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I. INTRODUCTION

English is one of the most spoken languages and it is currently considered as
“lingua-franca (business’ language). Additionally, this is the language used for political,
touristic and economical purposes (Daily Mail, 2013). Consequently, the Universidad
Pedagdgica Nacional Francisco Morazan (UPNFM) has decided to open the English Career
Program in Santa Rosa de Copén, to train teachers of English aimed at closing this need in
bilingual education in this region. In this new process, the students of English at the
UPNFM have been learning English as a foreign language (EFL) and trained to become
teachers of English. However, many of them have difficulties in the pronunciation of the

English sounds.

According to Gerald Kelly (2007), one of the negative effects of phonological
transfer on the learners is misunderstanding, which causes frustration when they try to
communicate in the second language. Another problem is the inability to perceive L2
phonemes accurately, and due to this negative transfer, the speaker may lead to

communication error in the L2 (Benson, 2002 cited by Rasier & Hiligsmann, 2009).

This study attempts to identify the Spanish phonemes that may cause an inaccurate
pronunciation of English phonemes in the students of English at the Universidad
Pedagdgica Nacional Francisco Morazan in Santa Rosa de Copén. This work emphasizes
the fact that pronunciation is influenced by language transfer affecting a proper sound
production among the English students, which show a great difficulty in this fundamental

aspect of the linguistic field.

This research work has been analyzed through a qualitative approach within a case
study design. Its primary objective is to analyze in depth what the English phonemes
affected by Spanish sounds are regarding listening and speech production by the students of
the English Program. The secondary objective will describe the English phonemes
according to the International Phonetic Alphabet (IPA) which students of the undergraduate

English Program have difficulties when speaking English.

14



15

This research work also follows the principles of case studies design, therefore it

does not attempt to be generalized (Yin, 2008).

The theoretical framework analyzes the phonological transfer, the interlanguage,
and the different methodologies that emphasize listening to teach English as a foreign
language. This study ends with a deep analysis of the phonetic features of both Spanish and

English languages.

CHAPTER |

OBJECT OF STUDY

1.2 STATEMENT OF THE PROBLEM

It is extremely challenging for learners of a new language to produce certain L2
speech sounds accurately, especially English because it is not a phonetic language (Ravin,
2012). When a Spanish native speaker acquires the basic linguistic structure of English as a
new language, it is difficult for them to distinguish and produce English as a new phonetic
system (Alexopoulou, 2010). Related to this matter, teachers of the English Program have
observed that students of advanced courses of English from the Universidad Pedagédgica
Nacional Francisco Morazan, campus Santa Rosa de Copan, present issues with the
pronunciation of English phonemes having the tendency to produce the non-aspirated
sounds or articulate the sounds differently, as a result, Spanish speakers can assimilate the
English sounds such as /t/, /d/, /k/, Igl, Ip/, Ib/ with the sounds of Spanish, (Hernandez,
Gonzéles & Algara, 2011) (Case, 2012). However, the form to produce these particular
sounds which are called alveolar, velar and bilabial respectively, are uttered distinctively in
English. In this aspect, according to the studies of the authors Hernandez et al, (2011) and
Gorman, & Kester (2013) it seems that the student has the predisposition to associate the
new sounds with the phonetic system of Spanish. This perception and production of L2
sounds have been studied broadly. Jenkins (2001) defines this phenomenon as interference

because of the influence that the learner’s L1 applies over the acquisition of an L2.

15
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In the case of the students of English Language Program, they come from the
western region of Honduras where they present a unique cultural context, because most of
them have declared in class interviews that they have never had a strong previous influence
of English through mass media or social networks. On this subject, Bhela (1999) mentions
that “language environment encompasses everything the language learner hears and sees in
the new language, it may include a wide variety of situations - exchanges in restaurants and
stores, conversations with friends, watching television” (p.1). Therefore, this lack of
exposure to the foreign language affects their learning acquisition process. This is related to
the local cultural context of the students inserted in the English Program who learned a
little English vocabulary and even less pronunciation during their primary and secondary

education. Hence, their first contact with English was at the university level.

It is widely accepted that pronunciation plays a significant role in intelligibility
between the non-native and the native speakers of English, and knowing the existence of
those differences between the phonological systems of both languages, this may interfere
with both phonological systems consequently. This phonological interference may have
serious consequences in the communication with English speakers. It could lead to
problems since non-native teachers of English who have faulty pronunciation seem less
fluent than they are. Thus, it may affect their English communicative skills in a negative
manner such as a faulty pronunciation that creates deficient intonation, which is

unacceptable in foreign language teachers (Kelly, 2007).

Subsequently, they struggle with many pronunciation problems of the English
phonemes that lead to an ineffective level of communication, and even worse, they may
face troubles to get a job as non-native English teachers (Levis, Sonsaat, Link and Barriuso,
2016). Above all, it is necessary to identify those predominant phonemes of English that are
produced with a transference of Spanish sounds and their relationship to an inaccurate
production of English sounds in nonnative English speakers. Through this study, the
researcher analyzed the elements described above and it may be a source for future studies
related to the field of linguistic interference. The research is going to establish a deeper
understanding of second language acquisition of the students of the Western region of our

country.
16
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1.3 JUSTIFICATION OF THE STUDY

How does the perception of speech sounds of the phonetic system of L2 influence
their eventual production? This research stands out the transference of Spanish sounds and
its relationship with an accurate pronunciation of English sounds in foreign English
speakers, and how this leads to ineffective communication in their future professional
career as non-native English teachers. The relevance of this study is to highlight how
pronunciation has recently reached within the theory and practice of the second language
acquisition and its relationship with an accurate articulation of the English phonemes, to

enhance pronunciation acquisition.

In this line or argument, Barrera (2009) posits that students must analyze the main
characteristics of the foreign language from the first moment in which they have contact
with English. This situation has been studied in similar research processes conducted in the
Pontificia Javeriana University of Bogotd (Guzman & Martinez, 2013). These
investigations provide evidence that transfer or interference from the L1 is an important

factor that interrupts an accurate production of L2 English phonemes.

In a similar perspective, this study aims at the field of language teaching, especially
both, its students and teachers because it allows to identify what the English phonemes are
mainly affected by Spanish phonemes particularly in the students of English from the
UPNFM. Besides, this research attempts to know what prevailing sounds of English are

affected and how the learners transfer them.

With those elements in mind, this research provides valuable information for
teachers in charge of English classes to become more aware of the mistakes the learners are
prone to make, so the learners can recognize and overcome those pronunciation issues
which would help them to become fluent speakers. The added confidence engendered
fluency and the deeper fluency itself will help them succeed in their professional lives as

non-native English teachers.

This research project was carried out in Santa Rosa de Copan, UPNFM, campus, in

the second term of 2018. Focusing on identifying the profound influence of Spanish

17
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phonetic sounds (L1) which affects an accurate English (L2) sound production, with the
benefit to generate awareness and give emphasis on an accurate pronunciation and listening

comprehension aimed to reduce L1 accent 1, among the students of English.

1.4 OBJECTIVES OF THE STUDY

1.4.1. General Objectives

The main objective of this research is:

To determine the Spanish phonemes (L1) that affect English phonemes (L2) in speaking
skills that interfere with an assertive pronunciation among students from the Universidad
Pedagogica Nacional Francisco Morazan, UPNFM Centro Universitario, Santa Rosa de

Copan.

1.4.2 Specific Objectives

This investigation has the following specific objectives:

e To identify the most common Spanish phonemes that affect the oral production of
English phonemes in students from UPNFM Santa Rosa de Copan.

e To describe the English phonemes according to the International Phonetic Alphabet

(IPA) where students have difficulties pronouncing assertively.

e Compare the similarities and differences in the articulatory process among the

phonemes in both languages (English and Spanish) produced by the students.

e To describe how the language interference phenomenon (Spanish L1) affects the

phonological awareness on the production of English by the students.

1.5 QUESTIONS OF THE STUDY

1. What are the most common Spanish phonemes that affect the oral production of the

English phonemes in students from UPNFM Santa Rosa de Copan?

18
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2. Which English phonemes do students mispronounce according to the International
Phonetic Alphabet (IPA)?

3. What are the similarities and differences in the articulatory process between phonemes

of both languages (English and Spanish) produced by the students of English?

4. What are the effects of language interference phenomenon (Spanish L1) on the

phonological awareness on English students?

CHAPTER 2

2. LITERATURE REVIEW

STATE OF THE ART

The study of pronunciation on learners of a foreign language has been done several
times. One research was carried out in Colombia by Navarrete (2012) to measure the
transference of the learners, showing that students have the tendency to modify the
pronunciation of English with phonetic sounds of Spanish when speaking.

Other studies carried out related to the influence of L1 on L2 utterance production
was investigated by Rogers (1997). The researcher examined the speech of native English
speakers and Mandarin speakers speaking English. The conclusions of this study revealed
that on spite the place of articulation, the manner of articulation, and voicing, Mandarin
speakers presented difficulty pronouncing consonants at the end of the words, and that
might be due to Mandarin having fewer words ending with consonants.

2.2 DEFINITION OF PRONUNCIATION

This fundamental aspect of a language has a definition provided by Merriam

Webster Dictionary (2019) as “the act or manner of pronouncing something”, in words of
19
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Cook (1996) he defined pronunciation as the production of English sounds. In the field of
language teaching, pronunciation is learned by repeating sounds providing feedback to
correct them when produced inaccurately (Pourhosein, 2016). During the process of
learning a second language the learners start acquiring pronunciation, so they are able to
make new habits of articulation in order to overcome the difficulties resulting from the first
language. According to Yates & Zielinski, (2009) pronunciation refers to the production of
sounds that is focused on meaning. Moreover, pronunciation is the creation of a sound
system that doesn't interfere with communication from the speakers or the listeners’
viewpoint. Pronunciation is the elemental form of real communication when the speaker

utters a word in an accepted manner (Otlowski, 1998).

It is worthy to mention that pronunciation is one of the most difficult skills to be
acquired by the learner of a new language, due to comprises of neuro-cognitive-motor
skills, it is a physical practice that cannot be acquired only from reading textbooks.
Connected to this idea, Pourhosein (2016) emphasized that “non-native speakers should
develop functional intelligibility, functional communicability, increased self-confidence,
the speech monitoring abilities, and speech modification strategies”. (p.1). Therefore, this

skill is complex for the learner of a new idiom.

Pronunciation is classified into segmental features (i.e., vowels and consonants) and
Suprasegmental (prosodic) features like stress, intonation, pitch, and rhythm. The learner
needs to identify the sound patterns of the target language, but in real classes pronunciation
is viewed as a sub-skill of speaking, not as the most important skill of speaking. The
consequence is that poor pronunciation creates an additional barrier in understanding
between the non-native speaker and a person in a conversation. Thus, pronunciation is a
very important part to master any foreign language, and in our context this includes
English, where an effective training may provide the learner how to be understood by
others. Research in different fields of L2 learning languages has shown that the use of
explicit instruction has positive effects in learning (Bodorik, 2018, Yates & Zielinski
(2009)). Despite its importance, Celce-Murcia (2001) cites that pronunciation has been the
“Cinderella” of language teaching, so it is mandatory to explore the elements implied in the

field of teaching English pronunciation.
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2.2.1 TEACHING ENGLISH PRONUNCIATION

A consideration of pronunciation embedded in a method or approach is necessary,
because without an assertive production of the target language, it cannot exist a successful
communication of the learner. Related to these ideas, Archival (1998, p.37) says “When we
look closely at the construct of accent we realize that it is highly complex. A second
language learner must learn to present and implement information related to such things as
the segmental inventory, phonotactics, syllable structure, stress, rhythm, and intonation of

the language in question”.

Teaching pronunciation should involve a continuous analysis by teachers to share
experiences of other colleagues and the search for new strategies to improve teaching. In
the field of teaching a foreign language, a teacher must think about the specific qualities
offered to students of their native idiom. In this sense, the methodology of teaching English
pronunciation has to take into account the problems posed by the English language for the
students who are learning it. The procedure of teaching English pronunciation stands in
relationship with several challenges and provides answers to some relevant questions such
as: What does the teacher have to teach? What methods or approaches are more convenient
to teach pronunciation? What knowledge, skills and habits must students have to obtain in
the process of learning the language sounds? All in all, every language teacher must give
attention to the following personal initiatives to provide a successful teaching as Tamura
indicates (2006, p.169):

- To awaken and develop the potentiality and ability of students for studying.
- To help students develop habits through frequent repetition.
- To inspire, to kindle the interest of the student in studying.

- Also, the teacher should know how to go from easy stages to more difficult ones.
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The teaching of foreign languages has been evolving through over time, during that
process, several different methods to teach languages have been implemented which
includes scientific, psychological advances and, recently, the neurolinguistics. In recent
times, technology has come across to provide new tools enhancing the learning of
languages. On the other hand, teaching a language is not only associated to methodology,
but also to the motivation of the learner and other external factors that play a relevant role
in this area of language acquisition. Along the history of the teaching and learning process
of a second language, the development of new approaches and methods have emerged
proposing theories of how humans learn new idioms, how to apply innovative strategies

and techniques directed to make an efficient language acquisition.

The following chart describes a timeline of the development of some methods that have

given emphasis to pronunciation.

Figure 1

Timeline of the Teaching pronunciation approaches

YEARS APPROACH DEFINITION
Late 1800 & late Direct Method Teachers provided L2 learners with a model for native-like
1900s speech. By listening and then imitating the modeler. L2

Improved their pronunciation.

1940-1950s Audio-Lingual Method in the US & Pronunciation was taught explicitly from star, and L2 learners
Oral Approach in the UK imitated or repeated after their teacher or a recording model.
1960s Cognitive Approach This de-emphasized pronunciation in favor of grammar and
vocabulary.
1970s Silent Way L2 learners focused on the sound system without having to learn

a phonetic alphabet. Attention was on the accuracy of sounds

and structures of the L2 from the outset.

Community Language Learning The pronunciation syllabus was primarily student-initiated and

designed. The approach was imitative.

Communicative Approach The ultimate goal was communication. Teaching pronunciation

was urgent and it was necessary in oral communication.
Techniques to teach are emphasized on an effective
communication.

Note: sciencedirectassets.com. Intuitive-imitative Approach versus Analytic-linguistic Approach
toward Teaching /7/, /'/, and /w/ to Iranian Students. by Jam & Adibpour, 2014
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The table above indicates the only few methods have given importance to
pronunciations. Today, most teachers and students take communication in class for granted.
With English as a Foreign Language (EFL), history clearly shows that this has not always
been the case and now communicative approach is leading the teaching and learning of a
foreign language centering more on communication than just grammar and vocabulary,
involving communicative competence, which is the ability to be understood. Language
teaching using this approach might simply mean adding more opportunities to

communicate than a traditional grammar based curriculum.

According to studies conducted by Breitkreutz, Derwing, & Rossiter, (2001),
language teachers tend to avoid dealing with pronunciation for they have lack of
confidence, skill, and knowledge. Furthermore, in many cases there is an evidence that
curricula, methodology, and the nonexistence of appropriate materials may cause
inadequacies of pronunciation (Hismanoglu & Hismanoglu, 2010). In the same line, the
English language has a main feature which is a lack of a one to one correspondence
between spelling and pronunciation on letters. Taking into consideration this information it
is necessary to explore some methods and methodologies implemented to increase

pronunciation awareness among second language learners.

2.3 METHODOLOGY OF LANGUAGE PRONUNCIATION

The teaching of language pronunciation has been a field of constant changes
through the passes of the time, where approaches and methods have proliferated, viewing
the learning-teaching process according to different theories and the nature of language that
is in the first principle the foundations of the any approach or method to teach language.
These methods determine the goals and procedures of teaching a foreign language (Celce-
Murcia, 1996).

The implications of the methods and approaches have shaped the different
methodologies applied by the teachers of languages, however it was until 1886, when the

insight of language increased. Consequently, the results in the creation of the International
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Phonetic Association was done by some scholars such as Henry Sweet, Wilhem Viétor and
Paul Passy, who were part of the movement of changes in the process of language teaching
at the time (Celce-Murcia, 2001). These talented linguists established the main scientific
bases by promoting that; the spoken form of a language should be taught first. Their next
point is that phonetics has to be applied to language teaching, and emphasized that teachers
should have a solid training in phonetics, as well learners ought to receive phonetic training
to establish good speech habits (Celce-Murcia, 2001). Due to the complex phonetic system
of English, it is necessary to analyze those methods that are designed to teach

pronunciation.

The approaches described below address the area of teaching English pronunciation and

more specifically listening and phonetic skills.

2.3.1 Intuitive-imitative approach

The intuitive-imitative approach has its origins before the 19" Century. It was
developed based on the learner’s ability to listen to imitate the sounds in the target
language. This approach emphasizes in a way a good level of listening, and production of
the idiom, which leads to the development of an acceptable threshold of pronunciation.
This approach requires good and reliable resources like audio-clips, audio visual aids,
songs, rhymes, so it complements the teachers and the textbooks. As it has been said
before, the learner needs to learn to listen, enhancing the students’ knowledge and
observations about sounds grounded on orthography rather than phonetic symbols. Celce-
Murcia (2011) mentions that this method:

1. Depends on the learner's ability to listen to and imitate the rhythms and sounds of the

target language without the intervention of any explicit information;

2. Presupposes the availability, validity, and reliability of good models to listen to.
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Another aspect that helped the expansion of the intuitive-imitative approach was the
audiolingual method during the 60’s, 70’s and right up into the 80’s, but here in Honduras

indeed, many contemporary second language practitioners still hold to this methodology.

2.3.2 Analytic-Linguistic Approach

The analytic-linguistic approach is explained by Celce Murcia (2001) as an explicit
intervention of pronunciation pedagogy. Under this methodology is emphasized that
learners are trained with explicit information linked to pronunciation, implementing
phonetic transcriptions, articulatory descriptions, and vocal charts. The specific phonetic
and phonological features of English sound system can be presented in different interactive
speech software and websites. According to Celce Murcia (2001, p.2) this linguistic

approach has the following characteristics:

1.Utilizes information and tools such as a phonetic alphabet, articulatory
descriptions, charts of the vocal apparatus, contrastive information, and other aids to
supplement listening, imitation, and production.

2. Explicitly informs the learner of and focuses attention on the sounds and rhythms
of the target language.

3. It was developed to complement rather than to replace the intuitive-imitative
approach, which was typically retained as the practice phase used in tandem with

the phonetic information

This approach can be embedded with communicative approach methodologies,
where the learner of English practices pronunciation from different perspectives. Rather
than replace other methods, this approach focuses on complementing other language

methods.

2.3.3 Integrated Whole-body Approach:
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This is a model for teaching pronunciation suggested by Celce Murcia (2001). The
characteristics embedded in this approach are that teachers should use short videotaped
interactions as the basis for instruction. First, clips from films, television programs or
media videos are shown silently for general cues. Then, it is shown with sound to confirm
predictions about the context. Through repeated listening, each line is carefully analyzed.
This intensive listening is followed by intensive speaking practice in which learners try to
imitate the pronunciation as well as the movements of each line. Teachers can also use
audio recordings in order to provide students with intensive listening activities to improve

pronunciation.

2.3.4 Direct Approach

This approach is the result of the constant evolution of language teaching. The main
and recognized principle of this method is that it encourages the importance of acquiring
the spoken language. Taking into account the findings on the studies of language
acquisition by the recognized linguist L. Sauveur (1826-1907), who conceived his approach
to teach English as a unique one. He identified that grammar is not the best way to teach a
language. His principles underlie structured lessons where conversations were called “oral
method”. A remarkable element incorporated in his classes was to teach English language

through oral exercises (Richards & Rodgers, 1986).

The connection of the Direct Method with pronunciation is that it stresses as the
main principle that language is primarily acquired by speech and good reading and writing
follows from correct speaking (Mahapatra, 2014). Consequently, it gives special attention

to the oral aspect of the language.

Since this method aims at learning a new language through speech, it lays much
stress on the pronunciation teaching of the target language, providing ample opportunity for
fluency in speech and good pronunciation. Another key element of this method is that it
encourages the pupil to think in the target language and develops his power of self-

expression in the target language.
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2.3.5 Audiolingual Method

Audiolingualism (a term coined by Professor Nelson Brooks in 1964) claimed to
have transformed the teaching of language from an art into a science. This method gives
importance to pronunciation, being one of its main characteristics the encouragement of
aural training first, followed by pronunciation training. Its view of speaking, reading, and
writing is structural, and language is identified as speech and embedded throughout the

structure.

Under this method, pronunciation is viewed under the system of structure, which
resembles a pyramid: phonemic systems led to morphemic systems, and these, in turn, led
to higher-level systems of phrases, clauses, and sentences. Learning in a language it was
assumed, required mastering the elements or building blocks of the language and learning
the rules covering how these elements are combined from phoneme to morpheme to word
to phrase to sentence. The phonological system defines those sound elements that contrast
in specific environments (allophones) and their permissible sequences (phonotactics). The
phonological and grammatical systems of the language make up the organization of the
language, and by implication, the units of production and comprehension. According to
Rivers (1964, p.19-22) the principles of Audiolinguism are:

1. Foreign language learning is basically a process of forming mechanical
habits. Giving correct responses rather than making mistakes creates good
habits. Memorizing dialogues and practicing pattern drills minimizes the
chances of making mistakes. Language is a verbal behavior that is the
automatic production and comprehension of sounds and can be learned by

encouraging students to participate in the practice.

2. If language skills are presented in spoken form before they are seen in
written form, those skills will be learned more effectively. Aural-Oral

training provides the foundation for development of other language skills.
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3. Students should practice a pattern in different contexts and acquire an
understanding of the analogies involved before the rules are explained to

them. Drills can help learners form correct analogies.

All in all, Audiolingual is a suitable method that gives some level of
relevance to the teaching of pronunciation applying some techniques to help the
learners a basic level of the acquisition of pronunciation of the target language.

2.3.6 Communicative Approach

The different models to teach English have been diverse through the times, and in
the last quarter of century the contributions of Psychology have shed light on how humans
learn and interpret their own reality. It holds the main idea that language is a tool for
communication therefore, using language to communicate should be the principal objective

in all classroom language instruction.

In the field of language teaching and language acquisition there have been many
changes, since the inadequacy of a model based on the four skills. The social role of
language and its place in the 'social process' as a means of communicating meaning were
perhaps first hinted at by Firth (1957 a,b as cited by Roberts, 2004). Later as time passed,
the development was focused on language as a social tool. The main goal of the
Communicative Approach is based on the idea that learning language successfully comes
through having to communicate real meaning. It emphasizes the concept that the learners
have to be able to be involved in real communication, using natural strategies for language

acquisition.

The introduction to the same document comments that “communicative purposes
may be of many different kinds. What is essential in all of them is that at least two parties
are involved in an interaction or transaction of some kind where one party has an intention

and the other party expands or reacts to the intention” (Yalden, 1983, as cited by Richards
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& Rogers, 1986 p. 75) The authors mentioned that there are six communicative language
teaching design options, ranging from a model in which communicative exercises are

attached onto an existing structural syllabus, to a learner-generated view of syllabus design.

Likewise, Nunan (1996) distinguishes between a strong “and a “weak” version of
Communicative Language Teaching. There is, in a sense, a ‘strong’ version of the
communicative approach and a weak version. The weak version which has become more or
less standard practice in the last ten years, stresses the importance of providing learners
with opportunities to use their English for communicative purposes and, characteristically,
attempts to integrate such activities into a wider program of language teaching. The ‘strong’
version of communicative teaching, on the other hand, advances the claim that language is
acquired through communication, so that it is not merely a question of activating an
existing but inert knowledge of the language, but of stimulating the development of the
language system itself. If the former could be described as ‘learning to use’ English, the

latter entails ‘using English to learn it” (1984, p.279).

Current communicative approaches mentioned by Finocchiaro and Brumfit (1983,
as cited by Richards and Rodgers, 1986, p.68) indicate the distinctive features of
Communicative Approach, according to their interpretation:

1. Attends to give more importance to meaning.

2. Dialogs, if used, center around communicative functions and are not normally
memorized.

3. Contextualization is a basic premise.

4. Language learning structures, sounds, or words.

5. Effective communication is sought.

6. Comprehensible pronunciation is sought.

7. Attempts to communicate may be encouraged from the very beginning.

8. Translation may be used where students need or benefit from it.
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9. Communicative competence is the desired goal (i.e. the ability to use the
linguistic system effectively and appropriately).

The above information emphasizes that the key meaning of the language structure is
supreme to dialogues, if used, they are centered around communicative functions and are
not normally memorized. The idea to give the language into a contextualized situation is a
basic premise. Another element is that the language learning is focused to satisfy the
communication needs of the speaker. Thus, the purpose since the beginning is to achieve
effective communication. Of course, drilling may occur, but peripherally along with
different styles of decoration on the walls or charts related to the topic of the lesson. The
key when speaking is to achieve a comprehensible pronunciation. This approach
emphasizes the use of any device that helps the learners to acquire the target language,
these task base materials are adapted according to the age, interest, and culture of the
student. Another characteristic of Communicative Approach is that it encourages the
learner to communicate from the very beginning of the lessons, however judicious use of
native language is allowed whenever possible. Translation may be used where students
need or benefit from it and reading and writing can start from the first day, if desired. The
target linguistic system will be learn hola mami ed best through the process of struggling to

communicate in the target language.

Communicative competence is the desired goal (i.e., the ability to use the linguistic
system effectively and appropriately). Different aspects of linguistic variation is a central
concept in materials and methodology inside of this methodology. Sequencing is
determined by any consideration of content, function, or meaning that maintains interest.
Under these principles language is created by the individual, often through trial and error.
Fluency and acceptable language are the primary goal, and accuracy is judged not in
isolation but in context. Another important aspect of this method, is that students are
expected to interact with other people, either in the flesh, through pair and group work, or
in their writings. The teacher cannot know exactly what language the students will use.
Intrinsic motivation will spring from an interest in what is being communicated by the
language.
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Apart from being an interesting example of how proponents of Communicative
Language Teaching stack cards in their favor such a set of contrasts illustrates some of the
major differences between communicative approaches and earlier traditions in language
teaching. The wide acceptance of the Communicative Approach and the relatively varied
way in which it is interpreted and applied can be attributed to the fact that practitioners
from different educational traditions can identify with it and consequently interpret it in
different ways. One of its North American proponents, Savignon (1983), for example,
offers as a precedent to Communicative Language Teaching a commentary by Montaigne
on his learning of Latin through conversation rather than through the customary method of

formal analysis and translation.

2.3.7 Techniques to learn Pronunciation Based on Communicative Language
Teaching

Phonetic transcription

One well known technique that has long been used by many teachers is phonetic
transcription, which is a code consisting of phonetic symbols. Each symbol represents a
single sound, which is in fact different from a letter of the alphabet. True as it is, in order to
use phonetic transcription one must learn the code and it takes time and effort. Although it
is possible to learn the pronunciation without using the code, many linguists believe it to be
a valuable tool in learning the foreign sound system. One obvious advantage of learning the
code is the ability to find the pronunciation of unfamiliar words in a dictionary. All good
modern learners’ dictionaries use phonetic symbols to indicate pronunciation, and learners

must therefore be familiar with them.

Through the implementation of this practice, the spoken language phonetically is
transcribed very straightforward: the learner basically learns how to write the phonetic
symbols of the target language that correspond to the sounds heard. Even if the student is
not able to understand what he/she hears, as long as the sounds can be recognized and
transcribe. In order to do this process it is necessary to use the International Phonetic
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Alphabet (IPA) which has hundreds of symbols, but fortunately only fifty or so

corresponding to the number of sounds used in English.

There are two styles of transcription used in an English as Second Language (ESL)
and English as Foreign Language (EFL) class, (Atkielsky, 2005) the first is narrow
transcription: it’s features of transcription attempts to record every single phonological
sound of a word, and it does not matter if it is important to meaning or not. If the teacher
needs to show students a comparison of foreign accents, that is when narrow transcription
is useful or when it is necessary to compare English pronunciation with other languages.
The second form of transcription is denoted as broad transcription. It shows only the sounds
that are important to meaning. This type of transcription is called phonemic transcription.
In this case of Broad transcription, it documents to students how a sound of a particular
word should be pronounced. Additionally, it emphasizes only the sound differences to serve
to distinguish meaning; but tiny pronunciation features that are part of a regional accent are
not transcribed. This broad transcription is the type used in pronunciation keyboards and

dictionaries to show the pronunciation of words.

Auditory reinforcement

This is a completely different method mentioned by A. Brown (1992) who thought
about some notes, because there is a common assumption among teachers that perceptual
and productive language skills such as listening and speaking are taught through the same
medium, namely speaking and listening. As a result, many of them use the traditional listen
and repeat techniques in spite of the present tendency for communicative language
teaching. Techniques based on this method are often production oriented and aim at
improving students’ spoken English. Many of such techniques employ minimal pairs,
which are words that have different meaning and their pronunciation differs only in one

sound.

Minimal pair
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The English phonemes have different features of pronunciation, so the English
learner must be aware of such characteristics. This is the main purpose of minimal pairs,
which are defined by Barlow & Gierut (2002, p.58) as “a set of words that differ by a single
phoneme, whereby that difference is enough to signal a change in meaning. For instance,

the words “map” [maep] and “mat” [maet] form a minimal pair in English”.

As is observed those two words have identical first consonants and vowels, but they
differ only by the last consonant [p], [t] and this difference indicates a change in meaning.
Inside of this technique there is a constant emphasis for the use of drills. This technique
was introduced during the Audiolingual era and has still been used both in isolation at a
word-level and in context at a sentence-level. The technique is useful for making learners

aware of troublesome sounds through listening and discrimination practice.

Visual reinforcement

The use of visual aids are useful to enhance language teaching because they help
teachers to bring the real world into the classroom, making the learning of a new language
more meaningful and exciting. According to Bradshaw (2003) visual aids are very useful to

obtain information, build new knowledge and enhance successful educational outcomes.

This technique has been connected with the teaching of pronunciation since the time
of the first methods, but with Silent Way the skill was taught through the use of word charts
and colour rods. Since that time many other ways of visualizing pronunciation have been
introduced. They may be especially useful for adult learners who undergo the process of
fossilization. While children benefit from oral repetition, drills and taping themselves, adult
learners find it difficult to learn the patterns of intonation, stress and rhythm. The reason
may be that they simply do not know whether the patterns they produce are acceptable.
Real time visual displays are to show learners the relationship between the patterns they
produce and those they are required to repeat. One of the possible conventions for making

the word stress visible is writing the stressed syllable in capital letters:
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FAshion, SEssion, beHAVE

There is another common form to the visualization of word stress, which is the use of dots.

The large dots mark a stressed syllable in a word: catwalk
®

Tactile reinforcement

The use of the sense of touch is another frequently employed technique, because it
is not discussed very often. In fact, some teachers might be taking advantage of it without
even realizing this technique. Celce-Murcia (2011) names this model into a visual
reinforcement. One of the forms of this strengthening includes placing fingers on the throat
in order to feel the vibration of the vocal cords, and it may be useful when teaching the
distinction between voiced and voiceless consonants. There is another version, as a
different form of tactile reinforcement that incorporates simple tactile descriptions given to
the students: “When you pronounce /r/ your tongue feels liquid and your jaw is tight”

(Celce-Murcia, 2011, p. 296).

2. 4 THEORIES OF LANGUAGE TRANSFER FROM L1 (SPANISH) INTO L2
(ENGLISH)

2. 4.1 Contrastive Analysis Hypothesis:

The process of language acquisition has brought to the table different theories to be
explained. Many questions have arisen, for example: Is it true that what a speaker already
knows in L1 will sometimes help the learner, but may it hurt the apprentice as well?
Considering this question, and taking into consideration the structure(s) involved was the

origin of this important theory.

In order to improve the process of learning a second language, into a more efficient

way, the field of applied linguistics has led the development of different theories that have
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emerged along with the results of investigations. One of the earliest theories related to
explain the process of learning a second language is the fundamental formulating of the
Hypothesis of Contrastive Analysis of Lado (1957). This theory idea assumes that students
who come in contact with the foreign language will find some features of it quite easy and
others extremely difficult. Following these ideas, there is an interesting theory of Lado’s
who wrote “making comparison between native language L1 and second language L2 it is
possible to predict mistakes produced by the learner linked to linguistic transference”, (as
cited by Gonzales et al, 2010). At the beginning it was assumed one strong version of the
contrastive analysis hypothesis predicted that all errors made by L2 learners would be
interference errors. However, this claim was abandoned due to the difficulty for researchers
to find and classify the learner’s error or the native language was not the source of the

learning problems he/she faced.

In Fries considerations, it is implied the existence of the phenomenon of
transference in the process of learning by adults of the sound system and grammar of
foreign languages. The author maintains that L2 learning is achieved through the formation
of a set of habits both "automatic” and "unconscious.”" (Gonzalez, et al, 2010). This view
corresponds with the psychological behavioral and structural linguistics governing at the
time. In this respect, contrastive analysis is useful, because it helps to discover the
differences between the two languages concerned and it may predict the difficulties the
learners have to overcome. Therefore, teaching could be focused at those points where
there are structural differences. This, in theory may determines to a great extent what the
learner has to learn and what the teacher has to teach to improve the process of the

acquisition of the target language.
2.4.2 Hypothesis of Interlanguage

Establishing a connection of studies developed around the learning of second
language, the linguist Larry Selinker (Selinker, 2014) who postulated the theory of

interlanguage (IL) devoted to explain the process by a second language learner attempts to

express meaning in the language being learned, this new system occurs as an intermediate
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segment which it is necessary in order to achieve the linguistics objectives: acquire a

second language. Selinker defines interlanguage as:

Interlanguage is that linguistic/cognitive space that exists between the native
language and the language that one is learning. Interlanguages are non-native languages

which are created and spoken whenever there is language contact” (p.222).

However, during this stage, a central characteristic may happen: fossilization, that
is, it stops to “develop at some point short of full identity with the target language. Thus,
the adult second-language learner never achieves a language competency easily in the use
of the target language” (Tarone, 2006) in comparison to the level achievable by any child
acquiring a native language. According to this perspective, in one situation a learner may
produce a target-like variant e.g. 'l don't' and in another context a non-target like expression

e.g. Tdoesn’t'.

The principal exponents of this theory Tarone et al.(2006) go on to detail the IL
hypothesis (p. 97): There are four sets of observable facts upon which the IL hypothesis is
based, which may be used to evaluate that hypothesis. Each of these observable facts is to
be studied: first, the stability over time of certain errors and other surface forms in learner-
language systems (i.e., fossilization). Second, the mutual intelligibility that appears to exist
among speakers of an IL; third, the phenomenon of backsliding, or the regular appearance
in bilingual speech of errors that were thought to be eradicated; and fourth, the

systematicity of the IL at one particular point in time.

For further explanation about the meaning of “fossilization” a term coined by
Selinker, it refers to the process of 'freezing' of the transition between the L1 and L2, and is
regarded as the final stage of interlanguage development. Another feature in this concept is
that it can occur even in highly motivated learners who are continuously exposed to L2.
There are some explanations for this phenomenon due to complacency or inability to
overcome the obstacles to acquiring proficiency in the L2. Fossilization is common among
adult language learners, when they do not perceive the need to correct the form or structure,
so the student fossilizes the form instead of correcting it. Furthermore, interlanguage has

different features; it can be adjustable across different contexts, because it may be more
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accurate, complex and fluent in one domain or language (native) than in another (second
language). It could be applied from an interlanguage perspective to a learner's underlying
knowledge of the target language sound system (interlanguage phonology), grammar, e.g.
morphology, syntax or vocabulary (lexicon), or even language-use norms among learners

(interlanguage pragmatics).

Interlingua theory is a non-conventional linguistic system employed by second
language learners, it manifests different factors identified by Gargallo (1993, cited by
Orduz, 2012 p.95). The linguistic transference denotes the use of phonemes and other

subsystems of mother language.

A relevant characteristic of interlanguages is that they become independent of both
native and target language (Selinker 1969). This phenomenon has empirical fact supporting
where the speakers attempting to produce a second language sound or utterance produce
“NEW FORMS” (Selinker, 2011), because the new sounds are neither in native nor target
language. The word [Espanish] is one phonetic example of such a new form. In similar
field, there is one syntactic example provided by Selinker (2011) in a possible situation of
the Spaniard in London overheard at a kiosk asking:

English Learner: “How much cost banana?”
Native Speaker: “Pardon?”

When the learner is not understood because of the interlanguage utterance, the

Spanish-English speaker could become frustrated, and rephrasing says: “How much ddes

cost banana?”

The above example is interesting as the Spanish speaker has broken two English
grammatical rules. However, the native speaker uses this phrase all the time, but that
phrase is being used in different idiosyncratic ways than native speakers would and “has

thus created a new construction in his interlanguage English” Selinker (2011, p.2).

“How much dodes cost banana?”. Such examples have appeared a thousand fold in the

literature. Everyone finds in their production data new forms, not in the native nor in the

target language.
37



38

Interlanguage is not only something static, “there are various types of interlanguage
though, a complete typology is lacking, e.g. “learner languages" which usually occur in
classrooms, often with rapid development are the type most language teachers are
concerned with” (Selinker, 2011 p. 3). The linguistics also mentions that the learners
evolve into a so-called “fossilized interlanguages” (Selinker, 2011 p.4), associated with the
linguistic forms in the interlanguage might continue for years with little or no change. At
this point, it is necessary to highlight the fact that there exist many sorts of individual
variations linked to interlanguage and there is a need for further research projects to
produce an empirical typology. This phenomenon is best known are “transitional

competence” where fossilization appears to be more dominant.

Importantly, unlike the productive output of native languages in a particular dialect
area, one sees huge variation in the outputs of individual interlanguages (Tarone, 2004 eg).
One hypothesis is that the variation is controlled by the learner first creating internally-
created contexts or “discourse domains” (Selinker & Douglas, 1985). One certainty is that
interlanguages are observed as a variable across many contexts and that accuracy may be

stronger in one domain and weaker in another, and that this will vary by learner.

2.5 The Role of Pronunciation on Second Language Learners

There is no doubt that good pronunciation is the key for successful communication
in a foreign language, especially English where it is important that the L2 learner set
emphasis on the principal elements of pronunciation such as stress, rhythm and intonation.
However, it has been observed that preservation of foreign accent is often considered as a
phenomenon that persists even after years of L2 use. (Park, 2015. p.23) Pronunciation
includes all those aspects of speech which make for an easily intelligible flow of speech,

including segmental articulation, rhythm, intonation and peripherally gesture, body
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language and eye contact, which is an essential component of oral communication, which

includes grammar, vocabulary choice, and cultural considerations.

English-speaking listeners find it easier to understand someone whose pronunciation
is basically low proficiency, but whose grammar remains weak than the reverse: excellent
grammar can be completely veiled by poor pronunciation. In other words, learners who
have better pronunciation will have more opportunities to communicate naturally and
improve all aspects of language. In EFL the teaching of pronunciation should not merely
focus on the production of sounds, but also on receptive skills, i.e. understanding when
listening. Solé claims that “if an English sentence is pronounced without the appropriate
weakening of unstressed syllables and unaccented grammatical words, a serious loss of
intelligibility results” (Sol¢, 1991 p.145).

Taking into account that English pronunciation is different from its written form and
inconsistent (e.g. though, thought, cough, bough), it is worthwhile to introduce and
consolidate new material orally and only write up new words when students can pronounce
them. Otherwise, there will be a constant interference of the mother tongue and students

will tend to pronounce English as if it were written in their own language.

2.6 PHONETICS

According to Nolan, (2007) in his article for British Association of Academic
Phoneticians (BAAP), Phonetics is “the systematic study of speech and the sounds of
language”.(p.1) The field of phonetics studies how they are made (articulator phonetics),
transmitted (acoustic phonetics), and received (auditory phonetics). Phonetics has broad
applications in a number of areas, including speech recognition, speech synthesis, and

forensic linguistics, speech therapy, and language instruction.

In order to enhance the field of phonetics, is important to mention that there are two
approaches addressing the mechanism of speech production: One is Articulatory

Phonetics, focusing “on the organs of speech and their role in producing speech sounds,
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which is predominantly based on data provided by other sciences, such as human anatomy
and physiology” (Bal¢ytyte-Kurtiniené, 2014 p.16). Thus, the production of speech sounds
happens using the physiological organs involved in the process. The second one is
Acoustic Phonetics, with “measuring and analyzing properties of the sound waves we
produce when we speak” (Dobrovolsky, 1997). These two approaches are fundamentals for

a deeper understanding of phonetics.

Estimating how speech is the result of neuromotor activity, thus the sound originates
in the brain. When a new language learner hears for the very first time the sounds, has a
difficult moment trying to decode the different segments (individual speech sounds) as
individual units of linguistic structure and can be represented individually in a system of
transcription. Another important piece of data according to Dobrovolsky (1997) is that it is
impossible to represent all variants, because an individual cannot say the same sound
exactly way twice. On the other hand, the smaller subunits are called features, which

encloses segments.

Phonetics is a tool of paramount importance used in the teaching of pronunciation.
For instance, in any description of the English sound system, speech sounds are categorized
into consonants and vowels as well as voiceless and glides sounds which share articulatory
and acoustic properties. The sounds of consonants can be described according to the
movements of the mouth during the articulation (bilabial, dental, alveolar, palatal, velar)
also whether the voice is used or not (voiced, voiceless, plosive, affricate, fricative, nasal,
lateral). On the other hand, vowels are more sonorous than consonants, and are presented
mainly in terms of the position of the tongue and lip rounding. These detailed phonetic
descriptions of the sounds are not arbitrary since they are of paramount importance to the

teaching of pronunciation.

A particular feature of phonetics is phonetic transcription to represent the actual

sounds in terms of their acoustic and articulatory properties, which are placed between
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[square brackets]. When we transcribe phonetically, we are representing not just abstract
mental constructs, but rather, the goal of a phonetic transcription is to record the ‘phonemes
as mental categories’ that a speaker uses, rather than the actual spoken variants of those
phonemes that are produced in the context of a particular word. An English speaker has
internalized a rule that says ‘sounds like /t/ are always aspirated when word-initial’, SO
they’ll automatically make the /t/ in ‘tenth’ aspirated. Phonetic transcription on the other
hand specifies the finer details of how sounds are actually made. So a non-English speaker
trained in the IPA could look at a phonetic transcription like [t€n6], and know how to

pronounce it accurately without knowing the rules about English phonemes.

Suprasegmental, also called Prosodic Feature, in phonetics, is a speech feature such
as stress, tone, or word juncture that go with or is added over consonants and vowels; these
features are not limited to single sounds but often extend over syllables, words, or phrases.
Following this line, all sounds have some degree of intrinsic loudness as well they could

not be heard and sometimes requires a certain stretch of time (Dobrovolsky, 1997).

Consequently, Haycraft (1978, Pag. 58), mentions that, “Awareness of this is useful
as many mistakes made by learners are due to slight differences in sound production”.
English learners of a second language, have to initiate the study of the phonetic sounds
system of English, which could be complex if it is not taught properly, especially because
English sound system has a rich vowel inventory; it consists of fourteen stressed vowels /i/,
n, lel, Iel, I&l, la/, Inl, I8/, lu/, v/, lo/, and /a/. There are three main diphthongs in American
English: /ar/, /av/, and /ov/ (Yavas, 2006 as cited by Luik, 2011 p.5). However, Spanish
language only has five vowel phonetic sounds /a/, /e/, /i/, o/ and /u/. Because it is crucial
for L2 learners to speak without L1 accent in order to get an accurate pronunciation, it is
necessary to establish if there is a strong correlation between phonetic awareness and the

production of a native-like pronunciation.
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2.6.1 The importance of phonetics

Any language can be written or recorded mechanically by computers or other
electronic devices, however speech remains human encodes because only humans
broadcast the language. Humans appear to have specialized neural mechanisms for the
perception of speech sounds, in this context, Phonetics is the branch of linguistics that

studies the inventory and structure of the sounds of speech (Dobrovolsky, 1997).

Another definition of Phonetics is proposed by Cristal “concerned with the physical
manifestation of language in sound waves and how they are produced, transmitted, and
perceived, and also “provides methods for their description, classification, and
transcription” (2008, p. 363). The different sounds produced by humans are called phones
that come from Greek “phone” which means ‘sound, voice’ or speech sounds. There are a
great many speech sounds, but they do not exist in an infinite number. The class of possible
speech sounds is finite, and a portion of a set of sound inventory can be found in any

human language.

Considering the aforementioned definitions, Phonetics is an important element of
pronunciation for English teachers since it provides a considerable amount of guidance in
deciding the priorities and degrees in teaching of pronunciation. The aim of the
transcription of the sounds of words helps the learners to achieve an accurate pronunciation.
In other words, Phonetics is seminal in the teaching of pronunciation because it provides a
clear idea of “how the sounds are actually produced” (Ball, 2009. p.2). The explicit
instruction of phonetics may help learners to lessen the negative transference of L1 into the
production of L2 sounds as was stated in the study of Fouz-Gonzalez (2019) “This type of
instruction can foster improvement in the learners’ perception and production of aspects
that tend to be fossilized in the interlanguage of advanced learners of English, even after

only three hours of instruction” (p.165).
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Nonetheless, it is important to highlight the data proportioned by Dobrovolsky
(1997) that exist a very wide range of sounds found in human language, (an average of 600
consonants and 200 vowels). The production of any human speech can be done by any one,
whether a child or an adult because all human speakers share similar vocal and perceptual

capabilities.

2.6.2 The phonetic system of a language

In the field of linguistics, phonetics studies the properties of the sound system of a
language as a set of units arranged in an orderly way to replace each other in a given
framework (Vrabel, 2009). It contains two systems, or levels segmental and
suprasegmental, or prosodic, each of which is a specially organized language system with a
certain number of its units. Segmental units are elementary sounds, vowels and consonants,
which form the vocalic and consonantal subsystems (Vrabel, 2009). Prosodic units are
syllables, rhythmic units, and intonation groups, utterances, which form subsystems of

pitch, stress, rhythm, tempo, and pauses.

The sound unit is a medium in which the whole system of language is embodied.
Looking upon that segmental and prosodic units seems to form and differentiate units of
other subsystems of language, the lexical and grammatical units. The modifications of
words and their combination into utterances are the beginning of the sound phenomena.
Considering that the grammatical form of a verb can be changed only also changing the
sounds which compose them. Furthermore, if there is change of the prosodic structure

(intonation) of an utterance then there is a change of the meaning of the utterance.

Because phonetics is a fundamental branch of linguistics, it encompasses the sound

system of the language including segmental phonemes, word stress, syllabic structure and
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intonation, and embodies the expression level. It occupies equal importance with grammar
and lexicology. Phonetics “has two main divisions: on the one hand, phonology, the study
of the sound patterns of the languages, of how a spoken language functions as a ’code”, and
on the other, the study of substance, that carries the code” affirms Vrabel, (2009). It is
necessary to give attention to the role of the linguistic function of phonetic units and how
the vocal mechanism acts in producing oral speech including the material form of the

languages that is substance.

Human speech is the result of a highly complex succession of events. Everything
starts within the brain of the speaker, where the formation of the concepts takes place at a
linguistic level; it is here at this stage where there is another field called a psychological
area. The process begins when the message formed within the brain is transmitted along the
nervous system to the speech organs. The human brain controls the behavior of the
articulating organs which effects in a particular pattern of speech sounds. At this point these
events are called physiological. The third stage may be called physical or acoustic, because,
any communication requires a listener, as well as a speaker, so the last stages are the
reception of the sound waves by the listener’s hearing apparatus, the diffusion of the
spoken message through the nervous system to the brain and the linguistic interpretation of

the information conveyed.

2.7 ENGLISH PHONETICS CHARACTERISTICS

Every language has its own unique phonetic system, where the speech sound is
either a vowel or a consonant. English has unique phonetic characteristics. Its phonetic
system has 44 sounds, which can be divided into two major categories, consonants and

vowels.

In general, the articulation of any consonant sound happens when the air flow is cut
off, either partially or completely, when the sound is produced. In contrast, a vowel sound

is produced when the air flow is unobstructed when the sound is made. In phonetics, vowel
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sounds are the music, or movement, of the language. Due to their articulation
characteristics, sounds are produced in a manner called voiced sounds, in the case of

English all the vowel sounds and consonants /v/m/n/z/ are voiced.

In the action of speaking, articulators transform the sound into intelligible speech.
Depending on their actions, they can be active or passive such that a vocal cord is spread
apart, the air from the lungs passes between them without any impediment, is when
voiceless sounds are produced. There are different forms of articulation of consonants as it

was described in the section of Phonetics*

In consonantal categories there is some restriction of the air flow e.g. :

Anteriors: [p] [b] [m] [f] [v] [6] [8] [t] [d] [n] [s] [2]

Are produced in the front part of the mouth (from the alveolar area forward)

Sibilants: [s] [z] [f1[3] [4] [ds]

These sounds are produced with a lot of friction that causes a hissing sound, which is a

mixture of high-frequency sounds.

For a better understanding of how Phonetics classify the consonant sounds
according to what the mouth is doing when they are produced, (manner of articulation) to
shed light on this field, Haycraft (1978 pag.57,58).

Bi-labial: When the airstream pushes open the closed lips to form a consonant like p in

3

pet’.

Dental: When the airstream pushes past tongue tip, placed against or between the teeth to

form a consonant like th in ‘three’.

Alveolar: When the airstream pushes open a closure between the tongue tip and the teeth
ridge to form consonants like t in ‘time’.
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Palatal: When the airstream filters through between the raised centre of the tongue and the

palate as with y in ‘yet’.

Velar: When the airstream pushes open a closure between the back of the tongue and the

soft palate (or velum) as with k in ‘kick’.

Consonants vary depending on where and how the airstream gets through, the place

of articulation and movement of the tongue, and also whether the voice is used or not.

Voiced Voiceless: These describe whether the voice is used, (i.e. whether the vocal cords

vibrate) as it is in v in ‘vine’.

Plosive: Certain consonants are formed by blocking the air stream and then releasing it
suddenly. e.g. with the back of the tongue as in /k/, /g/, with the tongue tip as in /t/, /d/, or
with the lips as in /p / and /b/.

Affricate: Here, the airstream is blocked and then released slowly, as in /t and voiced

partner /d3/ ‘chain’, ‘Jane’.

Fricative: This describes a sound produced through the friction of the air stream against

partial obstructions in various parts of the mouth, as in s in ‘slim’ or th in ‘three’.

Nasal: This applies to consonants which are formed with the soft palate lowered so that the
air stream passes through the nose: m as in ‘mat’, n as in ‘not’, and /g / as in ‘song’.
Lateral: The only lateral consonant is /l/, as in ‘long’, so-called because the airstream passes

at the side of the tongue.
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Figure 2

Phonetic Symbols for American English Consonants

Manner of Place of Articulation
articulation
Bilabial Labiodental Dental Alveolar Palatal Velar Glottal
stop P t K
voiceless b d g
voiced
fricative f 3] S
voiceless v b} Z
voiced
affricate
voiceless
voiced
nasal m n n
voiced
Liquid I r
voiced
glide W y
voiced

G W —

Note: Adapted from Phonetics the Sounds of Language, by Szczegielniak, (n.d) Retrieved from:
https://scholar.harvard.edu/files/adam/files/phonetics

The consciousness-raising that an English learner must acquire is crucial, specially
when referring to English vowels, because implies more than just naming the five
orthographic vowels (a, e, i,0,u) but identify their phonetic properties, because in the
production of vowel sounds there is no contact of the articulators as in the production of
consonant sounds. A visible factor of vowels is that eleven of them are stressed (Celce-
Murcia, Briton & Goodwing, 1996) and the authors mention that one characteristic of the

remaining three vowels are considered diphthongs.

In phonetics vowel sounds can be distinguished from each other by which part of
the tongue is involved for example: front, central or back). See table below describing the
main manners of articulation of different vowel sounds, keeping in mind that the basic

parameters illustrating the movement of the tongue from high front to a low back position,
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also rounding the lips are the main articulations associated to vowel pronunciation
(Dobrovolsky, 1997).

Figure 3
Tongue Position for English vowels (vowel quadrant)
Front Central Back

Close ]

Close-mid

Open-mid

Open

Where symbols appear in pairs, the one
to the right represents a rounded vowel.

Note: Teaching pronunciation, a Reference for Teachers of English to Speakers of Other Languages
by Celce-Murcia, (1996).

Figure 3 shows the position of tongue and its relation with the oral cavity indicating
the successive opening of the jaw compared to the position of the tongue. The lip position
is described as rounded or spread or neutral, outlining the basic differences between tense
and lax vowels (Celce-Murcia, 1996). Another basic parameter of vowels are their major
divisions; simple vowels and diphthongs. In the transcription diphthongs of English are

considered as vowel glide sequences (Dobrovolsky, 1997).
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The following Figure 4 indicates the classification of diphthongs in centring where
the highest point of the tongue moves quickly to the center of the mouth combining the
vowel schwa /o/ such a beer /ia/. When closing the articulation of this type of diphthong, it
starts with the tongue in a low position and ends up in a high position, either in the palatal
area in front of the mouth or at the back of the mouth in the velar area. Words such as bite,
“say” or “toy” /se1/, /tor/ . As was noticed in the previous chart words with simple vowels
do not end in laxed vowels but sometimes schwa appears /o/ as in the illustration “simple

vowels” or monophthongs section /I/ in “pit” /pat/.

Figure 4

Simple vowels and diphthongs of American English

Simple vowels Diphthongs

pit [1] diphthong

port 1] Closing Centring

pot  [o] ~ |

pat L] V1] V+[u] V+[a]

putt [A] /‘\ /\ — T~
lar]  [er] [21]  [av] [au] [19] [wa] lea] [239]

part [a:] bite say toy now grow beer poor pair oar

Notfe: The colon indicates length.

Note: Phonetics by Tasvulatoba, (2017). Retrieved from: https://www.slideshare.net/tleilas/

phonetics

Another characteristic of diphthongs combining schwa /a/ is that is unstressed, also
is noticeable that the effect of environment and English regionalism affects the

pronunciation of vowel sounds (Celce-Murcia, 1996).

2.8 SPANISH PHONETIC CHARACTERISTICS

Phonetic System's Characteristics
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Spanish has singular phonetic features, its parameters are explained in detail in chart 5,

below:
Figure 5
Spanish Phonetic table
Labio- Alved-
Labial Dental Dental Palatal Velar Glottal
Stops il ) (k]
[b] 4] F3]
Affricates (3]
Fricatives n 4] x)
v) 1s] 151 2] (k)
[b) 1z]
Nasals {m]) [m]) n) (A o}
Laterals U}
Cons;mants (w) iyl
Vibrants Tap (3]
Trilled 3]
Spanish Vowels
Front Central Back
High [i {u)
Mid fe] lo]
Low

Note: Adapted from: Speech development in Spanish and English, Maez, (1985)

Bilinguistics. Retrieved from: https://bilinguistics.com/speech-development-in-spanish.

Vowels

The phonetic inventory includes 5 vowels. In comparison to other languages such as

English or Korean, the system does not include diaphones for the diphthongs. Instead, the

system includes the respective glides or semivowels of the "weak" vowels ([i] and [u])

which allows it to perform the diphthongs when combined with the corresponding vowels.

Figure 6

The “a” Spanish vowel
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Note: Spanish pronunciation: the ultimate guide, by Ness, (2017). Retrieved from:

https://www.mimicmethod.com.

Glides

The Spanish phonetic system contains glide sounds that help to form other diphthongs of

the Spanish. There are 2 types of glides:

The semivowels [I] and [U], used for the falling diphthongs (vowel+glide).
The approximants [j] and [w], used for the raising diphthongs (glide+vowel).
Weak Allophones

Lenition or weakening is a kind of sound change that alters the consonants, making
them “softer” in some way. Lenition occurs especially often intervocalically between
vowels, (Fox, 2006). In this position, lenition can be seen as a type of assimilation of the
consonant to the surrounding vowels, in which features of the consonant that are not

present in the surrounding vowels (e.g. obstruction, voicelessness) are gradually eliminated.

This phenomena affects the pronunciation of Spanish sounds and it is an important
occurrence since the evolution from the Latin, and still continues affecting some
consonants, particularly the voiced plosives /b/, /d/ and /g/. Those ones in intervowel

context are realized as “softer” voiced fricative or approximant allophones.
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Voiced stop —  continuant (fricative) < approximant (spirant)
[b] voiced bilabial plosive  —[f] voiced bilabial fricative <>  [B] bilabial approximant
[d] voiced dental plosive —[0] voiced dental fricative <>  [J] dental approximant
[g] voiced velar plosive —[y] voiced velar fricative < [y-] velar approximant
/n/ is the sound /#/ like in the word “mufieco” /mu’neko/.

Taking this into account, the Spanish phonetic system comprises individual
phonemes for the softer allophones. Another characteristic of plosive sounds is that are

commonly apparent at the beginning of the words, after a nasal consonant like [m] or [n].

Similar situations happen to the English language where aspirated allophones can be
interchanged without alter the overall word meaning, varying only by the degree of stress
and emphasis of the words. The slow speech pattern inclines to the “severer” plosives while

the fast production when speaking tends to favor their “softer” allophones.
Rhotic Consonants

A singular consonant sound of Spanish language is a clear distinction of the rhotics
consonants /r/ alveolar tap similar to the “flapped D” in the American English, the
consonant for this sound is known as “ere” in the Spanish) and /r/ alveolar vibrate (rolling

/r/, known as “erre” in the Spanish).

The alveolar trill and the alveolar tap are in phonemic contrast word-internally
between vowels but are otherwise in complementary distribution. In the Spanish
orthography, for distinct an intervowel alveolar trill the double R (or ‘rr’) notation is used

while a single intervowel “R” always is an alveolar tap.

2.9 SIMILARITIES AND DIFFERENCES BETWEEN SPANISH AND ENGLISH
PHONEMES
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The sound system of both languages differ according to the theory of speech
learning model (SLM) (Fledge, 2005).

Vowels sounds have different articulatory features such as:

Height: It is the vertical position of the tongue with the roof of the mouth or the aperture of

the jaw.

Backness: It refers to the position of the tongue during the articulation, relative to the back

of the mouth.
Roundedness: This term refers to whether the lips are rounded or not.
Tenseness: It is used to describe the opposition of tense vowels.

In the case of Spanish has 5 pure vowels and 5 diphthongs. The length of the vowel
is not significant in distinguishing between words. Their articulatory feature are represented

in the following figure:

Figure 7

Spanish Vowel Position Trapezoid

[i/ Ju/

fe/ fo/

/al

Note: Adapted from Vowels of Spanish, Social Science Libre text (2019). Retrieved from:

https://socialsci.libretexts.org

The Figure 7 illustrates the unique features of Spanish vowel phonemes described
above. In contrast with English, it has 12 pure vowel sounds and 8 diphthongs. Spanish

vowels maintain two dimensions of height and backness. There is a further dimension that

53



54

is useful to understand how languages and dialects differ from one another. This is the
degree of lip rounding that accompanies the vowel. In Spanish /u/ and /o/ are the only
vowels accompanied by significant lip rounding. In the case of /i/ and /e/ the lips take the

opposite position: they are spread.

Additionally, the length of the vowel sound plays an important role in the
pronunciation of the phonemes. It is not surprising, therefore, that Spanish learners may
have great difficulty in producing or even perceiving the various English vowel sounds.
Specific problems include the failure to distinguish the sounds in words such as ship/sheep
(Coe, N., Swan, M. & Smith, B. et al, 1987).

Producing English consonant sounds is not so problematic for many Spanish
learners, but some of them can be difficult enough, in general they may have problems in

the following aspects:

e Failure to pronounce the end consonant accurately or strongly enough ; e.g. [cart] for
the English word “card* or [brish] for bridge or [thin] for “think”

e Problems with the /v/, /b/ in words such as “vowel” or “vibe”, or “television” because

this phoneme differs from Spanish articulatory patterns.

o Difficulties in sufficiently distinguishing words such as see/she or jeep/sheep/cheap

Spanish is a syllable-timed language, therefore, when Spanish speakers transfer the
intonation patterns of their mother tongue into English, which is a stress-timed language,
the result may sometimes be scarcely comprehensible to native English speakers. This is
because the meaning or information usually conveyed in English by the combination of

stress, pitch and rhythm in a sentence is flattened or evened out by the Spanish learner.

Their length is also always the same, whether they appear at the beginning or end of a
word, between consonants, before a double consonant or anywhere else in the word. For

example, consider the following vowel sounds in the words:

a. agua (water), academia (academy), abanico (fan)
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b. detergente (detergent), especie (species), elemento (element

2.9.1. Similarities in the phonetic system of English and Spanish

The following list collects some consonant sounds that are comparable in both phonetic
systems. Keeping in mind that when a person speaks a foreign language, they tend to
transfer their own phonological system and produce sounds which they have accustomed
from their native tongue (Mott, 2011).

- Spanish consonant sounds

Figure 8

Similar Consonant sounds between English and Spanish

SPANISH ENGLISH

m ey [0/ /d3/

o A oy

/r/ sty [0/ /1) [/

il N/

/Xl N YW
N /z/ /3/

Note: Adapted from Articulation Errors and Second-Language Learners, Bilinguistics
(Prath, sf). Retrieved from: https://bilinguistics.com

The above graphic is helpful to describe some common or similar consonant sounds
between English and Spanish. As result, the English speaker has a lot less to learn in order
to produce all of the sounds of Spanish. Certain sounds are approximant, and some of them
explained below:
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1. /bl - “veh”, if ‘b’ is located at the beginning of a word or after a consonant, it is
pronounced like the letter ‘b’ in English. For all other instances, it is pronounced like a

combination of ‘b’. e.g. “barco”, boat.

2. If/¢/ - “che”, represented by the letter combination and pronounced the same in English

and Spanish e.g. “chocolate”, “child”.

3. /d/ - “deh”, is represented by the letter and pronounced the same in English and
Spanish. Can also sound like the in “the” when it falls between two vowels, e.g. soft /d/

dos, caldo, like in “dog”.

4. [f] - “effe”, represented by the symbol letter this fricative sound is pronounced the same

in English and Spanish. “familia”, “fame”.

5. /g/ - “heh”, represented by the letter /g/. When is pronounced “hard” like in the English

9% ¢

word “get.” “gordo”, “gusto”.

6. /k/ - “kah”, this sound is pronounced like in “kite.”  , in words such as: king “casa”,

“Cuba” que, quince and kilo.

7. NI - “elle”, this consonant sound is pronounced the same in English like in “less”. E.g.

loco, leche, lobo

8. /m/ - “emeh”, is pronounced the same in English and Spanish at the beginning of words

such as mother, e.g. ama, malo

9. In/ - “eneh”, represented by the letter and pronounced the same in English and Spanish.

E.g. no, nothing.

10. /r/ - “ere”, One characteristic of this sound is that when it does not begin a word nor

follow a, then it is pronounced by making an /r/ sound while tapping the roof of your
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mouth with your tongue. The /r/ sound is very similar to the /d/ sound made by the in

9% ¢

“little.” E.g. “Oro”, “para”, “pero”.

11. /sl - “ese”, represented by the letter ‘s’. It is pronounced the same in English and

Spanish like in the word “session”, e.g. “salsa”, and “cinco”.

12. It/ - “I”, represented by the letter and is pronounced the same in English and Spanish.

“telegram”, and “tango”.

2.10 SPANISH AND ENGLISH DIFFERENT CONSONANT PHONEMES

There is a big stock of English phonemes different from Spanish phonemes. These

variations present difficulties for Spanish English speakers if a sound is not shared by two

languages. The types of errors of pronunciation produced or expected by the learners might

be 1) delete 2) distort or 3) replace the sound. Let’s take a look at a few examples:

1.

/vl (vile) — /b/ (bill) in word initial position, because spelling of the letter /vi/ is
pronounced as /b/ in Spanish. Because /v/ doesn’t exist in Spanish. Note that Spanish /f/

is acoustically similar to English /v/ except for voicing

/z/ (zoo) — /s/ (sign), because /z/ doesn’t exist in Spanish and is acoustically similar to
/sl. Note that one allophone of Spanish /s/ is similar to /z/ due is a problematic sound

for Spanish speakers.

[0/ (the) — /d/ (desk). Although /d/ doesn’t exist in Spanish, it is similar to an allophone
of /d/ in Spanish. Based on sound imitation and allophone distribution, Spanish

speakers tend to use /d/ as a substitute for this sound.

/ 0/ (thigh) — /t/ (till). The voiceless counterpart of /6/, /th/, is often substituted using
the voiceless counterpart of /d/, or /t/.

/vl (right) — /rr/ (rey in Spanish) in word initial position. Spanish /r/ has two
allophones: an alveolar flap /r/, and a tongue tip trill /rr/. /rr/ occurs in Spanish at the

beginning of a word.
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6. /sl — /z/. One allophone in some Spanish dialect of /s/ is similar to English /z/.
Moreover, it is common for Spanish speakers to add an /e/ vowel phoneme before the /s/
at the beginning of a word in combinations such /st/ and /sp/, leading to

mispronouncing words that start with /s/,

7. [j/ (you) — /d3/ (judge). One allophone of /j/ In Spanish, the letter /j/ is very common
pronounced the same way English speakers pronounce the letter /y/. but, it is important
to perceive the letter /j/ right, because you might just end up meaning something other
than what you intended. For example, if you mispronounce “joke” using the /y/ sound,
then people might think you are talking about the yellow part of an egg and have a
difficult time understanding what you said /d3/.

8. /d3/ (judge) — /h/ (he), because spelling of the letter /ji/ is pronounced as /h/ in
Spanish.

9. Unaspirated /p/ — (pill), might be pronounced like the Spanish sound /p/. Also the
sound /t/ for the word (till), /k/ (kill) in word initial position, could be problematic due

the difference in pronunciation in L1 (Spanish) phonetic system.

All these consonant phonemes that exist in English but not in Spanish are expected to
be more difficult for Spanish speakers to learn, since there is no acoustic phonetic
knowledge that can provide a good transfer. Besides difficulty, larger pronunciation
variations are also expected. Specifically, these consonants in English have no good
Spanish counterparts: v/, Iz, Ijhl, Ishl, Inl, [8].

2.11 SPANISH AND ENGLISH DIFFERENT VOWEL PHONEMES

The English sound system has a rich vowel inventory, it has approximately fourteen
stressed vowels /1/, /1/, /e/, /e/, l&/, a/, Ial, 3/, lu/, o/, o/, and /a/. And there are three main
diphthongs in American English: /a1/, /av/, and /o1/ (Celce-Murcia, 2011). On the other
hand, Spanish only has 5 vowel sounds as is represented in the vowel chart of figure No7
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Figure 9
Spanish and English Vowels

Vowel Chart

= —

o = "
English and}Spanish

Note: Adapted from Vowel English and Spanish inventory in Bilinguistics. Retrieved from:

https://bilinguistics.com/articulation-errors-second-language-learners/

According to Mott (2011) the articulation of English vowels implies that the
vibration of the vocal folds begins abruptly and dies away slowly. On the contrary, in
Spanish the opposite happens; vocal fold vibration begins gently and stops brusquely if no

further voiced segments follow.

The implication is that there are English vowels, especially those syllable-initial
ones that are preceded by a glottal stop. There are some errors in articulation speakers of a

foreign language do.

2.12 COMMON ERRORS TRANSFERRED WHEN SPANISH SPEAKERS
PRONOUNCE ENGLISH

Pronunciation errors have multiple origins, but one of the most important according

to several linguistics is interference or transfer from the first language. When a native
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Spanish speaker listens to English, the acoustic signal is analyzed and articulated under the
influence of the speaker’s Spanish phonetic system. If a sound results similar to the English
phoneme, this process is a phonetic level transfer. There are situations when the transfer
from mother tongue phonetic realization to the target language’s phonetic realization is
helpful, but in other cases, the usage of mother tongue acoustic phonetics does not result in

a close match to the canonical English phoneme.

This situation is when the production of the new sounds causes understanding
difficulties. For example, there is no sound in Spanish that is similar to the short English
vowel sound /ih/. When learning to pronounce English /ih/, Spanish /iy/ is usually used by
Spanish speakers, spelling English words or writing them from the teacher’s dictation,
Spanish students may make mistakes with the English vowels a, e, i. For instance, the
consonants h, j, r, y may also cause problems, since they have significantly different names
in Spanish. In the following chart (Figure 10) there is a list of the phonemes where Spanish

speakers have the tendency to make mistakes in their oral production.

Again, it is mandatory to know that a foreign language that is physically similar to
that of the native tongue, will not be a problem for the speaker. But what is the case of
English? Its phonetic system is diametrically different from Spanish especially in vowel
sounds. The next section addresses the most common issues of Spanish speakers of

English.
Figure 10
Common English pronunciation errors produced by Spanish speakers
phoneme Word Sound Similar
distortion sound
/1/ “sit” fiz/ “seat”
=/ “ran” /A/ “run”
[o/ “full” fu:/ “fool”
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/a:/ “bought” fav/ “boat”
/au/ “note” /o/ “not”
v/ “vet” b/ “bet”
/o/ “clothe” 0/ “cloth”
/d/ “laid” o/ “lathe”
K/ “come” lo/ “gum”
Ikl “could” Iwi/ “would”
/s/ “rice” 2/ “rise”
/sl “mass” /f/ “mash”
/] “sherry” 7 “cherry”
/f/ “push” /sl “puss”
/nk/ “think” /y/ “thing”
/y/ “thing” /gk/ “think”
silent “survivor” Ir/ “Sir Ivor”
1jl “yam” /d3/ “Yan”

Note: Adapted from Common mistakes by language background. Spanish language

background. Retrieved from: http://www.tedpower.co.uk/

The chart shows that Spanish speakers articulate the vowel sound /1/ and how it is
changed by the /i:/ because the short vowel /I/ does not exist in Spanish, therefore learners
struggle trying to produce it assertively. Mott (2011) affirms that even if a second language
speaker “perceive some kind of difference, they will probably reproduce both of these
phonemes with a variety of their native Spanish phoneme /i/”. Similar situations happen

with the vowel sound /&/, where Spanish speakers automatically distort it into “ran

replacing into /A/ “run” vowel sound.

2.12.1 DELETION OR OMISSION

This error occurs when a sound is left out, because it is too hard to pronounce. The
omission of consonants, vowels or diphthong phonemes by second language learners of
English is one of the most salient speech errors produced by the students of English as

second language. (Flege, Murray & Skelton, 1992).

E.g. “Don’t” becomes “Don”
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Reason: No final /t/ because this final cluster is not found in Spanish phonetic system.
lov/

This vowel is classified as a diphthong. This means that the learners have to

produce two sounds at the same time, a vowel /o/ and a consonant /w/.

Spanish speakers only pronounce the vowel and leave the consonant out. Their lips do not
form a tight circle at the end of the sound as they should. Example: wrote; old; boat; coat;

mode; road; showed.

m/

It is necessary to recall that consonant /m/ is produced by closing the lips and

pushing air through the nose at the same time.

Spanish speakers have no problem pronouncing this consonant sound when it’s in
the beginning of the word as in “master” or mother” but when this sound occurs in the end
of the word, they fail to close their lips. Instead, they only raise their tongue tip up towards

the gum producing /n/, example: “cream” /crean/ .

Another big issue in pronunciation is when Spanish learners have to pronounce [th]
after /m/ as this requires sticking the tip between the teeth immediately after closing the lips

2 13

for /m/. Example: “Dream” ; “rhyme” ; “William; “some”; “rhythm” .
led/=/d/

The final sound /ed/ when is at the end of the past tense of regular verbs could be
problematic for Spanish speakers, because they are habituated to pronouncing letters as
they are spelled. However, in English letters can have multiple sounds, and those phonemes
can be created in multiple ways (Mott, 2011). For example the past tense of “call” is

spelled “called”, and is pronounced /kold/ however Spanish pronounce “kolk” .
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Final /s/

This allophone might be a problem because the combination of this fricative /s/
phoneme does not exist in Spanish sound inventory after an unvoiced or quiet consonant.
This sound is pronounced as a /s/ in words such as: hats, tops, works, laughs, what’s,

moths.

2.12.2 DISTORTION

This type of error of pronunciation occurs when the sound is not left out or
substituted but it does not sound native-like. The subcategory of speech pattern of
distortion occurs when the sound produced by the speaker is not left out or is substituted
but does not sound accurate in English. Based on the data from Mott (2011), the Spanish

speakers present this sort of mistake in the following phonemes:

Vowel /a:/

The vowel /a:/ is also either replaced with /3/ or /a/ partially due to the learners’
confusion with spelling. Spanish learners usually like to chop this vowel sound or shorten

them considerably.

In general, Spanish learners fail to stretching long vowels for a better production of the

English sounds, e.g. “Robot” /roubat/; caught /cat/ ; call /kal/; stop /stap/; etc.
ler/ & /av/

Both of these vowels are diphthongs, because neither exist in Spanish vowel sound stock
and English learners might struggle to articulate them assertively. It is hard to perform

when the vowel occurs between two consonants such as “name” or “wide”.

These vowel sounds could be extremely difficult for Spanish speakers as it is for most
English learners. E.g./er/: Name; date; wait; train; great; same; wage etc. /ai/: right; fight;
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2.12.3 PHONOLOGICAL AWARENESS (SUBSTITUTION)

The definition of Phonological awareness involves varied degrees of consciousness
(Irnanda, 2018) in which the speaker develops awareness of linguistic dimensional skills,
such as syllables or phonemes. This issue of articulation when pronouncing might happen

when the learner substitutes one sound into another. Examples:

This /01s/ becomes /dis/ Rationale: There is not /6/ sound in Spanish, so the brain of

the speaker chooses the most similar sound from the first language.
The schwa sound /5/

According to the website Eslan.com (English Speak like a native), English learners
“have the tendency to substitute the schwa sound (as in the case of most vowels) for
another vowel based on spelling”. Spanish learners pronounce the English letters as in

Spanish phonetic system.

Unlike English, Spanish letters are written according to their pronunciation, so the
learners find it not problematic, the spelling and sound of the language. Since, in spoken
English, the schwa /d/ sound is the most common vowel phoneme in English,

mispronouncing it has a severe effect on the learners’ intelligibility.

For example in words such as “available”, the first two schwa sounds are
represented by letter [a], which is normally pronounced as vowel /a/ or /a:/ in Spanish. E.g.
Responsible /ri'spansabal/; Personality /parse’'nzelrti/; Vegetables /vedstebalz/; stationary

[ste1fo neril.
Vowel substitute vowel /a/ for /a/ or /a:/.

These two vowel sounds could be problematic for Spanish speakers when learning
English, because they might produce /&/ as /e/ which is shorter and more relaxed sound
(Flege, 1991).

Though /e&e/ is categorized as a short vowel, it sounds slightly longer than the

Spanish vowel /e/ especially before the voiced consonants /b/ and /d/ as the jaw opens

64



65

wider and the tongue drops lower inside the mouth. E.g. “and” [een], “have” hesev] and

“natural” [neetfisl].

Vowels /i/ and /1/.

Spanish learners have the tendency to confuse the vowels /i/ and /1/, because both do
not exist in the Spanish phonetic system (Flege, 1991). Usually both vowels are
pronounced as a short Spanish letter /i/, which somewhat sounds similar to the Australian
vowel /1/. The learners perceive the sound according to Spanish sounds, so they produce
this sound when they see the letter [i] regardless of the differences in the target language.

E.g. /i/: Need; read; treat; believe; meat; wheel; receipt etc./t/: [Knit]; [rid]; [tit];.

Vowels /u:/ and /o/

Similar situations to the case of /i/ and /1/, Spanish learners confuse the vowels /u/
and /u/ and have great difficulty when they need to identify and produce the long vowel /u:/

due it requires retracting the tongue backwards high inside the mouth.

What learners do automatically when they see the letter [u] is produced a tense /u/
however, it is a lax vowel in English, a sound that is somewhat unusual in the native
English inventory. E.g. /u:/ for example in words such as: Room; tooth /tué/; food; mood;

rude; wooed etc./v/: book /buk/; put /put/.
Consonants /z/ and /s/

One of the most frequent errors for Spanish learners is voicing and devoicing to
consonant. Quite a significant problem for them is to distinguish /z/ + vowel as in “zero”
which is pronounced as /si:rou/ but also /s/ + consonant as in “sleep”, which is sometimes
pronounced as /zli:p/. This example remains the difficulty for the learners to determine
when listening and producing the voice on the final [s] in words such as “please”. Voicing
and devoicing consonants is an issue that does not only affect /s/, it also affects /f/ and v/,

as in “of” /av/. Moreover, the above consonants are also omitted from word endings
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depending on what comes after them. E.qg. /z/: please /pliz/; is /1z/; rise /raiz/; hazard

/heezard/ ; hazel /he1zal/.

Another example of common distortions in the production of English by learners
are: /f/ and /v/: as in “five” could be mispronounced “fife” /k/ and /g/: as in “log” and
“lock”. /t[/ and /d3/ especially at word endings: “bridge” /bridz/ could be pronounced
wrongly as “breach” /britf/, /l/ and /3/: usually '/juzewali/ could lead to “ushully”, and

phoneme /6/ and /d/ in words as “with” might be mispronounced as “width” /w1d6/.

2.12.4 ADDITION

Beginning /s/
Spaghetti becomes Espaghetti  Reason: There is not initial /s/ cluster sound in Spanish.

The speaker adds the vowel /e/ sound at the beginning of the word, e.g. “student”,
“study”. In Spanish these consonant clusters beginning with the letter “S” do not exist.

2 ¢¢

, so we get words like “estop”, “estreet”,

¢ 9
S

Spanish speakers will often say “es” instead of
or “estart”. Therefore, the learner needs to practice words starting with the fricative

consonant sound “s” in English.

2.13 TEACHING PHONETICS

Phonetics is among the most experimental linguistic subjects. The field of study of
phonetics uses different branches such as articulatory, acoustic and perceptual; On the other
hand, the applicability of phonetic knowledge in the theoretical and experimental areas of
our everyday life is obviously a fact and that presence places the phonetics in a prominent
place in teaching and learning language process. The didactic considerations of applying
phonetics enables the correction of sound production and pronunciation of the language

itself, speech therapy and the rehabilitation of speech disorders (Planas, 2007).
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The interest in teaching phonetics and its relation with pedagogical issues currently
has increased the demand of second language teachers well trained in the field of teaching
pronunciation. Following this interest, it is suggested to give importance on practical
phonetic skills such as discrimination production, or transcription. Phonetics provides help
when it is not easy for adults to distinguish or look for acoustic categories that exist in our
language and unintentionally, they do not pay attention to distinctions that are part of the
target language, as it was demonstrated with the experiments of the so-called categorical
perception (Plana, 2007). However, children are more sensitive to multiple phonic

differences, but this capacity disappears as they consolidate their own first language.

Additionally, phonetics sheds light related to pronunciation variation when each
word is pronounced with a fixed string of phones, which pronounces the same in all
contexts and by all speakers, this area of linguistics explores the knowledge on speech
recognition and speech synthesis tasks. Unfortunately, the realization of words and phones
varies massively depending on many factors. How can we model and predict this extensive
variation? One useful tool is the assumption that what is mentally represented in the

speaker’s mind are abstract categories.

2.14 ENGLISH TEACHING PROGRAM

The Universidad Pedagodgica Nacional Francisco Morazan of Honduras is a
national institution that governs the training of teachers at the level of higher education, that
currently offers a wide range of specialty teaching programs, whose purpose is to train

teachers who will contribute to the development and quality of education in the country.

Among these programs is the field of teaching English in the undergraduate degree.
It emerged in response to the high level of empiricism among teachers who taught English
language in the national education system around 1980. Added to this situation was a high
percentage of English-speaking tourists and business flow into the country, which forced

UPNFM to use the teaching of English in its national education system. Regarding this
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context, the National Pedagogical University Francisco Morazan had the vision that this
English Teaching Program was reoriented to respond to the demand of society (UPNFM,
2008).

Through the implementation of the new curricular proposal, the English program
will provide each student with the knowledge and tools that will allow him or her to
understand his/her present, own social reality, and know himself more and be able to act
autonomously and responsible in his daily life. The learner will be motivated to carry out
activities related not only to the cognitive (traditional thematic content), but also to the
logical and mathematical (schematic or graphic representations), physical (dramatizations).
Additionally the visual-spatial (creation of collages), interpersonal (group activities) which
imply listening learning experiences, would help the learner to show respect and
understanding each other), including intrapersonal (exercises of reflection on themselves)

and naturalistic activities that lead to a reflection on the environment and nature.

All this will be addressed through transversal axes. It is expected that in connection
with the acquisition and mastery of English, the student will develop critical and reflective
skills on how to approach the teaching of English within a monolingual, bilingual and

multicultural culture, as is the case of Honduras.

2.14.1 UPNFM Model of Teaching: Competency Based Education

The new globalized times of this twenty-first century, make it imperative that
educational institutions aspire to higher quality in higher education. This is the key to
governmental and private institutions in achieving competitiveness and individual success.
Subsequently, public policymakers, students and business leaders all express a sense of
urgency with regard to college policy and practice. This is reflected in the concern over

college graduate skills and labor-market demand.
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At this point, it is necessary to know the definition of “model of education” which is
a synthesis of different theories and philosophical approaches that support the studies
program. The models are proposals that explain in an explicit form how the teaching
learning-learning process will be developed. The elements of this particular model
influences are basically the competencies that the students are going to develop self-

conscious about the type of person or professional to be formed.

The challenges that characterize the nature of societies currently emphasize to
acquire the elemental abilities so survive in everyday life, hence in the present century the
increasing changes requires an education model that develops the capacities of the
individuals not just a mechanized instruction. The persons formed by the new instructive
approach should be autonomous so they take in the tasks from an innovative view to solve
them and go beyond the boundaries of student certification. This autonomy could give

insight into how and when to use such competencies.

In talking about capacities, this implies that the learners can use their knowledge in
different contexts and develop learning capacities along their life. Even if the knowledge is
no longer useful or practical, they must be able to adapt to the changes and solve the
problems as an integral aspect of their personality. Students should be able to learn at a
variable pace and are supported in their learning. Spady (1978 p.17) mentions that “these
capacities represent the essential building blocks of foundation on which competencies rest.
Some of these are quite apparent and measurable; others are extremely subtle or even
invisible to many people”. Thus, teachers, stakeholders and authorities must work together
in order to integrate into the curricula different strategies and pedagogical activities so the

learners can become a competent professional.

Consequently, this path of educational theory has influence in teaching-learning and

assessment methodology. There is another model where the role performed by the teachers
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and students is focused on the reflection and the construction of knowledge based on the

principles of constructivism.

It considers the model of Education adopted by the UPNFM (Modelo Educativo de
la UPNFM, 2014) and is based on competency because currently the demands of the
changing societies require creative, proactive and flexible people. In addition, the new
professionals should promote the culture of productivity, and leadership among their field
of work. Meaning, educationally they should insert in their community with responsibility
and moral values. It is a model centered in meaningful and autonomous learning where the
student is responsible for their own learning, guided by the teacher as a tutor of the

knowledge construction processes, which is related to the contents covered in the subjects.

The foundations of competency-based approaches are grounded on constructivism
which integrates current competency approaches. In the words of Serrano (2003) it was
initiated in France; it was formed from the nineties and has had wide circulation in
Australia, providing great value to formal education and context. This model integrates the
contributions of the various schools (functionalist and behaviorist): incorporating the
complexity in the combination of knowledge, skills and abilities that come into play in
performance; therefore, considers the tasks performed, and attributes that enable a

successful performance in different work contexts.

Effective learning resources are available any time and are reusable, according to
Block (1978 as cited by Spady, 1978 p. 16) He pointed out that competencies mean “to
both succeeding in existing structures and having the ability to create new roles for oneself
in response to changing social conditions”. Hence, under a skill based approach, the aim is
to provide comprehensive training to the person as a citizen of a country and the world,
through new approaches as meaningful learning. In this sense the competencies are not

reduced to simple professional performance, not a single appropriation of knowledge to
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know-how, but involves a whole set of skills that are developed through processes that lead
to the person to be competent in multiple areas: cognitive, social, cultural, emotional,

values and professionals.

2.14.2 Pedagogical and philosophical foundation of the teaching of English Program

The transformations of the educational system through the new policies are
demanding important advances according to international standards. Based on the National
Constitution “Titulo 11l de las Declaraciones, Derechos y Garantias, Capitulo VIII, de la
Educacion y Cultura, the Article 151 declares that it is a function of the Honduran
Constitution that promotes and guarantee the education, diffusion the culture without any
discrimination, laic and based on democracy principles. In this line, the Art. 162. points
out the teaching profession has a human and social function determined by the moral and
scientific responsibilities. Following this argument, Article.163 declares that it is an
exclusive obligation of the government the teaching formation, promoting for educators
foundations of management, organization, teach or supervise the educational field and

holds the educational profession.

2.14.3 Pedagogic basis of the English teaching Program.

The pedagogic vision of the UPNFM as teacher Trainer College (Curriculum of
English Teaching Program, UPNFM, 2008) is to enhance the students’ potentials to
develop and strengthen their abilities and knowledge, learning to be critical and proactive
professionals that can provide solutions to the multiple educational and social problems. In
this educational model, the pedagogic structure has been adapted from constructivism
because it is a theory that attempts to explain the nature of human knowledge. It assumes
prior knowledge is fundamental to the creation of new knowledge and learning is
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essentially active so in order for a person to learn something new, he/she must incorporate

previous experiences in his/her own mental structures.

From this psychological conception, the teacher of UPNFM, must give his/her
prominent role to foster the student-centered education, promoting the learning from
experiences, knowledge and interests of learners, enabling new forms of relationship with
himself/herself, with the environment, in a process of reflection - action and where both the
individual and the social context are transformed.

In this sense, orientation and development of teaching and learning processes are
based on learning strategies, teaching and assessment supported in the constructivist
teaching method. Trans-disciplinary methods in which scientific criteria are applied and
the nature of previous cognitive conditions, along with the human and professional nature
including learning theories, psychological and philosophical approaches consistent with the
vision and mission of the UPNFM. In the same disposition, when the interdisciplinary
approach is implemented, the boundaries are eliminated of work and the constraints of

traditional knowledge disciplines towards the organization of cores or blocks of contents.

The relationship between theory-practice in teacher training within the curricular
competency model, it must be characterized by a dialectical relationship and should discuss
and get feedback in an atmosphere of mutual indissoluble and developed collaboration.
Social bonding in teacher training, involves the insertion of the university in society, to
promote the creation of spaces for the construction of new knowledge and to strengthen the
social function of the university. This is achieved through communication and ongoing
interaction with communities. The established extension must come from the curriculum

and its implementation should be complemented by research and teaching.
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CHAPTER 3

3.1 RESEARCH METHODOLOGY
TYPE OF STUDY

Taking into account that qualitative methods mainly have as goals the “use of a
theoretical lens, and the study of research problems inquiring into the meaning individuals
or groups ascribe to a social or human problem” (Creswell, 2007, p. 37). This research is a
qualitative study since it describes in depth what English phonemes are affected by Spanish
sounds in listening and speech production in students of the undergraduate English

Teaching Program at the UPNFM campus, Santa Rosa de Copan.

Another element of this qualitative study is gaining insight and discovering the
depth, richness, and complexity of the situation (Guba, & Lincoln, 1998) of a particular
interlanguage context in this western region of Honduras. Thus, this study explores the
intricate elements of learners of English when producing in an intelligible way the sound
system patterns of this language, as Latorre (1996) explains qualitative studies contribute to
the “..understanding of the complex world of human experience: how people live,
experience, interpret and construct the meanings of the social world, and how they are

integrated into the culture, language and actions”, (p.197).

3.2 METHOD OF STUDY

The primary purpose of this study is to describe the reality and relationship with the
particular phonetic and phonological characteristics of the students from the undergraduate
English Program that are affected by Spanish sounds in their English listening and speech
production. This is in accordance with intrinsic case studies research exposed by Stake
(1995) “...such vivid experiences related to language is a unique understanding that are

properly studied by research case approaches” (p.16).
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Describing language interference phenomenon, Spanish L1 affects the phonological
awareness on English students. It is also a characteristic that is associated to case studies
(Yin, 2008) exposing evidence of the effects in their communicative competencies. Our
purpose is to make a reflexive appropriation of that significant experience. Moreover, this
research describes in depth the unique and complex situation related to the phonological
production of English phonemes experienced by a group of students that are studying
English at UPNFM at Santa Rosa de Copan Campus. The aspects mentioned above are

congruent with the purposes of this research method (Stake, 1995).

Conventionally, case studies allow a way of reaching true meaning through
penetrating deeper into reality, (Yin, 2008), as we do in this context related to the phonetic
situation. It was necessary to undertake the steps arising from the established procedures,
considering that the results of this study have not the intention to be generalized (Maikut &
Morehouse, 1994).

3.3 CONTEXT OF THE STUDY

A study of the transfer of Spanish sounds onto English phonemes in students of
English was conducted at the Universidad Pedag6gica Nacional Francisco Morazan, Santa
Rosa de Copan campus. This teaching university is in charge of teachers” training. The
regional UPNFM opened its educational services in 1986, starting with the modality of
distance program (Centro Universitario de Educacion a Distancia CUED). Currently, this
university campus offers a wide selection of programs intended to train teachers in different
fields of knowledge.

The undergraduate English Program started in Santa Rosa de Copéan in 2014 in the
on-campus modality aimed to provide an advanced level of English. It is also combined
with theories and methods to teach a second language including innovative pedagogic
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strategies to strengthen the professional competences of the graduates of the UPNFM.

Many students are well motivated through the use of these teaching techniques.

The study took place between the third quarter of 2018 and the first quarter of 2019.
It started in September of 2018 and lasted around 6 months just for the data collection. It is
important to mention that this research may provide the bases for future research projects
related to this important component of foreign language acquisition process in the context

of Spanish speakers of the western region of Honduras.

3.4 SUBJECTS AND PARTICIPANTS

The subjects who participated in this study were chosen from the group of students
of the advanced levels of the undergraduate English Program. In order to selected for the

study, the participants must comply with the following criteria:

1. The participants would be in the advanced cohort because it is obvious they have

already achieved a high level in English.

2. The subjects should have taken the phonetics and phonology courses, so that they were

conscious about the existence of the different English phoneme’s patterns.

Besides the criteria mentioned above, the participants were invited to be part of the
study voluntarily. According to the criteria of case studies, this investigation study was

conducted with 10 advanced students of the undergraduate English Teaching Program.

Their academic background is diverse as well, and three of them are elementary school
teachers with previous teaching skills and the rest are not related to the teaching field. Most
of the participants came from the rural area of the Departments of Lempira, Copan, and

Ocotepeque and the border with El Salvador.

A unique characteristic of all the participants is that they were part of the most
advanced cohort registered in the English Program at UPNFM. Additionally, they had

already taken courses such as linguistics, phonetics, and phonology.
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3.5 ETHICS OF THE STUDY

The information collected by means of the different instruments during the study
was used exclusively for the research purposes and was not disclosed without the

authorization of the participants.

3.6 RESEARCH INSTRUMENTS AND TECHNIQUES

This section of the research provides a detailed description of the instruments used
to collect the data and how they were created to accomplish the objectives established for
the study. The design of the instruments followed the criteria for case studies methodology,

to match the proposed theoretical categories in order to obtain effective results.

A panel of experts collaborated in the process of validation of the design of the
rubrics for the video and interviews. These instruments were created by the researcher in
May of 2018. They were validated using the expert judgement and tested with a group of
15 students by the month of June of the same year. Changes and adaptations were made
after the test and gave the rubrics the final format. Validation process ended in November,
2018.

Documental Analysis

The application of documental analysis as methodological strategy for qualitative
research data source in qualitative is targeted because it requires the examination and
interpretation of books, brochures, diaries, journals and videos in order to elicit meaning
with the purpose to develop empirical meaning (Bowen, 2009). Within this broad it was
appropriate to use interviews, the video recordings used were specifically recorded while
students read a selected text. Furthermore, video recordings were selected, because they

suit the needs of case studies design as is mentioned by Stake (1996). Video allows
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recording the exact words expressed by the participant to detect with image and sounds the

unique characteristics of phonetics articulation of each individual (Flege, 1995).

For the purpose of this study, the main instrument was the video, for the processing
of the video we used Prism, a video software. The researcher recorded the participants
while they read the text designed by Celce-Murcia, Brinton, and Goodwin, (1996), in order
to assess speaking skills and phonological transfer when producing English sounds. This
research instrument had many benefits as opposed to traditional observations, because it
captured much of the data allowing a retrospective and in depth analysis, compared to the

use of old-style research tools.

The researcher designed a set of rubrics to analyze the videos. This complementary
tool allowed to identify the elements collected during the reading sessions. These rubrics
contain a textual transcription of the reading text; additionally, the expert, a native speaker,
transcribed the phonetic production of the participants. Once all transcribed, we analyzed
them using the categorization defined in the study trying to record the unique pronunciation

errors.

This tool facilitated assessing a student's reading and speaking performance by
systematically evaluating their oral reading and pronunciation competencies, (Ross, 2004).
We compared the results of the rubric to the IPA (International Phonetic Alphabet),
gathering participant’s articulation of a wide variety of English sounds and the respective

pronunciation made by the participants.

Interviews:

To accomplish the objectives of this study, we administered an interview assisted
with open ended questions guide. By this means, we collected information to study the

phonological awareness of English phonemes. The interviews were conducted along with
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the videos to facilitate the constant comparison between the student pronunciation and
phonetic articulation of the texts used for this purpose (Yin, 1994). The interview was

conducted addressing the knowledge of phonetics.

3.7 ORGANIZATION OF THE DATA

Matrices

The information from the instruments prepared to collect data from the students is
written down and organized in matrices (LeCompte, 1990) according to each category and
their subcategories making a comparison and analysis in order to reach the objectives of the

study.

According to the researchers Leech & Onwuegbuzie, (2007) Comparison and
Contrast using codes is a technique that works by identifying the themes, “arguments, or
assertions developed from the codes [which] are accurately describing their statements™ (p.
565). In this triangulation procedure, the expert native speaker could identify the most
common Spanish phonemes that affect the oral production of English phonemes and fulfill
the second specific objective of this research. To analyze the data from the video recording
followed a process of making a comparison and contrast of the students' pronunciation to
the accurate pronunciation using a rubric from the IPA (International Phonetic Alphabet) of
the written text. This method of phonetic articulation analysis was performed with the aid

of a native speaker expert who listened to the audio component of the footage.

Coding

Coding is a way of indexing or categorizing the text in order to establish a
framework of thematic ideas about it Gibbs (2007). In this study, the researcher codified the
data according to the main categories expressed in the objectives of the study. The
information from the interview was organized and classified in codes within matrices,

doing a triangulation through a constant comparison with the data of the video recordings.
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Categories

The broad categories of the present study are described below to facilitate the
analysis of the English linguistic patterns produced by the students of the English Program
from the UPNFM campus Santa Rosa:

e Phonetic discrimination

e Phonetic contrast

e Student’s phonemes production

e Consonant phonemes symbols (IPA)

e Vowel phonemes symbols (IPA)

e Speech sounds symbols of

e Spanish (IPA)

e Phonetic knowledge

These elements were used to classify some common pronunciation errors done by

the students, and they were displayed using the IPA transcription in each column of the
matrix. Their IPA knowledge in the interview was revealed and connected to their accurate

pronunciation in the reading record.

CATEGORIES OF ANALYSIS

This table 1 helped to organize the categories and sub categories to collect the data
and results found in the study. This table helped the analysis of the findings between the
different elements of the oral productions of the students and their pronunciation and how

the transfer of Spanish phonemes occurs when they produce English phonemes.
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CATEGORIES OF ANALYSIS

80

THEME CATEGORY SUB-CATEGORIES | INSTRUMENTS
PHONOLOGICAL | Phonetic discrimination | English phonemes Video
AWARENESS . o Reading text
Phonetic contrast -Substitution Rubric
STUDENTS’ Student’s phonemes -Deletion Reading text
PHONOLOGICAL | production -Distortion (Celce-Murcia)
TRANSFER -Addition Rubric
. . Video
-Place of articulation
-Manner of articulation
STUDENTS’ Consonant phonemes IPA (International Interview

KNOWLEDGE OF
THE PHONETICS
OF BOTH
LANGUAGES

symbols (IPA)

VVowel phonemes
symbols (IPA)

Speech sounds symbols
of Spanish (IPA)

Phonetic knowledge

Phonetic Alphabet)

Matrices to show the data collected

To analyze the textual information from two instruments, the data was transcribed

from the text of the rubrics and organized into tables, codified according to the categories

and subcategories, providing a reliable procedure comparing each category proposed and

the new ones that could emerge during the process. Each category included is grounded on

the principles and theories of interlanguage and phonetic discrimination.

A matrix is defined as “a set of numbers or terms arranged in rows and columns;

that within which, or within and from which, something originates, takes form, or

develops” (Averill, 2002, p.856). In this qualitative data analysis, a matrix involves the

search for relationships among categories and examining how they are related to particular

theoretical concepts e.g. phonetic patterns, and language acquisition.
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3.8 STRATEGIES OF DATA ANALYSIS

The process of analyzing the data collected was conducted using constant
comparisons and triangulations concentrating specifically on the three main categories:
phonological awareness, students’ phonological transfer and students’ knowledge of the
phonetics of both languages and the subcategories: Substitution, addition deletion,
Distortion, Place of articulation, Manner of articulation Additionally, the important
emergent elements were added to the study and analyzed as due. This organization of the
data facilitated the comparison and contrast between and among participants and

instruments.

Constant Comparisons

Their pronunciation, the phonemes and their manner of articulation were compared
according to the International Pronunciation Alphabet (IPA), also the students’
pronunciation was contrasted along with the chart of phonemes, plus the analysis of a

native speaker.

Triangulations

The researcher analyzed the videos and the interview in order to identify those
English phonemes according to International Phonetic Alphabet (IPA) where students have

difficulties pronouncing assertively.

The information resulted from the interview was compared with the effectiveness
and accurate pronunciation recorded in the rubric created for each participant. During the
comparison, we considered their knowledge in phonetics in association with phonological
awareness skills. This meant that the interviews were conducted to collect data related to
student’s pronunciation and phonetic articulation. At the end of the data collection process,

all of them: the video of the assigned text, participants’ phonetics articulation, and
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interviews about phonetics knowledge were integrated to obtain effective data that is joined

to the purposes of this investigation (Stake, 1995).

CHAPTER 4

ANALYSIS

The organization and analysis of the information gathered from the different
instruments are presented according to the order they were applied to the students. First, the
analysis of the video reading record for overall degree of perceived foreign accent (FA) by
native English-speaking listeners making a transcription of the phonetic production of the

students following phonetics patterns:

4.1 STUDENTS’ PHONOLOGICAL PATTERNS FROM THE VIDEO

The students’ phonological patterns were identified after an exhaustive analysis of
their pronunciation. Therefore, students were asked to read a selection retrieved and
adapted from the text by Celce Murcia (2011) in order to identify issues in students’
pronunciation. The reading recording text was exclusively prepared to provide a playback
that includes the smallest details in pronunciation patterns, accuracy, and understanding.
The text was divided into 19 lines to facilitate the identification of each phonological
pattern per participant. The information collected from the video recordings was accurately
classified along with the objectives of this study considering the acoustic examination to

verify students’ accurate pronunciation in English it was classified according to:

Deletion: Considering that a learner intends to produce a sound that does not exist in
the native language, it could occur that the learner deletes or replaces the sound with
another similar sound from the L1 language repertoire, causing considerable strain for the
listener (Gildersleeve-Neumann, C. , Pefia, E. , Davis, B. & Kester, E., 2009).
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Distortion: This situation happens when the learner could not pronounce assertively,
they attempted to make the sound, but it was misarticulated producing an overlapped,
distorted or added sound which does not belong to English (Preston & Seki, 2011) but are
sounds borrowed from the Spanish phonetic system, or pseudo words that are non-existent
words which bear some resemblance to English.

Substitution or Phonological Awareness: This mispronunciation pattern leads the
learners to constrain the ability to pronounce assertively the sounds of English. The non-
native speakers or English change or substitute one English phoneme into another one,

changing the assertive pronunciation of words (Selinker, 2011).

4.1.2 ANALYSIS OF DELETION ERRORS PRONUNCIATION

Table 2
Interpretation and Analysis of Participant’s common deletion errors

COMMON DELETION ERRORS
WORDS IPA STUDENT'S | AFFECTED PARTICIPANTS
TRANSCRIPTION | PRONUNCIATION | PHONEME

(P)1 (P)2 (P)3 (P)4 (P)5 (P)6 (P)7 (P)8 (P)9 (P)10

recognize /rekag naiz/ [rekanarz] /8/ @ @ o @ o © @ o 0 : ©
Accent aksent aesent /k/ @ o | 0@ e | o CIERC
Just, lot, can't, won't  |/dzast/ [3As] /t/ @ ®© 0 © 0 0 CI )
mastered, hard, /maesterd/,/hard/ |[har], [maestar] fd/ @ 0 o @ | ©

linguistics, /l1n'gwistiks/ |[lzngwistik] Is/ @ O @ 6 o o o

The results for the subjects under the sub category of Deletion errors, in the case of
participant 1, shows that the most salient issue is the omission of the consonant sound /g/ in
the word “recognize” /rekegnarz/, producing a wrong pronunciation such as [rekenaiz].
This sound was also deleted by 8 of the participants in that word. The possible explanation
for this salient omission is that this sound is not very common in the inventory sounds of
Spanish. Another stop ending consonant phoneme /t/ is consistently omitted by participant

1 in words such as “not” and “accent” saying [eesen] instead. This is one of the major
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issues of pronunciation patterns of Participant 2 in words such as “won’t” and “accent”

which were mispronounced as [wowun] and [aeksen].

Undoubtedly this may occur because this phoneme does not exist as an ending
sound in the Spanish phonetic system. This phonetic error was also done by participant 3,
in words “lot”, /lat/ saying [lo], and “can’t” /kaent/. Participants 4 and 5 omitted the final
consonant sound /t/ in the word “just” /d3ast/. In addition, many participants (P1, P2, P6,
P7, P8, P9, P10) deleted the fricative alveolar sound /s/ in words such as “linguistics” and
“accents” saying in its place /lingwisttk/. Similarly, participant 7 mispronounced the word
“address” /eedres/ deleting the final fricative consonant sound /s/, saying [eedre] instead of

[eedres/.

Another pertinent deletion error is in the case of the word “accent” where the
tendency of seven participants who made an elision of the phoneme /k/ /aeksent/. The
explanation for this phonetic issue is maybe due to the rare existence of this consonant
sound in Spanish. It is interesting to observe in the tables that another common deleted
sound is the ending sound /d/ in the words such as “old” and “hard”, where these subjects
did not pronounce this phoneme; this pattern in speech production arises because these
sounds do not exist in Spanish and the end of the words, so students transfer their innate
pronunciation pattern into English phonemes (Gorman & Stubbe, n.d.). It was noticed that
student 2 and participant 3, P4, P6 and P7, did not pronounce the ending /d/ phoneme in the
words /ri'ported/, /hard/ /maesterd/, and some omitted the ending sound /ed/ in the word
[ri'ported/. These two sounds belong to the formation of the English past tense revealing
that this verb tense is still an issue for these participants. The Deletion errors made by these
participants are due to the influence of the Spanish phonetic system as is noted in the table
above because those sounds do not exist in the mother tongue. Therefore, the learners are

unable to produce them if there is not excellent phonetic training.
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4.1.3 UNIQUE DELETION ERRORS PER PARTICIPANT

The unique deletion errors done by the participants are many. The following data

reveals those words that were affected with the deletion of phonemes.

Table 3

Participant 1 unique deletion errors (P1)

Words IPA Student’s L2 affected
Transcription | pronunciation phoneme
Change tflernds [fetn] la3/
Theories Bieriz [tiori] Izl
And aend [and]

(See complete table on annexes section Table 1 p.125)

In the case of Participant 1 (P1) analysis of recording shows that consonants sounds
were affected the most. This table exhibits the particular and unique deleted errors of
subject 1 who did the omission of the fricative consonant sound /dg/, in the word “change”
because this is also a unique sound that belongs exclusively to English intonations. This
participant also omitted complete words during the reading, for example, the word “and.”
However, it is important to mention that vowel phonemes were not omitted by this

participant.

Table 4

Participant 2 unique deletion errors (P2)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme
to tu [AV] (of) Itul
without wiBaut wiaut] /6l
mastered /meesterd/ | mister leel Jord/
another lenndar/ [ndar] lon/
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This table shows the unique sub category of Deletion phonemes of Participant 2.

The audio video revealed that she deleted completely the word “to” and said “of” [av] “of”

instead. In the case of the fricative sound /6/ inside of the word “without”, this student

omitted that sound, saying [wraut]. This student also deleted the vowel sound /ee/,

producing instead the vowel /I/, saying a different word “mister”.

Table 5

Participant 3 unique deletion errors (P3)

Words IPA Student’s L2 affected
Transcription | pronunciation phoneme
Young fian/ [d3A] Ini
recognize /rekegnaiz/ | [rekeneins] lemns/
Noticed /noutest/ [notis] lou/

(See table on annexes section Table 3. p.127)

In the case of Participant 3 (P3) are found in the word “recognize” /rekagnaiz/,

where he made a weird pronunciation saying [rekeneins], changing completely the ending

sound of the word /eins/. Another salient pattern of pronunciation of this participant is that

did not pronounce the middle /k/ sound in the word /accent/ the 6 times the word appears in

the text, generating an erroneous pronunciation of [sesents]. Is interesting to notice another

unique deletion error of this participant in the sound “young”, /jan/ eliminating completely the

sound /n/, which resulted in a wrong [d3A], demonstrating the tendency to transfer the phonetic

system of Spanish into English sound system.

Table 6

Participant 4 unique deletion errors (P4)
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words IPA Student’s L2 affected
Transcription | pronunciation phoneme

learning Nlarnn/ [larn] I/

(See table on annexes section, Table 4. p.128)

The unique and significant results of participant 4 in Deletion errors of
pronunciation patterns is that this student omitted the ending sound /iy/ in the word,
“learning”, /Iarnn/ pronouncing another word [Isrn]. Displaying problems to reproduce
those phonemes that are different from Spanish sound system. However, this student only

made 6 deletion errors in English production.

Table 7

Participant 5 unique deleted errors (P5)

Words IPA Student’s L2 affected
Transcription | pronunciation phoneme

just /dzast/ [d308] IN It/

(See complete table on annexes section, Table 5 p.129)

In the sub category of Deletion errors, participant 5 made few errors of this type.
Participant 5 did show omission of the vowel phoneme /A/ in the word “just”
/[d3os] producing the Spanish vowel /o/ and deleted the ending stop /t/ sound in the same
word. It’s evident that is necessary to keep teaching phonological awareness to the students

due they transfer vowel sounds into English pronunciation.

Table 8

Participant 6 unique deletion errors (P6)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme
learn Narn/ [12:1] In/
linguistics /lingwistiks/ | [lzgwistik] Il
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their [der! [8e1] Irl

will fwill [wi] n

(See table on annexes section Table 6. p.130)

The unique acoustic analysis from the category of Deletion errors for participant 6
brings out another set of phoneme articulation that is frequent among Spanish speaker, as is
noticed in table 8, the deletion of the ending sound /n/, in words such as “learn” was done
exclusively by this student in this word. Additionally this speaker omitted the middle
consonant nasal sound /n/ in the word “linguistics.” It was observed through the acoustic
analysis that this student omitted the rhotic consonant phoneme /t/ in words such as “their”
and “speaker,” producing mispronounced words ([6ex] and [spika]). The sound of verbs in
past tense was also a problem, for example, in the word “reported” the participant omitted
the phoneme for /ad/, indicating a case of lack of knowledge of how to pronounce English
phonemes, however the deletion of the same sound was done by other participant in another

word.

Table 9

Participant 7 unique deletion errors (P7)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme
most /moust/ [most] lul
native /nertiv/ [nartv] let/
influences /influsnsiz/ [znfluansi] Izl

(See the complete table on annexes section, Table 7 p.131)

The acoustic analysis under the category of Deletion errors of phonemes, the table
from participant 7, illustrates that the prominent pronunciation errors are in the vowel
sound /u/ in the word “most” saying [most] which is an Spanish accented English

pronunciation. In addition to this error, this participant changes the vowel sound /e1/ in the
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word “native” /nertiv/ changing into [naitiv]. In the word “influences” this participant

omitted the fricative consonant sound /z/, revealing the necessity of developing awareness

on English pronunciation.

Table 10

Participant 8 unique deletion errors (P8)

words IPA Student's L2 affected
Transcription | pronunciation phoneme
habits /haebats/ [eebat] /nl, Ist

(See table on annexes section Table 8. p.132)

The outcomes in the category of Deletion errors show a detailed analysis of the
audio and videos for participant 8. They revealed one unique deleted error in the
pronunciation of the word ‘“habits” the student omitted the beginning fricative glottal
consonant sound /h/ and the ending sound /s/. These two deleted sounds reveal

interference, since these sounds do not exist in the Spanish phonetic system.

Table 11

Participant 9 unique deletion errors (P9)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme
Identify Jardentsfar/ | [rdentsfa] lal
a /a/ /a/
accurate akjarat [eeku:rat] /i/

(See the complete table on annexes section Table 9. p.133)
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The marks that emerged from the acoustic analysis in the category of Deletion of
the student’s phonological transfer indicate that this student still has the same deletion error
in the pronunciation of the word “accent”, as other participants. The article “a” was omitted
during the reading. The glide /j/ sound also was not pronounced in the word “accurate.”
This is a remarkable problem from this speaker. The deletion of these phonemes hides the
interference of Spanish phonetics, because these sounds are difficult to be produced by

several learners of English as in the case of participant 9.

Table 12

Participant 10 unique deletion errors (P10)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme

influences influensiz [influens] Nzl

(See the complete table on annexes section Table 10, p.134)

The data from participant 10 in the category of Deletion errors mainly reveals that
this participant only did the omission of the phoneme /1z/ in the word “influences.” This
situation may happen because this sound attempts to be confused with the ending sound of
the phoneme /s/.

4.2 DISTORTION AND ADDITION PRONUNCIATION ERRORS

The acoustic analysis under this category emerged when the native speaker listened
while making an exhaustive examination of the videos. The common distortion and added
phonemes are when the students could not pronounce assertively, they attempted to make
the sound, but it was misarticulated producing a distorted or added sound which does not
belong to English but are sounds borrowed from the Spanish phonetic system, or pseudo

words that are non-existent words which bear some resemblance to English.
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Table 13
COMMON ADDITION OR DISTORTION ERRORS

COMMON ADDITION OR DISTORTION ERRORS

WCRDS IPA STUCENT S AFECIED | ADDED PARTIAPANTS
TRANSCRIPTICN | PRCNUNCIATICN |  PHCNEME | PHCNEME
(P}1i(P)2 (P)3 (P)4 (P)5:(F)6 (P)7 (P)8 (P)9:(P)10
Arabic [eerabik/ [arabik] el [) ¢ 9 ¢ @ o0 e o ©
the, that /6i/ [di] 10/ R K ] e @ o @
they /Bel/ [deil] 16 2 e  © e ® @
pronunciation ferenansierfen/  Ipranunsiel [an In e ® 0 @& o ©® 0 @ @
just [ozast/ [ckos] I ® ® o o o ¢ 0o @ L]
native netiv [nativ] lex/ [ LR o @
Spanish spaeni [ [espaeni]] lef ¢ @& © ° @
theories /Bisriz/ [tisriz] /e/ e e @ ? L]
learn [larn/ [ler] IE LIN) L[] | @
notice noutast natast Joo/ ® ] o @
country [kantri/ [kauntri] Juf ® e O
individuals /inda'vidzawalz)inds'vidualz) Jdz/ fow/ e 0 0O 9 e 0 @
accurate a&kjorst [kjurei] Jarat/ e ©: 9
theories /Biariz/ [Bioriz] [o] ® 0
of [Af] [Af] L) @
their /8er/ 5e1r] [1] [ BEBK ] [ ]

In the sub category of Distortion or addition errors, the acoustic analysis made by
the native speaker based on the video record of the 10 participants indicates that the vowel
sound /ze/ was misarticulated in words such as “Arabic” /eerebik/. It is interesting that 9 of
thel0 participants articulated the Spanish vowel sound /a/, instead of the unstressed vowel
sound /a/ producing a distorted articulation of the word represented in the table as
[arebik]. This same vowel sound was affected in the pronunciation of the word “France”
[freens/ mispronounced as [freins] (P3, P4). Another vowel sound that was mispronounced
was the short vowel /A/, found in words such as “pronunciation” /prenansieifen/., The result
proves that 9 of 10 participants could not articulate assertively that vowel, instead they
produced a sort of the Spanish vowel /u/ or /o/ as is described in the phonetic transcription

under the column Student’s pronunciation [prenunsiezfen].
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In the case of the consonant sound /d/ which is found in the word “that”, the” /di/
[di] “they” /0e1/ the speakers said [de1r] ~ /d/. The outstanding distortion error occurs in
the fricative dental consonant phoneme /d/ from the words “they” /6e1/ and “the” /di/.
These were pronounced with a borrowed sound /d/, from Spanish. The same situation was
reproduced with the consonant /6/ from the word “they” /de1/. That consonant was changed

also to the /d/ Spanish consonant sound.

Also the majority of the subjects mispronounced the same vowel sound in the word
“just” /dzast/ where the vowel sound /A/ was distorted into /o/ producing a weird result
[d30s]. This error is due to the difficulties students have in their listening perception and
production of this English vowel phoneme, because these sounds do not exist in the
phonemic system of Spanish. Related to this issue, Helman (2004) mentions that Spanish
vowel system is much simpler than the English one. This difference makes more difficult

for language students to perceive or pronounce new phonemes of a foreign language.

There is also another salient distorted sound pronunciation that has an influence of
Spanish phoneme in the word “their” in which 6 participants changed the dental consonant
10/ into the Spanish phoneme /d/ mispronouncing it as [deir]. This situation is explored by
Flege asserting that Spanish native speakers present perceptual basis (1995). A salient
mispronunciation was found in the word “native”, in which 5 students changed the correct
pronunciation, of the diphthong /er/ /nertiv/ saying different pronunciations such as [nativ]
(P1), (P7), (9), [naztiv] (P10) and (P7), resulting in a wrong pronunciation of that English

sound.

The commonalities of table 13 show another persistent error done by 5 participants:
The addition of phonemes, for example, in those words that begin with the fricative
consonant /s/ such as “Spanish” /speenif/ “the participant added the Spanish vowel /e/
before the consonant /s/. This resulted that words such as “speak” /spik/ were pronounced
as [espik] (P1, P2, P3, P7, P10) “Spanish” [espeenif], and “speakers” /spikorz/ as

[espikerz] leading to a fossilized Spanish sound like speech pattern. Regarding this issue,
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Best and Tyler (2007) have mentioned that speech perception and therefore production of a
language is affected substantially by the phonological inventory of the native language
(L1).

Concerning to the sound /6/ which is found in words such as “theories” /Bisriz/ it
was pronounced by changing the phoneme into the Spanish stop consonant sound /t/ saying
[tieriz], in the case of the word “without” /wr'6aut/ the participants changed into a Spanish
dental sound /d/ [widout] was distorted by 5 participants (P1, P2, P3, P7,P10) . The
common error found in the vowel sound /3/ learn /Iarn/ was that many participants confused
this phoneme with the Spanish vowel /e/ so they said [ler] (P2, P3, P5, P7 and P8). This
issue is explained by Boomershine (2013) suggesting that exist a cross-language speech

perception and this leads to pattern English sounds in a sort of Spanish vowel sound.

Vowel sounds were a common salient pronunciation issue in this sub category,
because some participants mispronounced the vowel sound /A/ in words such as
“country”/kantri/ producing a wrong phoneme transcribed as [KAuntri] adding a new
phoneme that it does not exist in the English pronunciation of that word, the phoneme was
a /u/ a Spanish like vowel sound.

The analysis of table 13 reveals that vowels were a persistent problem for many of
the participants, because in the case of the diphthong sound /ou/ found in the word “notice”
/noutast/ they produced a distorted pronunciation transcribed as [natost] ( P1, P3, P9, P10).
Why did they change it? Selinker mentions that the learner “has thus created a new

construction in his interlanguage English” (2011, p.2).

The acoustic analysis of the video recordings addresses that the affricate consonant

/ds/ which is found in words such as “individuals” /1nde 'vidgawalz/ is not according to the
incorrect pronunciation [tnds'viduslz]. This error was done by most of the participants (P3,
P4, P5, P6, P8, P9, P10) as it is noticed the learners substitute the phoneme /d3/ into  the
Spanish consonant phoneme /d/ and in the case of the word “changed” /feindsd/ the
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participants deleted that consonant sound as it is represented in the transcription [fexnad]
(P8).

Similar characteristics of pronunciation were found with the phoneme /orat/ in the
word “accurate” /aekjerat/ [eekjurei] (P9), (P10) the speakers changed the phonemes into
[ekjereti] (P8), these phonemes do not exist in English, the participants did a cross-
language articulation of those phonemes and are not an assertive pronunciation
(Boomershine, 2013).

Something unique was done by 2 participants in the word “theories” /Bieriz/ in
which they added the vowel phoneme [0] causing a not assertive pronunciation
[Bisoriz] (P5, P6) this vowel sound belongs to the phonological system of Spanish. It is
also interesting that 2 participants changed completely the pronunciation of the word “of”,
because they switched into the fricative labiodental consonant sound /f/ as is described in
the transcription [Af]. This error is due to pronunciation of the consonant in Spanish of the
letter /f/ but in English this word is pronounced /Av/. In the case of the word “their” /der/
some participants added the Spanish vowel sound [1] resulting in a not accurate

pronunciation [dexr].

In conclusion, the results of table 13 shows how difficult is for the native speakers
of Spanish to produce the English sounds accurately. The preservation of foreign accent is
often considered as a phenomenon that persists even after years of L2 use (Park, 2015.
p.23).

4.2.1 UNIQUE DISTORTION AND ADDITION PRONUNCIATION ERRORS

Table 14

Participant 1 unique distortion or addition errors (P1)
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IPA

Student’s

L2 affected
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. L Added
Transcription | pronunciation |  phoneme Phoneme
mastered /maestard/ [maesterid] lerd/
good /gud/ gud] lul
to [tu] [tu]

(See the complete table on annexes section Table 1, p.125)

The results for participant 1 indicate that this subject added the word “to” [tu] that it
was not in the original text. Adding words may indicate that the student still struggles when
reading in English (Grabe, 2009). It is interesting the transfer of sounds that this participant
did when she pronounced the word “good” /gud/ because this subject said [gud] affecting
the articulation of the vowel sound /o/ presenting a feature of articulation as near-close
near-back vowel (Mott, 2011). Considering that Spanish has only 5 vowels sounds, Spanish
speakers may pronounce this vowel /o/ sound as the Spanish vowel /u/. Therefore, the
duration differences of English vowels are an important element of articulation to be
considered when learning English phonetic system (Garita, Gonzales & Perez, 2019).

Table 15

Participant 2 unique distortion or addition errors (P 2)

words IPA Student's L2 affected Added
Transcription | pronunciation phoneme Phoneme
foreign fforen/ [forti] fen/
ear fir/ [hear], il /hf
desire /d1'zarar/ [d1'zai] 181/
sounds /saund/ [saums] fund/
without /wiBaut/ [g1Baut] /w/
issue J1fu/ 1fus [s]
to ftu/ [AV] (of) Inv/
of Inv/ [for] (for) [forl

(See the complete table on annexes section Table 1, p.126)
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As to the results of the acoustic analysis from the video recording of participant 2 in
the subcategory of Distortion and added phonemes in L2 pronunciation, the table indicates
several errors in consonant sounds produced by this student. The native expert highlighted
specially the word “ear”, it was pronounced as the word [hear] adding the phoneme /h/.
Another problematic sound for this participant was found in the word “desire” /d1'zarar/
the subject changed the ending phonemes /zar/ pronouncing an awkward [di'zai]. This may
be because this student does not know how to pronounce it assertively. In the word
“sounds”, the problem with pronunciation was interesting because this participant changed
completely the English pronunciation, producing sounds that do not belong to none of the
phonetic system of both languages e.g. [saums]. In the case of “issue” the student added
the phoneme /s/, [1fus]. Adding phonemes is a case of lacking awareness in pronunciation
as is stated by Celce-Murcia, (2011).

There were unique cases where the student completely changed the pronunciation of
words like in the case “ to” /tu/ which was pronounced as (of) [Av] and the word “of” was
confused with the word “for” [far]. This is the category where this participant made the
major changes in the phonetic articulation of English. These last errors of confusing words

are evidence of reading and pronunciation issues (Kelly, 2007).

Table 16

Participant 3 unique distortion or addition errors (P3)

words IPA Student’s L2 affected Added
Transcription | pronunciation phoneme Phoneme

lot Nat/ flo] lal

lots /lats/ [lots] lal

mastered /maesterord/ | [maesterid] ferd/

recognize /rekagnarz/ | [rekaneins] [a1z]

when /wen/ [gwen] [o]
accent /aeksent/ [eensent] [n]

The table 16 of Distortion and added phonemes for participant 3 exhibits unique

errors patterns, for example: in vowels the most problematic was schwa /a/, from words
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“lot,” she changes in the pronunciation of these words where different results create wrong
sounds like [lo] omitting the phoneme /t/ and changing the vowel sound /a/. The
participant is speaking Spanish vowel sounds to overcome the lack of knowledge of how to
pronounce those phonemes correctly, maybe due her perception of the English sounds

(Flege, 1995).

Changing completely the pronunciation of certain word is another unique problem
for this participant e.g. the word “mastered” and “recognize” were mispronounced as
[meesterzd] and [rekeneins], indicating that this participant displays the characteristic
Spanish transfer because attempts to pronounce following Spanish phonetic system. This is
an example how the influence of Spanish phonetic system is affecting the proper
pronunciation of English (L2) phonemes. Similarly, changing the sound /w/ for Spanish /g/
in the word “when” resulted in [gwen], is an indication of the occurrence of L1 transference

as was demonstrated by Selinker in the Interlingua theory (2011).

Table 17

Participant 4 unique distortion or addition errors (P4)

L2 affected

words IPA Student’s Added
Transcription | pronunciation phoneme Phoneme
children tirldren [frldran] i
theories Bieriz Bioriz laf

The results for participant 4 indicate major issues in production of the vowels /a/, in
“theories” and the consonant phoneme /ff/ in the word “children” /ffildren/ the student
changed those phonemes resulting in the mispronunciation [[1ldran] because the words with
these vowels were changed into a kind of Spanish sounds. These errors in pronunciation
demonstrate that L1 Spanish speakers present difficulties recognizing the slight differences
among English vowel sounds and try to substitute what they hear using a vowel sound in

the range of the 5 Spanish vowel sounds.
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Table 18

Participant 5 unique distortion or addition errors (P5)

words IPA Student’s L2 affected Added
Transcription | pronunciation phoneme Phoneme
ear ir ler] hi
children Mfildren/ [J1ldren] i)

98

The pronunciation issues found on the acoustic analysis of participant 5 confirm the
tendency to substitute vowel sounds of English with Spanish sounds. For example in the
word “ear” /ir/ the vowel /i/ was changed into [er]. Also, this subject substituted the initial
consonant /tf/ into one similar /f/ sound. Probably because this sound is more similar to the
Ich/ sound that exist in the phonetic system of Spanish, which was mentioned in the study
by Morrison in 2006 “Since L1-Spanish listeners already have L1 vowel [consonant]
categories in the spectral dimension, this impedes their ability to form L2 categories on the

basis of the distribution of the spectral properties in the L2 input” (p.14).

Table 19

Participant 6 unique distortion or addition errors (P6)

words IPA Student’s L2 affected Added
Transcription | pronunciation phoneme Phoneme
speaker Ispikar/ [spika] lel

In the sub category of Distortion of added phonemes, the data collected from the
video recording of participant 6, reveals her problems with both consonant and vowel
sounds. This participant distorted the changing the pronunciation of both words completely.
Another interesting thing happened in the word “individuals”, which marks the evidence of

the interference of L1 sounds in the production of L2 phonemes. The rest of the words were
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mispronounced by adding Spanish vowel sounds as is displayed in the chart (Morrison,

2006).

Table 20

Participant 7 unique distortion or addition errors (P7)

words IPA Student’s L2 dft;cted. Added
Transcription | pronunciation phoneme Phoneme

without wiBaut/ [wifout fal

desire /d1'zazar/ dizersr Jal

sound /saund/ [sond] Jau/

an Jan/ [an] /a/

theories /Biariz/ [Bioriz] /a/

when /wen/ [gwen] [a]

The evidence shown in the table 20 for Participant 7 indicates a wide range of errors
in pronunciation of vowels and consonants. It was noticeable that the student changed the
following vowels /a/, in the words “theories” and the word “an” /an/ pronouncing them as
[an] and [Bioriz]. In the case of the diphthong /au/ from the word “without” /wiBaut/ the
vowel phoneme /a/ was changed as [wiBout] and “sound” /saund/ was mispronounced as
[sond]. This pattern is prevalent in the word “desire” /d1'zarar/ where this participant
changed the pronunciation into a wrong [dizezar]. This phenomenon was hypothesized in
past studies such as Boersma & Escudero, (2004) Flege, (1995) & Morrison, (2006), that it
happens due to the spectral vowel sounds of English that are perceived as Spanish vowels
by English L2 learners. All in all, this indicates serious deficiencies in vowel recognition at

the moment of producing English phonemes.

PARTICIPANT 8

Participant 8 displayed different common errors of distortion, but she did not make

particular errors of the addition or distortion category.

99



100

Table 21

Participant 9 unique distortion or addition errors (P9)

words IPA Student’s L2 affected
Transcription | pronunciation phoneme
from fram [for] /fram/
theories Biariz [Georiz] /isa/
exposure |[tkspovzar |[1kspuzar] Jou/
mastered |maestard [maestared /rd/
to [da] Jtu/
does dnaz [dad] /z/
desire /di'zarer/ |[desire] /[zatar/

The acoustic analysis of participant 9, in the sub category of Distortion and added
phonemes reveals constraints in the pronunciations of combination of phoneme sounds in
English, as is indicated in the words: “from*/fram/ because it was changed into [for]. In the
word “theories” /Bieriz/, the phoneme /ia/ was switched into the Spanish vowel sound, /o/
[Beoriz] because this subject read the word in within the Spanish phonological system.

Additionally, there exists the propensity to add the vowel sounds /rd/ to the word
“mastered”, which results in a wrong articulation of the ending /ed/ phoneme. Another
particular distortion occurred with participant 9; she added a word that was not in the
original text, as is highlighted in the table with the word “to” that were articulated
erratically as [da]. It’s relevant to say that many words were pronounced following
Spanish patterns, like in the case of “does,” and “desire” that was read according to the
Spanish phonetic system [desire] as is described in the table above. This empirical
evidence shows that Spanish speakers of English may assimilate the peripheral English

sounds into the range phonetic group of Spanish phonological system (Morrison, 2006).

Table 22

Participant 10 unique distortion or addition errors (P10)
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words IPA Student's L2 aff‘ected ‘ Added
Transcription | pronunciation phoneme Phoneme

can't /kaen/ [ken] lael

mastered /meesterd/ | [maestered] Jard/

the /8if [&ei] lil

why /wat/ [gwar] [a]

a [=] el
exposure /tkspougzer/ | [esporuzer] lel

The outcomes from the acoustic analysis of participant 10 indicate a range of errors
in articulation of the words graphed on the table. The vowel sounds /z/ in the word can't
/keen/ pronouncing instead [ken]. This subject also failed in the pronunciation of the word
“mastered” because the transcription reveals that it was pronounced following the phonetic
system of Spanish [maestered]. In the addition sub category, this student added the
consonant /g/ in its Spanish pronunciation with the word “why” producing a wrong
articulation with Spanish interference [gwai]. Another unique error was the addition of the
phoneme /a/ [a] because this word was not in the assigned text. This poor performance in
pronunciation of English is connected to the results of other similar studies in Venezuela
and Canada where Spanish learners of English have difficulties perceiving and producing
English sounds (Hernandez, Gonzales & Algara, 2011; Morrison, 2006).

4.3. SUBSTITUTED ERRORS OR PHONOLOGICAL AWARENESS

This sub category is considered one of those elemental components applicable for
all language learners because it implies the ability to pronounce assertively the sounds of
English. The following charts expose the data collected related to the category of
phonological awareness as evidence of how these participants changed or substituted one

English phoneme into another one, changing the assertive pronunciation of the words.
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Table 23
COMMON PHONOLOGICAL AWARENESS ERRORS

words IPA Transcription Student’s Affected PARTIQ PANTS
pronunciation phoneme

_______________________________________________ [ (P)1 [(P)2/(P)3|(P)4|(P)5 (P)6|({P)7 (P)8|(P)9 (P)10
o i

you, young /ju/ [dzu] Il e e e |ej® [® @
accent, is /eksent/ aeksen] In/ ® ;

in__ fin/ |l bs] | LA I I e
children /fildran/ [fildran] It[/ ® ®

Analyzing the commonalities within the type of Substitution errors or phonological
awareness, this sub category is important to highlight the changes in sounds a speaker
makes, for example, in the word “young” /jan/ and “your” /jor/ where the majority of the
participants changed the English phoneme /j/ into [d3] resulting in a mispronunciation

[d3An] and [d3or].

The students changed the phoneme /j/ into [d3], because the letter /y/ in Spanish has
an affricate sound so they pronounce as if were a Spanish sound. This is a clear example of
the negative effects of interlingua on learners of English (Selinker, 2011). However, the
letter /y/ (IPA symbol /j/) is a semivowel palatal sound but in Spanish the letter /y/ (IPA
symbol /y/) has an affricate velar sound.

However, there are few similarities in the pronunciation of English sounds that the
participants mispronounced. In the case of the phoneme /n/ was changed by participant 10
in the word “in” was changed completely into [1s], and the same phoneme was affected in
the word “accent” /eeksent/, [eeksen]because it was changed by another similar English

phoneme.

4.3.1 UNIQUE ERRORS OF SUBSTITUTION OR LACK OF PHONOLOGICAL
AWARENESS

Table 24
Participant 1 unique phonological awareness errors
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words IPA Student's L2 affected
Transcription | pronunciation phoneme

noticed Inoutest/ [nataiZ] last/
this [81s/ [is] 1/
is 1z/ [1v] vl
first /f3rst/ [frart] /3/
just /d3Ast/ [3ns] /d3/
accurate /ekjerat/ [[ekwazar] [azar]

103

The Substitution errors or phonological awareness of Participant No.1 indicates the
substituted phonemes that the speaker changed in the word “notice.” The change of the
phoneme /ai/ resulting in a wrong [natazz] and the phoneme in color blue indicates that it
was pronounced incorrectly according to the IPA pronunciation. There is one interesting
situation because this participant completely changed the pronunciation of the word
“accurate” into [ekwarar]. This is a common distorted sound that requires special attention

by the teachers.

The lack of phonological awareness of this participant comes out in the constraint in
pronunciation of the words “is” by changing the ending consonant sound /z/ into /v/
producing a wrong [1v] which may happen because there is a lack of perception of English
sounds, this situation is mentioned by Cutler as a poor “sensitive of phonetic contrast”
(2002, p.3). Similar situation happened with the word “this”, where the speaker 1 changed
the vowel sound /1/ into /i/, this situation is mentioned by Morrison “L1-Spanish listeners
had a greater preference for using vowel duration differences to perceptually distinguish
English /i/ and /i/ (2006 p.38). This result was also replicated by Escudero & Boersma
(2004). The same phenomena happened in the word “first” with the substitution of the

vowel /3/ emerging a non-assertive [frart].
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In conclusion, this participant did several errors of substitution because she still
needs to develop her capacity to discriminate the slight range of variation in the perception
and production of English phonetic system (Park, 2015).

Table 25

Participant 2 unique phonological awareness errors (P2)

words IPA Transcription Student's L2 affected
pronunciation phoneme

another fennder/ [rBer] [rder]
older louldar/ [rGar] [andar]
influences /influensiz/ [lzn fluans] lz/
sound /saovnd/ [son] /nd/ Jau/
system /s1stam/ [s1stan] /m/
applied /eplard/ [a'plais] Nd/
the /8i/ [de] fif
belief /bi'lif/ bi'lis] /f/
their /Ber/ [adars] [der/
French /fraens/ [frent]] /&ns/

The sub category of Phonological awareness of participant 2, exhibited several
phonemes changed in the words from the reading record. One phoneme that is problematic
is in the words “older” and “another” because both words were mispronounced as
[rder] causing a misunderstanding in communication. There were many words where this
participant changed the last or middle sound for example in the word “influences”
/in fluensiz/, the speaker changed the consonant phoneme /z/ into /s/, maybe because this
is the most common ending sound in Spanish for the grapheme /s/, instead of being aware

of the proper pronunciation of the word.

On the other hand, we have the word “accent” where the phoneme /n/ is changed
into [p]. A similar situation happened with the word “sound” where the student substitutes
the /n/ into /n/. Similar substitution happened with the word “system” and its ending sound
/m/ being replaced by [n]. Another example of sound that was transferred is in the word
“the” /8/ being substituted with the sound [d]. The velar nasal /n/ phoneme was replaced by

the Spanish /n/ in the words “system” and “young”. This particular pronunciation is due to
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the influence of Spanish (L1) consonant sounds into English (L2) phonemes. This case
reveals that probably this speaker is not quite well trained in phonological awareness to be

able to produce English phonemes accurately (Park, 2015).

Table 26

Participant 3 unique phonological awareness errors (P3)

. -

words IPA Transcription Student’s L2 affected

pronunciation phoneme
noticed Inoutast/ [notis] [1
learn /lam/ [leer] [ee]
individuals | /Indevidsewalz/ | [1ndeviduwals] [s]
changed /HJeindzd/ [Jerns] [s]

In the data analysis for Phonological awareness belonging to participant 3, it shows
that this student has problems with vowel sound in words such as “noticed”. The participant
changed completely the pronunciation of that word to [nots]. In this word, the student
changed the vowel sound /a/ into the sound /1/ . There was also a significant change in the
word “learn” because the vowel /3/ was changed into the vowel [z]. Another relevant error
of lack of phonological awareness by this participant was the substitution of consonant
sounds like in the word “changed” that was replaced by [[eins] affecting the consonants /f/,
/ds/, and /d/ as is observed in the table. In that word alone, this speaker made three phoneme

changes, emphasizing a poor knowledge of phonetic articulation.

Table 27

Participant 4 unique phonological awareness errors (P4)
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words

IPA Transcription

Student's
pronunciation

L2 affected
phoneme

of

(Av]

ftu/

106

This participant made few substitutions or Phonological awareness on English
sounds, however, substituted the word “of”. In this case, the participant changed the sound
completely into an inexistent word “too” /tu/. This data indicates that this student changed

words completely nor only vowel or consonant sounds as is exhibited in the chart.

PARTICIPANT 5

This participant only made one substitution sounds similar to the rest of the
participants and these ones were described on table 23. This is also an evidence of how
difficult it is for the students to discriminate vowel sounds in English. This is because they

have not developed phonological awareness yet.

Table 28

Participant 6 unique phonological awareness errors (P6)

words IPA Transcription Student’s L2 affected
pronunciation phoneme
individuals | /inde'vidzewslz/ | [tndevidau:slz] Iwi
or for/ [of] Irl
at et/ [eer] Itl

The analysis of pronunciation from participant 6 shows flaws in vowels in one
single word: “individuals”. Another important error in the articulation is the complete
change of the word “or” turning it into [of]. Also this speaker failed when changing the
ending sound /t/ of the word “at” /eet/ resulting in a wrong [eer]. Even though this
participant made very few errors of substitution, still it is proof how difficult it is for

learners of English to be aware of the intricate phonetic system of English.
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Table 29

Participant 7 unique phonological awareness errors (P7)

words IPA Transcription Student’s L2 affected

pronunciation phoneme
several Isevral/ [siveral] lel
native /nettiv/ [nat1v] lex/
system /s1stem/ [s1sten)] Im/

In the sub category of Phonological Awareness, the data shown in the table reveals
that this student’s major issue is in the word “native.” There was a substitution of the vowel
phoneme /e1/ for [a] as is exhibited in the table. The change to vowel sounds continue with
the word “several” where the phoneme /¢/ was substituted with the Spanish vowel phoneme
/il. This participant definitely showed a high transference of L1 (Spanish) in the production
of L2 (English) phonemes.

PARTICIPANT 8

The data from Participant 8 indicates errors of substitution shared with the other
participants particularly with /f/ in the words such as “change” and “changed.” These
consonant phonemes were substituted for the [[] consonant sound. This happens because of
a lack of phonological awareness of the learner. Following this pattern, the student also
changed the beginning sound in the word “you” /j/ into to English the palatal voiced

consonant sound [d3].

PARTICIPANT 9

The most remarkable sound error of this student in the sub category of Phonological
awareness is the substitution of the consonant /j/ with the [d3] in the words “your,” “young”
and “you”. This error of pronunciation reveals that the real cause of this error in

pronunciation is the transfer of Spanish because the sound of the letter “y” is pronounced
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similarly to English the palatal voiced /d3/, which is a consonant sound that it does not exist

in Spanish.

PARTICIPANT 10

In the case of participant 10, the major error of substitution is in the words that
begin with “y” such as in the words “you”, “young” and “your”. As it was explained
before, this error is due to a transfer from L1, Spanish consonant palatal sound /y/ being

substituted by the affricate voiced consonant sound /d3/.

In conclusion, the analysis of the video recordings revealed that the most salient
subcategory was the distortion and addition phonemes, because the majority of the
participant modified an English phoneme or added a phoneme like in the Spanish phoneme
/el before the initial consonant /s/ e.g. Spanish, Speaker. These elements may happen
because the students need to develop phonological awareness because syllable and word
shapes differ markedly between Spanish and English (Gildersleeve-Neumann, C. ; Pefia, E.
Davis, B. & Kester, E., 2009).

4.4 ANALYSIS OF THE INTERVIEW ABOUT PHONETIC KNOWLEDGE

The category of Phonetic knowledge was done through an interview to assess
participants’ phonetic awareness. In each question students had to provide phonetic
transcription of both vowel and consonant in English. The findings revealed in the table
have shown that the participants have low knowledge of how to distinguish the articulation
of English phonemes and they do not understand the importance of the English phonetic
system in assertive pronunciation. This instrument is very valuable because it makes a
connection of the student’s knowledge about phonetics with the video reading records and
the results presented in the charts. These findings highlight the following outcomes

represented on table No.2:
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Table 30

Students Phonetics’ knowledge

Students phonetics' knowledge

Rubric Interview

109

PARTICIPANTS
CATEGORY ITEMINO. P-1 P2 P-3 P-4 P35 P-6 P-7 P-3 P-9 P-10
Phonetic Enovledge 1 C PC C PC C C C I I 1
Consonant Phonetic knowledge 2 PC I I I C I I I I 1
Vowel Phonetic knowledge 3 PC PC pPC PC c PC ¢ C PC 1
Vowel Phonetic knowledge 4 I PC I pPC c I PC I PC 1
Consonant Phonetic knowledge 5 I I PC c c I I c PC 1
Consonant Phonetic knowledge 6 C PC I I PC I C C PC C
Vowel Phonetic knowledge 7 I I c I C I C 1 PC PC
Consonant Phonetic knowledge 8 C C I c PC C C C I PC
Consonant Phonetic knowledge 9 PC C I PC C I C PC PC 1
Phonetic Knowledge 10 c I pC I I I I I I PC
Phonetic Knowledge 11 PC PC < < c c I c c I
Phonetic Knowledge 12 [® C c c c c I c I PC
PK (3,PCLI0 [C1,pCL,n1 [S3.PCL C2,PCL1I1 3.0, 3,11 CL I3 2, Cl, I3 Cl1,PC2,I2
Results in Total CPE |2.P3.1 |z pcap |oopez i |z pc2iz |oapcz |onLponm |3 [opoin [Poaz [c1,ponm
VPEK @, POO,I2 |PCL,T1 C1,11 PC1, 11 c2 2 CL,PCl, |I2 PC2, PCl,. 11
CODES

(TC) Totally Correct

4] Partially Correct

@ Incorrect

The interpretation of this Table reveals the 12 questions and the codes that are

assigned according to their answers. If the participant’s reply is correct, the code (c). If the

answer is partially correct, the code is (PC). But in the case that the participant provided an

incorrect answer the code is (I). Each color facilitates the location of the total of their

anSWEers.

Participant No0.10 has the least knowledge about consonant and vowel transcription

because he only correctly answered 2 out of 12 questions. At the same time this participant

had one of the highest occurrences of errors of pronunciation in the category of Distortion

and Added phonemes in the video recording; he made 19 faults and omitted 12 consonant

phonemes.
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Participant No.9 was also one of the lowest scoring in assertiveness when answering
the questions of the interview because she only gave one correct response. These results are
associated with the outcomes of the video recordings, where this participant exhibited many
occurrences especially in the category of Distortion and Added phonemes (Spanish
interference) with 19 occurrences. This indicates a correlation between low knowledge of

phonetics and problems with pronunciation of English phonemes.

Participant No. 2 also had poor outcomes in the category of phonetics knowledge,
because this student only had four correct answers out the twelve questions. Problems arose
especially in the subcategories of vowel and consonant transcription and describing
elements of phonetics and their correlation to the proper articulation of English phonemes.
These findings are closely correlated to the outcomes of the video recording due to the high
rate of occurrences of errors in all of the three categories. But these faults show up
especially in Distortion and Added phonemes where she presented 25 errors of

pronunciation linked to the interference of L1 Spanish in the production of English (L2).

The ending results for Participant No.3 also revealed a poor level of knowledge of
phonetics because this participant only correctly answered four questions out of twelve
interventions associated with consonant and vowel transcription. Therefore, this speaker
made several errors of pronunciation especially in the areas of Deletion, Distortion, and
Added phonemes with a prevalence of 39 mistakes under these categories according to the
graphics of reading records presented above. This evidence is a corroboration of the

Spanish phonemes influence on the production of English phonemes.

The analysis of the results for Participant No. 6 show a low knowledge of
phonetics and the transcription of both consonant and vowel phonemes. This subject
answered only four questions in the correct way. This has strong effects on her incorrect
pronunciation of the video reading record instrument. Consequently, the mistakes made

were many, especially in the category of Deletion error (see table3 on annex)
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About participant five, four, and eight, these were the participants with the best
performance in phonetics knowledge because they answered more than six questions out of
twelve correctly. Hence, their results in the video reading record were also better because

they made less than ten mistakes in each category.

4.5 MOST FREQUENT L2 PHONEMES AFFECTED BY L1 PHONEMES

The variations of different pronunciation issues produced by the participants reveal that all
of them have a strong prevalence of Spanish sound interference in the production of
English phonemes. The following chart attempts to show the most affected phonemes from

the video recording.

Table 31

Most affected English phonemes

L2 most affected phoneme
vowel | Occurrences | Consonant | Occurrences
lal 22 /k/ 33
IE 15 /t/ 18
InN 14 i/ 18
lel 10 /s/ 12
lel 10 /d/ 11
letl |9 [/ 12
1/ 8 g/ 10
lel 7 /tl/ 8
la/ 6 10/ 8

The statistics on the chart indicate that the participants made more errors in the
production of consonant /k/ with 33 occurrences. This is because this sound appears many
times in the text. This phoneme is located in the middle of the word “accent” /aeksent/ and
most of the students omitted this phoneme in the pronunciation of that word. This has been
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demonstrated in other studies for example, Flege and Davidian (1984, as cited by Fledge,
Munro & Skelton 1992). In this work, they recorded the final stops in minimally paired
English words ending in/b d g/ and /p t k/ that had been spoken by native speakers of
English, Spanish and Taiwanese. It showed that our Spanish speakers also presented
problems pronouncing those sounds that do not exist in the phonetic repertoire sound
system of L1.

In the category of vowel sounds, the most prevalent mispronounced phoneme was
/a/, found in words such as “individual” /inda'vidgewalz/, likewise, the vowel phoneme /ee/

with 15 occurrences, and the consonant phoneme /t/ presents eighteen occurrences.

Another important datum revealed that consonants presented the highest rate of
mispronounced phonemes among the learners of English from the English program. From
the moment of the reading in contrast to the vowel sounds that presented a slight difference

in the rate of mispronounced phonemes.

In this section of the current study, it was analyzed what phonemes were more
affected in L2 (English) by the interference of the L1 (Spanish) phonological system. The
researcher analyzed vowels, consonants, and syllable and word shapes produced by the
participants. The more frequent occurrences of vowels /a/,/&/ and /1/ may happen because
English is more complex in vowel (5 vs. 11) and syllable structure relative to Spanish.
There are fewer consonant phonemes in Spanish (18 vs. 24) and these phonemic and
phonetic differences are found for example, in the consonants /t/ and /d/ which are
produced using dental placement in Spanish but are produced on the alveolar ridge in
English. In Spanish, voiced stops are frequently produced as a homorganic approximant (/b
d g/ as [b/a]) (Escudero & Boersma (2004); Morrison, 2006).

5. CONCLUSIONS

The analysis of the data collected from the video recording and the rubric of
interviews applied to the participants exhibited the outcomes according to the general
objective to determine the Spanish phonemes (L1) that affect English phonemes (L2) in
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speaking skills that interfere with an assertive pronunciation among students from UPNFM,

revealed that:

e The Spanish phoneme that affected the articulatory production of English phonemes
was the consonant velar sound /y/ because it was transferred into the pronunciation of

/j/ which is a semivowel palatal sound in words such as “you”, “young” /jan/but in

Spanish the letter /y/ (IPA symbol /y/) [ j] has palatal fricative sound.

e The addition of the Spanish vowel sound /e/ as initial cluster sounds (/sp, st/), in

English words e.g. “speaker”, “speak” affected the accurate pronunciation, producing

[espikarz], [espik]. Corroborating the results of in previous studies by Morrison (2006).

e The frequent assimilation of English vowel sounds which have different articulatory
properties e.g. (/1/, /al, l&l, Iel into the spectrum of the only five vowel sounds of
Spanish (/a/, /el,/il,/ol, Iul), showed that, these Spanish phonemes had strong

interference in an assertive pronunciation of English phonemes.
e The findings regarding the specific objectives of this research shows that:

e The results revealed that velar consonant phoneme /k/ was omitted in words such as
“accent” /'aeksent/ because this sound is located in the middle of the word and these
phonemes are not common in Spanish. Therefore, students presented problems in

producing the correct sounds.

e The most affected vowel phoneme was the mid central vowel /a/ with 22 occurrences
because it was changed into the Spanish vowel /a/ in words such as: “speaker” /spikor/

resulting in a wrong [spika].

e The prevalent deletion of the stop /t/ consonant sound located by many participants
because this phoneme articulation does not exist at the end or in the middle of some

words in Spanish consonant system.

e The glide consonant sound /j/ was substituted several times for the phoneme /j/ to [ds,
such as in the word “you” or young. The reason is because /d3/ phoneme is similar to

the Spanish /y/ sound.
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e Students could not pronounce the fricative consonant /6/ phoneme found in words such
as “their” and “they”, because the articulation of this consonant phoneme is not found
in Spanish phonetic articulatory system, so they substitute this sound with a similar

consonant sound from Spanish such as /d/.

e The participant’s production of L2 sounds classified as similar to Spanish sound system
such as the vowel sound /&/ found in words such as “Arabic” /erobik/, but the
participants changed it into /a/ [arabik] a Spanish vowel sound. So, most of them could
not master the pronunciation because they identified it perceptually in terms of a
phonetically distinct counterpart in the L1.

e Most of the students produced many L2 phonemes transferring the articulatory
characteristics of Spanish phonemes such as: /e/ which was added at the beginning in

words such as: “speak,” “Spanish,” and “study”

e Students pronounced new vowel sounds distorting those L2 vowels and consonants that
learners of an L2 encounter falling outside the L1 (Spanish) phonetic inventory. For

example, substituting /a/ into Spanish /u/.

6. LIMITATIONS

The limits of this research project is exclusively centered to determine the
interference of Spanish sounds that affect the pronunciation of English sounds. However,
due to the limits of the time and the selected population it does not include other
suprasegmental features of English pronunciation such as intonation and stress tone among
others that related to understand the learners’ perception, production and intelligibility
(Celce-Murcia, Brinton & Goodwin, 1996). Another restraining element that was not

considered, was the prior home experience in English pronunciation of the participants.

Moreover, this research opens the door for future studies related to age, aptitude or
the learner’s attitude toward the learning of pronunciation of English as a foreign language

in the Western region of Honduras.
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6.1 RECOMMENDATIONS

The recommendations extracted from the findings obtained from a profound analysis of the
text collected in the rubrics. These findings will be used according to the purpose of this

research.

e To the teachers of English, to implement more activities of phonological awareness to
prevent high level of Spanish transfer into English phoneme production among
students.

e In each English level, it has to be a priority to dedicate more hours focused to apply
didactic using phonological awareness activities so they can discriminate the slight
differences among English sounds.

e Teachers must induce an equivalence classification as is said to prevent L2 learners
from establishing phonetic categories or similar 2 vowel sound consonants which limits

the accuracy with which these L2 sounds can be produced (Flege, 1987).

e To implement a transversal axe, the teaching of phonetic symbols, so they can be totally
empowered of the phonetic sound system of English.

e To the Students: To apply listening and speaking strategies to develop their own

listening competence and avoid pronunciation errors.

e Apply phonological awareness activities using online resources as strategy to improve

pronunciation, and listening comprehension.
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7. ANNEX

Annex table 1

CRONOGRAM

CRONOGRAM OF ACTIVITIES OF THE RESEARCH PROJECT
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e Writing proposal X
e Proposal presentation X X
e Recoleccién
Bibliografica y Marco | X X | X X X
Tebrico
e Elaboration of the
instruments for data X
collection
e Validatién of
instruments for data X
collection
e Selection of the X
participants
e Organization of the X
information
e Transcription of the X
information
e Analysis of the data X
e Writing the research X
report
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7.1. ANNEX 1 TABLES OF PHONETICS PATTERNS

Annex table 2

Participant 1
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Participant 1: Deletion errors

Distortion and Added phonemes

Phonological awareness

Word IPA Student's Deleted vores Tranlssfi\ption prsot:ljlr?(l:lit;:io Affl;zited Ad?\itio words !E'gnscription glt'ggzrl:t;isati :ubstitutio
ords Transcription | pronunciation | phoneme n Phoneme on

Change flexnds [fe1n] I3/ Arabic [eerabik/ [arebik] el noticed /noutast/ [natazz] [ost/
Reported ri'portad ri'port lad/ They /6e1/ [de1] 1o/ of Inv/ [Af] Wi
Recognize | rekag, naiz [rekana1z] lg/ they /6et/ [de1] 18/ they der [Ber1] 1o/
Accent eksent [eesent] Ikl the 61/ [di] 16/ this o1s [6is] 1/
Accent &eksent aesent Ikl language Nleengwad/ [leengwig] led3/ young jAn [d3an] il
Accent aksen [eesent] Ikl language /laengwadz/ [leengwig] ladz/ is 1z [1v] Wi
Accents ‘aeksents [eesents] Ikl native /nettiv/ [natzv] le1/ your jor [d3or] il
Accent eksent [eesen] /kl', It/ | native /nettiv/ [natzv] lex/ first farst [frart] 13/
Linguistics | lin'gwistiks lingwistik /sl mastered /maestard/ [meesterzd] Jerd/ France freens [frens] leel
First farst [frart] /sl issue /1fu/ [ifu] 1/ just d3ast [3ns] /d3/
Not /nat/ [na], It/ influences /influansiz/ [influansiz] 1/ change fleinds [Jern] 14/
Just Id3st/ [378] It/ noticed Inoutast/ [nata1z] lou/ desire dr'zarer [d1'zer] /ate/
can't keent [keen] It/ good Igud/ gud] vl you ju [d3u] lil
Habits haebats [haebas] It/ pronunciation | /pranansieifen/ | prenunsieifen | /a/ accurate &kjorat [ekwarar] [ekwarar]
Theories Bioriz [tiori] 1zl teories [Bieriz/ [tiori] 18/ Total 14
And aend [and] speak [spik/ [espik lel
Total 18 speakers /spikarz/ [espikarz] lel

Spanish /spaenif/ [espeent]] lel

Speakers /spikarz/ [espikarz] lel

speak Ispik/ [espik] [e]

to | - [tu] [tu]
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Annex Table 3

Participant 2. Analysis of pronunciation patterns
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Participant No.2 Deletion Errors

Distortion error and added phonemes

Phonological Awareness

words T IPA.‘ . Studer]t’§ Affected words IPA. . Studer.lt’§ afftla-:ted Added words IPA.‘ . Studerlmt’§ Substitution
ranscription | pronunciation | Phoneme Transcription pronunciation phoneme Phoneme Transcription | pronunciation
won't /wount/ [woun] It/ Arabic /eerobik/ [arebik] leel another anndar [ndar] [ndar]
accent /aeksent/ [eeksen] jiv) mastered /meestard/ mister e older oulder [ador] [ador]
accent /aeksent/ [eesent]” Ikl The /oi/ [de] 1o/ influences | influensiz [lzn fluans] 1zl
accent aeksent sesent Ikl The [oi/ [da] lel, I sound saund [son] /nd/ Javu/
accent eksent [eesent] Ikl foreign [foren/ [forti] lan/ young jAn [d3An] n/
accents /aeksents/ [eesents] Ikl accurate [aekjorat/ [eekjorein] [at/ accent aeksent &eksen] In/
accents &ksents [eesent] ki, Is/ learn Nlarn/ [ler] [3/ system sistem [s1sten] /m/
another lenndar/ [ador] len/ Ear fir/ [hear], lil /h/ your juer [dswer] ljl
common kaman [kam] len/ believe /br'liv/ beliv n/ applied oplaid a'plais] /1d/
exposure | 1k'spou3zer [1k'spou3] lor/ This 818/ [0is] 1/ the oi [de] lil
hard hard [har] [d] applied /eplard/ a'plais] n/ belief br'lif br'lis] Ifl
influences | influensiz [lzn fluans] 1/ desire /d1'zazer/ [d1'zai] [1ar/ their oer [adars] [&¢er/
mastered | /maestoard/ mister Jord/ sounds /saund/ [saums] fund/ the 0o [da] o/
of AV [for] (for) Inv/ country /kantri/ kontri IN French freens [frent]] [eens/
old Jould/ [oul] /d/ pronunciation | /pranansietfen/ | [prenunsieifen] | /a/ TOTAL 15
recognize | rekag naiz [rekena1z] lg/ without /wiBaut/ [o18aut] Iwi/
reported [ri'ported/ [ri'port] lad/ without /w1'Baut/ [widaut] 10/
to tu [Av] (of) Itu/ theories [Bieriz/ [tioriz] 16/
without wiBaut wiaut] 16/ issue [1fu/ Ifus [s]
TOTAL 20 Spanish /speentf/ [espeeni]] lel

speakers /spikarz/ [espikerz] lel

To /tu/ [av] (of) IAv/

Of % [for] (for) [far/

TOTAL 19 6
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Participant 3: Deletion errors

Distortion and added phonemes

Phonological Awareness

Words IPA Student’s L2 Words IPA Transcription Student’s L2 Add Words IPA Student’s Sub
Transcript | pronunciati | deleted pronunciation Affected | jtion Transcription pronunciation | stitu
ion on phonem Phonem tion
old /ould/ [oul] /d/ lot lat/ [lo] lal noticed /noutest/ [notis] [1]
hard /hard/ [har] /d/ lots lats/ [lots] lal country /kantri/ [kuntri] [u]
hard /hard/ [har] /d/ France [freens/ [freins] leel young linn/ [d3A] [d]
reported [ri‘portad/ [ri'port] Jad/ Arabic leerabik/ [arebik] leel learn Nlarn/ [leer] [ee]
recognize | /rekegnaiz/ | [rekenerns] [ /g/ can Ikeen/ [ken] Izl individuals | /indevidsewelz/ | [tndeviduwals] | [s]
Accent [eeksent/ [eesent] Ikl they der [der] 18/ changed feindzd/ [feins] [s]
Accent [eeksent/ [eensent] Ikl individuals /indavidzewalz/ [tndsviduwals] Il a3/ You fju/ [d3u] [d3]
Accent /eeksent/ [eesent] Ik/ mastered Imaestererd/ [meesterd] Jord/ Total 7 7
Accents /eeksents/ | [aesents] Ik/ accurate leekjorat/ [e=kjoreit] lat/
Accents /aeksents/ [eesents] Ik/ French [frent]/ [freint] Iel
accent [eeksent/ [eesent] k! their Ier] [Bei] le/
Young linn/ [d3A] In/ work Iwark/ [work] I3/
Noticed /noutest/ [notzs] It noticed Inoutast/ [notzs] lou/
Lot /lat/ [lo] It/ Does /daz/ [doz] IN
can'’t /keent/ [keen] It/ of Inv/ [of] Inv/
Total 15 theories [B1riz/ [teoriz] el i/ [0]
recognize /rekagnaiz/ [rekane1ns] [a1Z]
when /wen/ [gwen] [0]
speak /spik/ [espik] [e]
accent [eeksent/ [eensent] [n]
speakers Ispikerz/ [espikarz] [e]
Spanish /spaenif/ [espaeni]] [e]
speakers /spikarz/ [espikerz] [e]
speak Ispik/ [espik] [e]
strong /stron/ [estron] [e]
speaker /spikar/ [espikar] [e]
Total 19 10
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Participant 4: Deletion errors

Distortion and added phonemes

Phonological Awareness

words IPA Student’s L2 words IPA Student’s L2 Addit | words IPA Student | Substit
Transcrip | pronuncia | deleted Transcription pronunciation Affected ion Transcri ’s ution
tion tion phonem phonem ption pronun
e e ciation
mastered | /maestord | [masster] | /d/ children ffrldren [fzldren] 1/ onidre | suidron/ | [fidren] | /7
hard /hard/ [har] /d/ Arabic [aerabik/ [arebik] [ae/ of [Av] ftu/
hard /hard/ [har] d/ France [freens/ [frens] el ear fix/ [€] fil
recognize | /rekegnaiz/ | [rekenaiz] | /g/ individuals /inda’'vidgawalz/ | inda'vidusalz] a3/ low/ Total 3
learning NlarnIn/ [I3rn] I/ theories Bieriz Bioriz lal
just Idzast/ [d30s] It/ country /kantri/ [kountri] IN [u]
Total 6 pronunciation | pranansieifen [prenunsietfan] | /a/
just d3nst [d30s] IN
pronunciation | pre nansi‘eifen [prenunsi‘ezfen] | /N
their Oer derr] [1]
their Oer [Be1r] [1]
Total 10 3
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Participant 5: Deletion errors

Distortion and added phonemes

Phonological Awareness

words IPA Student’s L2 words IPA Student’s L2 Addition | words | IPA Student’s Substi
Transcription | pronunciation | deleted Transcription pronunciation Affected Transcription | pronunciation | tution
phoneme phoneme
mastered | /maestard/ [maestar] /d/ Arabic /aerabik/ [arabik] e France | /freens/ [frens] lael
hard /hard/ [har] /d/ individuals /indevidzawalz/ [tndeviduals] jgstelz/
recognize | /rekagnaiz/ [rekenaiz] 19/ ear ir [er] lil
learn /Iarn/ [13r] In/ children /f1ldren/ [J1ldran] il
just /d3ast/ [d30s] It/ country /kantri/ [kountri] IN
Total 5 pronunciation | /pranansi’eifen/ [prenunsie1fon] IN
just /d3Ast/ [dBos] IN
theories /Biariz/ [Bioriz] [0]
their [&er! [Oeir] [i]
Total 8 2
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PARTICIPANT 6: Deletion errors

Distortion and Added Phonemes

Phonological Awareness

words IPA Student’s L2 words IPA Transcription Student’s L2 Addi | words IPA Transcription | Student’s Substit
Transcriptio | pronunciat | affected pronunciation affected tion pronunciation ution
n ion phoneme phoneme

mastered | /maesterd/ [maester] [d/ individuals | /inda vidgawalz/ | [tndevidau:alz] | /d3/ [d] [ individuals | /inde'vidsewslz/ | [tndevideu:alz] | /w/

reported | /ri'portad/ [riport] fodl speaker Ispikar/ [spika] lal France /fraens/ [frent]] /Sf/raen

recognize | /rekegnarz/ | [rekenaiz] lal noticed /noutest/ [noutar] lost/ or Jar/ [of] Irl

accent Jaeksent/ [esent] Ikl learn /13rn/ [13:r] I3/ at laet/ [eer] It/

accent /eeksent/ [eesent] Ikl does /daz/ [doz] IN [0] Total 4

accent leeksent/ [eesent] Ikl theories | /Bisriz/ [Bioriz] [0]

accent Jeeksent/ [eesent] Ikl country /kantri/ [kauntri] ful

accents | /aeksents/ [eesent] Ikl Isl | their /d¢r/ [0e1] [1]

will Iwl/ [wi] n Total 5 5

learn /13rn/ [13:r] In/

linguistics | /lingwisttks/ | [ligwistik] nl

their 16er] [6e1] Il

speaker | /spiker/ [spika] Il

not Inat/ [na] i

just ISt/ [d3As] 1l

can't Ikeent/ [keen] I

Not Inat/ [na] 1l

habits /haebats/ [haebas] i

Total 19
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Participant 7. Analysis of pronunciation patterns
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Participant: 7 Deletion errors

Distortion and added phonemes

Phonological Awareness

words IPA Student’s L2 Deleted Words IPA Student’s L2 affected | Addition | words IPA Student’s Substitution
Transcription pronunciation | Phoneme Transcription | pronunciation phoneme Transcription | pronunciation

native /nettiv/ [naztv] le1/ without /wiBaut/ [wiBout fal you fju/ [dzu] hil
mastered | /masstard/ [meester] d/ desire /d1'zazer/ dizeror lal several | /sevral/ [siveral] Iel
reported /ri’ portad/ [ri'port] fed/ Arabic [aerabik/ [arebik] el young | /jan/ [d3An] fil
accent eeksent/ [eesent] K/ without /w1 ' Baut/ wiBout lav/ your fjor/ [dzor] il
accent leeksent/ [eesent k! sound /saund/ [sond] lav/ your fjor/ [d3or] i
accent leeksent/ [eesent], k! an len/ [an] o/ native | /nertv/ [nativ] le1/
accents leeksents/ [eesents] k! theories | /Bisriz/ [Bioriz] lal system | /sistem/ [s1stan] m/
accent leeksents/ [eesent] k! native /nextiv/ [nartiv] le1/ Total 7
accent leeksent/ [eesent] Ikl native /nettiv/ [nativ] le1/
address leedres/ [eedre] Is! their [8er/ [del] fer/ /el/
linguistics | /lngwistiks/ lrngwrsttk Is/ they /6e1/ [der 16/
most /moust/ [most] ul without /w1 'Baut/ [widout] 10/ lal
influences | /influsnsiz/ [znfluensi] Iz] country | /kantri/ [kauntri Jul
individuals | /indevidgewslz/ | [indevidewsal] | /z/ when Iwen/ [gwen] [0]
Total 13 | several Isevral/ [siveral] [e]

speakers | /spikarz/ [espikarz] lel

Spanish | /speent|/ [espeenif] lel

speakers | /spikarz/ [espikarz] lel

Total 13 6
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Participant 8. Analysis of pronunciation patterns
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Participant: 8 Deletion errors

Distortion and added phonemes

Phonological Awareness

words IPA Student’s Deleted words IPA Student’s L2 Addition | words IPA Student’s Substitution
Transcription | pronunciation | Phoneme Transcription pronunciation affected Transcription | pronunciation
phoneme
recognize | /rekegnaiz/ | [rekenaiz] g/ Arabic eerabik [arabik] leel your juer [dsuer] lil
habits /heebats/ [eebat] Inl, Is/ individuals | tndevidgewalz | [tndeviduwalz] | /d3/ children | ffzldren [fzldran] Iy
linguistics | /lingwistiks | lin'gwistik] | /s/ changed | lezndid [fetnad] B/ changed | lezndzd [femnad] il
Total 4 their oer [deir] 18/ Iel change | fleinds [feind3 Iy
accurate | eekjerat [eekjoreti] [rat/ you ju [d3u] lil
Country kantri [kountri] IN Total 5
Total 7
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Participant 9. Analysis of pronunciation patterns
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Participant 9: Deletion errors

Distortion and added phonemes

Phonological Awareness

words IPA Student’s Deleted Words IPA Student’s L2 Addition | words | IPA Student’s Substitution
Transcription | pronunciation | Phoneme Transcription pronunciation Affected Transcription | pronunciation
Phoneme

accent ksen [eesen] Ikl Arabic 2erabik [arebik] el your | juer [d3uar] i
accent eksen [eesent] Ikl sound saund [sond] lav/ young | jan [d3An] Il
accent aeksen [eesent] Ikl they del [de1] 1o/ of AV A v
accent &eksen [eesen] Ikl individuals | tnda'vidzawalz | [tnda'viduwalz] | /d3a/ you ju [d3u] hil
recognize | rekagnaiz [rekanaiz] g/ accurate | eekjerst [eeku:rat] lal Total 4
accents aksents [eesents] Ik/ native nertiv [nativ] le1/
identify ardentefar [zdentofar] lal native nertv [nativ] le1/
just d3ast [d3As] 1t/ native nertrv [natzv] le1/
accents aksents [eesent Isl, Ikl from fram [for] [fram/
a lal lal theories Bieriz [Beoriz] lia/
accurate | sekjorat [eeku:rat] ljil exposure | Ikspou3ar [zkspu3er] lou/
Total 12 | notice noutast [notist loul el

mastered | maesterd [maestared [rd/

to [da] ftu/

does daz [dad] 1z]

desire /d1’' zazer/ [desire] [zatar/

their oer [Beir] hl

of [Af] [Af]

Total 17 2
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Participant 10: Deletion errors

Distortion and added phonemes

Phonological Awareness

Words IPA Student’s Deleted Words IPA Student’s Affected [ Added | words | IPA Student’s Substitution
Transcription | pronunciation | Phoneme Transcription | pronunciation | Phoneme | phoneme Transcription | pronunciation

recognize | rekagnaiz [rekanaiz] g/ can't keen [ken] leel you ju [d3u] il
influences | wnflusnsiz [influans] I1z/ Arabic aerabik [arabik] leel young | jan [d3An] il
accent ‘seksent” [eesent]” K/ that deet [deet] 18/ your | jor [d3or] il
accent ‘eeksent [eesent] I/ individuals | tndsvidsewslz | [tndevidewslz] | /d3/ your | jor [d3or] il
accents aksents [eesent] Ikl native nertrv [naitiv] let/ is n [1s] In/
accents aeksents [eesents] Ikl mastered | maesterd [meestered] Jard/ you ju [d3u] Il
accent ‘aeksent [eesents] Ikl accurate xkjorat [eekjurei] lorat/ Total 6 6
accent a&eksent [eesent] Ikl the 0i [&€i] lil
linguistics | lingwistrks [lznguistik] Isl notice noutost natast lou/
Total 9 | just d3nst [d3o1] Inst/

linguistics | lingwistiks [lInguistik] Iwi/

theories Bieriz [tioriz] 18/

their oer [der] 16/

why wal [gwar] [o]

Spanish speenif [espaeni]] lel

a [8] lal

strong stron [estron] le

exposure tkspou3zer [esporu3er] lel Ir]

Total 18 13 6
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Students phonetics’ knowledge
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PARTICIPANTS

ITEM
CATEGORY NO.
Phonetic Knowledge 1
Consonant Phonetic
knowledge
Vowel Phonetic knowledge
Vowel Phonetic knowledge
Consonant Phonetic
knowledge 5
Consonant Phonetic
knowledge
Vowel Phonetic knowledge
Consonant Phonetic
knowledge 8
Consonant Phonetic
knowledge 9
Phonetic Knowledge 10
Phonetic Knowledge 11
Phonetic Knowledge 12
C3,PC1 C2, PC1, C3,11, | C3 11 C1,13 C2,12 C1,13 C1, PC2,
PK | C3,PC1,1-0 | C1,PC1,11 11 12
Results in Total CO0, PC2,14 | C2,PC2, C4, Cl,PC1, | C3,13 C4, PC4,12 | C1, PC1,
CPK | C2,PC3,11 | C2,PC2,12 12 PC2 14 PC1,11 14
VPK | CO,PCO, 12 | PC1, 11 Cl 11 PC1, 11 C2 12 Cl1,PC1 12 PC2, PC1, 11
CODES
(TC) Totally Correct
(PC) Partially Correct
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7.2 ANNEX No. 2. INSTRUMENTS

READING RECORD : 7
(53 Direccion

dPostgrado
UNIVERSIDAD PEDAGOGICA NACIONAL e o e
FRANCISCO MORAZAN
VICERRECTORIA DE INVESTIGACION Y POSTGRADO

READING RECORD
FOR STUDENTS

General Data: Students’ production of English phonemes
Objectives: To identify the students’ production of English phonemes

Instructions: Read the following text aloud, while reading your voice will be recorded.

If English is not your native language, people may have noticed that you come from
another country because of your “foreign accent”. Why do people usually have an accent
when they speak a second language? Several theories address this issue. Many people
believe that only young children can learn a second language without an accent, but applied
linguistics have reported cases of older individuals who have mastered a second language
without an accent. Another common belief is that your first language influences your
pronunciation in a second language. Most native speakers of English can, for example,
recognize people from France by their French accents. They may also be able to identify
Spanish or Arabic speakers over the telephone, just by listening carefully to their
pronunciation. Does this mean that accents can’t be change? Not at all! But old habits
won’t change without a lot of hard work, will they? In the end, the path to learning to speak
a second language without an accent appears to be a combination of hard work, a good ear,
and a strong desire to sound like a native speaker. You also need accurate information

about the English sound system and lots of exposure to the spoken language.

Text taken from Celce-Murcia, M., Brinton, D., & Goodwin, J. M. (1996). Teaching pronunciation: A reference for
teachers of English to speakers of other languages. Cambridge: Cambridge University Press.
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ANNEX No. 2. READING RUBRIC
RUBRIC READING RECORD FOR ENGLISH LEARNERS

Name of the Researcher: Lee Ann
Participant: 1
Instruction:

1. Listen to the recording according to the given coding.

2. Use the phonetic transcription to record on the pronunciation errors section, the English phonetics
features students present.

3. Use the Phonetic chart provided at the bottom of the pronunciation error chart.

Pronunciation errors

DIAGNOSTIC PASSAGE Deletio | Distortio | Substitutio | Additi | APA
n n n on Sym
bol

.

1 If English is not your native language, people may have noticed that It/ ou/a lel

ast/azz | =[]

IPA— | 1f "Inglif 1z nat juer 'nertiv 'laeengwads, 'pipal me1 haev 'noutast

Transc Oaet
ript

P1 1f "Inglif 1z [nat] jusr '[nzetiv] 'pipal mer haev '[natarz] deet

2 you come from another country because of your “foreign accent”. Ikl In/=0u

ju kam fram a'nadar 'kantri bx'koz Av juer “'foren 'aeksent” Isl=I3/

IVI=IT

P1 | jukam fram a'nader 'kountri br'koz af juer “foren "sezent” - DI S -:
3 Why do people usually have an accent when they speak a second IKI /6/=/8] | /el

warl du ‘pipal ‘juzawali haev an ‘aeksent wen del spik @ ‘sekan

d

war du pipal ‘juzawali haev an '[aesent] wen [Be1] [espik] @ 'sek DI S A

and
4 language? Several theories address this issue. Many people believe Izl fil=1 10/=[t]

'leengwad3? ‘sevral 'Biariz ‘ae dres 1S '1fu. ‘'meni ‘pipal br'liv
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P1 | 'leengwads? 'sevral [tiori] 'ae dres &is [ifu]. 'meni 'pipal br'liv - DI s A
5 that only young children can learn a second language without an fi/=[d3
deet ‘ounli jan 'fildren kaen Iarn e 'sekand 'lengwods wi ]
wr'faot 2en Jods/=
[ig]
P1 daet ‘ounli [d3An] 'fildran keen I3rn @ "sekand [lengwig] wi'Baot el S A
a&n
6 accent, but applied linguistics have reported cases of older individuals K/ /dz/=d
&ksent, bat 8'plard I1n)'gwistiks haev ri'portad 'keisoz Av "oulder fad/
inda 'vidzewselz /sl
P1 [eesent], bat a'plaid [lzngwistik] heev [ri'port] 'keisez Av 'ouldar DI S
inda 'vidawalz
7 who have mastered a second language without an accent. Another IK/ lel=1
hu heev ‘'maesterd & 'sekand 'laengwads wi Baut an 'aeksent.
a'nAder
P1 hu heev ‘'[maestird] @ 'sekend 'leengweds wi'Baut an ‘[eesent]. DI S
a'nAder
8 common belief is that your first language influences your | /s/ j=d3 v=z
'kaman br'lif 1z deet jor farst 'lengwads '1n fluensiz jor =i a=1o
= =1
P1 ‘kaman br'lif v deet [d3or] frart 'lengwads 'in flusnsiz dzor - 2l S
9 pronunciation in a second language. Most native speakers of English A=U lel
pra nAnsi'eifan 1n 8 ‘sekond 'laengwads. moust ‘neltiv ‘spikarz e1=9
AV 'InNgl1f
P1 pra nunsi‘eifon 1n @ 'sekand 'laengwad3. moust 'nativ espikarz = s
AV '1nglif
10 can, for example, recognize people from France by their French lgl &=t

keen, for 1g'zeempal, ‘rekag naiz 'pipal fram freens bar der frent
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P1 | keen, for 1g'zeempal, '[rekenarz] ‘pipal fram [frens] bar der frentf - DI S g:
11 accents. They may also be able to identify Spanish or Arabic speakers Ikl o=d lel
‘eeksents. de1 mer 'olsou bi ‘erbal tu ar'dents far ‘'speseni or ®e=a lel
‘erobik ‘spikarz
P1 ‘[eesents].
[de1] mer ‘olsou bi ‘etbal tu a1'dents far ‘[espaenif] or
‘[arabik] ‘[espikerz]
12 over the telephone, just by listening carefully to their pronunciation. It 1d3/=3
‘ouvar 89 ‘tela foun, d3ast bar ‘lisonm ‘kerfali tu der pranansi‘erf
an
P1 ‘ouver 09 'telafoun, [3As] bar 'lisanin ‘kerfali tu der pranansierf = S
an
13 Does this mean that accents can’t be change? Not at all! But old habits
daz d1s min deet ‘aeksents kaent bi fernd3? nat aet ol! bat ould
heebats
P1 daz 1s min deet ‘[eesents] [keen] bi fexnd3? nat set ol! bat ould = s
[haebas]
14 won’t change without a lot of hard work, will they? In the end, the d=0 = ]]
wount fexnd3 wr'Oavt o lat Av hard wark, wil de1? 1n di end, di
P1 wount [Jexn] wi'Gaot o lat Av hard wark, wil [de1]? 1n [di] end, [d = s
]
15 path to learning to speak a second language without an accent K/ [adz/= [e]
paeb tu ‘'I3rnin tu spik & 'sekand 'lengwads wi'Bavt an ‘a&ksent It/ lic]
P1 paeb tu 'Iarnin tu [espik] @ ‘sekand [leengwig] w1 Baut — :
[n] [eesen]
16 appears to be a combination of hard work, a good ear, and a strong [and ls/=u

a'p1rz tu bi & kamba'neifen av hard wark, & gud ir, &end o stron
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P1 a'p1rz tu bi @ kamba'neifen av hard wark,  [gud] ir, & stron = S

17 desire to sound like a native speaker. You also need accurate /ae/kier er=a | /are/=[g]
d1'zarer tu saund lazk & 'nertrv ‘spikar. ju ‘olsou nid ‘eekjerat ) d3= E?kware

P1 dr'zer tu saund latk 8 [nat1v] ‘spikar. [d3ju] "olsou nid [tu] = e
[@'kwazar]

18 information about the English sound system and lots of exposure to IK/I=[]]
infor'merfon 8'bauvt di ‘'mglif savnd 'sistem aend lats Av 1k 'spou
3or tu

19 infer'meifen o'baut 8i '1nglif saund ‘sistam aend lats Av el 5

[zfspouzer] tu

the spoken language.

09 'spoukan 'lengwady

09 'spoukan 'lengwads

*Celce-Murcia, M., Brinton, D., & Goodwin, J. M. (1996). Teaching pronunciation: A reference for
teachers of English to speakers of other languages. Cambridge: Cambridge University Press.
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ANNEX No. 3 Interview Participant 1




