, you are the speaker. Say the sentences to your partner.
Lefore each sentence. Repeat any sentences your partner does not

unlerstand.

1. We had THOUGHT it many times. 4. How miuch more |s it WORTH!
Z. He's THAWING the ice. 3, This one {8 very SICK

3. | admire her FACE

Now you are the listener. Your parener will say some sentences. Circle the wond you hear, Ask
FOUT PRFINET T0 fepeal any scnicnces you do not undesstand. Number 6 is an example.

6. This {z browm 9. She did a good job onmy _
1@} b. mogs a. theme b. seam

7. Purthe hexe. 10. Here's 2 book for -
#. thimble k. symbal a. math b. mam

8. They srgued about the
a. truch b truce

Mow compare answers with your partner.




PARTNER 2

1b. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Words
ParmwEr 2, Llse this page. PARTSER 1. Tum to page D8
LiRECTICMS: First, you are the lstener. Your partner will say some words
Ask your partner to repeat any wonds you do nor underseand, Nomber | on example

(mach ) IMAsS 5. rhigh sih

growth TS & falth fact
thimble syimibol T fowrth
rhank wink 8 worth

Peow you are the speaker. Say the words o your parmer
For example, you sy, "Number 9 15 bass " Repeat any words your partner
does not understand.

binss [3. sink

thowphi |4 fTice
sl 15 thick
tenth 16 pth

Mlaw compsine answers with your partmer,

PARTNER 2

b, LISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences
FarmER 2. Use this page. PARTNER |. Turn to page 98

DRECTIONS: First, you are the listener. Your parmer will say some sentences. Cirele the word

vou hear. Azk your partmer to repeat any sentences vou do not understand. Number 1 s an

exnmple.

L. We had it many times 4. How much more i | ]
1. !|:|-.|L|r;|‘.1~ b, sougrhi A whiErth B owiire
He's rhie ice. % This one i ven

. rhawing b, sawine a, Hiek k. wel
A | adimire b
i falth b. f=ce

[ v VUL ATE 1|.'I1: hi"l:'.lh.l."r ."-"le the senterces o VORLT AT
HLI_‘!:..“. Uny sentences VO PEffner -J-Jl:'"- not wisderstand

L] This MOTH is Brown

T Put the SYMBOL here.

& Thiey argued abaut the TRUICE

k) Shie didd @ good jub an my THEME
1 Here's 2 baok for MATH.

AT LYTT IS ANsWers with yosr [FATTTET.




PARTINER 1

4. LISTENING DISCRIMINATION AND SPEAKING. Pair Practice '
Fagiwen 1. Use this page. Pagmnes 2. Tum to page 108.

Uipecrions: Fimst, you are the speaker. Say the words to your partner
L For example, you say, "Mumber | & thouph.” Repest any
wirrds your partner does not undemmand.

l though 4., hiny
1. Chn 5. warthy
3. lonthing &. then

Now you are the listener. Your parmer will say some words, Circle the words you hesr. Ask yous
pakrimer to repeat any words you do not undeseand, Mumber 7 is an cxample.

1. {those) diore 10, then den
B. lather ladder 11. breathing breeding

dare

9. soothe sipe] 12, them

Mow compare arswers with your pariner,

PARTNER 1|

Za. LISTENING DISCRIMINATION AND SPEAKING. Palr Practice
! Parmeeer 1. Use this page. ParTHen 2. Tum to page 108.

DirECTONE: Fln[, you are the speaker. Say the sentences to your partner
Rl.';ll.".-[i[ ANy senfences Your parcnor does noi

understand,

L. THEY'YE called vou.

. Is THIS RESPECT whant vou wanted!
L The LADDER. fsn't pood.

4 Clan you speil “DOLNGH™T

MNow you are the listener. Your parener will say some sentences. Circle the word you hear, Ak
YOUT partner o repeat any sSENDEces Yo do not understand. Number 5 an ux:unj-l-_-.

5, ___ will come soon. 7. His contract i i
a. They h.,(:jﬂ} p. worthy b wnordy
6 Cunde_____ 7 8 ‘They s
o breache b. hreed n. soothe b, sued

Mow compare answers with vous Parmer




PARTNER 2

1k, LISTENING DISCRIMINATION AND SPEAKING. Pair Prictice
PapTER 2. Use this pape. ParTSNER 10 Turn to page 102
DrrrcTionE Fist, vou are thé listener. Your partner will say some words. Cirel

! | 15 i 2 - I wl |
hienr, Ask vour partnee EO pEreal an '|'|-'r'|' WO D6 DA I.I.I!I'l ITNEE: [SLITTRDEE 4§ n

L LIaEaE ||.| - [ 5 bk

| hiaph o it |

2 than [an . worthy oy
. lopthing fovclim { then en

Mow you are the speaker. Say the words o your partner
For example; vou say, "Mumber 7 i those. " Bepeat any word

'\.Il.".:"' IHOE . LI B THLAT |-_|

bR COMPpane Gnswers with vour partner,

PARTNER 2

7k, 1 ISTENING DISCRIMINATION AND SPEAKING. Pair Practice Sentences

PartiEr L Use this page. PARTHNER L) Tum to pape 102
DmecTions: First, you are the listener. Your partner will say some sentences, Ci
vou hebr Ask vour partner 1o repeat any sencences you do not undersrand. Mumber 1
Examj f
l. .'-'.|||.'-:a'-\.'-l'.l i ”.l.'
1 T.;II Vo I ::'.I'- L 1 I.l'.:"l:l
Is __ whar vou wanted? 4, Can you spel
. this respecr b disrespecy ¥ thougly
Mow vou are the speaker. Say the senténces to your partner
-!'.~'-'|_’-'-” ANV S lEnoEs Youl partner does not enderstano

DAY will come soon
i, o it BREATHE?
i Flis conteper s WORTHY

| ey BUELY her

OIMPars answors WELN YOur PsircneT




Raw scores for the voiceless sound in the peraepéist

Appe

ndix O

CG
Part.| PretesPosttest

19 13 18
20 15 9

21 14 11
22 11 12
23 16 10
24 13 12
25 16 15
26 11 17
27 11 16
28 11 12
29 8 9

30 15 18
31 14 15
32 13 13

TG ITG
Part. | Pretest Posttest Part. | Pretest Posttest

33 13 14 1 16 16
34 20 15 2 14 15
35 13 14 3 11 12
36 12 15 4 8 12
37 14 15 5 12 14
38 12 12 6 10 10
39 12 12 7 15 17
40 10 14 8 17 20
41 11 9 9 18 16
42 12 14 10 11 22
43 15 16 11 14 12
44 12 15 12 13 17
45 15 14 13 17 19
46 14 16 14 19 13
47 13 9 15 8 17
48 13 13 16 15 13
49 13 15 17 18 14
50 14 18 18 13 12
51 17 19

52 20 21

53 12 13




Raw scores for the voiced sound in the percep@en t

Appe

ndix P

CG
Part.| PretesPosttest

19 14 15
20 14 1

21 11 10
22 13 17
23 15 14
24 16 16
25 18 19
26 10 10
27 16 14
28 15 16
29 14 16
30 14 13
31 14 20
32 13 12

TG ITG
Part. | Pretest Posttest Part. | Pretest Posttest

33 15 15 1 13 15
34 17 14 2 16 13
35 13 16 3 16 15
36 14. 16 4 8 14
37 17 15 5 14 15
38 16 16 6 13 13
39 15 14 7 15 15
40 16 16 8 15 13
41 12 13 9 16 16
42 15 14 10 15 16
43 17 17 11 15 16
44 16 17 12 15 17
45 15 15 13 15 18
46 15 14 14 14 12
47 9 5 15 7 14
48 16 14 16 12 11
49 16 14 17 15 13
50 15 17 18 12 12
51 16 17

52 16 14

53 14 16




