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Preface I3

EARAW2 HL, XKEFCEANERXANEETHIE
FO RERETEERN Y, BEWERSTEEYNESRE
Xk, BHFIAREEE-TEThER, T THEFFEH
e, BERFRAEFMNEFTRRNEIEREZ —, FEBEEH
FoEERMEH, MWK EEFEI R ENYN, EEFH
HITOFE, EXBEXEHEY, 2RXFERTWRERERL LS X
RS, XURAFARETERASTERERE S S/ HE
W, BBV A REXNEE, FEER M LB S FH K
EFFHENER, RNAX BRIV AT O F, SR B LWL
BERROER . FF  UFAETRTHERER, U, W
ARGFLEEAWRFIRE. REANATRAZEDFHHERS
BR, AEFERCAL, RJEAFEEXR, RAERE
BEHEX,

AFABZDAARE: F—EARPHABEFIRNSMNE
(s S§ETH. FIFMEERF); F_FEARAK
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iE O % #2 £ (accentedness ) . 7& W B (intelligibility ) . # # # &
(comprehensibility) % 5] fl; £ = FEh A X B ETHFRE; F0
FEUEGRET AL A AH TR B 0 F 2 K (accent reduc-
tion); FAERU A FoERMGERE N Z I N RERFR
it FAENUEHAEAGMBEERAFR TR HRREES
HMARH, AREBEFHFEHRARESE,

APRYHAFLRAHFREH R E (2017jy66) X #H &4
LRERBFAEFLIE (HHA(2017)452 &) W Rk R,

EREQCERMATHAFHRHEEAB AN TS, REFE
ZUHASEHENEE, FHERAERIL, HEHHF
f#IE.
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.o ) Chapter One

Pronunciation Acquisition

Pronunciation refers to th: how a word is said and how a

language is spoken. It, like and speaking, is a central

component of oral communication ople whose English is a
second language ( Murphy, 1991). &nunmatmn includes

vowels, consonants, weak forms, lmkmg, E;S'ss prominence,

and intonations (see Appendix 1 — Appendix 6 researchers
have called for increased attention to this aspect language
speech, because of its importance not only to intelli t to

social integration. There are a variety of factors inf@ g
pronunciation acquisition, including the age of onset, use of the
language (L1) and the second language (12), LI transfer,
cognitive variables (such as short-memory, listening ability).

There are conflicting opinions on the relationship between age
and pronunciation acquisition. Edwards and Zampini ( 2008 )
suggested that age plays a crucial role in L2 acquisition. Most L2 late
learners fail to acquire native-like language. They noticed that there is
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a critical period for language learning ( Lenneberg, 1967) to explain
first language acquisition, which claims that neurocognitive
mechanisms of language acquisition become defective by the close of
the critical period so that native-like attainment in both L1 and L2 is
impossible. However, it does not follow that such a theory can also
apply to 12 acquisition. Flege (1995) found that, though older
learners’ perception ability is weaker than that of younger learners, the
mechanisms for sound production remain intact when age increases,
and sound perception can change with 1.2 experience, which implies

that even late learners can achieve native-like pronunciation.

Bongaerts (1997) conducted a study to explore the reasons why
some late 2 learners have acquired native-like pronunciation in [2.
The study involved 10 highly successful Dutch English late learner
participants who were exposed to a large amount authentic English
input consistently for 18 years, whose utterances were judged as
native-like and undistinguishable from that of the native speakers.
Those late learners’ ultimate attainment in 12 pronunciation was an
exceptional case. He explained that, due to the loss of the original
perceptual and motoric abilities for L1 sound system acquisition, late
learners’ L1 phonetic categories hinders the establishment of a new one
for L2 sounds. Therefore, late [2 learners must develop another mode
of perception for pronunciation acquisitions in L.2. The success of a
few late learners’ acquisitions of native-like pronunciation, attributes
to the interplay of certain learner characteristics (e. g., high

motivation) and learning contexts (i.e., continuous access to target
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Chapter One Pronunciation Acquisition

language input and intensive training in both perception and

production in 12).

In order to explore the interplay of the age of exposure,
motivation and instructional variables on ultimate attainment in 12
phonology, Moyer (1999) recruited 24 graduate students in German
in a reading-aloud task, a spontaneous speech tasks, and a self-report
task. The findings revealed that it is possible for later learners to
acquire native-like phonology in L2 under optimal circumstances, and
have precise accuracy, pragmatic and cultural fluency to overcome
potential maturational constraints. Age is confounded with numerous
factors that account for the learning outcome, which include
motivation, cultural empathy, and desire to sound like a native
speaker, and type and amount of instruction/input. Overt
phonological instruction, authentic input and feedback at sentence and
discourse level are also essential for native-level phonological
development and production. Birdsong (2007 ) investigated the late
Anglophone learners’ native-like and nonnative-like pronunciation in
French at both segmental and sentence levels, and explored whether
performance at one level of analysis could be predictive of performance
of another level. 22 Anglophone late learners who started learning
French after puberty were randomly selected. 17 native speakers of
French made up the control group. At the segmental level, /i/, /e/,
/ol, and /u/ were each exemplified in three different words (a total
of 12 words) for measures of vowel duration; /p/, /k/, and /t/ were

each represented in three different nouns for the analysis of voice onset
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time. At sentence level, participants read aloud three paragraphs,
which contain a variety of lexical items and nearly all the phonetic
inventory of French. Three native speakers of French, who had
French teaching experience, were asked to judge the global accent of

.

the participants on a 5-point scale (“5” means “no foreign accent”
and “1” means “strong foreign accent”). Their ratings of all
participants whose global pronunciation was near-native reached a
strong agreement, but the ratings were diverse for those whose global
pronunciation was less native like. The results show that 9% of the 22
participants were capable of producing vowels with native like
durational values and consonant with native like values. Birdsong
generalized the findings to the population the sample represent and
claimed that about 10 percent of long-resident, educated Anglophone
late learners of French would be able to sound like natives. The study
also indicates that, though at the segmental level, 1.2 learners are able
to sound like a native speaker when using segments that are dissimilar
from those in the L1, they have difficulty with those in the 1.2 that are

acoustically similar in their L1.

In sum, on the one hand, under certain conditions, some adults
can acquire the local accent, if they are highly motivated and have
phonetic training ( Birdsong, 2007 ). On the other hand, young
bilingual learners might be non-native-like in L2 phonetic production
particularly those who use their L1 more than 12 ( Flege et al.,
2006). It can be concluded that a critical period may not exist for 1.2

learners.



Chapter One Pronunciation Acquisition

Nearly five decades ago, Oller and Ziahosseiny (1970) proposed
that similarity plays a crucial role in phonology acquisition. Similar
phenomena are more difficult to learn than dissimilar phenomena. The
reason is that different features are more likely to be noticed and
learning is more likely to take place, while minimal differences often
go unnoticed and thus are less likely to be learnt. Moreover, unsimilar
phenomena are acquired at faster rates than similar phenomena
(Major & Kim, 1996 ). Major (1986) reported that the numerous
errors (e. g., /r/ and /1/) occur at the initial stage due to Ll
transfer , then the number become smaller over time. Vogel (1991)
proposed that prosodic features are more likely to transfer from L1 to
[2 because of their abstract nature. For example, Archibald (1997)
found that Chinese (a tone language) speakers do not treat L2 stress
as a lexical phenomenon and seldom assign L2 stress by using the

application of metrical parameters.

Elliot’s study (1997 ) provided empirical evidence that more L1
transfer errors emerge in a casual speech than in a formal one, when
learners focus more on meaning communication than on pronunciation.
Learners’ improvement on individual consonants and vowels varies
from sounds to sounds. Some seem to be easier to acquire because of a
positive transfer, and others could be difficult to improve partly due to
markedness. In addition to L1 interference, affective factor and
interaction with native English speakers are also found vital in
pronunciation acquisition. Flege and his colleagues (1997 ) found that

both the experienced and the inexperienced German participants were
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able to distinguish between /i/ and /1/, because in German there is a
phonemic distinction between the two sounds, while L1 speakers of
Korean, Mandarin, and Spanish, experienced or inexperienced, have
difficulty telling their differences. They might perceive the two sounds
as the same /i/ sound, since the sound /1/ does not exist in the LI.
They concluded that the nature of L1 vowel inventory, such as vowel

duration, also plays a role in 1.2 production.

Major ( 2001 ) postulated that for marked phenomena, 12
acquisition proceeds slowly, transfer decreases and then decreases
more slowly, universals increase and then decrease slowly; mother
tongue transfer is more crucial for similar phenomena, while universals
play a more important role for marked phenomena. The conditions for
L1 transfer to occur could be rather complicated. For one thing, it is
hard to provide a clear-cut definition of similarity; for another, it is
difficult to tell whether a 12 variant is a result of L1 transfer, or

universals, or both, in some cases.

Researchers have examined a range of empirical studies that
focus on L1 transfer of segmentals and suprasegmentals. For example ,
Flege (1987) found that inexperienced L2 learners do not distinguish
stop L1 /t/ from 12 /t/, because the similarity of the two sounds
inhibits the establishment of a separate category of the L2 sound. Only
the most experienced 12 speakers have the capability of producing a
stop that is like that of monolingual Ll speakers. Interestingly,

because of the cross-linguistic variation, many authors have used 1.2



Chapter One Pronunciation Acquisition

stop consonants to determine the degree of accent in L2 speech.
Lombardi (2003 ) indicated that 1.2 speakers of certain L1 consistently
substitute /t/ for the target sound /6/ in English, while those of other
L1 languages substitute a different sound /s/ for it because of the
ranking of the fricative phonetic variant in their L1. Zampini (2008 )
found that the stop sounds, such as voiced /p/, /t/, /k/ and voiced

/b/, /d/, /g/, may have different voice onset time in French and

English.

The interactions of short-term and long-term phonological memory
play an essential role in the process of pronunciation acquisition, and
one’s ability to learn phonological sequences is the core of vocabulary
learning, idiom learning and the acquisition of grammar ( Ellis,
1996 ). Phonological short-term memory involves temporary encoding
storage of new words, particularly that of productive vocabulary.
Phonological representation and rehearsal of a new language lead to
grammatical fluency and accuracy as well as pronunciation accuracy.
Therefore, learners’ phonological ability can serve as a good predictor

of their ability to acquire both L1 and 12 skills.

Listening ability, particularly aural discrimination of sound
patterns, according to Choi (1988) and Murphy (1991), also plays
a critical role in comprehension and accurate pronunciation. Gender is
found not a strong predictor of pronunciation accuracy but appears to
influence the access to 12 use opportunities and thus affect 12

development (Piske et al. , 2001 ). Length of residence is not a very
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useful factor, either. Piske (2007) argued that living in a L2 context
for a long time does not mean additional language experience. What

counts is the quality and quantity of L2 input a learner receives.

@ Questions for Discussion
Y 4
1. Reflecting on your personal English learning experience , do you
think you have any segmental and suprasegmental errors resulted from
L1 transfer?
2. What factors do you think are most important in your

acquisition of English pronunciation?
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Accentedness, Intelligibility
and Comprehensibility

English is the language of the world ( Crystal, 2003). In 2008
alone, it was used by an estimated two billion of people as a first
language or second language for a wide range of functions, including
international safety, travel, advertising, education, etc. ( Crystal,
2008 ). That is to say, at least one-third of the world’s population is
English speakers and the number is growing. Kachru ( 1985)
proposed three concentric circles of English based on the historical
context status and functions in different regions: The Inner Circle, the
Outer Circle, and the Expanding Circle. The Inner Circle consists of
the native English speaking countries, such as the U.K., the
U.S.A., Canada and Australia; the Outer Circle includes the
countries where English has the status of official or second language
such as India and Singapore; whereas the Expanding Circle comprises
countries where English is learned as a foreign language as in China.
People from different nations speak English with a local accent, such

as British accent, Singaporean accent, etc. There are some variations

9
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across accents (see Appendix 7).

Accentedness , intelligibility and comprehensibility are the three
major dimensions of L2 speech. According to Derwing and Munro
(1997) , accentedness refers to the extent to which a listener judges 1.2
speech that differ from native speaker norms; Comprehensibility is a
subjective assessment of ease or difficulty of comprehension, while
intelligibility can be defined as how much a listener actually

understands.

Social identity can be expressed in one’s accent ( Zuengler,
1988). Gatbonton (1975) and Thompson (1991) advocated that 12
learners are aware that accent signals ethnic identity. To illustrate
how, a L2 speaker uses L2 to construct social identity in 12
community. Marx (2002) told a story of a Canadian English speaker
who tried to reject the first culture of German by avoiding members of
the L1 culture and attempting to have native-like L2 accent in order to
be accepted as a competent member of the second culture. To achieve
the level of nativeness, she even adopted the clothing and manners of

the local community.

Gatbonton, Trofimovich and Magid’s (2005) study revealed a
relationship between learners’ 1.2 accent and perceived affiliation to
their home ethnic group, suggesting that learners treat their peers’ .2
accent as an indicator of their degree of ethnic affiliation. The findings
of this study suggest that teachers should create an atmosphere where

ethnic group affiliation is positively acknowledged.

10



Chapter Two Accentedness, Intelligibility and Comprehensibility

In a study concerning how people with foreign accents were
treated in their community, Munro (2003 ) identified two factors that
account for adult ESL speakers’ foreign accent: a) speakers’ L1 sound
system that interferes with their perception and production of that of
12; and b) native speakers’ high sensitivity to foreign accent. It has
been reported that many people hold discriminatory attitudes toward
accented speakers and regard them as less interesting, convincing,
physically attractive and of lower social status, etc. The researcher
categorized three kinds of accent discrimination: a) discrimination in
employment due to inappropriate concern with  accent;
b) discrimination due to accent stereotyping ( i.e., people hold
prejudice against a particular group of people) in employment and
tenancy; and ¢) harassment (vicious teasing) of ESL users based on
accent (i.e., the belief that people speak English with accent are
unintelligible, though studies have shown that heavily accented speech
can be perfectly intelligible ). Those ESL speakers’ language skills
were ridiculed or criticized based on their ethnicity and origin. The
researcher called on ESL teachers to stop accent discrimination in
classroom and in the community. In the teaching of phonetics,
teachers need to distinguish and focus on the accented speech patterns
that hinder communication from those who do not. Teachers also need
to convey positive attitudes toward accent and make students aware
that it is normal for adult learners and inform them about their human
rights and the action they may take if they encounter accent
discrimination. In the community, teachers need to speak against the
negative attitudes towards language and accent and oppose efforts that

harm L2 users.
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