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ABSTRACT

The present study is concerned with tﬁe segmental errors
in English that persist in the speech of the undergraduate
gtudent of Letters - Portuguese and English. These errors
involve the consonantal phonemes /g;a.J,Q,?,é,E,s.z/, the
vocalic phonemes /1,i:,2,£,U,u:/, the plural and the_past
allomorphs and the allophones [p”,t”.kHJ, which were chosen
to be the object of analysis. Although all seg;ental errors
persist ;n the subjects” speech, the frequency of occurrence
of each one varies according tb the phoneme and to the
academic semester (2nd, 4th, 6th and 8th). |

-Only the most frquent substitution processes of each
English segment are analyzed at both product and process
levels. As to the process level, the errors may be
clagsified as either interiingual, inérélingual,
developméntal, ambiguous or unmarked.

Besides the analysis of production, a perception-—
discriminatory analysis is carried out to vefify whfch of
the sounds under investigation cause problems iﬁ recognition
and which are the most common perceptual variations for each

segment.



RESUNO

0 presente estudo trata dos erros segmentais em inglss
que persistem na fala do aluno de graduaq56 em Letras -
Portugués - lnglés. Estes erros-énvblvem os fonemas
consonantais /0,6,3,9,?,§,§,s,z/, os fonemas vocélicos
/l,i:.&.E.U,ﬁ:/, os alomorfes do plural e do passado, e os
alofones.[pH.t”,kHJ, os quais foram escolhidos para objeto
de analise. Embora todos os erros segmentais persistam na
fala dos sujeitos desta pesquisa, a freqﬁancia de ocorréncia
de cada um varia de acordo com o fonema e com O semestre
letivo (20., 40., 6o. e 8Bo.).

Somente os mais freqﬁentes procéssos de substituigéb de"
cada segmento sao énalisados, tanto ao nivel de produto como
ao nivel de processo. Quanto ao nfvel'de processo, O8 erros
podem ser cilassificados como interlinguais, intralinguais,
de transiqéb, ambiguos ou nao-marcados.

Alem da analise de produqéﬁ, uma anélise.de
discriminaqéb perceptual foi feita para verificar quais dos
sons sob investigaqéb cahsam problemas de reconhecimento e
quais 830 as variaqd%s perceptuais mais comuns para cada

segmento.
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CONVENTIONS

vowel

consonant

= two consonants
= pause

word boundary
syllable boundary

primary stress

i

phonene

allophone

intained.
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SYMBOLS USED FOR ENGLISH

CONSONANTS
/p/ = Pin
/b/ = bin
/t/7 = tie
/7d/ = die
/k/ = coat
/7g/ = goat
/f/ = fan
/v/ = van
/8/ = 8ip
/z/ = zip
7%/ = shoe
7%/ = vigion
/67 = ether
/%/ = either
/&7 = cheap
AVAE Jeep
/m/ = mile
/n/ = HNile
/n/ = figg
/17 = life
/r/ = rife
/37 =_Ze!low, dqz
/w/ = woman, blouse
= hat

/h/

VOUELS

v sheep

/1/ = ship
/&/ = pen
/%/ = pan

/8/ = above, bird
/a/ = hot (AE)
/0/ = hot (BE)
/97 = talk

/U7 = full

/u:/ = fool
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SYMBOLS USED FOR

CONSONANTS
/p/ = Bala
/b/ = bala
/t/ = tac
7d/ = dac

/k/ = cume
/9/ =_gume
/f/ = faca
/v/ = vaca
/8/ = selo
/z/ = 3310
7%/ = cha

737

n
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. /m/ = mato

/mn/ = Bato

/n/ = ugba
1/ = lama

/A = lgama'

/r/ = era

/R/ = erra

/37 = late, bairro

/w/ = quase, laudo

PORTUGUESE
VOWELS
/17 = vi
/e/ = pera
/a/ = pa
73/ = pg
/o/ = por
/u/ = pula
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INTRODUCT 1 ON

My interest in conducting a study in the area of
segﬁental Phonoloéy, especially in pronuﬁciation accuracy,
derives from the requirsment that students of Letters -
portuguese and English - should achieve a satisfactory
degree of accuracy because as future Engliéh teachers, they
will be taken as models to be followed by their students.
This does not necessarily mean that the teachet of English
sﬁouid demand the same degree of accuracy from his learners
at schools.

My expectations of the undergraduate students’
performance in pronunciation go along with'what Wilkins
(1974:23) has written: "He (the learner) needs to acquire a
pronunciation that is accurate enough for the significant
sounds to be distinctive:from one another.”

There are certain sounds or combination of sounds which
cause no difficulty in produciion or re;ognition'to‘the
Braziliaﬁ learner of English. On’the.other hand, there are
sounds thch are difficult to'be'acqﬁired bebausq the
learnef is not familiar with their place énd'manner of
articﬁlation. My ekperience as an English teacher has shown
that the mispronunciations of some phonemes tendito‘persist
in the learners’ phonological output, and if not dealt with
 9eriouély and systematicall}, they Qay become fossilized and

Cauge problems in intelligibility.



i1t should be noted that the correct articulation of
phonemes in isolation-.is.not enough to achieve an accurate

pronunciation_in the foreign language. The sounds of any
| anguage combine in specific phonological environments to
form 2 particular word with a particular meaning. So, a
phoneme may be affected by the phonetic nature of
neighbouring sounds, by its position in the word, and by the
cluster it is part of. Segmental errors are understood as
the w;ong replacement of a phoneme or allophone, intrusive
and elided sound(s) in a word.

Relevant studies have called attention to a contrastive
analysis of the Portuguese and English phonological systems,
auch as those conducted by Pike (13868), Hascherpe (1970),
Azevedo (1881), Staub (s,d.), Major (1887), among others, in
order to describe the phonological difficulties of Brazilian
students of English. The concern of these studies is also to
show the influence of Portuguese on the learning of English
as a foreign language. However, not all students’ errors, as
demonstrated in the present study through an error analysis,
result from the interference of the nativq 1l anguage.

Researches into phonological error analysis are of great
assistancerto the teacher who aims at preparihg remedi al
materials, particularly for the students whose pronunciation
errors persist in thejr speech.

The objective of this study-is.Atherefore, to analyze

residual errors, that is, those which remain constant

throughout the Letters Course in the learners’ phonological



dutpat' and based on them to undertake an error analysis to
find their source. '

This study is limited to the analysis of thq residual
errors which involve the pronunciation of the consonantél
phonemes /g,&,J.9.3,§,£,s,z/. that of the vocalic phoneﬁes
/1,i%,%2,8,0,u:/, that of the past and plural allomorphs and
that of the aspirated voiceless stops. Errors involving
other phonemés were also collected from the corpus but they
were'nét analyzed, because this would broaden the scope of
the present study.

The dissertation consists of 4 chapters and a general
conclusion. Chapter 1 presents the concept of error and ‘
error instability in the learner ‘s speech. This is followed
by a critical review of the main approache#vto
second/foreign language learning and their attempts to
explain learners” errors.

Chapter 2 deals with the contrastive analysis of the
English and Pértuguese sound systems in,view of the
Contrastivé Analysis Hypothesis, which ekplains in part the
learners’ mispronunciations. . | o

" Chapter 3 begins:with the sources of ﬁhé?ébro;s found_in
- the daté.rThen error gravity is discuséed and»a scale of ’
frequency of occurrence is set up to illustrate the number
‘of substitutions which involves each sound investlgated.
Besides, some texts containing substitution processes'uere

chosen from the interview recordings to test



.;ntelligibility. The analysis of these texts ig also
prOVided- “

Chapter 4 describes the methodology used to collect and
analyze the data. Three analyses are provided. fhé first one
ig concerned with the results of the'qﬁestionnaire which
inform about the learners’ English bacliground, their opinion
and suggestions about the Letters Course, etc. The following
analyses involve both the perception -discriminatory tasks
and the production tasks performed by the>subjects. The data
analysis deals with (a) the most frequent substitutions made
for the English sounds under investigation, (b) the‘most
frequent phonological contexts in which such substitutiohé
occur and, (c) tentative explénations for the learners”
phonological choice, based on the theories discﬁssed in
Chapter 1. : - |

The conclusion gives a summary of the main ﬁoints
concerning the learners’ substitution processes and their
sources. Besides, the residual efrros are statistically
analyzed to see which ones pérsist at a decreasing or
increasing rate or if they remain at the same fate'f
throughout the semesters. Relevaﬁt'ansééré provided by the
subjects in the questionnaire are used.to suggés£ femediaf
activities. Some pe&agogicai impficationsvare aléo included

and suggestions for future research.



£ntelligibilit9- The analysis of these texts is also

Chapter 4 describes the methodology used to collect and
analyze the data. Three analyses are provided. The first one
is concerned with the results of the questionﬁaire whicﬁ
inform about the learners’ English background, their opinion
and suggestions about the Letters Course, etc. The following
analyses involve both the perception ~discriminatory tasks
and the production tasks performed b} the subjects. The data
analysis deals with (2a) the most frequent substitutions made
for the English sounds under investigation, (b) the most |
frequent phonological contexts in which such substitutions
occur and, (c) tentative explanétlons for the learners’
phonological choice, based on the theories discussed in
Chapter 1.

The conclusion gives a summary of the main points'
concerning the learners’ substitution processes and their
sources. Besides, the residual errros ere'statistically
analyzed to see which ones persist_at-e decreasjﬁg é’d
increasing rate or if they remainvat the same rete
throughout the semesters. Relevant answers provided by the
subjects in the questionnaire are used to suggest remedial
activities. Some pedagogical implications are also includedi

and suggestions for future research.



CHAPTER 1

THEORETICAL BACKGROUND
This chapter consists of a critical review of literature

about second/foreign language learning, which will be

i1lustrated with examples taken from the analysis of the

data.

1.1. CONCEPT OF ERROR

Corder (1967) defines two types of deviation in the
learner ‘s L2 speech, which are mistakes and errors. Mistakes
are caused by slips of the tongue owing to memory lapses,
physical states, such as tiredness and psychological
conditions. They are considered unsystematic and do not
reflect the learner s imcomplete knowledge of the target
1anguage kTL).'On ;he other hand, true errors or errors of
competence are markers of the learner’s ‘transitional
competence ’. They‘occur‘systemgtically. As Corder (ibid:l)
observes, "the learners' errors are indicative both of the
state of the learner?s knowledge and of the ways in which a
second language is learned.”

‘This binary classification has not proved to be
satisfactory for the analyéis of the corpus collected fqr

this research. There are cases in which the learner



migpronounces a word more frequently than s/he pronounces it
correctly. Following Corder ‘s definition, such mis-
pronunciations cannot be characterized either as errors or
ags mistakes, because the occurrence of the deviations is not
systematic'nor can the deviant pronunciations be considered
glips of the tongue, because of their high frequency of
occurrence.

The concept of error which has proved to be more
gatisfactory and which is followed in this study igs that
def ined by.Dulay et al (19562:139) as "any deviation from a
gelected norm of language performance, no matter what the
characteristics or causes of the deviation might be.” Based
on this general definition, I have classified errors as
follows:

1. Systematic errors: deviations whose frequency of

occurrence is regular and consistent. They are in

accordance with Corder ‘s definition of “true errors’.

2. Non-systematic errors: deviations whose frequency of
occurrence is irregular and inconsistent, though quite
" exXtensive.

3. Insignificant errors: deviations caused by lack of

attention, shortness of memory, fatigue or any other

extra-linguistic factor. Their frequency is much lower

than the frequency of non-systematic errors.

Only the first two types are considered in the analysis:
of the corpus, since the high occurrence of. an error may

indicate learning difficulty.



1.2. SYSTEMATICITY VERSUS NON-SYSTEMATICITY

Systematicity and non-systematicity are terms used here
to refer to the consistent and the inconsistent use of a
papticular segmental error. .

The data reveal that many English wordé are pronounced
inconsistently. There are learners, for inspance, who
gomet imes pronounce the Engligh word ‘think” with the
correct initial phoneme /6/ and sometimGS’wiih /38/;
‘different” with 113 and [il; ‘Portuguese’ with [pHl and
[p°l;: etc. These inconsistencies occur within ghe same word
in 4 way;:

1. A particular phoneme has more correct than incorrect
pronunciations, although the latter h§s>a gignificant
frequency in the data. For example:

E8 ‘person’ [2] 4 B6 ‘because” [zl 5
X[€l 3 - ' | x[s3 4
2. A particular bhbneme has more incorrec£ than»correci
pronunciations. For. example:
B6 ‘but’ xf{al 5 F6 't.}n_i_nk' (il 7
21 4 | o111 3
There are cases in which the learner mispronounces the
phoneme regularly and once s/he pronounces it correctly. For
example:
C6 ‘woman® *[ul 3 F4 ‘father’ x{dl 3

315 S S €33 1



Oother examples, however, show that the learner mis-
Pronounces the phoneme once in a regular frequency of
correct pronunciations. FQP example: ‘

A6 ‘woran® (wl 2 Pé ‘things” 81 2
x & 1 X[t 1

if the frequency of incorrect pronunciations is equal to
or lower than two, such mispronunciations will be considered
tnsignificant and, therefore, disregarded.

3. A particular phoneme is always replaced by incorrect

phonemes. For example:

A4 ‘good’ X([3] 4 F6 ‘with’ %XI[f] 6
*Cul 3 x{vl 1

4. A particular phoneme has equal frequency for correct

and faulty pronunciations. For example:

A8 ‘wags’ %x[s] 3 ’ D4 ‘something” *(t] 3
[zl 3 | (81 3

Inconsistencies also occur with words which have the
same'bhonologlcal context. For example, B&é knows how to
pronounce the English phoneme /r/ correctly in word-initial
position, as she did fn the word ‘relation” and others.
However, in the-word ‘remember‘,.she’repiaces Irl by {x]
conslstentiy throughout the intervieQ. Another example ié
E2, who repluces systematically (63 by (sl in the word
‘something”, while in other words of similar context, the
syllable initial (8] 1s replaced by [t] (e.g. ‘tﬁings’ and

‘think ).



The data reveal,‘therefore, that the sound substitution
may be systematic 1n a particular word but non-systematic in
relation to other worde of similar phonological context.

The lack of stability in the learner’s L2 speech may be
explaxned either by carelegs pronunctiation or by lncomplete
magtery of the English phonemes and their phonological
contexts. It geem2 that the second hypothesis accounts for
the cases of high occurrence of deviations.

Most of the learnere’ phonetic variability involves the
uge o% the:correct gegment, which means that the learnef
knowe how to pronounce the English phoneme correctly, but
s/he ig probably not aware of this. Ingram (1986:232) points
out that- +the English children when acquiring thetr flrét
1 anguage also show phonetic vafiablltty in theitr
pronunciation. This is a common characteristic not only of
the English children s speech but also of the speech of the

gubjects of this research.

1.3. MAIN APPROACHES TO SECOND/FOREIGH LANGUAGE LEARNING
1.3.1. CONTRASTIVE ANALYSIS (CA)

As the name-suggests, this approach 1é based on the
contrastive study of the systéms of the target language (TL)
and of the learner’s naﬁive 1l anguage (NL) in order to
predict and describe the areas of difficulty that s/he has

wvhen learning the TL.



According to Lado (i957), the promotor of CA, structural
d,fferences between the NL and the TL result in difficulty
to the learner. The similarities which inevitably emerge
cause No problem. Based, therefore, on differences and.on
aimilarities between two language systems, the CA approach

*

explains difficulty and ease in learning a second/foreign
1anguage. '

Another assumption of CA is NL transfer. Vhen a TL
structure does not exist in the learners’ NL; they resort to
an équivalént form in their NL to replace the target one. As
Lado (ibid:11) puts it: ”... when learning a foréign |
language, we tend to transfer our entire HNL system 1n.the
process. We tend to transfer to that language our phonemes
and their variants, our stress and rhythm patterns, our
transitions, our intonation patterns and their interaction
with other phonemes.” This also occurs when the learners
hear foreign phonemes. "The speaker of one lénguage
‘l1stenting to another does not actually hear the foreign
language sound units - phonemes. He hears his own. Phonemic
diffefeﬂces in the foreign language ;111 be consistently
ﬁlésed by the learner if there is no similar phonemic '
difference in his NL.” Lado (1bid;13) also states that "when
there 1s no phoneme in the NL that could bé transferred to
the foreign language and actually function as the phoneme in
question, the student will not bé able to produce tha£

phoneme readily in learning the foreign language.”

10
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James (1972) points out that transfer theory in CA 1is

1aborated and formulated within a Stimulus-Response
e

(Behavgourist) theory of psychology. Therefore, for the

proponents of the CA theory, all the learner’ s errors result

from the interference from the habits of the first language.

pesides, making errors represented failure to respond

correctly to a particular stimulus. Roger Bell (13981:177)

refers to this view saying that ”"to allow errors to appear
ét ali was dangerous, since an error could itself become a
stimulus which could reinforce itself and make the “bad
habit - more deeply ingrained.”

Many- studies in second/foreign language learning have
‘ghown that the learner ‘s NL exérts great influence on
hise/her performance. This influence 1s shown by Oller and
Zxahbsseiny (1870) through 3 versions of CA. They are the

strong, the weak and the moderate versions.

The strong version

This fs the °‘classical CA° defended by Lado (1957) and
his follouefs,_according to which NLAtransfer accounts for
all errors. Besides, they result from differences between
the learner ‘s NL and the TL. |

This version assumes that the knowledge of the HNL
inhibits learning of the TL.

The weak version

Oller and Ziahosseiny (ibid:185) refer to Newmark (13866)
wvho "holds that when a student doesn’t know how to say

something in the target language he "pads” from his native
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| anguage - This is8 not really native language ”interference”,
rather it is sinmply "not knowing” sqmethlng in the target
1angﬁage- This vlewpolpt seems to suggest that what will be
most'dgfficult for the learner gg what he does-not already

/4

know.” Neumérk's hypothesis "does not deny the fact ﬁhat

errors in the target language often reflect patterns of the

native language, however, it does deny that any real
interference takes place.” (ibid)

In the first version of CA, transfer 1s seen as an
unconscloﬁs,process, while in the second it reflects a
conscious process. Based on these two versions, NL transfer
occurs when there are:

- non-equivalent structures betuween the NL and the TL. Here,
»tranzfer is conceptualized as the invariably automatic
activation of habitualized linguistic behaviour.” (Faerch
and Kasper, 1986:49) |

- learner’s limitations in L2 knowledge. Here, "transfer has
been characterized as a problem-solving procedure, or
*gtrategy”, utilizing L1 knowledge in ordef to solve a

learning or communication problem in L2." (ibid)

The moderate version

For Oller and Ziahosseiny (1970:186), the moderate CA
predicts the interference of similar patterns either fronm
~the learner s NL or from the TL. This version explains

interlingual and tntralingual errors.



The similarities oF.structures may, therefcre, generate
false generalizations or ‘stimulus generalizaticn”, a term
used by those authors (1b1d:185).

i1t 1s necessary to point out that the 3 versions of CA
ppoposed by Oller and Ziahosseiny are essentially
assumptions about learning. They are hypotheses about’ how
knowledge of one language affects the learning of another.
The terms °‘strong’, °‘weak’ and ‘moderate’ refer to the
degree of interference of the learner s NL.

The influence of the NL in the L2 learning can be

positive or negative. It 1is positive when the learner

transfers equivalent structures from his/her NL resulting in

correct productions. The negative influence occurs when the
learner transfers either non-equivalent structures or

equivalent ones which reflect false analogies.
1.3.1.1. CONTRIBUTION OF CA

The'kclagsical CA° has contributed to provide
theoretical and practical orientations for the
second/foreign language teacher. The‘theoretical side of CA
concerns the descriptlon of two language systems and the
practical side is related to the preparation of pedagogical
materials capable to deal with patterns that cause
difficulty to the learners.

Spolsky (1979:252) assumes that ”CA was most useful in
providing a framework for the development of useful

pPedagogical grammars. Its practical orientation enabled

13
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applied linguists to overcome the metatheoretical view
preceding Chomsky (1957) that required every language to be
described in its oun terms, without reference to other
]anguages or to putative universals.”

Lado (1957:3), on the other hand, points out_that'
knowledge of the natlve and of the target systems allows the
teacher to evaluate materials before adopting them for use
ag well as to diagnose the difficulties the students have in
learning each patterh.

Based on both practical and theoretical aspects,-CA

intends to improve second/foreign language teaching.
1.3.1.2. MAJOR LIMITATIONS OF CA

Criticisms are usually centered around the following
points:

(1) the efficacy of CA in the prediction of problems has
bean doubtful, since not all differences between two
_languagé systems result tn errors.

According to the analyéis of th9 present data,-there.are
learners uho have no difficulty with the pronhncfation of
the voiceless (VL)'interdentél.‘One uould'expety thé
contrary, since 78/ does not belong to the Porfuguese sound
system.

Other cases indicate that language trénséer does not
always explain errors or that it is not always'a form of

interference. For éxample, English phonemes which have

14
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equgvalents in Portuguese are sometimes replaced by other
Engl ish phonemes which are inexistent in the learner’s NL.
E.g. ‘partial” [al — [X]
‘guess’ [E] — (2]

In Portuguese, the phonemes /a/ and /E/ occur in
contexts similar to the English words above, such as in .
‘parte’ and ‘guerra’. However, some learners replace these
phonemes by the English phoneme /2/, which does not belong
to the Portuguese phonological system. This substitution
process results, therefore, in an error caused by
interfering factors other than those from the learners-’
native language.

Richards (1871:172) points out that ”studies of second
language acquisition have tended to imply-that contrastive
analysie may be most predicted at the level of
phonology ....” Dulay and Burt (1972:105) also agree with
this assumption saying that ”"most of the valid CA evidence
.seems to be phonological.” The present study shows that a
portion of the learnets’ substitutions do reflect NL
in;erfebence, confirming in part the CA hypothesis. However,
another portion of errors cannot be explained by L1
interfering factors. No count was done to verify the ovefall
number of occurrences of interlingual errors in relation to
other types of errors in the data, because many sound

substitutions have suggested different classifications (cf.

Chapter 3).

B T S
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in general, all English phonemes analyzed cause'pyoblems
to the learner. Among these phonemes there are those which
have no equivalents in Portuguese:,/9,3,9,1,£,U/. According
to the CA theory, the learner wiil certainly have much more
difficulty in pronouncing and recognizing ihem than any
other English phoneme. On the other hand, there are
equivalent Portuguese and English phonemes whose allophones
differ from one language to the other. For instance, the VL
stops in English /p,t,k/ have aspirated allophones at the
beginning of an accented syllable, which is not a
characteristic of the Portuguese VL stops. Theréfore, these
English ailophones will also result in learning difficulty.

In addition, a phoneme common to the two languages may
cause difficulty when it occupies different position(s) in
English words. Thig 1s the case of the Portuguese phoﬁeme
/z/ which is not found in word-final position.

The phonemes 7&/ and 7Y/ do not belong to the Portuguese
sound s?stem;.however, they occur aé allophones in many
Brazilian Portuguese dialects. Even though they appear in
Portuguese as allophones, CA refers to them as problems to
the learner, since [&) and [j) occur fn contexts different
from those in English.

Based, therefore, on the CA theory, the sounds mentioned
above would cause problems to the learners. However, the

data have shown that not all learners have difficulty with

those sounds. This shows that the learners do not follow the



game jearning route, and thus, do not produce the same
errors.

For Corder (1967:23), "the simple fact of presenting a
certain linguistic form to a learner in the classroom does
not necessarily qualify it for the rtatus of input, fos the
reason that input is ‘what goes in’ not what is available
for going 1n,..} it is the learner who controls this input,
or more properly his intake.” Based on Corder’s statement,
each learner has his/her own input, uhlch suggests the
occurrence of different errors in each learner ‘s L2 speech
(2) CA fails to take into account the psychological aspect

of L2 learning, that 1is, what takes place in the

learners themselves. |

(3) CA ignores factors such as the learner ‘s own learning
strategtes, overgenerallzatlons of the TL rufes,
interference froh TL materials previously learned, etc.

(4) CA establishes no relationship between linguistic and
non-linguistic factors. Afolayan €1971) points out that
the difficulties resulted from the comparison of tue
languages are treated with eqﬁal grsvity. There is-no
attempt to.rank the problems.'For_hxm;—”the ranking of
the second language lesrners' pfoblems necessarily
involves the consideration of non-linguistic factors,

which lie outside classical CA.” (p.224)
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4.3.2. ERROR ANALYSIS

In the late 19505, behaviourism was supplanted by
cognitive psychology which resulted in a change of the
linguistic approach to errors: error analysis.

The stigma of errors and their threat to the L2 learning
process became an old-fashioned view for the error analysts.
For them, the learner s errors play an important role in the
learning process and developing compétence. The error is,
therefore, considered an indispensible device for the
learners to test their hypotheses. As Hahn (1987:8) puts it,
this new view allows them to work with ”hypothésls
formatloh, experimentation and feedback.”

Dulay et al (1882:141) point out that ”"the EA movement
can be characterized as an attempt-to acc;unt for learner
errors that could not be explained of predicted by CA or
behavlouris£ theory.”

For James (13984), the steps of an EA are: first the
errors are collected and, then, identified. After this, the
investigator describes and categorizes them. The following
stép consists of the diagnosis of the errors, that is, the
suggestions for their cause or source. Categofizing errors
means to place them on a scale of gravity. This scale has
the pedagogic purpose of assessment or remediation, i.e, it
informs the teachar about which errors should be called to

his/her first attention.
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The primary role of EA lies in its diagnostic function.
The error analysts try to provide a psycholinguistic view of
the iearnlng process on the basis of the learners; errors.
corder (1971), for example, analyzes the learngr’s
-ydiosyncratic dialect”’, which is caracterized b; a
pepsonal, unstable and dedéloping grammar. The set of rules
found in the learner s ‘idiosyncratic dialect’ are not
members of the set of rules of any social dialect (TL). They
are peculiar to thé language of that speaker. Based on this
-agsumption, Corder assumes that the idiosyncratic sentences
of a second language learner cannot be considered deviant or
erroneous, but grammatical in terms of his/her tdiosyncratic
dialect. They are erroneous only when there is some failure
in performance, that is, the learner produées deviant
sentences despite the knouledge‘of the correct fornm.

Selinker (1972) refers to the learner ‘s ‘idiosyncratic
dialect’ as interlanguage (IL), a term introduced by him in
1969. As Corder (1971:161) puts 1t: IL is ”"a dialect uhose‘
rules share characteristics of two social dialects or
languages, whether these languages themselves share rules or
not”, represented graphlcélly by him as follows:

Interlanguage

Language A Target Language

p-162

For Selinker (1972), the second language learner has

latent structures which may become ‘fossilized’ through 5 -



processes: (a) language transfer, (b) transfer of training,
c) strategies of second language learning, (d) strategies
of second language communication, and (e) overgeneralization
of TL linguistic material. Fossilizable structures are
indeed errors for Selinker. |

Corder (1971:161) and Nemser (1971:56) considér the
learner ‘s language as ‘regular’ and °“systematic’,
manifesting the ‘order and cohesiveness of a system’.
‘Houevér, the present study shows that the learner s language
is not so regular as it is conceived of. Many learners have
a non-systematic linguistic behaviour with regard to the
substitution processes of the same sound. These processes
are frequently unstable and uﬁpredictable.

Richards (1971), on the other hand, discusses two types
of error which are present in the second language learner ’s
speech. They are intralingual errors and developmental
errors. He states that ”"intralingual errors are those which
" reflect the general characteristics of rule learning, such
as faulty generallzation, imcomplete application of rules,
and failure to learn conditions under which rules apply.
Developméntal errors [,on the other hand,j illustrate thg
learner attempting to build up hypotheses gbout the English
language from his limited experience of it in the classroomn
or textbook.” (p.174)

For Richards (ibid), intralingual errérs and

developmental errors may result from:



overgeneralization

asm—

The learner tries to simplify the TL applying the

1.

knowledge of a TL structure to an unknown one (see Chapter 3

for further details).

2. lgnorance of rule restrictions

gnsta;ces of overgeneralization may be accounted for by
the learner’s ignorance of rule restrictiong. However, as
Richards observes, there are cases in which the learner does
néé 'Lranéfer‘ khouledge of the TL. S/he only follows

habitual learning of rules.

3. Incomplete application of rules

it consists of the learner ‘s fatlure to apply a
particular rule. Richards points out that despite extensive

teaching of a target structure, it may not become part of

the learner ‘s competence. This 18 explained by the fact that

"motivation to achieve communication may exceed motivation
to produce grammatically correct sentences.” (p.177)

4. False concepts hypothesized .

Théy are derived from faulty‘comprehénslon of
distinctions in the TL. This occurs, for exampié.‘ulth some
teachiné matertials which provide the;learﬁers Qlth ‘
1nappr§apr!ate notioné of usage. As a result; the learners

fncorporate false concepts which lead them to deviant forms.
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4.3.2.1. MAJOR LIMITATIONS OF EA

EA has contributed much to give 1nslgﬁ%3;1nto the

.understanding of second/foreign language acquisition.

However, some literature shows the following shortcomings:

1)

(2)

(3

Confusion of explanatory and descrlpﬁlve aspects. For
Dulay et al (13882), there is a lack of distinction
between the terms deécrlptlon (the product of language
acquisition) and explanatjon (the acquisition process
that occurs in the learner’s mind, i{.e., the
determination of the origin(s) of the product):

Lack'of precision in the judgement of the.causes of the
lea}ner‘s errors. For Lott (1983),.th18 shortcoming 1is
due to the complexity of the errors and to the limited
knowledge of the psychological_gnd the neurological
processes involved in language learning. Dulay et al
(1382:144), on the other hand, state that ”... explain-
-ing error types is not simply a matter of assigning a
single source to each error that occurs. Language
learning is an interacticn of internal [e.g. NL
"transfer”, "simpllfication", generatloh of "false
hyéotheses". etcl and external factors [le.g. tra}nihg
procedures, cémmunicatlon situatlons,‘sociocurbgral
factors, etc) and explanation of errors must ?éflect
that interaction.” .
Difficulty in categorizing precisely partlcuiar errors.
For example, the word ‘called’ in the word list ‘of our

corpus was pronounced *[Kswdl. As far as segmental

22
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errors are concerned, the doubt lies in the
1nterpretatioﬁ of the segmen; /17, that is, was it
replaced by [wl or zero? Or what type of sound
substitution occurred? There are many other examples
with doubtful interpretation in the data. |

(4) Laék of sufficient specificity in the definition of
error categories. Dulay et al (ibid) affirm that the
boundaries of intralingual and'developmental errors ére
ﬁot well clartified by Richards: ”An examination of
learners’ developing speech reveals that most
developmental errors are lnﬁrallngual." (p.145)
Besides, many researchers have def ined tﬁe intral tngual
error category in d!fferént ways, which results in

 different findings for the same data.

1.4. SOME MAIN HYPOTHESES ON SECOND/FOREIGN LANGUAGE

LEARNING

A number of hypotheses. dealt with belou have emerged
since the EA approach. They attempt to clarify the process

of second/foreign language learning.
1.4.1. INTERLANGUAGE ﬁYPOTHESIS (ILH)

This hypothésis has been proposed by Selinker (1972),
who states that the learner has a separate linguistic system
based on attempted productions of a TL norm. The notion of a
Separate linguistic system has bgen developed independently

by Jakobovits (1969) and Nemser (1371).



According to the ILH, the second/foreign language
jearner internalizes a system of rules which may be
1ndependent of both the NL and the TL systems. This claim
follows Corder ‘s (1971) notion of ‘idiosyncratic dialect”.

The assumption of an independent system by the ILH-does
not necessartily imply that certain L2 forms cannot reflect
NL or TL patterns. However, there are rules which are not
motivated by either the TL or the NL. They are, therefore,
callea ‘independent rules’ (Eckman:1981a) or ‘unmarked
rules’ (Altenberg and Vago:13983). Eckman (ibid), for
example, postulates two independent rules with respect to

the phonological level. The first one, Terminal Devoicing

(TD), is found in the grammar.of a number of first languages
such as Cerman, Russian, and Polish. The second Il rule is

called Schuwa Paragoge which has apparently no part in the

grammar of any language.
These rules are formulated in (1) and (2) below:
(Eckman,ibid:187/206)

(1) [-sonorantl — [-voicel #

2> p’ — 3. - sonorant
+ votice ———

The rules above are explained on the basig of 5(1) a
comparison of the NL and the TL involved, and (2) principles
of second language learning.” (p.211) For example, English
différs from Spanish in that i1t has a superficial voice
contrast in allvuord pesitions, thle Spanish has a

superficial voice contrast only initially and medially.
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pased on Eckman’ s data, the IL forms of the Colombian
spanish learners exhibit V] segments word finally whereé the
Corpespdndlng TL forms have voiced (Vd) ones (e.g. ‘smooth’
/Smu-{/' ‘pig”’ /PIK /, ‘red’ /Y’Et/, etc). He assumes,
therefore, that these ILs are motivated by TD, which is
considered an independent rule since neither English
(although it has word-finally voice contrast) nor Spanish
exhibits 1£ in their systems.

T;ere are IL forms which contradict the TD rule.
However, considering the unstable nature of an IL, the
counterexamples to this rule are expected to oc¢cur.

As to the rule of Schwa Paragoge, Eckman observes that
Mandarin speakers of English éomettmes produce a schwa
following the word-final Vd obstruent, suéh as in ‘tag’
‘/txﬂal, ‘rob’ sraba /, etc. The Qrammar of Mandarin does
not allow either voice contrast tn final position ér rule of
schva paragoge.

Fob»Eckqan, "the existence of IL forms llke.ltggl,
without word-final schwas, is accounted for by assuming that
Schwa Paragoge, litke TD, ig an optional or variable rule.”
(p-206) | |

Although Schwa Paragogé ;s not apparently'moilvated by
- the grammar of first languages, 1; should not be considered
an “"unnatural” rule, because its presence in the grammar‘of
an IL confirms the assumption that ILs are indepéndent
linguistic systems in the same way that natpral languéges

are. (AdJjemtan 1976:298)
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gased on the view that the learner’s IL is an

mdependent system, Eckman (188la/b) proposes the
-putonomous System Analysis’ (term used by Altenberg and
vago (19837 to refer to Eckman’s approach). As Altenbe.rg and
,vago (ibid:427) observe, this approach "analyzes the
phonology of the second language speaker as a system unto
{tself and then attempts to account for the characteristics

of that system” without assuming anpther underlying
ganguége.

The Autonomous System Analysis Approach differs from the
EA Approach in that the latter relates the IL to both the TL
and the NL, while the former does not. Altenberg and Vago
(1b1d:442/443) point out that ”"the EA Approach can
investigate the constraints on transfer from the NHL to the
TL. It can indicate that speakers are, for example,
consistently substituting (t) for TL t81. 1f 01 never
appears in second language speech, then an autonomous system
-analysis simply reveals the absence of (81 but fails to
-indicéterthat €1 appears in ﬁhe.TL. That is, the Autonomous
System Analysis does not directly connect the interlanguage
‘ with the TL, nor does it indicate the wayé in which speakers
modify the TL.”

An important question which derives from both the ILH
and the Autonomous»System Analysis i1s the extent to uhiqh
ILs can be considered ‘an independent system’ or ‘a natural

language’ or ‘a process of creative construction’. This
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{ssue will not be discussed here but it deserves

conslderatlon.

1.4.2. L2=L1 HYPOTHESIS

Corder (13867:22) proposes that "some ... of the
strategies adoptea g;\the learner of a second language are
gubstantially the same as those by which a flrét language is
acquired. Such a proposal does not lﬁply that the course or
sequence of learning is the same 1in bbth cases.” According
to him, the application of this hypothesis is not new and tis
essentlaliy that proposed by H.E. Palmer (19225.

It 15 important to point out that the process of
lé;bﬁlng a second/foreign language is different from the
process of primary acquls{tlon. The main differences lie in
the following points: (Cofder:19§7) |
l.-Hotlvation. The acquisition of the first languagé is

sqmethlng cructal and’necéssary for any individual 1in
ofdér to communicate. The learning of the second/foreign
language, however, involves some other force uhiéh
‘motlvates him/her.

2. ”... the learning of the mother tongue is part of}thé’
whole maturational process of a child, Ohlls£'learn1ng a
second language normally begins only after the
maturational process is largely complete.” (p.20)

3. ”... the learning of the mother tongue is inevitable,

since you are exposed to the language acquisition

précess, whereas there is no such inevitability about the
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1eafning of a second language.” (p.20)

Despite the differences between learning and
acquisition, researches have shown supporting evidences for
L2=L1 hypothesis. Dulay and Burt (1372), for example,
confirm this hypothesis from the viewpoint of syntacti?
error analysis' (“goof analysis ). They offer alternative
explanations for those goof's that seem to support the CA
hypothesis. For example, the L2=L1 hypothesis predicts that
childrén acquiring their first language will omit functors
as in the bhrase ‘Jose want. Hiss Jones’. This tendency also
occurs 1in L2 production.

'Every hypothests should contain both product and procesé
levels. However, the L2=L1 hypothesis seems to refer
explicitly only to the product level, leaving the process
level out. This shortcoming brings up two crucial questions:
(a) if a type of error in the L2 product;on.of an adulit
learner, for example, is the same as that made by a speaker
acquiring L1, can one suggest, then, that both speakers
necessarily follow similaf strategies to produce the same
error? (b) If such strategies are no£ similar, how can they
be explained? However important these questions may be, they

are not within the scope of our study.
1.4.3. MARKEDNESS DIFFERENTIAL HYPOTHESIS (MDH)

Eckman (1977) proposes the Markedness Differential
Hypothesis on the basis of both the strong version of the

CAH and the notion of typological markedness. The main



assumption of the CAH is maintained, namely that the

compa

rison of the native and target languages is valid to

predlCt the areas of difficulty in second/foreign language

Jearning. Besides, the notion of ‘1-elative degree of

difficulty’ (i.e. typological markedness)

is incorporated to

establish the directionality of the difficulty.

According to Eckman (1b1d=320), markedness is defined

as:

”A phenomenon A in some language is. more marked than B

if the presenéé of A in a language implies the presence
of B; but the presence of B does not imply the presence
of A”.

Descriptive studies on language universals and

typologies have contributed to markedness relations. For

example, Eckman (ibi1d:322) points out that with respect to

the positions in which a voice contrast is maintained,

languages can be typologléed as:

TYPE

A

DESCRIPTION

Those which maintain a superficial
voice contrast in initial, medial
and final positions.

Those which maintain a superficial

voice contrast in initial and medial’

positions, but fail to maintain this
contrast in final position.

Those which maintain a superficial
voice contrast in inttial position
but fail to -maintain this contrast
in medtal and final position.

Those which mainﬁain no voice
contrast in initial, medial, or
final positions. ‘

EXAMPLES

English
Arabic
Swedish

German -
Polish, Greek
Japanesge
Catalan

Corsican

~ Sardinian

- Korean

29
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From this typology, the following universal voice

contrast hierarchy emerges:

Initially least marked
Medially
Finally most marked

According to Eckman (ibid), this hierarchy tnvolves the
following markedness relations: "the presence of a contrast
finally implies a contrast medtally, which, in turn, implies
a contrast initially. However, the ﬁresence of a voice
contrast medially does not imply such a contrast finally,
and the presence of a contrast initially does not imply a
contrast‘medially and finally.” Therefore, a voice contrast
in word-final position is more marked than in word-medial
position which is more marked than a voice contrast
uord-inipially.

This notion shows the relative degree of difficulty in
voice contrast and it establishes the directionality of the
difficulty. In o£her words, it ;s claimed that voice
éontfast word-finally is acquired later than voice contrasts
medially and initially.

The MDH ig .stated as: (Eckman, 1977:321)

”The areas of difficulty'that a language learner will héQe
can be predicted on the basis of a systematic comparison

of the grammars of the native language, the target
language and the markedness relations stated in universal
grammar, such that,

(a) Those areas of the target language which differ from
the native language and are more marked than the

) native language will be difficult.

(b) The relative degree of difficulty of the areas of the
target language which are more marked than the native
language will correspond to the relative degree of

markedness;
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(c) Those areas of the target language which are
different from the native language, but are not more
marked than the native language will not be
difficult.”

1.4.3.1. DIFFERENCES BETUEEN THE CAH AND THE MDH

Eckman (1985:292) discusses 3 important differenceé

petween these two- hypotheses: .

1)

(2)

»... the MDH not only establishes the areas of
difficulty between the NL and TL, but it also predicts
the relative degree of difficulty between these areas.”
The CAH, on the other hand, ig concerned with the first
gstatement only. -

The MDH considers that certain differences between the
NL and the TL do not cause difficulty to the learner.
Under the CAH, however, all differences result in
learning difficulty. For example, Freﬁch has an initial
/%/-/§/ contrast, but English does not. The MDH predicts
that this contrast in French will not cause difficulty
for English speakers, because English maintains such a

contrast in word-medial position which is moré marked

) thaﬁ word-initially. This assumpilpn te confirmed by

(3

Gradman (1971) who “points out that learning to contrast

7%/ in initi1al position is not difficult for English

. speakers learning French.” (in Eckman, 1977:318)

On the basis of relative degree of difficulty, the MDH
may dlstlnguish between beginning and advanced levels of
proficiency in languagé learning as well as-account for

longlﬁudlnal acquisition on the part of the learner.
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'y.4.3.2. SCALE OF MARKEDNESS

This scale provides a hierarchy of elements that go from
the most to the least difficult élement in a universal
implicational relation. It differs from the scale of error
gravity in respect of the cr}terla used. The MDH is based on
criteria of markedness while the scale of error gravity is
pased on any of the 4 classes of criteria suggested by James
(1884): linguistic, c;mmunlcatlon—based, attitudinal and
pédagoglc.

In the scale of markedness the most difficult element 1is
that which is8 more marked, while in the scale of error
gravity the most difficult element involves either (a) the
highest frequency of error (linguistic criterlon), (b) the
itmpairment of intelligibtlity (coﬁmun!cation—based
critertion), (c) native’s negative reaction to the accented
speech of a non-native speaker (attitudinal criterion), and
(d) the learner ‘s ignorance of a structure which is
important to the understanding and/or acquisition of another

structure (pedagogic criterion).
1.4.3.3. VALIDITY OF THE MDH

Major (1387) carried out a study on the acquisition of
Engllsh /€/ and /%/ by native speakers of Brazilian
Portuguese. The results of this work reveal that transfer
and markedness adequately explain the great frequency of
Portuguese /€/ in the English utterances of beginning

learners.
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Magjor (ibid:66) points out that the English /€/ is less
difficult than /&/ for 2 reasons: ”(a) positive transfer and
markedness - Portuguese speakers eready have /€/, and (b)
,s%2/ is universally more marked than /€/.”

As to the speech of the more advanced learners, Héjor‘s
study shows that /Z/ occurs more frequently than /E/. In
this case, transfer and markedness cannot explain the
behaviour of those learners, which falsifies the MDH.

Aécording to the present analysis of the data, the
learners, no matter in which semester of the course they
are, tend to replace [2] by [e€] and vice-versa. The numbér
of these substitutions varies according to each semester.

Compare the substitution results below:

(E) — [&) (£3.—>» €]
2nd semester 12 10
4th semester 37 13
6th semester 17 10
8th semester 13 . 20
78 58 -

The'totél number of each substituglén process above
shows that the réplacement of (£] by (#] 1s more frequent
than the converse one. ,

Contrary to Major- s findings, the replacement of {®) by
IéJ is more frequent in the 8th semester (adyénced studeﬁts)
while the convérse one 1is more frequent in the 4tﬁ semester
(pre-intermedtate students). Eckman’s MDH can explaln the
replacement of [£] by [€] but it failé to explain cases in
which a more marked élemént replaces a less marked one (see

also {1:3 — (1] p.166).



It is interesting to note that in the perception
-discriminatory task, the advanced learners tend to hear ([21]
in words with (€], while the beginners recognize [E] in

vords with [£] (see p.130).
1.4.3.4. PEDAGOGICAL IMPLICATIONS OF THE MDH

The MDH has two major implications for second language
pedagogy:

(1) The order in which TL structureé are acquired in an.
untutored situation follows the degree of markedness.
Therefore, those étructures whiéh are rélapively less
marked (i.e. less complex) are acquired before those
which are more marked (i.e. more complex).

(2) The direction of ‘generalization of learning” goes from
more markea gtructures to less marked ones. "The claim
1s that once the most marked member of the set of
strucpures 1s learned, the learner will be able to
generalize to the less marked structures automatically.
In other words, if the learner acquires the structure
which i{s most marked, all relatively less marked
-structures will be learned immediately.” (Eckman, 1985:
296) |
Based on the implications above, the L2 material may be

presented in two different ways according to the teacher ‘s

pedagogical philosophy:‘

(1) The less difficult matertal should be presented before

the material of greater difficulty or



(2> The most difficult matérlal should be presented before
the material of least difficult. This method of
ppesentétlon attempts to make uée of the learner’s
ability to generalize learniag from a more marked
structure to a less marked one (i.e. 1nter§ent!on
strategy), and not the reverse.

Based on the present data, the replacement of (E£] by [X)
shows that the learning of the more marked element /&/
contributes negatively to the learning of /€/, which is a
lesé marked element. Actually, /&/ inhibits the presenée of
/E/ tin some learners’ IlLs. This is due to the
overgeneralization towards the English /Z/. In this case,
theAdirectlon of ‘generalization of learning’ fails to go
. from more marked to a iess marked structure.

To conclude, one approach alone cannot explain
adequately all IL forms, since each approach has its own
limitations. Theref&re, it is more plausiblé to say that all
hypotheses reported here coﬁtrlbute together to explain the
learners’ errors as well as to provide new insights tnto

second/foreign language learning.
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CHAPTER 2

CONTRASTIVE ANALYSIS OF ENGLISH A¥.D PORTUGUESE SEGMENTAL
| * . “'PHONOLOGY | |

For the purpose of the present study, the phoneme is
defined as a meaningful distictive unit. This definition
conforms to that provided by the structuralists, who draw a
distinction between phonemics and phonetics. Phonemics
attempts to discover which 6f the differences among the
sounds of .2 given language are meaningful and to determine
the allophones of each phoneme. Allophones are determined by
the influence of adjacent sounds, of syllable accent, of
position in the word, and of word boundaries (in sandhi).
Phonetics, on the other hand, attempts to describe all the
distinguishable sounds that occur in the languages of the
wbrld |

The decription of the English and the PortugueseA
phonemes is mainly concerned with setting out the following
points:
1. The English phonemes which do not occur in Portuguese;
2. The English phonemes which occur in Portuguese as
al lophones;
3. Equivalent Engliéh and Portuguese phonemes which have

different allophones 2and;
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4. Equivalent English and.Portuguese phonemes thch have
different phonotactic possibilities.

The allophones of each phoneme are presented in
phonoxogical rules which may be either obligatory or
optional depending on whether the variants are in
complementary distribution or in free variation. The
variants are optional in two different cases: (1) when they
pelong to a speech style (stylistic variation) and (2) when
they belong to a particular dialect (dialectal variation).
The rules which have.no indication are obligatory.

The following diacritics will be used to indicate

phonetic features:

(H) strongly aspirated <] released
thl weakly aspirated £>) unreleased
[°] not aspirated E}J syllabic

{,) devoiced
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CONSONANTAL PHONEMES

i.

2.

Table 2.1 Classification of the English consonantal

Adapted from ‘Jones (1972:xvii)
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phonemes.



ple 2.2 Classification of the Portuguese consonantal

p;znemes. Adapted from Cagliari (1980:22).
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2.1.1. STOPS

Stops are produced by ;omplete closure of tﬂe
articulatdrs causing a barrier to the pulmonic egressive
airstream; English and Portuguese have the same stop sounds:
(p,b,t,d,k,qgl. However, their-phqnotactic distribution
differs from one language to the other. TheAEnglish stops
are found word-initially, medially and finally; thle the
Portuguese stops only occur initially and medially.

According to Abercrombie (1967:i40), there are three
‘Phases in the production qf a stop: shutting, closure and

opening.

39
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Articulator A | | A

| |
i "
i |

Articulator B | ! B
o shutting closure orening

CLOSURE — PLOSION

»The two «converging lines and the two separating lines
represent the articulators coming together (phase 1) and
opening again (phase 3) respectively, . and the single
straidht line which is between represents phase 2, with the
articulators in contact making a strictpre of complete
closure.” (ibid:141) Each phase is, of course, very brief in
duration.

As regards English, phase 3 is optional (see 2.1.1.2.,
rule (3¢cl)). In Portugueée, on the other hand, the presence
of phase 3 is almost obligatory, since Portuguese consonants
are generally supported by a vowel. In .words such as
‘advogado’ and °‘psicologia’, there is a tendency to
pronounce the phonemes /d/ and /p/ with the epenthetic vowel
til.

Another difference bétweén Portuguese and English stops

lies in their allophonic variants, as shovn below:
2.1.1.1. MAIN ALLOPHONES OF THE PORTUGUESE STOPS

(1) /p/ = [p] $ ___ E.g. piso, aprimorar
— % E.g. apto
(2} /b/ — [b] / $ ___ E.g. bala, atrir

—_— $ E.g. obsoleto



41

(3) /t/ = a) [t] / $ o E.g. tambor, estrada

pialectal b) [c‘f)/____ (il E.g. tinha, dentista, tomate

Cul E.g. muito, dezoito
(43) /d/ —> a) [d] $ ___ E.g. dormir, podre
- % E.g. admirar
Dialectal b) Y] -—- [il E.g. dinheiro, pudico, 6§io
//___,[ul E.g. doido

When the stops /t/ and /d/ are followed by the high
front vowel [il, they tend to become [&] énd LYl
respectively in dialects such as carjoca, mineiro and
baiano. These variants are also heard in contexts where /t/
and /d/ are followed by the high back vowel [u), which is a
characteristic of some dialects in the northeast of Brazil
and of the speech of many people from the interior of the
island of Florianopolis. —

The affrication process with the vowel [{] occurs in
both stressed and unstregsed positions, while the
affrication‘with the vowel [ul seems to occur only in
unstressed position. )

(5) /k/ — a) [c]/$ ——- [front vowell E.g. quilo, aquecer
b) tkl f$ ___ [back vowell E.g. copo, cume,
———- $ E.g. taxi ks3], acne, pacto
$___cC E.g. éromd, crime
(6) /s/g/ — a) [3]/>$ —_— [froﬁt vowell E.g. guerra, 5§3ia
b) [gJ/$ ———_ [back vowel] E.g. gola, agulha
¥

c E.g. gripe, glacd



42

The variants [c] and (F] are classified as palatals. [(k)

and [gl, on the other hand, are velar varijants.

5.1.1.2. HMAIN ALLOPHONES OF THE ENGLISH STOPS

(1) /p,t.k/ = [pH,t¥, k”1/$ ___V E.g. pet, ten, gét
: rqgair, aE}ack, accord
(2) /p,t,k/ = [p°,t°,k%1 [ (s) ___ E.g. speak, stop, scar
. r,w,y,13
E.qg. approach, atlantic, quite
The difference between the allophones in (1) and those
in (2) is explained by the presence and absence of
aspiratioﬁ. In Portuguese, the V! stops are always
unaspirated. i
(3) /p,t,k/ — a) rph,th,kh; %
Stylistic b) [p°,t°,k°] E.g. clip, lagé, sick
c) [p”,t?,k%1
All English étops in word-final position may be either
released (+ phase 3) or unreleased (- phase 3). This depends
én the‘speech style of each individual. In a careful and
emphatic speech, the (thl is used. In casual speech, on the
other hand, ft?1 is quite common. The unaspirated (! is
used in normal speech.
(4) /p,t,k,b,d,g/ = [p,t,K,b5d7g] [ ___ (#) [+ homorganic
stopl
E.g. egg cup, boogcase; round top
Abercrombie (1967:147) points out that‘when.tuo

homorganic stops are adjacent within the word or at word



boundaries, the first stop of the sequence loses phase 3 in
its articulation and the second element loses phase 1. For
example, in ‘scrap book~’ [p) lacks an audible phase 3, (bl
jacks an audible phase ;. Phase 1 of the second stop, Fb],
takes place during phase 2 of the first stop [pl], so that
when phase 3 of [p) comes there can be ro burst of escaping

éir. See the diagram below: , ' \
' 1 ' i '

- : VY yp/ /b
M ] ] t [] H .
12! ‘2 '3 1 2 3

/p/ /b _
At the articulatory level the 3 stages of a stop are

maintain;d. The third phase cbrresponds to the bilabial
plosion ([bl.

In Portuguese, the sequence of two stops whether
homorganic or not is generally broken by the epentﬁetic
vowel [i], such as in ‘compacto’ tk&?aki{w], ‘optar”
(ePﬂtAr] and ‘submarino” [Subima'rinuw 31, However, there are
speakers who produce-tﬁe first stop without piosion, as in
‘obter - [eb>t<er 1. |

¢s) s/t,as = te1/V ___ vV E.g. writer, rider
Stylistic V . %V E.g. right auay;“reag about:

The variant (£} is generally used in American English in
informal educated speech. In Portuguese, the tap is a
ﬁhoneme, which represents the orthographic symbol{s, as in
‘caro’ and °‘barato”’.

l

(6) 7t/ — [?1 ) V

(n) (<an) E.g. beaten, subtle

Dialectal 13
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According to Wise (1357:128), the glottal stop is used
in the Cockney dialect and in the speech of New Yorkers, as
'
substitute for [t] and [k] such as in ‘Tittle” [JI?} ] and

a
/
‘pacon’ [bg?? lJ. The substitution for [t] is, however, much

more frequent.

(7) /t,d/ — E&.JJ/___ (#) 41

Stylistic E.g. what you, immature, told you

xn'English, L% and {Yl are classified as both phonemes
(see p.50) and free variants of /t/ and /d/. As variants,
they occur before the palatal Ljl. In Portuguese, on ihe
other hand, {¥) and [J] are variants which may éppear before

the vowelé il and [ul.
(8> /b,d,g/ — [b°,d°,g°]/ in all positions
E.g. cabbage, géar, bag
The English Vd stops are always unaspirated.
(9 /b,d,g/ — t?,?,g] —__CcvL
E.g. tubful, sudsy, drugstore
-— ¥ E.g. cfup, dad, bug
In the first context the VI sound is antecipated and
devoices the Vd stop»sound. As to the second context,
Bronstein.(1960:78) remarks that word-final /b,d,g/ are
weakly ploded and partially devoiced. When they are fully

devoiced, they are considered foreignisms.
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.1.2. FRICATIVES

Fricative consonants produce audible friction when the
airstrean forces through the partially obstructed vocal
tract.

The fricatives [f.v;s.z,ﬁ,il are found in both the
portuguese and the English phonological systems. The English
tf,v.8,z.%] occur in all vord positions, while in '
portugdese, they are found only initially and medially,
except for [8] which is pronounced finally, as in the word
}'c;rtag' (in Dialect 1, p.47). As variants, the Portuguése
(%) and [%J'may occur in word-medial and final positions
depending on the dialect (see p.47).

English establishes phonemic oposition between [sl and

fz) either initially, medially or finally. This contrast is

- also found in Portuguese but only initially (not so

frequent) and medially, because the phoneme /z/ does not

occur in word-final position.

E.g. ENGLISH 8ink ' racer rice
zinc | ragpf : rise

PORTUGUESE  seca (v.)  em cima -
Zéca : enzima -

The English /%/ does not occur in word-initial position,
’except for the»word ‘genre’ fianraj which is a French loan
word. As Wise (1857:137) observes, 7/s%/ is not originally an
English sound, having comeainto English partly by adoption
from Norman French and partly by assimilation within the

©lder cluster f[zjl.”




In Portuguese, 73/ doés not occur in word-final
pogition. However, there are speakers who elide the final
vowel in rapid speech, as in the following pronunciations
c{iliﬁ] (falanée), (m8% 1 (monge), etc. The same occurs.with
the Portuguese 7%/, as for example in ‘feixe’ [fﬁgl. This
olision process seems to involve only the final high front
vowel i}, because in words, such as ‘caixa’ and “queijo’,
the vowels [2l and [o] do not drop.

The English fricatives /h,B,?,M/ have.no equivalent in
portuguese.-The V1 glottal /h/ only occurs in Portuguese as
an allophone of /r/ (see p.59). In English, )h/ occursg in
words such as ‘hand’, ‘who’, and 'comprenenaion’. It is not
found in word-final position. Bronstein (1967:94) remarks
that ”"when the /h/ sound is in intervocalic position ..., as
in ‘behest’ or ‘perhaps”, the /h/ is frequently voiced. The
IPA symbol for the voiced allophone is (hl.”

The V1 and Vd interdentals (0] and (%) occur in all word

positions. Sometimes, native speakers of English replace

them by [tl and [d] respectively, which characterizes the

speaker of uncultivated English. This substitution process

or the actual deletion of the th sound may occur in the
wvords ‘fifths”’ ( [{19:.5 3 or {zx{s 1), 'si;cths' < sikts) or
£ 5zKs 1), and ‘months’ ([mants) or [msns H in careless
speech.

The spelling th stands for [t] only in certain proper

? .
names, such as_’Thames' [tewml, ‘Thomas [i&maz] and

46
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.pnthony ’ (Zentanz 1. Besides, it is normally silent in
. agthma’ [la‘.srna J and ‘isthmus” [lL$mas l.

The V1 labiovelar fricative [M], algso indicated as [hw],
occurs in words such as ‘which’, ‘where’ and ‘wheel * |
(wvh-spellings). [M] and (w)] may vary freely in this
context, except for ‘who”, ‘whom®, ‘whose-, ‘whole ”,

-whore’, ‘whoop®, and their derivatives which are pronounced
with [hl. According to Bronstein (1967:95), "/hw/ is

‘ actually the older and still predominant form in most of the
country [USA). /w/ seems to be gaining In popularity,
particularly in urban areas and among younger people... .
The /hw/ is usual in Scotland, Ireland, and the north of
England, while the /w/ is the more usual pronunciation in

gouthern England.“

2.1.2.1. MAIN ALLOPHONES OF THE PORTUGUESE FRICATIVES

(1 /7£7 = 1 [$ ___ E.g. faca, sofrimento
—_— $ E.g. afta )

(2) 7v/ = t'vJ/$ ———  E.g. vida, livro
(3) DIALECT 1 | '
 tss = @ (sl /[$ __ E.g. saci, figar_fkg)'

- —$Ccwn E.g; vespa,. casca

-—— # E.g. nds, vez, cartas
b) [zJ/'Vd ——— # Vd E.g. mas eu, mais gordo

DIALECT 2

/’8/ —> a) [sJ/$ -—— E.g. same examples in 3a above
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b) &3 $ CvL E.g. escola, casca

I E.g. dez, treg
c) ti]/ ——_ #Cvda E.g. mais gordo
d> tz]/_““_# v E.g. maig eu
;4) /z/ — a) [z] /Vd ——Vvd E.g. meémo, veggo
pialectal b) [¥3 /Vd e vd E.g. mesmo, desde

Dialect 1 occurs in some parts in Sao Paulo and Parané,
while Dialect 2 is heard in the Carioca and Catarinense
speech: The variant [£] of the phonemeé /z/ also occurs in
regions of Dialect 2.

(s) /8/ — t81/$ ___  E.g. chd, achar

(6) 7%/ — [%3/#3 ——- E.g. gelo, regimento

2.1.2.2. MAIN ALLOPHONES OF THE ENGLISH FRICATIVES

(1) 7/£/ — [f1 [ $ (C) ___ E.g. feel, sphere
-— 3 E.g. laughing, half
(2) 7/v/ — vl [$ ___ E.g. veal, reveal

_— $ E.g. arriving, have
(3) /8/ — a) (s8] [$ ___ E.g. slow, city, cagtle
(C) $§ E.g. cast, rice

[-voicel ___

# E.g. pahtg, stops
b) [z]/ (+voicel ___ # E.g. bands, Joﬁn'g
When the morpheme -s is added to a word for the
forma;ion of noun plural, third person singular form of the
present tense, geﬁitive ‘s or 8° and contraction -’'s, its

pronunciation varies according to the preceding sound:



after 2 Vd sound it is voiced ([z]), and after a V1 sound it
i 8 voiceless ([s8l). This rule results from the progressive
voicing assimilation rule in English. It is not applied when
the preceding sound is [s,z,é,i.é,}]. 16 this case, the
gequence £1z) is invariably pronounced after thése sounas,
corresponding to the extended spelling form -es (e.g. buses,
puzzes, brushes, etc). The progressive voicing assimilation
rule is also applied to the pronunciation of the paét

morpheme -(e)d in English. Its pronunciation follows a

pattern similar to that of the morpheme -8 above.

(4) /z/ — a) 23/ § ___ E.g. zoo, lizard
— $ E.g. rise, freezing
Stylistic D) [%J/___ # [Jl E.g. because you, as you

Mascherpe points out that when the phoneme /s/ is part

~ of the English word, without being a morpheme, there is no
phonological rule which can predict the use of (s8] or [z} in
words such as ‘rice/rize”, ‘loose/lose’, etc. Therefore, the
learners have to familiarize £hemselves with each word
tndividually, i.e., those pronounced with (s8] (e.g. fice.
loose) and those pronounced with [z] (e.g. rise, losa).:

In Portugueée, the variants {sl anq €z] in yord or-
syllable final position are conditioned by thg folloping
sound (i.e. regressive voicing assimilation ruled). (sl is
used when the following sound is V1 or when a pause follows
it; [(zl, on the other hand, is used before a Vd'soﬁnd.

'English [z] may become {¥%¥] owing to the assimilation

process with the following palatal (j3J.
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(5) /87 > [§3/$ -—— E.g. shoe, special, machine
—_—— $ E.g. wash, washing
) 7%/ — &3] $ —_— E.g. ugually; television

——— $ E.g. beige, rouging

2.1.3. AFFRICATES

They are produced by "a complete closure at some point
in the mouth, behind which the air pressure builds up; the
geparation of the orgéﬁs is slow compared with that of a
plosive, 8O that friction is a characteristic of the second
element of the sound.” (Gimson:1880:84) An affricate
results, therefore, from the combination of a stop and a
fricative. For example: .

sts + 787 = 7/
/a7 + 7%/ = 7Y/ .
There are 2 affricates in English, the /¥ and the /Y/,
which are found in all word positions, as in 'gheu/gew',
‘catches/cadges” and 'largg/largg'.lThey may also be
allophones of /t/ and /d/, as seen in secfion 2.1.1.2. rule
(7). |

In Portuguese, {&] and fJ] are only allophones (see
2.1,1.1. (35) and (4b)). The sound [¥] may also occur in
loan words into Portuguese, as in ‘tchau’ [ Zaw 1, ‘tcheco”

[}
t&eku] and ‘patchuli’ [ padulii.



2.1.9.1. MAIN ALLOPHONES OF THE ENGLISH AFFRICATES

(1) 7&7 t¥é1 $ ___ E.g. chance, kitchen
—— $ E.g. search, reaching
(2> 7y = tJ1/$ ___ E.g. juice, magic

—— $ E.g. college, management

2.1.4. NASALS

Nasal sounds are articulated liké stops, i.e., they are
produced by a stricture of complete closure. prever,.during
their formation and emission the veium is lowered to éermit
the passage of the airstream through the nasopharynx and the
nasal cavity.

Tﬁe English nasals are (m,n,n] and they occur in all
word positions, except for th which is found only medially
and finally. In Portuguese, the nasal consonants are (m,n,
T), which occur initially and mediall&. In word-final
position or iﬁ syllable boundaries, the Portuguese nasals
nasalize the preceding vowel, as in ‘sim [SU3], ’tinga’

‘

l~ ’ -~
(tthJ, and ‘ninho” [hvnw 3],

-2.1.4.1. MAIN ALLOPNONES OF THE PORTUGUESE NASALS

(1) /m/ — [m) /$ — E.g. mesa, momento, pigmeu
(2) /n/ — (n]/ $ ___ E.g. nao, piano, ignorar
(3) /n/7 — fﬁ]/ $ ___ E.g. nhambu, senhora

According to Cagliari (1981:84), the palatal nasal [nl
and the velar nasal {n] may occur in both syllable

boundaries and in word-final position as allophones of /m/

-

(¥4}
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and /n/. The occurrence of these variants is conditioned
o1ther by the preceding vowel or by a.following stop within
the word. UWhen they are conditioned by the preceding vowél,
the realization of the nasals /m/ or /n/ is as follows
(cagliari, 1883:4) .
a) a palatal nasal -- following a front vowel
E.g. vim [Vtﬁ), vem [ VEN 3 |

p) a velar nasal -- following a non-front vowel

"E.g. rum [XWn 1, bom [b&q]

The vowel [al allows either the palatal nasal, the velar
nasal or none of the two. E.g. “irma“ [Cr?nzq] or [irmiy,
‘mae’ [miA 3 or [Wﬁjl.

The nasals /m/ and (n/ may also be conditioned by the

following stop, resulting in a homorganic nasal:

E.qg. GLOSS ’ NASAL CONDITIONED NAéAL CONDITIONED
BY THE PRECEDING BY THE FOLLOWING
— VOWEL — sTOP
‘Finca“’ [Qtnk& ] t{tgk& ]
‘fundo * E'{agdu-i ['{&ndu,l
‘tombo * . [_'t‘égbuu ] r'tembu )

In English, /g/ is a phoneme. In Portuguese, it may

occur as an allophone of either /m/ or /n/ in the contexts

referred to.above.

2.1.4.2. MAIN ALLOPHONES OF THE ENGLISH NASALS

(1) /m/ — a) m)/ $ ___ E.g. memory, intermedijiate

—-—— % E.g. comfortable, wisdom

b) [?3/ {+obstruent] ___ # E.g. prism, chasm
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(2) /n/ —>» a) [nl' $ ;__. E.g. nose, knee, morning
—_— $ E.g. pancake, man
b) tp)/[+obstruent] -—— # E.g. leaden, button
The syllabic nasals (p) and [p] occur in unstressed
positions. Words, such as ‘prism’ and ‘leaden’ are |
transcribed as [}rxzml and fladgl, showing no vowel between
gz} and [m] nor between [dl and (nl. According to Bronstein
(1967:106), "such syllabic nasals are part of the standard
speech pattern.” '
(3) /9/ —9'[91//___ $ E.g._kiggdoq. singer, song
Bronstein (ibid:110) states that the existence of the
syllabic [gj in educated American English abeech cannot be
denied (e.;. ‘bacon”’ fbﬂkn], ‘bag and baggage’_[bag !
‘bg3;132. However, its usag; is not frequent. ’ ‘
(n) and () may vary freely as alternative
pronunciations of the orthographic n + C,9,q in words, such
as “income” (tn) or [g] in AE and BE), and ‘engrave’ (Inl in

AE, [l in BE).

2.1.5. LATERALS

Laterals are produced by a stricture of complete closure
in the centér of the vocal tract, so that there is lateral
Passzge of the airstream, round one or both sides of the
obstruction. English and Portuguese laterals are vsually
voiced. |

In English the lateral /1/ is found in initial, medial

2nd final word positions. This phoneme also occurs in
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portuguese. but only initially and medially. In word-final
position /1/ generally becomes [ul . For the majority of the
nauve‘Brazilian Portuguese speakers, there is no difference

’

ronunciation between ‘mau’ and ‘mal ° [mMmaw], ‘auto’ and

in P
[4
‘alto” awtwy, and so on. '
pPortuguese has also the palatal lateral [A] which
represents the orthographic lh in words such as ‘lhama“’,

‘milho’, and ‘mulher”. This phoneme does not occur in

word-final position.
2.1.5.1. MAIN ALLOPHONES OF THE PORTUGUESE LATERALS

(1> 71/ = @ 113/ $ (© ___ E.g. lado, falar, claro
b tmi/___$C E.g. faltar, algo
- # (V) E.g. varal, mal agouro

Stylistic ¢) (ﬁ]/ -—- [J1 E.q. Cec(lia._6leo

The variant (1] is used in prevocalic position. The
variant ful, on the other hand, is followed either by a
consonant or by silence in qofd—final position. When the
bhoneme 71/ follows a vowel at word boundaries.-as in ‘mal
agouro’, it generally becomes [ﬂ].

In C(ic), /1/ assimilates the semivowel [j] to form the .

palatal lateral [Al.

2y k7 — tﬁ:/$ ——— E.g. lhano, filho
T ' .
Stylistic b) [1j] /$ —— [ul  E.g. filho {{}ju1, molho
] . )
[melJu-]

‘Some native speakers of Brazilian Portuguese apply rule

(1c) and (2b) interchangeably.
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2.1 5.2. MAIN ALLOPHONES OF THE ENGLISH LATERAL

in English there are 2 types of 1 known as ”"clear” 1 [11
and rdark” 1 [+]. For both types the tip of the tongue
is pressed against the alveolar ridge. However, they differ
in the shape of the main body of the tongue: for the "clear”
), the front of the tongue is raised towards the hard’
;alat9= for the "dark” 1, the back of.the tongue is raised
towards the soft palate. |

These two types of l do not establish phonemic contrast.

Their use varies according to the neighbouring sounds.

(1) 71/ = a) (11§ ) ___ [ VvV 7| E.qg. live, flag
- post. |
b) t#¥f$ C) ___ [ V 7 ' E.g. "lose, love
|+ post.
—— E.g. feel, call (normal)
c) twl [ ___ # E.g. feel, call (informal)

#

@ 13 [ tobstruentl or tnasall
. E.g. whistle, channgi, missile

»Dark” 1 i8 often syllabic in context (id). However, a
faint [5]) before the [1] is also possible.i!n this case; the
lateral is no longer syllabic, it is only ;dark”.“

In Portﬁgueae, "clear” 1 corresponds to allophone [11
(see 2.1.5.1. - (1a)). "Dark” 1, on the other hand, occurs
in some dialects in the south of Brazil, in words such as

‘mil‘ [mi}l or ‘sul”’ [sul].



5.1.6. SEMIVOUELS (SV)

»A gsemi-vowel is a rapid vocalic glide on to a syllabic
sound of greater steady duration”. (Gimson, 1980:211)

English and Portuguese have 2 semivowels, [j] and [Q],
which glide from positions of approximately [il] and [ul
respectively to the following vowel. [w] and [j] are in some
ways rather like vowels. In phonetic terms, they both ar; vd
continuants and frictionless sounds.

Gimson (ibid.) remarks that ”"despite the fact that
semi-vowels are; in phonetic terms, generally vocalic, théy
aré treated within the consonant cléss, mainly because their
function is consonantal..., they have a marginal rather than
a central situation in the syllable.”

The occurrence of [j) and [(wl] in both prevocalic
(onglide) and postvocalic (offglide) positions may explain
the use of the following transcriptions: [wat], thaw 3,
[j&t] and [{hdtl for the English words ‘what’, ‘how~’,
‘yacht * and ‘fight”, and fkwartwl, [ mew], [jedu.l, Cpaj 3

for the Portuguese words ‘quarto’, ‘meu’, “iddo’ and ‘pai ‘.
2.1.6.1. ALLOPHONES OF THE ENGLISH AND THE PORTUGUESE SV

(1) /w/ —» [wl /in onglide E.g. quite, what
position

in offglide E.g. boat [owl, house [aw]
position

(2) 7j7s — [jl/ in onglide E.g. use [jul, yes
position : - -
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in offglide E.g. lie [ajl, boy [ 2j]
position - -
In Portuguese, rule (1) is illustrated by the words
~‘ - ’ -
-¢ranquilo’ ctedkwilyy (in onglide) and ‘ouvido’ [6wwvidu)
(in offglide). Rule (2), on the other hand, may occur in
. '1~d F} 4 .
words such as ‘Yolanda’  jel3da 3, -gdtia® r%2uwljai (in

onglide), and ‘noite’ [Nej¥L 1 (in offglide).

2.1.7. RETROFLEX

In English the retroflex is represented by the phoneme
/r/ as in the words ‘rich-’, ‘very’ an& ‘car . The tip of the
tongue is moved backwards to articulate with the hard
palate. This sound is also found in Portuguese, but as an

al lophone of the phoneme /R/ (see section 2.1.7.2. (2c)).

2.1.7.1. HAIN ALLOPHONES OF THE ENGLISH /r/

(1) /r/ — a) I3[ $ ___ E.g. road, carrot
_— 3 E.g. airplane, air

Dialectal b)Y & [ ___cC $ E.g. board [ba:d]
 # E.g. doqt L do:]

The English /r/ may be deleted either in postvocafic:
position if a pause follows or in the middle of a word
before a conscnant. The loss of this phoneme is manifested
by a lengtheniﬁg of the previéus vowel. Sometimes the weak
vowel (8] is pronounced as an offglide to the stressed vowel

of the syllable, creating a diphthong. For example, ‘far”



({all-or [{&a] and ‘farm’ [{JU“] or [{&8"0. The /r/ is

9ound9d when it is followed by a vowel without a pause.

E.g. hear a song [ hiar a'sojj

S

hearing [ hzarzn 3
BUT: hear thza ]

Rule (1b) is used in standard speech in the ‘r-less”
areas of the US and in British English.

c) t:n/$ (t,d} ___ E.g..try, dry, dream

The Vd post-alveolar fricative [Fl occurs after ([dl] and
ttl. 1t is somewhat devoiced after the Vi [t), as in the
word ‘try’ [tFar 3. (Gimson, 1980:205) -

Dialectal d) LC]/ V___VE.g. very, far away, worry

The variant [£] is regularly used intervocalically in
British English, either within a word or at the end of a
word followed by a vowel. ‘

Portuguese has 2 phonemes which st;nd for the
orthographic r and rr. They are /r/ and /R/, which are in
opposiﬁion only !nAintervocal;c uord-médi;l pOsitioh. For
example: ‘carro’ /’ka.ku./ and ‘caro’ /'ka,r'u./; The phoneme /R/
may represent the written symbols r and rr (e.g. ’bairré"‘
ahd 'réaio'); while therphoneme /r/ only representé_the

orthographic r (e.g. ‘parada’).
2.1.7.2. MAIN.ALLOPHONES OF THE PORTUGUESE /r/ AND /R/

(1) /r7 = (£1/ $ (stopd or (f,v) ___ E.g. crise, livro
-——— $ E.g. terno, mar (dialectal)

\j V E.g. ouro, era, careca

— e
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(£] does not occur in word-initial position.

(2) /R/ —> @) [x] $ - E.g. roda, corrida, subrogar
—_— $ E.g. mar, garfo (dialectal)

The Vd counterpart of the veTar fricative [xJ is (93,
vhich may occur in the words ‘carroga’, -bagglga ’ etc. In
Lhe Carioca dialect and in dialects of the northeast of
prazil, the occurrence of both sounds is common.

b) £l /___ Vv E.g. mar azul (in sandhi)
pialectal ¢) [rJ/___ $ E.g. carta, mar

The Vd retroflex'[fl, which is frequently known asvthe
‘caipira-r’ occurs in many parts in SP and Parana. It is
gimilar in quality to the English retroflex [rl in
postvocalic position.

Dialectal d) [h] or [F.J/$ — E.g. roda

The V1 glotal fricative [hl and its Vd counterpart, (h3

may occur in the Mineiro and Carioca dialects.
2.2. VOCALIC PHONEMES

Table 2.3 The English simple vowels Adapted from Lewis
(1972:introductory part), Fig. 2. , .

-

[} [}

[ 4

¢ Front ! Central !
[ S U SRUNPUS gp— | IRy —— B o o o - ——— .
1 ] | ¢ ]
! High ! i H § u
! § I } { U 3
- - H ikt i~ H
t Mid i H {
! ¢ E ¢ ° ' :
== - |- - §
{ Low ! a ! 2 !
: ;] % ] ! !
| S — B o e e e s e e - v —— — o — - = — | SR ]
] 3 ] 1
H unrounded ‘rounded !
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2.4 The Portuguese simple vowels. Adapted from

- 2 o o | e e ————

[) 1

[] ) 1]

H Front ! Central ¢ Back !
Rt it fmm fmmmm :
¢ High | i : /1 u
! H ! : !
f === i fmm e pmm————e !
i1 Hid | e H H o |
! b g H ! « 3 |
e o o ittt 1
i Low | H a H H
! H H H H
| ————— it bbbttt == H

| unrounded trounded !

[ ]
]

1 oo e s e e o — — ———
H :

The vowels in Figures 2.3 and 2.4 are classified
according t§ (al pért of the tongue involved in the
articulation (front, central, back); (b) height of the
tongue towards the palate (ﬁigh, mid, low); and (c) shape of
the lips (rounded or unéounded). All! the vowels are voicad
continuant sounds.

Since the present concern is to prdvide a basic phonemic
analysis, it is unnecessary to present a diagram with the
exact position of the onels.~How these voue}s are
distributed in words and their allophonic variants will be
discussed later.

According to the cléssification of the Portuguese vowels
in Fig 2.4, /e/ and /o/ are the only vowels which are not
found in Fié 2.3. On the other hand, the Engl;sh vowels
/1,U,2,3/ do not occur in Fig 2.4.

The main difference between the English and the
Portuguese vowels concerns length. English vowels vary in
length depending on the phonological context. They are

longer when they appear before Vd consonants or no consonant
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at all than when tﬁey are‘followed by a V] consonant. The
portuguese vowels, on the other hand, have no variation in
1ength. 4

Generally linguists and phoneticians indicate length by
parks. Bronstein (13860:143), for example, shows relativé
jengths as short (unmarked), half long (¢1, or long (21
(e.g. ‘sit’ [s1t), ‘seat” L sist) and ‘seed” [S5¢:d1). The
park [$] will be used in the present study to indicate the
vowels which are long and half long when referred to in
isolation. As to the transcriptions, they will have no

indication of length, as only American broad notation will

be used.

2.2.1. THE FRONT VOWELS
2.2.1.1. HIGH FRONT VOWELS .

There are two high front vowels in English: /i:/ and
/1/. The vowel /i:/ differs from /1/ in both length and
tension. The tongﬁe muscles may be either teﬁse or lax (i.e.
rel axed) és we produce each véuel. /1).18 a short and lax
vowel, while /i:/ is a tense and long ong;

Both /i:/ and /1/ appear in initial, mediglvand final
word positions. In Portuguese, /i/ is the only high front
vowel and it occurs in all word positions.

The English /i:/ and the Portuguege /i/ may be
Pronounced in either stfessed or unstressed syllables, as ih

‘chief’, ‘react”; ‘figo”, “Juri-’.



2 2.1.1.2. MAIN ALLOPHONES OF THE ENGLISH /i:/ AND /1l/

(1) /i:/ - [i:)/ in all positions E.g. eat, bean, see
The variant (i:] in stressed position may vary freely
uitﬁ the vowel [1] in a small number of words. Some

dictionaries, such as*A Concise Pronouncing Dictionary of

pritish and American English (Lewis: 1372), use both

variants for the standard pronunciation of ‘creek’ ([krtkl
or C[Krzk1), ‘real’ (r¥ily or 'r23l 1), ‘hero’ (t'hirsu 3 or
(hi3rav 1), and others.

(2) /1/ — a) [IJ/ in all positions E.g. itch, pig, city

b) [i:]/_____ y # E.g. city, hurry
Gimson (1882:13) points out that the occurrence of the

tense vowel /i:/ in context (2b) is very common especially
zmong young RP speakers, although the pronunciation with /1/
is still the dominant form. In standaré American English,

/1/ and /i1:/ also vary freely in the context above. When a

syllable is added to the final orthographic y, as in

‘hurrying” and “baggier”, tﬁe unstressed /i:/ or /1/ is
retained. Thérefore, these words may ﬁe pronounced either
['hlsn',xg l or t'hr\r;lnjj. Cbzgiar 1 or Cbzgitsry, The /1/, if
used, may be raised to make the adjacent vowel more
distinct. (Bronstein, 1960:148)

The terminations [-Iz] and [~-iz)] in words such as
‘taxes  (tzKSIz ] and ‘taxis’ {{szLZJ mus£ be maintained
Since.they establish a meaningful distinction.

. Ic) [3]/ in weak syllables

E.g. chocolate, believe



Some dictionarfes sth that both [1] and [3] may vary
freely in weak positions. For Lewis (1972), the suffixes -et
and —2C€€. for example, may be pronounced with either vowel
ijn words such as ‘scarlet’, ‘budget’, ‘necklace’ and
-palace’. There are dictionaries, however, which give
preference to either (11 or [21. For example, Hornby (1383)
transcribes the word ‘scarlet’ with the unstressed (9],
while the other three words are transcribed with [11.

The opposition between [1] and (3] is maintained when 'a
meaniﬁgful distinction is involved. Thfs happens with the
terminations [-2d] and [-1d] or -5z and [—123 4in words

such as ‘officers” [-9z)/ ‘offices” [-1zl; ‘chattered~”

{-3dl/ ‘chatted”’ [-ldJ;'etc. (Gimson:1982:13)
2.2.1.1.b. HA!N>ALLOPHONES OF THE PORTUGUESE /i/

(1) 71/ — a) ru/ in all posttions
E.g. irmdo, acima, aqui
by (1] /___ tnasall E.g. tinha, sim, pintor
One of the most controversial issues about the nasal
vowelsxin‘Portuguesq'is related to their classificatioﬁ as
either phonemes or allophones of their equivalent oral |
vowels. Since this discussion is not relevant to the present
study, 1 have decidéd, fpr practical reasons, to consider
all Portuguese nasal vowels [3,?,3,3.5) as allophones of

their oral equivalents /a,i,e,o,u/.
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5.2.1.2. MID-FRONT VOWELS

The only mid-front vowel in English is /&/, which occurs
only in word—initial an&;medial positions. In Portuguese,
there are two mid-front vowels: /e/ and /&/, which are:
cla?sified as higher-mid and loqer-mid respectively. They
occur in all word positions.

According to Azevedo (1981:61), the Portuguese /e/ is
higher than the English /E/, which is-in turn higher than
the Portuguese /&/.

The Portuguese and the English vowel /&£/ occur oniy in
stressed syllables. The Portuguese /e/, on the oiher hand,

may be found in both stressed and unstressed positions, as

in ‘mesa’ [Qneza] and ‘feliz’ [{eﬁlsl.
2.2.1.2.a. BMAIN ALLOPHONES OF THE ENGLISH /g£/

(1) s€/ — (€1 in initial and medial positions
E.g. egg, pleasure, pet
Stylistié tI]/ ——- [alveolarl E.g; get, cents
According to Bronstein (1960:154), the variant [11
appears in all sections of the United States, although in

less educated speech.

2.2.1.2.b. MAIN ALLOPHONES OF THE PORTUGUESE /&/ AND /e/

(1) /€/ — a) [Ey/ in all positions
E.g. ela, peste, sapé
Dialectal b) (EJJ/_“"_[s.zJ # E.g. dez, dez anos (in

sandhi)
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2) /e/ — a) [e]/in alAl positions E.g. ele, pera
. D) [3]/___ (nasall E.qg. ensino, l_e_nqo
pialectal <) £ilJ [in pretonic position
E.g. gst&fia, pepino
in post-tonic position
E.g. vezes, pares
—_— E.g. pote, verde

Generally the vowel /e/ becomes (il in pretonic and
post—tonic positions as well as in final dnstressed
position. Tﬁis seems to be a productive rule, which is
applied almost generally in Brazil, the exceptions being
gsome dialects in the south.

Dialectal d) feyl [ ___ [s,2) #
E.g. trés, fez bem (in sandhi)

The vowels [e) and [€] may be slightly éiphthongiied,
resulting in the variants tej) and (&jl, which occur in a
number of dialects such as ‘carloca’ and ‘mineiro”’. In some
parts of the Rio Grande do Sul state, words such as ‘trés -

and ‘dez’ are generally pronounced { tcesy and [ desy.
2.2.1.3. LOU FRGNT VOWELS

The vowel /2/ is a short and lax low-front vowel in
English, which appeérs only in initial and medial word
positions. It occurs in both stressed and unstressed ,
positions, as in the wérds “agony ’ [ﬁzganxl and ‘antique”’

LzJ{LK]_



2,2.1.3.2. MAIN ALLOPHONES OF THE ENGLISH /%

(1) /7&/ —> a) EE?—]/ # E.g. action, anthology
in medial position E.g. crack, package
b) ra:1 /___ t£,0,s1 E.g. half, path, ask
_—— [nasall C E.g. sample, aunt
According to Bronstein (1960:160), the variant [a:]
varies freely with [2] in the New England area of the United
States. In the remainder of the countfy, the variant [&2] is
the common form. In British English, on the other hand, the
long vowel /a:/ is not considered an allophonic variaﬁt of

/2/. 1t is a separate and distinctive sound, i.e., a

phoneme.

2.2.2. THE CENTRAL VOUWELS
2.2.2.1. LOW CENTRAL VOWELS

As shown in Figures 2.3 and 2.4, the vowel /a/ is
classified as a loﬁ éentral vowel in both Portuguese and
English. As to its distribution, the Portuguese and the
English /a/ occur in all word positions. The English /a:/
_occﬁrs in stressed syllables, while the Portuéuese /a/ is

found in both stressed and unstressed ones.
2.2.2.1.é. MAIN ALLOPRONES OF THE ENGLISH s/a:/

(1) Za:/7 — a) [a]/ in initial and medial positions

E.g. option, box, s£gp
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b) Ca:1 {___ (r) E.g. arm, barn (dialectaf5
Cvd E.g. father, calm
— ® E.g. M2, Pa

Bronstein (13860:162) points out that in AE, the vdwel
;a/ is short in the context (1a) and long in the contex£
(2b). In British English, on the*other hand, the group of
words in (1a) is pronounced with the RP /D/.

RP speakers and speakers in the ‘r-less’ areas of the US
(i.e. Eastern New England, New York City and ths South of
the US; regularlyrpronounce with f(a:] the spelling -ar when
it is qot followea by a vowel. For example: “far’ [{a; ],
put ‘far away’ t%arauxﬂ 1. Most American English speakers,
however,:pronounce such a spellihg with the vowel [a:] +

trl. Comparé both American and British pronunciations of the

following words:

RP Us
‘car” r kaxy [ Kar}
_ u o ,
‘farm* B ¥ <L N ¥ S
Dialectal c) [b] / in gﬁtion, not, stop, watch

in AE
Bronstéin (1960:165) says thét ? /B/ is found: in
individual words throughout the US, ﬁut with ﬁo clear
éonsistency according to regioﬁal or standard levels. Its
common and consistent use is found in the short o and'gg

words'in the speech of many in New York City and Eastern New

England.”
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2 p.2.1.b. MAIN ALLOPHONES OF THE PORTUGUESE /a/

1) /a/ —> a) [al in stressed positions

E.g. aro, tal, prato
in non-final unstressed position
E.g. casado, atuar ‘

b) ['8]/ in final unstressed positicn
E.qg. casada, alta

c) tsl/ -—— [nasall E.g. antigo, cama

d> taJ]/_““.ts,z) # E.g. rapaz, paz e amor

(in sandhi)

2.2.2.2. NID-CENTRAL VOUWEL

In English, the mid-central vowel /3/ is known as
‘gchwa’, an unstressed-phoneme. Some linguists establish a
distinction between it and the stressed central vowel /A/,
as in “above’ /gbAV /. In AE, /9/ scarcely differs from /A/
in quality. Therefore, for practical purposes, the vowels
[a)-and [A] will be recognized as unstréssed and stressed

varieties of the same phoneme, both represented by /3/.
2.2.2.2.a. MAIN ALLOPHORES OF. /9/

(1) /87 — a) EBJ/ in unstressed positions
E.g. annoy, subside, do (weak form)
b) [/\)/ in stressed pésitions
E.g. usher, come
Dialectal c¢) (33 or [ér]/ ; r E.g. bird, burn

The wvariant [3r) is commonly used in AE. In BE, however,
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(3] or {33) may vary freely in this context.
Dialectal d) [3] or [8?]/V r Eg fathgr, batter,
grocers

The difference between the variants of rule (ic) and
those of rule (1d) lies in their position in the word. fsu
or [3rl) occurs ‘in stressed syllables, while (3] or [9orl
occurs in unstressed positions. Besides, the variant (33
differs from [3] in that it is tense and long and the latter
i{s lax and short. (Bronstein, 1960:176/179)

Gimson (1980:124) points out that in British English
rthe quality of /3:/ often coincides with that of unaccented
/37, both . being central vowels. I£ is possible to treat /9/
as an unaccented allophone of /73:/, since it may be claimed
that no true opposition between the vowels exists.”

Although | have classified both [A) and [33] as
allophones of /3/, it should be noted that there are
linguists who consider those variaﬁts separate phonemic
entities, since they establish phonemic éontraéts in BE. For
example: A ) .

hut, hurt chatl, th3:ta

such, search ({SAfl, [s3:%)
2.2.3. THE BACK VOWELS

2.2.3.1. THE LOW BACK VOWEL /0:/

The English vowel /2:/ i8 low, while the Portuguese /J/

is8 clagsified as a lower-mid vowel. The latter will be dealt



sith in the next section. In English, the vowel /2>:/ occurs
in all word positions and only in stressed syllables.
Gimson (1982:24) observes that RP (a:,d:,3:,3] are

r.e.placed in US by [a2,3,3]1 + [rl] when r occurs in the

spelling. For example:

RP Js

‘corn’ [ Ka:n) { Korn

‘bird” { ba:d 3 [ bard]
/

‘gigter” - [ 'szsts 3 [ s1star]

2.2.3.1.a. MAIN ALLOPHORES OF THE ENGLISH />:/

(1) /3:/ — a) [D:1/ in all positions
E.g. off, daughter, saw

Dialectal b) [DJ/’in odd, gone, wash
in AE

Bronstein (1960:166) remarks that ” /0/ is not confined
to the Eastern New England area [of the USl. 1lts use
elsewhere may be more sporadic and less consistent, but its
existence, at least as a variant of /a/ or /9/, in the
speech of many educated speakers cannot be denied.” The
vowei /0/ is not, therefore, a phoneme entity in AE, which
uses only /a/ and /2 in words where /D/ occurs. In BE, on
the other hand, the vowel /D/ is a distinct phoneme, which
is normally descr{bed as a short and lax vowel, and like

/3Y/, it is pronounced with rounded lips. For example:



RP us

‘hot /0/ /a/
'dgctor’ /b/ /a/
‘deg”’ /o/ o
‘goft /0/ 137

2.2.3.2. MID-BACK VOWELS

The Portuguese vowels /0/ and /o/ are classified as
mid-back vowels. They appear in initial, medial and final
word positions. .

The difference between the Portuguese /9/ and the
English vowel /3:/ lies mainly in length, as shown by the
mark [:J. According to Azevedo (1981:64), the Portuguese /9/
is formed with the tongue higher in the oral Eévity'than is
required for the English /3:/.

The vowel /6/ may be found in both stressed and
unstressed pogitions, as in ‘psso’ [%533, while the

Portuguese vowel /2/ is found ohry in stressed position..
2.2.3.2.a. MAIN ALLOPHONES OF THE PORTUGUESE /2/ ARD /07

1) /73/ — a) CJ]/ in all positions: E.g; obra, cgsté, avé
Dialectal b) [OJV/ - [8,z] # E.g. nds, voz do povo
(in sandhi)
(2) /o/ — a) [o]/ in all poéitions
E.qg. graqéﬁ, encosto, av§

b) [O3] /____tnasal] E.g. ombro, conto, -tom
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pialectal ¢) ful [in prétonic position
E.g. tomate, chover
in post-tonic position
E.g. {dolo, pérola
—_ % E.g. fdolg, menino

In Portuguese, the vowelé /e/ and /o0/' become /i/ and /u/
in the phonological context (2c), i.e., in pretonic and
post-tonic positions and in word-final unstressed position.

Dialectal d) [oJ]/'___ {s,z]1 4% !E.g. arroz, arroz doce

(in sandhi)

2.2.3.3. HIGH BACK VOWELS

English has two high-back vowels: /u:/ an? /U/.
Portuguese has only one: /u/, which is short, lacking any
trace of diphthongalization. | '

The English /u:/ and the Portuguese /u/ occur initially,
medially-and finally. The former is found only in stressed
bbsitions, while the latter appears in both stréssed and
unstressed positions, as in “dnico” tgLnLkuJ and “unir”
tuhir,

The vowel /U/, on the other hand, differs from /u:/ in-
that the former is short and lax, while the latter is long
and tense. /U/ occurs only in word-medial position and in

the unaccented form of ‘(indto’ [-tUl. [U] is generally used

in stressed positions, as in “took’ and ‘cushion-”.
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5 2.3.3.2- MAIN ALLOPHONES OF THE ENGLISH /u:/ and /U/

(1) /u:/ — 2) [u:) [ in all positions
E.g. ocof, tune, loose
The variant [u:] may vary freely with (ju:] in words

spelled with'g (when not pronounced /3/ or /U/), ui, ue, ewv,
and others in both American and British English. For
example: ‘tune’, “suit”, ‘due’, and ‘new’. Gimson (1382:27)
observes that ”in US, after stressed /t,d,n,e,s,z;!,st/
(i.e. those consonants having a dental or an alveolar

contact), /u:/ rather than /ju:/ is usual”, as for example

in the words:

RP us
‘assume ’ [ 35jum 3 [ ®Sum )
‘due * [ djul | Cduw )
‘stew” £ stju 3 £ stwa

b) [UJ/ in roof, groom, room
The free variation between /U/ and /u:/ in the words

above is éoimon in both American and British English,”
although the preferred form is that with vowel /u:/ (Gimson,
1880:119). As Bronstein (1860:171) puts it "there is not
enough information to generalize abodi the regional
preferences for individual words, nor the sporadic
variations that exist for some of those words.”

(2) 70/ — ) [UJ/in medial position E.g. foot, wolf

Stylistic b) [8)/ in unaccented forms E.g. should, could



2 2'3.3,b. MAIN ALLOPHONES OF THE PORTUGUESE /u/

(1) /u/ a) [u]/ in all positions

E.g. élcera, aturar, tatu
b) tul [ ___ tnasall |
E.q: gpﬁa, fungar, bumbo
pialectal <) [uJ]/_""_(s,zJ # E.g. cruz, cruz e souza
(in sandhi)

The diphthongs and the triphthongé in both the
portuguese apd the English sound systems will not be
discussed in the present study, because the analysis éf the
data concerns only consonants and vowels. .

Accoraing to the CA hypothesis, the English phonemes
which should present greater difficulty to the Portuguese
speaking learners would be those that do not occur in
Portuguese, those that have different phonotactic
possibilities, and those that have different allophoﬁes.

However, only error analysis can test these hypotheses,

which will be done in the following chapters.



CHAPTER 3
ERROR: SOURCES, GRAVITY AND INTELLIGIBILITY

3.1. SOURCES OF ERROR

The following classifications refer to the sources of
error, which explain most of the learners” segmental errors
tn the data. The source of each error depends largely on the

strategy the learners have used in their phonological

output.

3.1.1. INTERLINGUAL ERRORS: are those which result from the
interference of the learner s mother tongue.’

When the learner pronounces an English word, s/he
congiders either the whole word or the combination and
agglutination of separate sound symbols. In the flrst‘case,
the Englisﬁ word suggests a Portuguese item which shares
either phonological, orthographic or semantic features with
it. For Lott (1983:258), this type of association is called
'errextension of analogy”’.

In the word ‘register’”, for instance, the learner tends
to replace CJJ by (%1 and to shift the stress, which results
in the pronunciation *}'fﬁJSLQF, which is phonologically
and semantically closer to the Poriuguese item ‘registro”.

For Selinker (1872:41), this analogy is a.process which

results in “cognate pronunciation’. He adds that the wrong
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gupstitution of avphoneﬁq in such a circumstance does not
necessarily mean that the learner cannot produce the correct
phonene in other English uords.'

1t is necessary to establish two levels of discussion
vhen referring to the learners”’ errors. fhey are the pfoduct
and the process levels. According to Dulay and Burt
(1972:236), the product level is the surface feature of each
substitution process. For example, the analogy between
native and target items generally involves the replacement
of TL phonémes by the learrers’ native ones (TL & NL). Some
learners, however, use TL phonemes or al!opﬁones to replace
the correct phoneme (TL <- TL). The level of process
accounts for the product, that is, it gives ﬁhe underlying
causes or sources of each substitution process.

To iliﬁstrate both processes, 1 will analyze the faulty
pronunciations of the word ‘anthology’: *?zéfalqu and
*&n‘{i“:)] 3] . At the product level [DB] is replaced by either
tt°3 or [t"j. The unaspirated /t/ belbngs to the Portuguese
sound system, whefeas”the agpirated one is'an allophone of
the VI sﬁop 7t/ in English. At the p;ocess level, however,
the iearnef resorts in both cases to his/her native word
“antologia“’, sincé it suggests the phoﬁeme /t/. In this
case, no matter what the product level is, the learner
applies NL transfer, which.results in an interlingual error.

The data provide evidence for the two types of
interference from the NL: the phonetic (sound) and the

phonological transfer (i.e. NL phonological rules



transferred to the TL). Two examples of phonological
yransfer are found in the data. They are the Portuguese
voicing assimilation rule (cf. p.145) and the affricatioﬁ
process (cf. p.160).-

When the learner is reading, the orthograpﬁic system
works as a visual stimulus which encourages '‘the reader to
associate letter(s) with sound. The sound may represent
either the orthographic symbol(s) in the learner s native
l1anguage, reflecting L1 transfer‘(exémp}es in 1 below) or s
faulty generalization ofra pattern in the TL systenm
(examples in 2 below).

(1) Sequence 21 — [ajl in ‘faith”

Sequence au —> [awl in “taught’

The association above may be related to the Portuguese
sequences ai and au which represent the sounds (ajl and Cawl
in words such as ‘faixa’ and ‘taurino-.

(2) Letter o —> ({2l in ‘lost”, ‘cloth’

Letter a — [2]1 or (€] in ‘wallet”, ‘partial’.

In American English the spellings o and a in siresséd
syllables are somet imes pronounced {(al and [*or €1
respectively. Based on this possible spelling-sound relation-
in the target language, the learner applies the same
‘strategy ” tc other English words, which results in a faulty
ceneralization.

Besides thesé two hypotheses of association, there is
znother which concerns ambiéuous cases, that is, those which

suggest interference from both L1 and L2 spelling systems.
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3 Letter a — [é] in ‘lelet‘, ‘always’
Letter § — fl) or (1) in 'vlolated', ‘wives”’

The letter 2 in stressed position is generally
pronounced £al in Portuguese. The learner may have drawn
this analogy when s/he pronounced the Engl ish words ’w%llet’
and ‘always’. On the other hand, some learners may have
followed the British pronunciation of words such as ‘bath”’
and ‘class’, which are pronounced with fal.

It seems evident, therefore, that the spelling-oriented
errors may’have their origin within the learners” NL and/or
the TL.

lLearners in interview situations also tend to have their
pronunciation based on the spelling system. Although they do
not have the graphic stimulus at hand, théy havé already
built the visual representation of the English words in

their memory.
3.1.2. INTRALINGUAL ERRO#S

Jack Richards intro&uced this term in 1970 to refer to
those erfors whose origin is fbund u;thin the structure of
the TL itself. According to him,jthese errors may be caused
| by faulty generalization. This happens when ”"the learner
creates a deviant structure on ﬁhe basis of his experience
of othef structures in the target language.” (Richards,
1971:174)

A good example is the English word ‘ether’ which is

found in the data with the following mispronunciations:



;L}Qr , *'Ldar, *r%éar. The learner seems to associate the
word ‘ether” with “either’ which resenbles the former in its
orthography. The orthographic or visual similarity between
these two words may have influenced the learner to pronounce
the English phoneme /3/ in place of /6/. In other words,
‘either”, a known word in the learners® vocabulary, imposes
its phonological characteristics on ‘ether’, an unknown or
unused word‘by the learner. Even though the Portuguesé £dl
is uséd to replace tﬂe Engliéh (61 in *'Ldar, the
substitution, at the process level, results in an
intralingual error, because there is an association of items
within the target language.

The faulty generalization illustrated in the words
‘ether " and ‘either’ does not imply necessafily that the
learher is ignorant about the distinction between the

phonenes /87 and /3/. S/he may simply not know the use of

(61 in that particular context.
3.1.3. DEVELOPHKENTAL ERRORS

Dulay et al (13982:165) define developmental errors as
those which are ”similar té the errors made by children.
learning the target language as their first language.”

According to Ingram (1986), the phonological
prstitutions vary from child to child. However, there are
some substitution processes that are more frequent in an
English child s speech. Some of them will be illustrated

below to establish a relation with the substitutions found
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in the learners’ speech.-Only the product level is taken
into account,.because of the absence of research on méntal
gechanisms underlying the production of phonélogical
gubstitutions in children. Dulay et al (1982:165) remark
that ”since children acquiring a first language have nét
experienced learning a previous l1anguage, the errors they
make cannot possibly be due to any interference from another
janguage. When such errors are made by second language
learners, it would be reasonable to hypothesize that mental
mechanisms'undetlying general language development come into
play, not the rules and structures of the learner s native

1anguage.”

3.1.3.1. STOPPING SUBSTITUTIOR: [(f,v,s,z,¥%,%,8,3,h] becones
tt,d,p,b,k.gl (Ingram,1386:225)

Ingram points out that although this.process is qné of
the more established patterns in children’s speech and that
fricatives are the most commonly affected group of sounds,
.Enélish children do not necessarily change all their
fricatives into stops; Besides, it is not possible to
prédict which fricatives and stops individual children
select in their substitutions.

As regards the learners’ speech, the English fricatives
(03 and [31 are generally replaced by the stops [t] and ([d]
respectively. This substitution may be either the result of
the stopping process and, thus, reflects a developmental
error or a problen of NL interference, since [93] and [3] do

not belong to the Portuguese sound system. Cases like that,



81

which reflect the learners” native language structure, and
at the same time the speech of children acquiring their

first language are called ambiguous errors by Dulay et al

(1982:172).

Owing to the limited knowledge of the psychologicai and
the neurological processes involved in language learning,
one cannot say precisely which has originated the
substitutions of [©] by [t] and [%] by [d). Furthermore, Mc
Donough (1981) remarks that it shouid not be supposed that
all learners take the same route to the same error. (in

Lott, 1983:257).

3.1.3.2. FRONTING SUBSTITUTION: {k,g.,nl and [(%,%2,%,Y) become
{t,d,n,z,s,1] (Ingram, 1986:225)

The data reveal that the most frequent substitutions for

the.following palato alveclars are:

() by (t] as in “actually’, °‘gesture-’

tJ? by [d) as in ‘soldier’, ‘education-’, ‘wages *

%) by (sl as in 'viélous‘, ’Figgure'; 'anxiou#'-[kgl

The substitutions above do not prove that the learner
applied the fronting process. 1t seems more reasonable to
hypothesize that the NL spe)liné syétem has iﬁfluencéd the
learner in the mispronunciation of these words.

The letters ¢, 8s and X in the English words ‘vicious~’,
‘fissure’ and ‘anxious’, for instance, are pronounced [s] in
the Portuguese items 'vfcio', ‘fissura“® and ‘taxi’ ” [ksl. The
other: letters which are involved in the substitution

~ processes above also suggest sounds found in the learners’
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native language. Therefore, the mispronunciation of these
words reflects an interlingual error rather than a
developmental one.

On the other hand, the word “wages’ may be an exampie of
a developmental error, because the substitution of [J]‘by ;
tdl in this phonological context does not seem to result '
from the influence of either the L1 or the L2 spelling

systens.

.

3.1.3.3. GLIDING SUBSTITUTION: [1,r] becomes f{w, j]
(ibid:225) |

There are some words in the data which lllﬁstrate the
replacemént of Irl by fwl. They are ’stosy', 'ﬁzies’, and
‘Thythm .

Oneléf the problems in classifying a developmental error
is the lack of research in this area. Besides, Dulay et al
(1982:165) emphasize that when an error is not reported in
the literature, it does not necessarily mean that it is not
préduced by L1 learners. Owing to the;e iimiﬁat)ons, ve
cannot expand the analysis of the?e substitution processes.

There are certain errors which could be classgified as
developmental,vsince they reflect p?ocesses found in the
acquisition of first langﬁage.’For example, cases of
insertion, elision and metathesis are common phenoména which
occur particularly—in the reading of native Brazilian
children in the process of learning to read and write. These
errors génerally result from the child’s limited capacity to

organize visually and spatially the orthographic structure

-
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of his/her native language. CERP (Coordenadoria de Ensino e .

Normas Pedagogicas) (1979:86) observes that it is necessary

that the children be able to organize correctly thévgraphic

gequence when they are reading or writing, because they tend
to make elisions, inversions of sounds, which result in
pronunciations such as ’‘secada’ in place of ’“escada’,

‘radipo’ in place of ‘rdpido”.

Processes of elision and insertion of éegments,
migration of phonemes and word substitution characterize not
only the reading of native children learning to read HL
texts but also the reading of TL texts by the subjects of
this research. For that reason, 1 will consider segmental
errors resulting from such processes examples of
developmental errors.

Their occurrence in the learner’s IL may be due to:

- learners’  careless pronunciation. Their fast reading may
lead them to graphic confusion, especially for the learner

- who does not yet have complete mastery or training in the
TL séelling: |

- lack of phonological awareness in the target language;

- complexity of clusters. In order td reduce the difficulty
in the target language, the leafner omits or inserts
deliberateiy or accidentally one segment to facilitate the
articulation. For example:

‘world® % Ward (elision of the segment [11)

i
‘width’ % widiB (insertion of the segment (11)
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3.1.3.4. ELISION OF SEGKENTS

Table 3.1 Number of elisions found in each contextual
-’—-—-—-—
style

T — e i1 . " —— — ———— - — — ot et ot S T WS, T e S i T g s R S St i, i 0 Y S S

{ ! word ! ! Total per;
! text ! list { interv.! semester !
____________ H H HE. N |
T2nd semester| 33 ! 15 ! 12 ! 60 !
N — -1 —t e H
14th semester| 32 ¢ 44 ' 13 H 893 !
e H ~1 e H
1656th semester: 52 { 20 ! 27 H 99 !
e N, - HIS ! —_— H
18th semester| 28 H 21 H 27 H 77 H
! { H H — H
{ Total of H H
tsubstitution 325 {
! H

'Table'a.l shows that the high'occurrence of elision
tends to'concentrate in the text reading. WUhen the learners
were reading the text, their concern seemed ?o be with the
sentence as a whole, that is, with their fluent
pronunciation. This consequently seems to prevent ﬁhem.from
paying close attention to the constituent sounds of the
words.

Elision occurs in all positions in the uora{ In final
position there are 150 occurrences (42,5%), decreasing to
léi occurrences (40X) in medial poéitiqn and io'62
occurrences (17,5X) in initial position. .

The cases of elision involve:

1. SYLLABLES: e.qg. ‘munmy °, 'Peggz', “informed”

2. SUFFIXES: e.g. ‘certainly”, “into’, “taken~

3. SEQUENCES: e.g ‘probably”, ‘even’, ‘criticism’ [oml

4. PHONEMES: based on the data, the elision of consonantal

_phonemes is much more frequent than of vocalic ones and of



any other case of elision mentioned above. lt covers 74,2X
of all the learners’ elisions.
For example: ‘work’, ‘woman’ ([w]l — &
‘even’, “southern’ ([nl] — ¢
‘accept °, ‘explanation’ [k} — §
It is interesting to mention that some consonantal
elisions result in:

a) homophones, as in 'gbose’ (eligion of (hl) = ‘coze’,

‘when’ (elision of [(wl) = “hen’, 'ming' (elision of (dl) =
‘mine”’ andﬁ

b) meaningless words, as for example in ‘thoughtful”

+ ' i s
X eru{w,.* ’cew{w. x {owfu, -southern’ x Sewtsr, x 500zr
L] '

xQew‘br, x Bawtar. Besides elision, various sound changes

result in the formation of meaningless words.

3.1.3.5. IRSERTION OF SEGMENTS

Table 3.2 Number of insertions found in each contextual
style.

{ { word | { Total per|

! text { list | interv.! semester |
—_— —_ ! - H H H
12nd semester! 44 ! 74 ! 27 ! 145 !
§ 1] ] 1] 1 [}
t4th semester! 22 ! 35 ' S 1 62 {
1t 1 (] ] L] []
| e, 4 -— 1 1 '
t6th semester| 27 H 56 H 31 H 114 !
t t ’ ¢ ¢ [ t
18th semester! 31 ! 46 H 37 H il4 H
{ Total of ¢ T Ty T
tsubstitution} 435 '

According to the table above, the insertion occurs more

frequently in the word list. It is probable ihat the



86

jearner s close attentioﬁ to words in isolation makes
him/her consider all the graphic symbols.

Most cases of insertion occur in final posjtion with 48%
of occurrences. In medial and initial positions the
percentage is 45,4% and 6,6%X respectively. Vocalic
insertions represent '75,8% in relation to consonants and
sequences of sounds. |

According to the data, there are 2 types of intrusive
sounds: those suggested by the orthography and those which
are not suggested by it. The first type represents 56,7X in
relation to the second one. This high percentage shows once
more the. influence of orthography in the learners’
pronunciation.

Examples: “thought” *Cgl, ‘calm’ *[ul, ‘partial’ *x[i3],
‘office X*[13]

This type of insertion involves many cases which might
be classified as an interlingual error rather than a
developmental one. In ‘calm’, for example, the mute /1/ is
pronounced [ul, just as in.the Pdrtuguese word ‘calma“’. Iﬁ
the English word ‘office’, the learners tend to follow the
Portuguese VCV pattern and pronounce the drthographic symbol
e.

It should be noted that among the cases of insertion,
elisidn and others, which are here classified as
developmental errors, there are interlingual errors. They
mighi be called ambiguoué errors; however, there is no

regearch which could be compared with the preseht data to
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Verify if the same deviation in the learners’ speech/
reading also occurs in native ch?ldrgn acquiring English as
their first lapguage. |

As an example of interlinguai error in cases

of elision, the data provide the words 'exhausi' and

,explanation' which were pronounced % 1205t (elision of [gl) b

and *LSFIG‘l(elision of [kl). The process of elision in

these words may have its origin in the Portuguese words

-exausto” and 'explicaqéé'. which are pronounced without '[g}

and [k] respectively.

The second type of intrusive sound may result from:

a) careless speech (e.g. ‘rubbish”’ *krabxg ., ‘thoughtful "’
xOrut-, -attack® x atakt);

b) the learners’ preference for full forms rather than
contracted ones (e.g. “I°m~’ *aj'i?'m , ‘there‘s~ *ze'riz, >:

c) the necessity to follow patterns which reflect the |
learners” NL (e.é."width’ *iucdie ., ‘authentic” *—txké,
‘sixth’ *EXKSGE). In thig case, the insertions are
clasgified as interlingual errors.

The process of insertion of the first and the second

type involves éases qf‘epenthesis (i.e. addition of a

phoneme at the beginning of a word or setweenAsounds) and

paragoge (i.e. addition of a phoneme at the end of a uord;.

In the word ‘width’, for example, thé epenthetic vowel /1/

is used probably to reduce the compléxity of the consonantal

cluster [dB). Some Portuguese clusters are also'prohounced

. - S . .
with an epenthetic vowel, as in °‘cacto”’ tkakitwi. In this



case, the vowel [i] is used rather than (1]. Paragoge, on

the other hand, is heard in words such as °‘valid~ x-1zdi,
~pubbish’ x-br¥e » etc. Few English words were pronounced
wvith schwa paragoge, as in ‘danced’ *-Sta, and ‘violated-
x-txd3 . In Portuguese, consonants are normal ly supported by

a vovel in word-final position. However, the vowel [3] is

never used.
‘3.1.3.6. MIGRATION OF PHONEMES

Sometimes segments are moved from one syllable t6
another, as for example in ‘suddenly” % %agda i,
‘guccessful ° X saéfj?sfal. ‘published” *,rlitalgﬁtrf etc. The
data also provide some cases of metathesis as in ‘pressures’
*’Ff'r- » ‘width- x'wxed.z, etc.

Although the migration of phonemes is a phenomenon which
takes place in all the productfve tasks, it is more frequent
in the reading activities (text and wor@ list) with 85% of

the occurrencés.
3.1.3.7. WORD SUBSTITUTIOCN

This phenomenon is mére common‘fn the text reading. The
learner substitutes words éither from the same or different
grammatical class. For example:

Pronoun — pronoun: ‘their’ (line 30) becomes ‘they”
Adjective — verb: ‘angry’ (line 26) becomes ‘agree
Most of the cases of word substitution reveal that the

learner keeps part or'all the segments of the original word

88



snd adds other sounds, as in ‘as’” (lines 2 and 32) —> ‘has”,
‘my ° (line 32) — 'mggy‘, ‘the” (line 5) -— ‘thegg;' or
elides sounds, as in ‘was’ (line 5) — ‘as’, ‘an’ (line 21)
—» ‘a’; or replaces sounds, as in"hgman' (line 32) —
‘woman ’, ‘went® (line 25) — ’“gend’, ‘bag” (line 22) —§
‘back ‘. -

Somet imes one processgs interacts with another as in
‘thought ° (line 3) —> “through”’ ([r) insertion, [t] elision
and réplacement of (21 by Eul) and ‘what had’ (line 32) —
‘that’. In the second case, it is difficult to say what"
process is involved.

To the listener, the substitution of words may be taken
ag: ”

- a syntactic error which causes no problem of
intelligibility.
E.q. ‘an’ (line 21) ->» "a“’
‘how” (line 27) —» “what”
‘won’t” (line 11) —» “don’t~
- a different interpretation from the one intended.-
E.g. "human” (line 32) —» “woman’ ("But I ‘ve lost just a
little more faith in *woman nature")A
‘we‘ve’” (line 24) —7 ‘you ‘ve’ ("%kyou ‘ve looked around,
of course, but no one saw which way you left the shop”)
- difficulty in understanding.
E.g. “angry’ (line.26) —> ‘agree’
‘thought * (line 3) —» “through’

‘who (iine 13) - ‘you’
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Some cases of omission, insertion and other phenomena
described here might be considered lapges, since they have
occurred only once in the learners’ speech. However,
considering the limited corpus, they were not eliminated
from the data analysis, because they may be diagnostic of
systematic errors. Furthermore, they may hamper
fntelligibility depending on the context or on the

interlocutor.

.

3.1.4. UNMARKED ERRORS

This term is suggested in this work to refer to those
errors which reflect “natural’ phonological processes found
in other languages other than ihe learner ‘s NL ér the TL. As
Altenberg and Vago (1983:434) put it, "... -the second
language speakers can apply rules not only from their native
languages, but also from their ”"innate” conception of
linguistic gtruéture as regards pronunciation. We
hypothesize that such rules are dréwn‘f£om a universal set.”

» An example of unmarked-error-is illustrated in Chapter 4
(p.153) in which some iearners have probably applied the
rule of Terminal Devoicing when £hey tepléced £dl by [t] in

word-final position.
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5.2. ERROR GRAVITY

it is difficult to judge which segmental errors are more
gerious, because this depends on the linguistic context in
which they occur. Krahnke and Christison (1883:636) say that
» Jjohansson (1378) has produced the most comprehensive study
on error gravity, in which he points out that it is not
possible to a2ssign weights or values to specific errors
pecause factors su;h as receiver (or listener)
characteristics (age, experience, education, and so on), the
context of the communication, and the social roles or status
of the speakers all play a role in the success or failure of
particular communicative acts.”

The substitution of [i:] by [1l, for example, may cause

a breakdown in intelligibility i1n certain contexts, but in
others this is not true. The following two snippets of
conversation taken frdm the interview activity were
submitted to two English native speakers (one British and
one American) so tha£ they could evaluate the
comprehensibility of each text.

a) INTERVIEWER: Tell me what you do on weekends.

F6: 90 luJi.ke__ndz? WEn ... haey .. Som m
Qewszg ts bt bat .. wen_ _ren _a) ste ot hewm.
or 1‘m going to my boyfriend’s home... or going to the movie

listen to music. 1 love music.

b) INTERVIEWER: Do you like to live here?

A2: Yes, I do



INTERVIEVWER: Why?

a2: _ay Brpk 1ts o najs ’égtg_ Smow _wan,

s e S e e e e S —_— — ——— — ——— — A — ——. ——— o — ———

friends, my family.

The stretch which appears here in broad transcription
was originally left *blank for each respondent to concentrate
on.

In (a) the replacement of (i:] by [1] in the word
‘beach’ and lejl by [E] in the word ‘rain’ have caused no
difficulty in intelligibility. Although the sentence also
has grammatical problems, the two listeners were able to
understand what F6 wanted to say.

In (b), on the other hand, the replacementAof £1:] by
{1) in the word °‘beach” has caused two reactione: while the
British girl could not understand the intended meaning at
all, the American one needed to listen twice. The first time
she heard “‘benches” and finally °‘beaches’ with some doubt
about it.

In order to measure erfor gravity, a scale of frequeﬁcy
of occurrence was sget up in decreasihg order to illustrate

the number of substitutions which involve each sound

investigated.

Consonantal Sounds Number of Substitutions
£%3 1.947
£l 441

~-(e)s — [-1z] 422

-(e)s — [—-=] 384

.'o

[3%)



ety 281
~(e)d — [-d) 242
Cn3 . 242
(23 ' | 224
tpta ‘ 216
{s] . 211
¥ 156
-(e)d = [-tJ . 135
tyr - 128
¢-3] | 105
tk's - 80
(21 43
Vocalic Sounds Number of Substitutions
€13 1.776
[yl : 339
(%) 251
C1:1] 216
(el , 201
[u:l ' ' 129

According to the scale above, the highest frequency of
errors occurs with the consonantal phoneme /%/ and with the
vocalic phoneﬁe /17. Thié may be explained by the great
number of Enclish words in the data which contain such
sounds. Gims§n (1980:149) points out that "according to an
investigation by D.B. Fry of the freguency of vowels in
coloquial RP, /3/ and /1/ clearly emerge as the vowels

having the highest count.” The high number of substitutions
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for the consonantal phonéme /37 in turn reflects the
occurrrence of common words such as “the’, ‘that’ ‘there’ in
the learners’ speech.

It is very probable that the higher the frequency of a
particular phoneme in the learner ‘s speech, the greater the
possi;ility to make it into a segmental error, especially
when the learner does not master the phoneme well enough.
Furthermore, the top position of the vd interdental 7%/ and
of the vocalic phoneme /17 in the scale above do not

necessarily indicate that the acquisition of these gounds 18

more difficult than that of any other sound listed.

3.3. INTELLIGIBILITY

Segmental errors may cause various reactions in the
interlocutor with respett both to the formal code and ﬁo the
content of the message.

As to-the code, theré are inﬁerlpcutors who are not
tolerant towards the learners’ errors; The interlocutor may
become irritated wiﬂh'certain inconsistencies, because s/he
is;forced to make different adjustments to understand the
speaker.

Although little is known about the effect of irritation
on communication and about what errors are the most
irritating, Faerch et al (1880:395) point out that "one
should not expect to establish a hierarchy of errors with

respect to irritation: all errors are equally irritating,
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-prOVided they are in fact errors, i.e., violations of a
‘target l1anguage norm.”

When the segmental error is systematic, the interlocutor
may have a favourable or an unfavourable attitude. The
gpystematicity of an error may not hamper the
comprehensibility of the learner ‘s IL, since s/he makes
extensive use of the same segmental error and the
interlocutdr gets used to it. On the other hand, James
(1984;30) points out that ”"the very predictabillty énd
frequency of such errors. (systematic errorsl] begin to6 grate
on the nerves of the native speaker gradually eroding his
patience.”

It is important to say tha£ the wrong substitution of a
sound does not always result in lack of intélligibility. The
linguistic context and the situation itself may help the
interlocutor understand the gist of what is said.

In order to evaluate the comprehensibility of the
learners” IL; an evaluation test was carried out on a
questionnaire. The respondents consisted of two English
native speakers who were asked to complete 3 tasks:

1. to evaluate the content of 17 texts coilected from the
_interview according to the alternatives provided in the
questionnaire (see appéndix ViD.

2. to give their understanding of part of the tekt on which
they are asked to concentrate more. In this part, thqre
-are some segmental errors which may or may not hamper

intelligibility.
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3. to provide the number of times they had to hear each
learner ‘s text for full understanding.

The two respondents attend Portuguese classes for
foreign students, which are offered by the “Extra
Curricular  courses at the Federal University of Santa
Catarina. Caroline is from London and she had ‘been in Brazil
for 2 months when she answered the evaluation test. Luan, on
the other hand, is from California ;nd she answered the test
after'being 4 months in Brazil. They are around 25 years
old. Their knowledge of Portuguese before coming to Brazil
was minimal.

The analysis of the native respondent data reveals that
the level of comprehensibiltty'depends on the contextual
support given to an error. The position of the error in a
word, the syntactic function of the word in a sentence, the
repetitive structures used in the learners’” text are some
factors which help the interlocutor decode the message.
Sometimes the lack of sufficient contextual support may

generate:

1. an impaired message which may be of two types:
1.1. The interlocutor understands something different from
what the speaker intends. For example:

a) INTERVIEUER: What kind of problems?

E6: _Fr_g_bl_amz_ gbaw‘t SQW{S ves 53’{'.5 . aba.wt sre

Iﬁé _4%&2@2__§3¥i_£&%:__“yﬂ d¢{9rgnt gra D%arz vos %yh not



E6 pronounces % 53Ls to refer to the word 'thoughts;. The
mispronunciation of this word made Caroline think that E6
has problems about sex. The word ‘obedient’, however, was
recognizad after listening to it four times. Luan, on the
other hand, could not understand either of the 2 words;
which led her to consider the text vague. In other wvords,
she is in doubt about what the speaker wants to say because
of the difficulty in understanding the pronunciation of
these'two key words.

b) INTERVIEUWER: What “s the story abouﬁ?

C8: Uhmm it ‘s terrible... to tell. ‘18 about a

- A ’ - .
,_,.__wa.Jld, 1o ks 3 Verr ®2nZ%ant In 'uggland_ ‘nevsl bat its

' )
nat rquarg. Yeaht There was... it°s about a family, ok?7 And

the father goes to a city one day, 1 don‘t know... 1 don“t

know what city and when he comes back. he brings with him a

little boy and he creates this boy as a son and _Zié_bﬁé,___'

gow'i 1;v»uﬂ£..-31 dotsr .

For Luan, this text is lntelliglble-although her
interpretation does nét coincide qith.thé one lhténded by
the speaker. She has understood that the story is about a
‘wild law’. However, C8 39 feferring to a-’ujld lo§e'.

Caroline had difficulty in undersianding all of CBEs
message. For her, the context does not help‘much to decode
the IL text. After listening to it three times, she could
understand that ‘the boy found love with...  instead of the.
intended meaning °‘the boy fell in love with....  Caroline

migunderstood this part of the text and found the reﬁainder

-
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unintelligible because of pronunciation problems and of
other types of problems, such as background noise on the
tape.

c) INTERVIEUWER: What do yéu do?

B6: _@nl_;ii_\&_._'gf_i—_s_'ééfé___, I teach English for
childrens about 11... 11... 10 years old and | do...
‘Pedagogia’, graduate of ‘Pedagogia’. |

The replacement of {31 by [(d]l and the wrong stress
placeﬁent in the noun phrase ‘this course’ gives a different
meaning from the one intended. Luan has understood that B6
does °‘Discourse’ rather than “this course’. Her | |
misunderstanding has led her to classify the text as vague.
Caroline, on the other hand, needed to listen 3 times to
understand B6 ‘s text correctly.

1.2. The interlocutor understands part of the text owing to
difficulty in understanding the other words.
a) INTERVIEWER: What do you like in your English Course?

B8: My English course... whét I really like... 1

would be very personal... what 1 really like is _&I

' . / . -~
epectunit:s  decar hxy ¥u drvelsp mai tnglzxs hikoz
F ~ i .} ~7 7

- 4 4 .
3)v _nevar_hxd 3bord _ and what I know it°s... is what 1

learn here and the course that | did, so what I really like
is the opportunity to develop my... my oral... my oral
practice because grammar [ ‘ve studie@ a lot, writing I did a
lot but oral practice 1 didn-t.

B8 wanted to say the'qord “abroad”, but owing to

metathesis she pronounced “aboard”. Luan could not
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understand the intended word and classified the text as
partially intelligible. According to Caroline’s Jjudgement,
the text is intelligible although there are pronunbiation
problems. She had to listen 3 tises to get the meaning.
Houevef, she does not mention the fact that B8 has nev;r

peen abroad.

2. an ambiguous message: the interlocutor has two

interpretations for the same message.
a) INTERVIEWER: Tell me about a book you‘ve read and 1iked.

B8: A book? I ‘ve read Gone with the Wind and 1

liked it a lot. Lb_ 1 Kud red-.. tf 2] ken_ red it mor
v ~ T 7

. . . ’
Jon _wans__a) wiw ‘redi Evar:

Both interlocutors are able to understand what B8 has
said. However, Luan has cqnéidered the text ambiguous,
probably because of gréhmar problems. B8 says: “If 1 could
read” and tﬁen "1f 1 can read’. The use of the two |
conditional clauses may have‘led Luan to Jjudge phe message
ambiguous.

1t is expected that Luan hés fever problems in ’
undérstanding the texts'than Caroline, because the former
has been longer in Braiil. Thiq_suggeéts,*therefore;:that'
she is more acquainted with the Portuguesé phbnaiogiﬁal
system than the British girl. Hoﬁever,'most of Luan-’s
Judgements reveal that she ig not able to understand clearly
all the texts, even though she has provided the correctr
mééning of some learners’ ILs. Her answers generally involve

alternatives g énd e. On fhe other hand, most of Caroline’ s
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answers cover aiternative ¢ which means that she is able to
understand the learners’ message despite their pronunciation
ppoblems.

Considering the amount of tiﬁe in Brazil and the choice
of the alternatives of each respondent, we may‘suggest that
Luan seems to be more critical towards the learners’ téxt
than Caroline. Whereas the American respondent provides only
the translation of the texts, The English one tries to give
the interpretation of each text.

Texts 2 and 3, for example, are classified as vague by
Luan. She gave the correct translation of the texts but she
was not able to explain what the learners wanted to say. It
is probable that her evaluation is related to poor sentence
structure rather than to the learners’ pronunciation
problems. Caroline, on the other hand, is able to understand
text 3 perfectly wéll, although she considers it partially
intelligible.

Faerch et al (1980:3%94) éay that "the intelligibility of
interlanguage is nét a fhnc;ion of relative proxfmity to the
target language'but a function of different typés of errors
in specific textual and situational contexts.” Although this
is true, the interlocutor cannot always depend on the
context to decode the learner ‘s segmental errors. This i;
illustrated in texts 6 and 15 which are Judged intelligible
by Caroline and Luan. However, their interpretation does not

fit the meaning intended by the learner.



101

According to the respondents’® judgements, not only
pronunciation problems but also gpammatical~and word choice
problems are found in many of £he IL texts.

| In gsneral, the respondents needed to listen more than
once to understand the learners’ texts. The maximum of.times

devoted to that was four (e.g. Caroline’s number of times to

understand text 6).



CHAPTER 4

THE RESEARCH

4.1. DATA ANALYSIS .

4.1.1. VARIETY OF ENGLISH

Tée data are analyéed accofding to General American
English (GA) and standard British English Pronunciation
(RP), since both varieties are used in dictionaries,
textbooks, manuais, etc. The hybrid pronunciation (RP + GA)
is also accepted. |

As to the acceptance of pronunciationé which do not
follow either RP or GA, there are forms in the data which
uerevndt considered error since they reflect speech patterns
of educated people. For example, the word ‘usually”’ is
pronounced either (%3] or {z] by British English speakers.
Therefore, 1 agree with Bronstein (1960:7); who says that
"although certain usages may well be questioned from a
structural view by some, thefr widespread usage by so many
educated persons in inforﬁal'speaking situétions

necessitates their acceptance into the standard pattern.”
4.1.2. SUBJECTS

The sample consists of 6 students from each of the 2nd,

4th, 6th and 8th semesters (24 students altogether) of the
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portuguese-English Letters Course at the Federal University
of Santa Catarina.

The study begins with 2nd semester students in order to
provide a baselin; égainst which the data coliected from the
other semesters can be compared. The residual errors in the
last semester (8th) constitute the main concern of this
study. .

The subjects are referred to throughout the data-as A2,
B4, C6, B8, etc. This code is explained by the numbers 2, 4,
& and 8 wbich indicate the semester in which egch subject
is. The letters, on the other hand, refer to individual

students.

4.1.3. CONTRASTIVE ANALYSIS

The Portuguese énd the English phonological systemé are
compared in Chapter 2 to predict the difficulties of the
undergraduate students oé Enélish.

Based, therefore, on contrastive analys&s,'the following
sounds were chosen to‘be £he object of analysis:

Consonantal phonemes: affricates: 7,37

. fricatives: /g,i,s,z,G,bl
nasal: /9/

Vocalic phonemes: front vowels: /1,i:,e,&/

back vowels: /U,u:/

Al lophones: [p“.t“.k“]

allomorphs: [-2] and [(-1z] (inflexional ending: -(e)s)

f-t) and [-d] (past morpheme: -(e)d)
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4.1.4. DATA COLLECTION

The students were asked to perform the following tasks:

(1) To fill out a questionnaire to provide information about

their background in English, and also possibly to help
to draw some conclusions about their phonological output
(Qu;stionnaire in appendix 1).

As productive tasks, they were asked:

(2) to record a text and a word list. éoth materijals
designed to be recorded contain the English sounds
predicted to cause difficuity. They are in different
positions in the word (initial, medial, and final;
stressed and unstressed positions), and in different
syllable configurations (front and back voﬁelg’.
The-word list contains minimal pairs such as ’feel)
‘fil1°, 'gas/guess‘; derived forms as ‘worth/worthy’,

_‘south/southern'; so;e uqfds also found in the text as
“there’, ‘needed’; and othef words whose sounds are in
the posiﬂions of interest. All these words are placed
randomly in the list. (Text and word list in appendices
I1 and 11D ' |

(3) to answer questions in a recorded interview with the
researcher. The questions are the same for all the
students and are meant to elicit spontaneous speech
(Questions in appendix IV).

As perception-discriminatory tasks, the students Qere asked:

(4) ts mark the word which is recorded by a native speaker

in a script of 25 sets of three words each (see appendix



V).

(5) to mark eithor ‘correct ’, ’ﬁnconrect' or ‘1l don‘t know"
in a script of 16 sentences vnfchvwére recorded,
containing a word whose,proﬁﬁnéiation might be either.
correct or incorrect. This word }s underlined in the
students® script to be better 1den£if§ed. The words
chosen to be pronounced incorrecply in the 16 sentences
have only one mispronounced sound (see appendix VI).

The students who have marked ’incorrect"were supposed

to record the right pronunciation of the uord-in a cassette,

because thia exercise involves words with more than one -
syllable. This means that the students may think of another
" phoneme rather than the mispronounced one uhenkthey mark
“incorrect for_ihe word. The word ‘virtuous®, for instance,
is recorded by the native speaken as *'Var't’.‘u,ows « Iin which
the mispronunciation is in the suffix -ous. Hnny.students,
marked ‘incorrect’ for this bronunciation and recorde&
*'VCr&wewﬁ. This shows that they did not dete-ct.'.th'e -- .
mispronunciation in the suffix —ous; on the contrary, they

made another error, replacing the initial correct vowel (8]

by £il.
4.1.5. ANALYSIS
4.1.5.1. PRODUCTION

All deviations found in the data were transcribed into

broad phonetic notation. The segmental errors were then

Placed in specific diagrams. For example, B6 pronounced_the’

105
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word ‘think’ as *SCDK , resulting in two segmental errors,
{.e., the replacement of [B] by [s8] and [1] by [i). This
word was, therefore, included in two diagrams,'the one for
the phonenme /87 and the one for the phoneme /1/.

There are 22 diagrams altogether, which is compatible
with the numbep of sounds under analysis. Next to each
segmental error identified, there is the number of times of
fts occurrence.

In order to compare the total! number of errors of a
' partieular sound in each semester lndividually, 88 diagrams
were made for each sound per semester (22 diagrams X 4
semesters). They are divided into 3 parts. The first one
contains the segmental errors found in the text reading, the
gsecond those found in the isolated word reading test and the
third part those errors found in the interview situation.

In addition, one diagram was designed for general
consonantal'substltﬁtions and another for general vocalic
ones, covering eight altogether (2 diagrams X 4 semesters).

All these maps provide 1nfordatlon about the-number of
errors found in each semester, all substitutions made for
each sound, and consequently the contexts in which each
errof'occurs. Based on this, an.error analysis was

conducted.
4.1.5.2. PERCEPTION

Perceptual variations were collected tc see if they are

" the same as the variants used in the productive task. After



that, a diagram was made containing the number of spudenﬁs
per semester who failed to recognize the correct phonemé.
This information provides means to measure the degree of
difficulty in the perception of the English phonemes. In
otrer words, if the perceptual variation of a particular
English sound persists throughout all the semesters, it is
suggested that that sound is more difflcult_to be recognized
than other sounds whose frequency of.perceptual variation
tends to decrease towa;ds the advanced semesters (6th and
8th).

As a final step, tﬁe English sounds were ciassifﬂed into
2 catego;ies: 1) those which cause difficulty in production
-only, 2) those which cause difficulty in both production and

recognition.

4.2. QUESTIONNAIRE ANALYSIS

In this éection, 1 will analyse énly the resuits which
are relevant to the pdfpose of this study. They will be
" correlated with the learners’® residual errors at the-general
conclusion. The remaining results appear in table form in
appendix 1X for the reader to consult it for some reason or‘
other s/he is interested in.

The questionnaire was done in Portuguese to guarantee
coﬁplete comprehension of the questions and to enable the

respondents to write with ease.
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4.2.1. SUBSJECTS’ ENGLISH BACKGROUND

Table 4.1 The learners” English background before entering
the Letters Course.

Tempo (em anos)

guas !
!

H : H ! H
{ categorias | ! %X de ¢
! . {112 ¢+ 31 415617 81 alunos!
! H H b} H ! } H ! H
{ lo. Grau 1 21412100 - 3 -y -1 -1 75
! H ! H H H H HIS H H
{ 20. Grau 161319111 -1-~-111} -1 83.3}
H H ! ! H ! ! ! I H
{ Escola parti-| H ! ! ! ! ! { ! :
{ cular-de lin-; 2 ! 2 { 4 - 1211411 2.5
} ! | l } ! ! } ! }
H H ! ! } ! 1 ! H H

All the subjects had learned English before entering the
Letters Course, whether in the ls£ ‘grau’, 2nd ‘grau’, or in
a private language school. Table 4.1 shows £he'percentage of
those who spudiéd English in each category. Some of the
rsubjgcts checked off more than one, which means that the sum
of the three categories together exceeds 100X. In general,
the subJects had studied English for a period of time which

varied from 1 to 4 years.

108



109

Table 4.2 Levels attended before entering the Letters
Course. -

s . -

{ Alunos que ! nfveis . { tempo !
{ cursaram es-| t (enm '
i cola de 1{n-} L { ] { anos) !
1 gua antes do! basico! interm.| avangado! convers.| H
1 Curso Letras; ! H ! { o
e H —— { —— : ! !
! A2 H H ' x ! H 1 !
{ N N ! ! H { !
! B2 H x H x ] H : 4 H
H _ H H i ! !
! E2 ! x | ! ! x : 2 {
. H i } H H -
! Aq ! x ! P ! ! ] 8 '
! -1 ' -4 : H _
{ D4 H x H x H H ! 6 H
H H H : ! H H
! E4 : x ! x ! H ! 2 !
1 - ! ' H H H H
! F4 : x ' X ' 1 ! 3 !
{ : H | H } H
{ A6 H x ! ! . ! 3 !
: H H H H H
{ B6 ! X H x H { H 7 '
H ! H ! H ! '
! D6 H x ! x ! ! : 3 !
1] [} [} t : L] [}
t [ [] ] [} []
f E6 H x H x } H { 1 H
H H H H ! H H
H F6 H x } H H H X H
H { H H ! ! :
H B8 ! X ! X H x H X H 8 H
} b H H : H H
H cs ! x X ' ! ! 3 H
H H H H H H H
H E8 H x H H H H 4 H
H H H H H H H

% not specified

o

According to table 4.2, 62;5% of the subjects attended
private English course before entering the Letters Course.
They took the Bas{c and the Intermediate levels. The aﬁount
of time spent for taking both levels varies from subject to
subject; since each one studied in a different private
English course. At CCAA; for instance, the stages 1, 2, 3

and 4, which comprise the Basic level, are usually taken in



2 years. At lbensa, on the other hand, the first 15 stages
are considered Basic and are taken in 6 months depending on

the student.

Table 4.3 Levelsa attended after entering the Letters
ourse.

Alunos que cur-} Niveis
saram escola de!

{ i

| B2 . J

| lingua durante | H } 1 { Tempo
! o Curso de Le- (Basico | Interm.| Avang.! Conv.! (meses)
" tras. ! t ! ! !

! H H H H !

H A2 : H ! x H H 6

} H H H H { '

! c2 ! H X H } H 6

! H H H ! H

{ E4 H | X ! ! { 12

H : H H i ! {

! F4 ! { x ! x } x | 8

§ | H ! 1 ! -
i B6 H i x { . 4 1 36

! H H H H H -

! - EB ! 1 x [ x { { 42

| H ' H H H -

{ Fé H H X { H {1 36

} 1 H 1) AN H

{ D8 i { i H X | 48

} § H ! ! H

Table 4.3 reveals that only 33,3% of the students took

or are still taking a private English course after entering
_the Letters Course. The great maJority has attended the"‘

lntermediate level, giving sequence to the private studies

- started before entering the Letters Course. {(cf. table 4. 2)

“n.-...-“.-“--.-o'.ona-n.‘-o.nua-...l
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ATTITUDE TOWARDS ENGLISH

Table 4.4 Answers to the questinn: "Gosta de estudar

a
o

muito pouco

inglé&s? Quanto?” SR

! _i——-:'

- ! :

{ muito ! 54.2
- -1 _t
{ bastante { 37.5 ¢
= H i
! pouco ! 8.3 |
! H :
! : H
{ H i

Table 4.4 indicates that 91,7% of the students have a

positive attitude towards the English language.

Table 4.5 Answers to the question: "Gosta de estudar

ingles? Justifique.”

{ Justificativas positivas 1 %
' ¢
;1. Inglgs ér;ma lingua interessante e fascinante. : 25.0;
:2. Importancia e necessidade deste idioma._ : 16.7;
:3.>Ter maid; conhecimento cultgral. : 8.3:
:4. Comunicar-se. : 8.3:
:g. Interesserpessoal. : 4.2:
:6. Ler textos. em lingua inglesa. ‘: 4.2:
:7.‘Facilidade de aprendér inglgs. '§ 4.2;
'

:8. Desejo ae falar corretamente este idioma. : 4.2;
: -Eagtificativas negativas ; y 4 :
. '

:9. Inaplicabilidade imediata do inglds. : 4.2;
"

:10. Hateriai; inadequ;dqs e desesti;;lantes. :' 4.2;
:ll. Egzar cansado de estudar inglés. ‘ : 4.2;
112. Requer muita memorizagao. a.2;
H H




Among the several reasons shown in table 4.5, the
positive ones, particularly numbers 2,3,4 and 6 confirm the
importance of English in the glolkal coniext.

Table 4.6 Answers to the question: »Ate ,due ponto as

pessoas abaixo consideram o ensino de lxngua inglesa
importante?”

! segmentos-da: muito ! { pouco | ndo {Grau de |
{ comunidade | import.!import.} import.{ import.{ impor- |
1 H (4) H (3 ! (2) { 1) H tancia H
e y H H H H H H
{ Sua familia { 29.2X | 58.3% ! 12.5% |} - 1 3.2 H
H H H : ! : '
{ Seus amigos | 16.6% { 62.5% { 18.6X : 4.3X : 2.9 H
H H { L -1 . H
{ Seus profs. | 75% 1 20.8%X ! 4.2% | - t 3.7 H
! H { ! H : H
{ A sociedade ! 20.8% | 62.5X { 12.35% | 4.2%X ¢ 2.9 !
i ! H i ! H H
{ Vocé ! 79.2%. 1 20.8% | - 1 - ! 3.8
s H H § ! . | H

Table 476 is based on the numbers ascribed by the 
subjects to each segment of the community. They have
evaluated the degree of impértance of\;nglish teaching
according to the several seghentg of the_communiiy.

This evaluation is based on a scale from-}'tov4. iﬁ

“of little

*

vhich 4 = ‘very important" 3 = 'impottantf, 2
»importance and 1 = unimportant _ L

Accordlng to the subJects, the teachera (3 7) and -they -
themselves (3.8) consider Englxsh tea;hing very important.
Their evaluation is closer to number 4. The other segments,

on the other hand, tend to remain around 3: important.



SUBJECTS ° MOT1VATION

Table 4.7 Some factors that motivate the subjects to learn

Engllsh

E
{ O curso em si. : 0.0
: A obtengao de um diploma. : 12.5
; O gosto peia lingua inglesa. : 91.7
: A possibilidade de viajar/morar no exterior. : 8.3
: A importﬁncia/neéessidade do inglés. : 4.2
: O conhecimento de outro idioma. : 4.2
: Os filmes e mﬁaicas inglesas. . :» 4.2
: A possigilidade de se comunicar. : 4.2
: A possibilidade de lecionar inglsa. : 4.2
‘ | 've.

X Some subjects checked off more than one alternati

e

All the. subJecta feel motivated to'learn English. The

reasons appear in the table above, which shows that
the subjects are motivated by the foreign language i

It is probable that their 1nterest in learning Engli

91 7%
tself

sh

of-

>results from the status that this language has in the uorld

of science, technology, business, and other fields.
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TEACHING EXPERIENCE

Table 4.8 Subjects’ experience as English teachers.

P

! H H
{alunos| experiSncia profissional | niveis { tempo |
{ H : -1 { (meses) |
g { 1 ¢ 2 ¢+ 3 1 4 |5 :basicoiinternm.! !
H -t -1 H H H H H H H
{ A2 | ! ! | ! x| ! x t 12
H H -1 H H H H H H H
¢ B2 { x | { H ! T X H ! 6 H
} H H H ! H H ' { H H
1 C4 1 I S H H I = { { 3 {
H : H ! ! ! H H : H
{ B6 | H ! x| H ! X H ¢ 12 !
H : ! H H ! =4 H H {
t E6 | - H : I o x x| X ! x ! 24 !
! ! : H H ! : § { H
{ F6 . x | H H H ! i X 1 24 {
H H H § H ! { : H :
{ A8 | ! H ! x { i} o x { 7 {
1 ! H H ! i ! S { '
{ B8 ! ! ! ! x 1 ox - t 12
! l { H { i | { H H
{ C8 | ! $ ! 1P x 1 o x ! 6 1
H ! H i ! 1. { H H H
{ E8 | H - t x | HEER S H { 12 H
H { H H H H ! H H H
{ F8 | 4 ! I ! x H x { 51 H
i H H i H } H -1 1 {
1. Aula particular, 2. Honxtoria. 3. Escola particular. 4,
Escola municipal/estadual, 5. Escola de Linguas.

. Table 4.8 indicates that'45,8x of the students have had

some experience as English teachers. Most of them havé

taught in PublicTSchools and in private languagé courses at

both basic and intermediate levels. The levels are
classified according to the structural organization of each
private language course. For the public and private-schools.
the basic level_covers roughly the 5th, 6th and 7th grades
and the intermediate level, the 8th grade} 1st, 2nd, and -3rd

years of high school.
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The subjects’ working experience varies from 3 months to
2 years. Most of them (72,2X%) are satisfied with their
teaching experience. The other 36,3% are not.

It is interesting to note that almost all the students
who feel satisfied have only worked in private schools and
ag students teachers at the university; while the subjects
who feel unsatisfied have worked in public schools. In fact,
prfvate schools compared with public ones offer better
conditions for the teacher in terms of salary, material
resources, good working atmosphere, etc. Public shools, on
-the other hand, have a different teaching reality
characterized by the students’ low socio—economic level,
poor environment, the teachers’ low salary and lack of
motivation, etc. It ;s to be expected, therefore, that
teachers who work in private schoéls are more satisfied than

those who work in public schools.
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Table 4.9 Reasons for satisfaction or dissatisfaction w
the experience of teaching English.

ith

— —

- o® me o5 ee o oe oo

Justificativas positivas ] X !

1. Experifncia pessoal. : '8.3:

5. Interesse dos alunos. : 4.2:

'

3. Oportunidade de praticar inglés. : 4.2;

14. Pogsibilidade de transmitir conhecimento acads-: ' §

imico. ) ] 4.2}

1S. Bom ambiente de trabalho. ; 4.2:

. ‘Justificativas negativas ; X :

{6. Desinteresse dos alunos. : 8.3:

'

17. Escola distante. : 4.2;

§8. Nenhum interesse pelo magisterio. : 4.2:

;9. Pouca experiéncia como docente.. . : 4.2:
et

!

110. Baixo n{vel intelectual dos alunos.-
. .

According to reasons 1, 3 and 4, the subjects feel
A_aatiafied because of. the-opportunity they have not only
teach English but also to improve the!r knouledge of
English Reasons 2 and S are related to factors that

contribute to eff!cient language teaching and learnxng.

to

Reasons 6,8 and 10. on the other hand. refer to factors

which determine the failure of both processes.
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CONTACT WITH ENGLISH AND OTHER LANGUAGES

Table 4.10 Answers to the question: "Como & feito o seu
contato com a lingua inglesa?”

L 2

: H H
Misica. i 91.6
[} (]

"Filnes. 1 73.2
Leitura. :'91.6 :
] 1

Sala de aula. ; 100 ;
1 4

Conversa com falantes nativos. : 29.2';
Conversa com fal;ntes nég nativos. : 70.8 :
Membro de sua familia. § 25.0 :
Emprego. ; 28.2 ;
Composigao. : 1.2

H {
X The subjects checked off more than one alternative.

- e e Pe Ge PG G e AR PE GR R e S Lo G e- Ge

'Outside the classroom, the\éubJects find other wéys to
be in contact with the English language. According to the
table'above, listening to songs and reading English texts

are the activities with which most subjects get involved.

Table 4.11 Ways of reading.

1 X X%
| Silenciosamente. : 54.2 ;
; Em voz alta. ; 25.0 ;
1] q
; Com o uso do dicionario. ; 41.7 :

H

{ !
- X Some subjects checked off more than one alternative.

The data indicate that 62,5% of the students read

English texts besides those required by tﬁe Letters Course.

-
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According to table 4.11, the subjects prefer to read them
gilently rather than aloud.

Some subjects use the dictionary in their feading. Tﬁia
ig a positive habit considering that they have access to the
meaning of new words as well as to their phonetic
transcription.

Besides English, some subjects can speak other foreign
languages, such as German. (D2), Spanish.(EZ), and French (A4
‘and B8). It is difficult to say whether or not a particular
sound substitution reflects the phonology of one of thése
foreign languages in the speech of those students. Besides,
no systematic substitution was detected which could suggest
the 1nfluence.of a 3rd language in the speech Qf D2, E2, A4

and BS8. - —



SUBJECTS ° PRONUNCIATION

Table 4.12 Answers to the question: "Quais as estratébias

que voce usa para superar seus problemas de pronﬁncia na
1ingua inglesa?”

Estrategias usadas HEED B
» 1
“Gavir tapes. L ATTE
[]
“Ouvir mEETZas. ; 75.0 :
[] ]
“Assistir filmes. T1758.3
H ]
Presta;_atenqég a pronincia dos professores. : 95.8 ;
]
-Prestar atenqéb a pronﬁncia\dds colegas. _; 62.5—:
[] L}
.Procura;—z;anscriqéb fondtica em dicionarios. ; 20.8 ;
1]
Cantar em inglés. : 4.2 ;
[}
_Repetir a palavra/estrutura varias vezes. : 4.2 ;
. ] ]
-63;;?5;;-;—;;r corrigido pelos colegas. ; 4.2 ;
Fazer auto-corre@ib. : 4.2 :
H :

X The subjects checked off more than one alternative.

95,8% of the students are used to paying attention to

the teachers’ pronunciation to overcome pronunciation

problems. This means that the teachers should have an

accurate pronunciation, since they are taken as models.

Listening to songs is the second most used strategy. One

of the problems concerning it is the risk of getting an

incorrect pronunciation owing to perception-discriminatory

problems. Besides, there is no feedback to confirm whether

or not the subjects’ pronunciation is correct.

Although paying attention to the classmates”

pronunciation as a way to correct your own may be a risky

strategy, 1 agree with Cohen who says that ”student
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self-correction and peer correction may do more to eradicate

errors than teacher correctidn" (in Hahn, C, 1987:8/9).

Table 4.13 Answers to the questlon. "Vocé como aluno do
Curso de Letras considera a pronidncia correta algo:”

! X x

H {

! Muito importante '} 66.7

{ : ! H

| Bastante importante } 29.2

{ H . H
! Pouco importante { 0.0}

H : { H

i Néb.importante { 0.0

H

, l
X Only one subject did not answer this question.

Table 4.14 Reasons for the answers given in table 4.13.

! X x|
{ !
t1. Para a inteligibilidade. , . { 45.8 ¢
’ - ! !
{2. Para melhor se comunicar. . { 20.8 4
-1 i :
{3. Para o profesaor que for lecionar. { 12.5
{ H i
{4. Para que a comunicaqao futura seja perfeita. § 4.2
! ! 1
15. Faz parte do aprendizado. i! 4.2 }
-1 | J—
d others

X Some subjects provided more than one reason an
did not answer. .

Accérding to table 4.13, all subJe;ts consider an_r-
accurate pronunciation to be eitﬁéb very important (66.7%X)
or fairly important (29.2%). As shown in table 4.14, 45,8%
of them beiieve that good pronunciation is an important

ingredient for mutual intelligibility.



Table 4.15 Answers to the question: "Como classifica sug-,f

pronﬁncla em relaqéb a outras habilidades?”

!
- '
1 Melhor em relagado 48 outras habilidades. ' 21.7
;-gg;~;;-;gigggg—g; outras habilidades. ! 21.7
' '
{ Mais ou menos em relagdo as outras habilidades.; 39.1
¢ !
! Ruim em relaqéb as outras habilidades. {1 17.5
{ :

The subjects were asked to evaluate their own

pronunciation in relation to other skills, such as reading,

writing and listening. The result given in table 4.15

indicates that 39.1X of the subjects consider their
pronunciation reasonable in relation to those skills. On the

other hand; 43.4% believe that their pronunciation is °good~’

(21.7%) or ‘better” (21.7%) than the other skills.

THE TEACHING OF PRONUNCIATION

Table 4.16 Answers to the question: ”0s cursgos orientados
para a prontincia ajudaram vocé a resolver seus problemas?”

{ 2o0. ! 40. ¢ -Go. { B8o. HE 4
|semestresemestre|semestre ! semestre!
H ' ¢ , H ' !
! sim | 2 H 2 H 6 ! ) ¢ 75
H H H H H H
{ ndo | 3 ! 1 ! - ! 1 { 25
H H H H H

- aw Sn ow S ee
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Table 4.17 Answers to the question- ”0s cursos orxentados
para a prondncia ajudaram vocé a resolver seus problemas?

Quanto?

! 20. H 40. { 6o. !  8o. H 4

:semestre'semestre'semestre'semestre' X !

! : ! ! ! !

{Muito { 1 H 1 ; 3 ! 3 1 40 |

[} ] 1] 1 [} ]

___________ | QR § - i ' | Q- ‘

{Bastante ! 1 ! 1 { 3 { 2 ¢t 35

} H— : : ! H ‘

{ Pouco H - ! - { - ! - ¢ 0.0

! i : : : : :

3Hu1to pouco - H - H - H - { 0.0

! ! - ! ! ! :
Among the 20 subjects who answered the question in table
4.16, 75% agree that pronunciation classes have helped them

much to improve their pronunciation (see table 4.17). On the

~other hand, 25X of the-subjects, most of them in the

beginning semesters (2nd and 4th),

pronunciation classes helpful,

do not consider

probably because thie

systematic teaching of pronunciation ié only done in the

advanced semesters (6th and 7th).

Table 4.18 Answers to the question:
exercicios que mais o tem ajudado a melhorar sua pronuncia”

rQuais atividadeg e/ou

-

Atividades/Exercicios 1 X X

Pares mfnimos. : 33.3
]

Transcrigao fonética. ; 20.8

Leitura em ;;;—alta. 2.75.0

| Descricds fonoldgica. {1575
[}

“Exerci{clos em fitas. 17 8.3

Duvir palestras. .: 4.2
[ ]

:-6;;:;7;55321;_quoes em fitas. ; 4.2
[}

-BG;T;_;;;;EEZ;;_ESE professoregt_‘ ; 4.2
H

.

- e SE me SR s mm ee SE Ee *O em NE an Wt Se S0 eo
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*'Some students checked 6ff more than one alternative.

post helpful to eliminate pronunciation probleme is ‘reading

alou

For the majority of the subjects, the activity which is

a’ (75%).

THE LETTERS COURSE

Table 4.19 Ansvers to the question: ”"Indique ate que.ponto

g
ecta satisfeito com os diversos aspectos abaixo:

1.
2.

3. Ugo do laboratdrio de 1lf{ngua.
Oportunidades extra classe para o uso

4.
5.
6.

Material usado nas aulas de expressso oral.

Atividades/exercfcios de pronﬂn;la.

da l}hgua;

Habilidade do professor em auxiliar os alunos.
Fluéncia do professor.:

| ittem | ttem | ttem | item | item | item

i 1 i 2 ! 3 i 4 {1 S 1! 6

{ ! ! 1 | !
{20. | § i | { i .
jsem.i{ 3.00 | 1.50 | 1.17 | 1.17 { 2.67 | 2.83
} — ! H | | i
{40. | } { { | |
{sem.} 2.17 | 2.33 ) 1.67 § 1.83 | 2.50 | 2.67
! | ! { { } |
{6o. | ! H H ! l
{sem.} 3.00 { 2.50 | 2.17 | 1.67 | 2.17 | 3.67
! { 1 { H i . |
{8o. | H . | $ | |
{sem.} 2.00 | 2.17 | 1.50 { 1.67 §{ 3.00 § 3.67
] 7 i $ H H 3 | !
ime- | i 1 . 1 1 | B
tdia § 2.54 | 2.13 § 1.63 | 1.59 § 2.59 | 3.21

{ 1 ! ! {

7.

8.
10.
11.
12,

Pratica de l{qgua inglesa en sala de aula.

Ensino de fonetica e fonologia.
Condigoes para que o aluno fale em sa

la de

Carga horaria destinada a l1{ngua inglesa.
Dtstnlbllldade dos professores.
Didatica dos professores.

aula.
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Table‘4.19 gives the degree of the subjects’
satisfaction in relation to several.aspects concerning the
Letters Course. The numbers go from 1 to 4, in which 4 =
‘very satisfied’, 3 = ‘fairly satisfied’, 2 = ‘little
gatisfied” and 1 = ‘unsatisfied”’. Q

According to the numbers ascribed by the subJects,-they
feel little satisfied and unsatléfléd with most of the
items. According to the data, 78.3% of the subjects think
"that the laboratory classes are really tmportant. However,
the teaqhers hardly ever work there with the students.

) Tﬁe subjecte’ dissatisfaction includes not only the use
of the language laboratory (item 3) but aléo other ttemse In
table 4.19. Depending on the semester, the degrée of
satisfaction varies. In item 1, for example, the 2nd and the
6th semester students feel fairly satisfied with the
materials used in the oral expression classes, while the 4th

and the 8th semester students feel little satisfied with



them. The only item with which most subjects feel satisfied
g number 6. Their answers vary between 2.6 to 3.6.
Table 4.20 Answers to the questlon- "Quaig as sugestoes que

voceé daria para os professores ou responsaveis pelo Curso de
Letras?”

1% !
- et ! !
1. Usar o laboratdrio com mais fregiiéncia. | 29.2 |
! : ‘ ! |
{2. Corrigir os errors dos alunos. } 12.5 |
! 1 -1
{3. Estabelecer discussces em sala de aula. ] 12.5 |
! : ! —~=1
{4. Motivar os alunos a falar. { 8.3 |
! ! :
{5. Praticar mais leitura em voz alta. { 8.3 |
! : |
{6. Ouvir mésicas. { 8.3
l ' |
17. Helhorar ag aulas de laboratd%lo. I 4.2
t ‘ !
{8. .Introduzir aulas de conversaqao como dlclpllna {
| a parte. | 4.2
! _ . !
{9. Utilizar temas atuais desvinculando-se do livro|
{ diddtico. . 1 .2
 J— !
110. Praticar mais a pronincia das palavras novas. | 4.2
! : !
{11. Fazer os alunos refletir sobre a pronincia $
] das palavras. { 4.2
l H
112. Aumentar a carga horaria das aulas de expres- i
{ sao oral. : 1 4.2
H !
{13. Aumentar a carga horadria de lfngua e literatu-j N
{ ra 1nglesa. ) . . i_,4.2A
| — i.
{14. Introduzir Llngufstlca Apllcada nas . fases ini-|
H ctais. . ‘1 4.2
! — !
115. Observar e ortfentar og alunos com dificuldadesy 4.2
{ : |
{16. Ter boa vontade para trabalhar com os alunos. | 4.2
I , - |
117. Detectar as dificuldades dos alunos desde as |
{ fases iniciais. . ] 4.2
1 : ' - , : -1
118. Adotar material eficiente e sequencial. {1 4.2
i o ' !

125



126

i e i e o T T ——— — > — e o s e s

119. Assistir filmes com mais frequéncla. { 4.5 1

: 20. Mais leituras. : 4.2 :

:EIT'HZTE”;QEFE?cxos orais. : 4.2 :

)

;22. a;erecer B;ortunid;des de contato com falantes: :

! nativos. { 4.2 |
| ]

{ [y

The subjects’ suggestions provided in table 4.20 also
reflect some dissatisfactions with the teachers’ method as
well as with the Letters Curriculunm.

29.2 % of the subjects emphasize the necessity to use
the language laboratory more frequently. Besides, one
subject points out that the laboratory classes might involve
more 1ntérest1ng activities, games and exercises: (item 7).

Other subjects suggest that there should be introduced
conversgation classes (;tems 3,4,8) with discussions on
up-to-date and exciting themes (item 9).

Error correction is for some subjects also important
A(ltem 2). It 18 a way to get feedback on their phonological
output. -

The claims set above shéuld Se points of discussion and

reflection on the part of teachers and authorities of the

Letters Course.



4.3. PERCEPTION-DISCRIMINATORY ANALYSIS'

The data indicate that almost all the phonemes under
investigation cause difficulty in fecoghlpton, except for
the Englieh /7&/, /)/ and /1/, which presented no perceptual
variation in the 8th semester. ' A

. In words containing either the suf?lx ;ggg or the suffix
-ate such as 1in ‘surface’ and ‘consldérate‘, the phoneme /1/
1g generally pronounced aﬁd recognized as [ejl.

No comment ulil be made for the sounde [¥] and [¥],
because they were ﬁot congidered in the perception
~-discriminatory tasks.

Ther; are phonemes whose perceptual difficulty tends to

" increase or to decrease along the semestebg‘ This 18
detected through the number of learners who havé faitled to
recognize the correct phoneme in each semester (see table -
4.21). Most learners could not perceive the segmental error
in % 43S and *‘)“1' for thé pronunciation of the words
‘doee” and ‘use’ (n.) 1in the-recorded sentence list. This is
probably dﬁe'to the lack of phonemic contrast be;ueen-té]
and (2] in Qord-f:nal position in Portﬁguéae;.ln the.
ﬁroductlon,task; the léarners afso tend to re#lace [g]aby
{z]l and vice-versa without being concerned with the final
voice contrast.

The word °‘sing’ in the sentence list was recorded
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1(5;93 and the learners considered it 'éorrect'. The
spelling —ng influences them not only in the recognition but
also in the production task. In the multiple contrasts,

the phoneme /1)/ is generally heard as [nl] in the words.
‘thing and ‘tongue’. As a result, the learners checked off
‘thin” and “‘ton’ as being the words recorded.

The high nﬁmber of learners who failed to recognize the
phonemes /8/ and /z/ in word-final pbsition remains the same
tﬁroughout the semesters. On the other hand, the difficulty
in recognizing the phoneme /g/ tends to increase in ﬁhe 6th
gsemester and to decrease a little in the 8th (see table
4.21).

According to the error analysis, the VL interdental
phoneme is normally pronounced [tl. At thé.peréeption level,
however, (81 is heard as [s) by most learners; This occurs
in word initial and finél positions .as well as with front
and back vowels-(e.g. ‘thin’, “thought’, ‘worth’, and
:'faith'). The variant [tinh the prodhction‘task may resuit
from the influence of the spelling system, whereas the
variant [s] may be considered perceptually closer to 1.

For thé word ‘ether”, the learners tend to hear ‘either’
probably because of their éreater acquaintance with the
second item. It is interesting that the voice contrast
existing in 61 and (3] is nbt distinguished. In the
production task, the word ‘ether’ is pronounced with [3],
which reflects once more the learners-’ tendency to extend

the phonology of the word ‘either’ to ‘ether”.
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The VD interdental sound ig recognized as [d] in word-

fnitial and medlai poslélons (e.g. ‘there’, °‘those’ and
‘other °) and as [z] tn uord—flnai position (e.g. ‘breathe *
and ‘élotﬁe‘)t:f;:tﬁe production task, the learners _
generally tend to replace 31 by etther [di, (tl or [9], but
rarely by [z], even in the worde ‘clothe’ and “breathe’,
uhtéh are preferably pronounced with [t]l. It is interesting
to note that /6/ andv/9/ are heard as (s8] and [(z]
respectively in word-final position. .

The learners’ difficulty in reéognleng both VL and VD
1nterdentais persists all long the seﬁesters, although at a
decreasing rate. The difficulty in the peréeptton of the
phoneme /3/ ie greater in the 6th semester, decreaging in
the 8th.

The vocalic phoneme /1i:/ causes difflcﬁlty_espeéially to
the learﬁers in the 6th semester. Most of them tend to hear
»thé recorded word °‘leaving’ as “living’. In the vord ‘feel”’,
/1:/ 18 sometimes recognized as (1), which made the learners
-check off the word °fi1ll°. This variatlon tn the learners’
perceptton may be explained by the spelltng system. The
learners may have associated the sound [1 ] of the recorded
uords ‘leaving’ and “feel’ with the orthographlc eymbol 1 of
the written uords ‘living” and ‘f!ll . This possible
association does nbt necéssarlly mean that the leafners héve
difficulty in recognlzing the phoneme /1:/ in the recorded

wvords, but in associating it with the correct word.
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According to the data, the learners in the advanced

gemesters have more difficulty 1in recognizing (€] than (=]
(gee table 4.21). The words °said’ and ‘guess’, for example,
are generally heard as ‘sad’ and °‘gas’. The learners in the
2nd semester, on the other hand, can eastly percelve'tﬁl in
‘gaid’ and ‘guess’, but cannot perceive [Z] in the word
‘pan’. It 1s possible that the learning and' the awareness of
the phoneme /%£/ in the advanced semesters has affected the
recognltloﬁ of [E]. In other words, the learners seem to
1gnoré the fine phonetic detatls between [2]1 and [E] and
favour the former. In the beginning semesters, however, the
learners seemAto be more famtliar with the phoneme /£/,
because /&/ 18 probably not yet well mastered.

As for the vocalic phonemé 70/, few learners had
difficulty in recognizing it in the word “look’. In the
words ‘could’ and °‘full’, on the other hand, it 'i8 generally
perceived and produced ag (ul. In the exercise of multiple
contrasts, some learners took the recorded pronunciations of
the words °‘fool’ and “cooced” for ‘full‘-and ‘could”’.

Considering that the spelling system exerts a-great
influence on the learners’ pronunciation, it is believed
that the subjects were able to hear the véuel /ug/. However,
'they faitled to check off the correct words. They seem to
have related the graphic symbols u and ou of the words
‘full”’ and ‘could’ with the sound [u:Jf

The data lndlcate that the learners are not able to

. : _ /
identify the segmental error in the pronunciations xledis ’



*'Pa.\"‘kxd, and *ér&bxd . In both the production and‘,pgrceptlon
taskse, the learner seems to follow a general morphological
rule for the formation of the past of regular verbs (1i.e.
the édditlon of the [-1dl) and for the plural alldﬁorph
t-121 (i.e. the variant [-1Is8l). fhe spelling may certainly
explain these variants. The learners. keep the e#tended form

suggested by the past morphemé -ed and the plural morpheme

-es.
In the mlspronunclétion of the word ‘lashes’, the
learner fatls to recogﬁtze the.error in the segment [s] in
%x[-18). In fact, the contras; between [2] and [z] in
word-final position is not4establtshed in Portuguese;

therefore, it 18 tgnored by the learners.

Uith the production and the perception-discriminatory
'tests, iuo'groups of sounds emerge: '

1. Those which cause dlfftcuth in both production and

- recognition: [9,7,q,s,z,z,€,tz,u:1, the plural and.

the past allomorphs.

Even though the number of students who failed to
recognize the vowel [u:1 throughout the sémesters_ls
eignificant and the nﬁ@ﬁer of studehté uhé failed to
recognize the vowel ([1:] is ﬁlghlﬁnlﬁhe 6th éeﬁeéter; it s
pfobable that both vowels do nbt cause peréeptuai
difficulty, since the English vowels [1:] and [u:J-arer

similar i1n quality to the Portuguese {1l and ([ul. The

problem, however, seems to lie in the faulty association
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petween the former sounds and the graphic symbols 1 and

u/oul which suggest [11 and [ul respectively.

Based on the data, the phonemes /s8/ and /z/ cause
perceptual difficulty only in word-final pogit!on; In other
poslttons, however, those phonemés were not tested.

2. Those thch cause difficulty in production only:

t&,y,1,01.

At the perceptual level, the gubjecteg from all the
semesters were able to recognize /Y/. As to the phoneme 7%z,
only some 2nd semester subjects had difftculty in
recognizing 1t. However, this difficulty tends to decrease
greatly throughout the semesters (see table 4.21).

The vowels [1] and [U]l do not seem to cause perceptual
difficulty to the subjects, because the number of those who
failed to recogntize them per semester is thte tneignificant

(1.e. one and two subjects among 6).
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Table 4.21 Number of students per semester who failed to
recognize the English sounds in both multiple contrasts and
gsentence list. .

CONSONANTAL PHONEMES

| {

! {

] affric.| fricatives {nasal|

SEMESTERS } H ! {
17&7 7Y7 7 t/z/ {797 737 | /ny/

! H H o ‘ { §

2nd semester | 4 { -- { 6 { 6 § 13 § 15 { 13, |
' ! -1 ! ! { | b {
4th semester | 1 | -—} 6 | & | 12 | 12 { 12 |
| | i ] ! | | —— H

6th semester | 1 { -- | 6| 61| 9117 | 14 |
} 1 H ! { ! | !

t -1 -t 51 61 41 12| 10 |

! H ! H | ! { H

8th semester

! VOCALIC PHONEMES ! ALLOMORPHS {

| J— { {
1 R | FRONT § BACK 1 PAST { PLURAL
{ SEMESTER | } H | !
! \ 717 y/8:/ /27 (/E/ (/U7 (/u:/1[-t] | [-d]] [-~-1=z]}

H ! { { { l [ ! | {
{2nd ser. { -- § 1 { 5} 2 ¢ 11 53y 5 ¢t 7 {5 {
! i } ! } H i H | ! : |
j4th sem. { 2} ¢} 3| S5t --y 81 5 12 | 5 ]
l { H { | H § } { | 1
{6th sem. { 1 6} 4} 7§ 131 61 6 § 9 1 5 {
H ! ! § } ! { i H { {
{8th sem. | 1§ 2§ 2} 7 ¢ 2y .61y 5 11 5 {

{ ! | { H ! } i H i
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4.4. ERROR ANALYSIS

4.4.1. ERGLISH CONSONANTAL PHONEMES

4.4.1.1. PRONUNCIATIOCN PROBLEMS WITH AEFRICATES
.4.4.1.1.3. VL AFFRICATE /&/

Table 4.22 The most frequent substitutions for &y

| tl M [¥3 ! OTHERS * | !
! ! : -1 ! |
! | I S ! t 1 | I !
! ! I n | ! { n | | tn | T.1 |
{1 T § WL t {1 T i WLt ¢t {1 T 1 WL t ! }
e (ot e e | oile | e | ot e | !
I x {relr | X jrslr { X | rsesfr | H
| t | @ £ v. |t ] @ )} v. | L 1 Aty v. | {
_____ I | ! ! { { ! ! { ! !
12nd | 1 ! | i l | I | ! |
jsem.} 4} 8% 1| 24114t 7 -t 1§ -- | 37
! ! ! ‘ - ! ! ! ! { ! !
t4th | ! { | ! { ! 1 ! I |
{sem. | 51 5 i 51 -- 1 9 21 -1 3 --1 29 H
! { ! ! ' 4 H ! { ! ! :
i6th | | i ! { ! } ! { ! !
jeem.y 2 { 11 ¢ 6 {. 2 } 11 } t } -=-} 17| -- | 34 |
| | | ! ! ! l l ! =1 t 4
18th | ! | | | R l ! i : !
{sen. | 7 | 9 i P 3 | 6 | 1y -- 1 4 | -- | 31 !
! ! ! ! | ! ! { H { I !
{ ! ! | : !
1T.2 | 64 . ! 58 ! 9 !
! ! ! ! 1
T.1 = Total of substitutions per semester
T.2 = Total of substitutions per variant

% The frequency of occurrence of other variants involved in
the substitution processes of each phoneme is given in the
tables. However, these variants will not be described,

because the number of occurrence of each one does not



surpass the number of occurrence of either the first or the
gecona most used varignt.

The most frequent contexts and possible sources:

1. (& — el / $ t +u E.g. actual, actually,
fortunate, natural, gesture

The substitution of [¥] by [tl réveals.that most 6f the
learners have no knowledge about the alveolar palatal in
thie parilcular context. They are, therefore, misguided by
the S;elllng system. ; | |

The phonolochaf, graphic and semantic overlap between
- gsome of those English words and their equivalent ones in
Portuguese, such as °‘natural’ and ‘gesto’ may trigger HNL
transfer. '

2. (%] — (#1 / ch E.g. chew, cheque, cheap,
bachelor, épproagﬁ?s, marched

In theAuobd ‘marched’, the past morpheme -ed is
generally pronounced with an epenthetic vowel..

In most cases, the feplacement of - [¥] by %) occurs -
when the clustér ch ig in initial and medlaf positﬁong. This
substitution resulté from the association of the}cluster'gh
with the sound it represents in Pdrfugﬁé;e;'fhe ‘t§];’;s in
‘ché‘, ‘enchente‘,‘etc. Although there are Englléh wordse
which follow that spellln§~t0rsound relatlon,:such as in
‘chic’, brochure~’ (French loan uordé), it is more.plausibie
to believe that the influence comes from the learnere”’ NL.

~ The grapﬁlc and seméntgc sim;laritiés between the

English words ‘cheque’, “marched’ and the Portuguese

135



136

‘cheque’, ‘marchou’ may also contribute to the use of ®:-5)
rather than tdl i1n the former words.

1t 12 interesting to note that in the word ‘machlnery‘,
most learners tend to violate the substltuilon process
described above and pronounce the cluster ch with td3. This

’ .
resulted in the following mispronunciations: x MECINErT and

xMeEINarT -
4.4.1.1.b. VD AFFRICATE /)/

Table 4.23 The most frequent substitutions for L[JY)

! 3 ! tdd ! OTHERS = | !
l : 1 ! ! !
! | 11 ! R S I B !
| | 1 n | i i n | | tn | T.1 |
| T WLyt | T (WLt T WLt | i
le totje | e {toile (e | oile | !
| x {r8ir | X {refr | X |8l | !
ft 1 dtp v. |t 1 dtyv. 1t | dt] v, | {
_ ! ! ! ! b ! 1. ! ! 1 !
I12nd ¢ | | | I | | } | .
jsem.y -~ § 14 |} 21| 2 61 41 1} 871 21 39 1|
! ! ! ! ! ! ! ! l ! ! !
{4th | i ! | -4 1 ! ! { R 1
jeem.y 2 § 19} 4 1 -- ) 61 2§ -1 21 1 38 .
! U | ! ! ! { i i ! { 1
{6th | ! ! ! ! ! I i | |
jsem.} 2§ 12 ¢t 3 {.-- | 41 1} 1} 4131 —| 26 §
{ ! ! { ! ! 1 i ! { L {
{8th | ! | 1 ! { i1 { -1 i i
fsem.{ —— | 7 | s B | 11 7 ¢ 31 213 .51 14 27
! { ! ! ! | E { ! !  Jp— 1
! ! ! | : !
“1T.2 | 65 H 36 i 27 {
! ! ! | -1
T.1 = Total of substitutions per semester
T.2 = Total of substitutions per variant

The most frequent contexts and posélble sources:
1. tJ1 —> %1 /7 a> § g E.g. wages, arranged, fragtle,
' original, pageant, intelligent

/ b) g+e,y# E.g. strange, anthology

-
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In the words ‘arranged’ and ‘managed’, most learners
tend to pronounce % - %1d for the final sequence -ged.

In Portuguese, the letter‘g 1s pronounced etther (gl or
t%31 in both initial and medial positions. For example, the
words ‘galo’ and 'fféado are pronounced with {gl, while
‘giro’ and 'fr{gldo afe pronounced with Eﬁ]. This
spelling-sound relation may have been extended to the
éron\;nclat.lons of the English words “gin’ (xgxIn, *im).
‘gesture’ (*'ges(’.ar , x'2es¥ar ) !ahd 'uaées' (% we:jsz,
xwej? ). .

In general, [¥1 occurs much moré frequently in the
substitution processes than [gl. Thts is due to the great
number of English words in the data which share semantic and
graphic similarities with Portuguese lteéé pronounced with
t¥1. As a result, NL phonology 1is t?%nsferredl{?or'example,
the Portuguese-uofds ‘frééll‘, oélglnal' and °‘registro’ have
probably imposed their phonology on the pronunciation of the
" ‘English words ‘fragile’, ‘original’ and ‘registérf, which
resulted in the replacement of ty3 by {¥J.. - -

- The final sequence ge/y in the words ‘stfange*,

‘village’ and ‘anthology’ was prénouncéd fﬁ)ﬁﬁlthout the
support of the final vowel. Accordiné to thé Porﬁuguése
sound systen, %) is not pronounced in uérd-f:nal position,
except when the vowel [el or (il is dropped in rapid speech
(cf. p.46). |

In the uordl‘anthology'; the equlvalent Portuguese item

‘antologtia’ may have led the learner to replace tY3 by [31.



2. (Y1 — td1 / @) $ d + high vowel E.g. soldier,

qgucatlon, graguatlon

b) $ g E.g. uages, ages, fragiie,
arranéed
In the first context the spelling system influences the
learners’ pronunciation. They seem ignorant of the '
assimilation process between the alveolar [dl and the
palatal [Jl, which 18 present in the pronunciation of

. . 1
‘education” [ EdJakeljaﬂ] and ‘graduation’ [graadJUel 3n]

(Collins Cobuild Dicionary). In fact, the learners follow

neitther that form nor the coalesced one tY1. Their
pronunciation reflects simply the graphic symbol d. Leuis
(1971:244) points out that GA and RP treat the palatal ([J]
alike, "either keeping it in the original form or
converting it into the alveolar palatal consonants /Qf/,
/dj/, /_f/ or /3/. Thie conversioﬁ 18 carried out more
thoroughly in GA than RP.”

The replacement of [JY] by [dl in (2b} occurs in few
cagsesg. It reflects the fronting substitutton,.whtch is

common in the speech of English children acquiring their

first language.
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"4.4.1.2. PRONUNCIATION PROBLEMS WITH FRICATIVES

4.4.1f2.a.

Table 4.24 The most frequent substitutiona for [¥1.

VL PALATO ALVEOLAR /%/

| (sl | &1 | OTHERS l
! | ! ! ’
| l T S ! I | I
| | in | | i n | ! In | T.1
{ T WL & | T WLt | T | WL t |
e | otlle e Jotle |.e | o0t}je |
| * | re8lr | x |relr {x |rs r |
| t ] dtyv. tt pdepv.e |t dt] v, |
! ! | ! ! ! | | ! !
i2nd | | ! ! | | ! P -
jsem. | | 14 | 3| 51101 -1 3¢t 2791 -—1 44
| ! | | ! | | ! ! |
f4th | i | ! ! ! { | | |
jeen. | it 61— 1 3¢t 31— -1 411 19
! ! ! ! 1 i A ' ! ! !
16th | ! ! | ! ! ! ! ! !
|sen. | { 91 6} 2 72—t 11 31 —| 31
| I ! ! ! ! ! ! H ! !
i8th | | | i l | | | !
leem. | I 31 -1 --1 411 11 1] - 11
- ! | ! ! { ! ! ! 1. !
| ! ! ' ! i
1T.2 | 56 | 34 | 15 |
[ | { ! , !
T.1 = Total of substitutions per semester
T.2 = Total of substitutions per variant

The most frequent contexts and posslble'sourcész*

1. 31 — (81 / $ ss, 8, 8¢, ¢, X, t

E.g. pressures, fissure, lngurance,‘conggiouéness, social,

anxious, partial, revold&lpnary

The learner may have associated the English.OOrds above’

with their translation into Portuguese and applied LI

¥

phonology. For example, the English words °‘soctial”’,

‘anxious ’

‘goctal”’,

and pressuree are translated into Portuguese as

‘ansioso” and pressoes

It 18 very probable,

- . W G BEE G W G GE e WS MR L G D geae SR e e
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therefore, that the phonology of these trsanslated forus has
affected the replacement of [#] by [8] in the equivalent
English words. Besides, the letters 8, 88, 8¢, ¢, and x in
the English words above may also suggest the Portuguese [sl.
Both strategtes indicate RL interference. One 1s activated
by the spelling and the other by the semantic and '
orthographic simtilarities between Portuguese and English
ftems.

In the words ‘partial’ and ‘revolutionary’, E§J changes
to [s] probably because of the influence of their equivalent
Portuguese forms °‘parcial’ and ‘revoluctionario”, which are
pronounced with [s]. The spelling system in this case exerts
no influence on the learners’ pronunciation, since the
orthographic symbol t in Portuguese 1is ph&netically
represénted by /t/. The replacement of the palatal [¥] by
the affricate [¥] in the word ‘pértlal‘ ig also commonly
produced. It ts possible that the learner has applied the
‘affrtcation rule here, since the phonological context
suggests this process.

- The use of [8] for [%] in inltiai and final positions is
not very frequent in the data. The words ‘shrugged’ ana
‘English’ with four mlspfonunciattons each are the only
examples that tllustrate this gubstitution. Although it
reflects the fronting substitution, which results in s
developmental error, it ts possible that the learners have
considered only the first element of the clusters shr- and

~gh ag a way to reduce their complexity, since these

- —



sequences are not found in Portuguese. The latter
explanation seems to be more plausible.
2. (21 — ¥ /7 a) $ sh E.g. shop, shallow, bushes, lashes
b) sh # E.g. cagh, wish
c) $ ch E.g. machinery

Few learners replaced'tél by [&] in contexts (2;) and
(2b). This substitution seemes to follow no pattern within L1
or L2. Therefore, it is probable that the learners have
formuiated their own hypothesis without an ;pparent
influence of their NL or the TL.

In context (2c), the learners were expected to pronounce
the word: ‘machinery’ correctly, gince they tend to assoclate
the cluster ch with the sound 4 (ef p-135). However, the
learners have associated the spelling ch ;1th one of 1its
pﬁonologlcal representationsg in Ehgllsh, the sound [8],‘as
in ‘bachelor . Thise spelfing—sound relation was probably
extended to‘the word ‘machinery’, resulting in an

intralingual error. : .
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4.4.1.2.b. VD PALATO ALVEOLAR /¥/

Table 4.25 The most frequent substituttons for (¥1.

! ty: ; £%) ! OTHERS . | !
| | =1 ' b !
! ! D S | R S ! R S ' !
! ! tn | ! it n | ! tn | T.1 |
(T WLy t | T WLy t T WL t | ]
e | oite | e | otfe | e | ot}fe | {
f X | rs8|r ! X | rs8s}lr | % i rslr | !
bt tdtpve 1t g dtve Pt dty v !
- | ! ! | ! ! : ! { '
12nd | ! ! ! | 1 U ! ! ! !
|jsem.! -} 4 { -} -} |} -1 -1 8- 13 |
! ! ! ! ! ! ! ! ! ! ! !
t4th | | | { ! ! | ! ! ! |
fsem.| - { 4| - | -1 2} -7 - 4] | 10 |
! | ! ! { ! ! | ! ¢ ! |
16th | ! | | ! ! ! ! I | |
tsem.{ —— | 4 { -1 -—-1 31 -1 --1 41{-—-1 11 |
! | ! QR ! ! | S ST { !
18th | ] | | ! A | ! ! ! !
jsem.{ -- { 3| -t - 3¢t-—-4t -t 31 -1 3 1
! ! ! i ! ! J | | { ! |
! { | | i
IT.2 | 15 ! 9 o 13 |
! l ! _ { !
T.1 = Total of substitutions per semester
T.2 = Total of substitutions per variant

' The most frequent contexts and possible sources:
1. %31 —> )31/ geb# E.g. beige |

Depending on the English word, the f1inal sequence ge may
be pronounced etther [¥] or {J1. The former occurs in French
loan words, as in ‘beige’ and “garage”. Séme_learneES‘uere
able.to pronounce thenm cbrbectly. In “beige”, for example,
it may have occurred positive transfer since the Portuguese
word ‘bege” i1s pronounced with t%). There are learners,
however, who prefer the sound [Y] rather than t¥1 in the
pronunciation of ‘beige’. In ihls cage, £helsubst1tutlon

process reflects an intralingual error, because the learner
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overgeneralizes the more usual phonetic vartant of the
sequence ge 1in English.

Gimson (13882:29) points out that the English native
" speakers also tend to anglicize the sound t¥1 in French loan

words ending in -(a)ge. The word ‘garage’, for instance, has

five accepted pronunciations, in which three have tY3:
['gae.ra.:j], c'gaerx;] 1, Sa?-ovj 1, (’39@:‘&.‘-{] and (ga?a:ij
(p.6Q).

2. (%1 > ¥l or (21 /V+a+u E;g. measure, composure

The occurrence o? the var}ant [£1 1n the context  above
and particularly in the words “measure’ and ‘composure’ may
be accounted for by the assoctation between these words with
other Englisgh words of slmilar-spelling, such as ‘sure” and
‘censure’ that are pronounced with [¥1.

The vartant [zl, on the other'hand, ma& reflect etther
the frontlné sﬁbstttuttén or phonolqglcal transfer. The
learner may have applied the Portuguese voicing assimilation
rule to the words °‘measure’ and ‘composﬁre‘i Thig rule
occurs when the phoneme /s/ is between VD sdunds.'

Th; figures below show the frequency 6? occurrence of
each variant: » '
‘measure”’ X% (¥] 5 ‘composure’ X (¥1] .
*x (z]1 2 o *x [z] 6

In theAuord ‘usually”’, 31 also changes to [z]. This

replacement was not considered a segmental error, because as

Malcolm Coulthard (persoﬁal comm@nlcatlon) pointe out, the



gound [zl tn that particular word is an acceptable variant

in the speech of educated people in England.

4.4.1.2.c. VL ALVEOLAR /s/

Table 4.26 The most frequent substitutions for (sl.

| (z) ! 01 ! OTHERS :

| i { M

i ! R S | I S | (S S

| ! tn | ! {in | ! tn { T.1

{ T 1t wLyp v | T WLt T | WL t |

| e | o1} e |] e: Lot} e | e | ©01] e }

| | rsir | %x jrsgir | X |{rslr |

Pt 1t dty ve 1t fdatpv. 1t | dty v, |
_____ 1 ! ! { ! | ! ! !
12nd | ! ! | | ! | | { |
|sem.} 14 { 17 { 7 | 4} 4} 211 1} 34§14/ 56
! ! l ! | | ! | | | !
t4th - | ! 1 ! | { ! ! |
{sem.;y 8¢ S }114 ) 3] 5t 31 51 51 31 55
! | ! ! { ! ! ! ! 1. !
téth | ! ! ! ! ! { i, { !
fjsem.} 1t § 7 { 13 ¢ 3t 6§ - 1t 7} -—- 1| 48
{ ! H J { ! ! i ! ! {
i8th | ! | ! ! ! T R | | .
jsem.} 14 § 11 | 9¢ ¢}t 3¢t --1 13110 31t .52
! ! ! ! b ! H 1 ! ! {
! ! ! ! !
1T.2 | 134 1 ... 34 { 43 {

{ ! { !

1 = Total of substitutions per semester
.2 = Total of substitutions per variant

The most frequent.contexts and possible sources:

1. sl —> (2] / a) # s E.g. small, smile, son

The variant [z] in (ia) is probably explained by the

b)) $ ® + vovel

c) sle), ss *

E.g; exercise

E.g. digagree, nervoug, casges, useful,

purpose, house (n.), loss

position of the ﬁhonehe /8/ between voiced sounds (e.g.

‘gsome ‘small’, °‘young son’). It is probable that the learners

-

o e B s B P B M S G e e D Gen GUh EuD G e S G e
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:have transferred the Portuguese voicing assimilation rule to
the pronunciation of /s/ in thése qu}tsh’uords. When there
1g no Vd sound preceding /s/, the following voiced sound may
cause the change to [z] (1i.e. thé bilabtal ﬁaséi (m] in ‘##
gmall’ and “## smile’). | | |

It 18 interesting that no epenthetic vowel is pronounced
before [2] in the words ‘small’ and ‘sﬁlle'. Thie is a
surprising fact for the CA hypothesis, because in Portuguese
the phoneme /s/;lh uord—lnltlal position is generally
pronounced with an epenthetic vovwel, as in ‘espelho”’,
‘este’, etc. |

In the word ‘exercise’ the sequence [°Eksl] is frequently
pronounced [ ‘gkz] on account of either the influence of the
following vowel *’€‘<Z‘3Y'5°'ﬂ-z- or language transfer. The
learner may have thought of’the pronunciation of the
Portuguese item ‘exerc{c1o’ and transferred [zl to the
pronunciation of the English word 'éxercise', which shares
graphic and semantic similarities with the former. Thlé 18 a
kind of °‘phonological graft”’, in uﬁlch pért'of thebEngllsh
phonology s preserved and anothefipaftils botioued fr§m
Portuguese. | V | |

In the word ‘useful”’, the learners replace [s] by [z]
quite frequertly. They sometimes introduce ihe epenthetic
vowel [1], resulting in the leprdnunclatloﬁ *:ﬂbzxfa] .'In.
this case, the phoneme /s8/ becomes [z] because of its
poéltlon betgeen vowels. The voice assimilation reflects

phonologtical transfer.
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The replacemeﬁt of fs] by (2] in word-final position may
reflect phonblogical patterns from the ieafhers‘bnatlve
language. Mascherpe (1970:74) states tha£ the Péfiﬁguese
phoneme /s8/ is pronounced either [sl or [zl in word-final
position. The occurrence of these vartants is conditioned by
the following sound. The varlaﬁt {zl, for instance, occurs )
when the following sound is voiced. Some learners,
therefore, may have applied this phonological rule to the
English words “loses” and ‘nervous‘; since they are f;lloued
by a vouel'ln the text (e.g. ‘loss of my personal things”
and ‘nervous about ‘). |

There are words, on the other hand, which are followed
by no sound, such as those in the word list (e.g. purpose
#4#, house (n.) ##, etc). In this case, the vérlant {z] may
reflect either a lapse, an incorrect hypothesis formation,
or probably the influence of the'preCedlng Vd sound.

2. tel — 01 / s+ V.
- E.g. Eputhuood, something, south, singer, soul,

Based on contrastive analysis, the replacement of [21 by
(03 t1s not expected to occur, becaus; on £he one hand, the
Portuguese [s] occurs in the context above (e.g. ‘salmo’,
‘sombra“). On the other hand, the phoneme /6/ doesg not
belong to the Portuguese sound system.

The substitution. above is characterized by the
anticipation of the V1 interdental to word-initial postition,
without losing its origingl position. The result is the

[
following mispronunciations: *'Q&Q)QWA- for ‘southwood’,
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k'eameij for 'so:ﬁethlng" and x QawB for ‘south-.

In the word °‘southern’, the cluster -ED- is also
pronounced (61 and anticipated to word-initial position, as
in *’eaweern and *'9399‘” . Sometimes the correct [J1 1in
thie word is8 replaced by etther the alveolar ([tl or [di as

' .
in %x Dawtsr or "x Bawdarn
4.4.1.2.d. VD ALVEOLAR /z/

Table 4.27 The most frequent substitutions for [z].

{ (el | 81 ! OTHERS | )
! ! ! ! H
{ | I 1 } P 1 | ! D SR !
! ! i n | | I n | ! in  T.1 |
4 T. WLt ' T tWLH ¢t T (WL t | !
{ e { ot} e | e { ot} e | e {} ot} e i §
] X { r 8| r f X { r sl r { X i r 8! r | l
Pt 1 dty ve 1t 1 dtyv. 1t 1 dty v, | {
{ ! =1 { H { { ! ! { |
12nd | 1 | - | | { ! ! § {
jgsem.}| -— { 10 } 13 | ——{ 2} - | —— | —— | —— | 25 |
| { i ! ! ! | { { |  S— !
14th | ! | | ! { ! | 1 | !
{sem. | 2 120119} —- } == | ==} ==} 21 -—- 1 43 i
H ! ! H H H ! { { H H H
féth | | ! | | | | H | . } |
jsem.} 3} 34 { 33 { - — | =} = = | - | 70 |
! H H { ! = H H { H H H
18th | ! ! ! ! } | { | H {
{sem.}§ —- | 15 | 69 | -- | 1 | -~ .- 1 1] -1 86 H
| { ! ! ! ! | ! { { | H
| { . | H } :
1T.2 ¢ 218 ! 3 | 3 {
H i~ H H }
T.1 = Total of substituttons per semester
T.2 = Total of substitutions per vartant

The most frequent contexts and possible sources:
1. 2] — (81 / s(e), ze #
E.g. please, these, ooze, is, hig

The substitution process above suggests either

phonological transfer or spelling interference..
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In the words ‘please ##° and ‘these ##°, the spellfng se
suggests the vartant [8]. In ‘ooze ##°, however, the
learﬁers may have followed the pronunciation of Po}tuguese
vords ending in z when followed By stilence.

E.g. ‘paz’ ## [F@SJ
BUT: 'p;z e amor’ [P&Ziaﬁn&r]

It 18 worth noting that no epenthetic vowel was

p#onounced after the English phonemes /8/ and /z/ in the

words above, even though the orthographic symbol e suggests

this.

The vartant [e] also occurs in the words “fg’ and ‘his’,
even when a Vd sound follows them. This variant occurs
_1nconslstentiy withtin the same word and in different words
with the same context. In thig case, the learners follow the
gpelling command rather than phonological transfer. If they
had applted the Portuguese voicing assfmilatton rule, they
would certainly have made pogltlQe tranefer.

2. [z — (6] / se #  E.g. those, theg,‘ nose

The substitution above is considered unexpected because
the English (01, whlcﬁ_;s predicted to cause difficulty,
replaces [2], a familiar éound to the learner.

Just three words have followed this substitution
pattern. For the words “those’ and ‘these’, the learners
pronounced %x dewB and 1.0 . In the first case, the learner
replaces [3] by [dl coming close to the correct phoneme 7387,

.Wwhile in the second case, the learner is probably mieguided

by the spelling, resulting in the replacement of [3] by [t].



In both cases, however, the cluster Egits aggsocliated with

the sound [B1 and postponed to word-final position.'

4.4.1.2.e. VL INTERDENTAL /B/

Table 4.28 The most frequent substitutions for 01.

] (Ll ! (el ! OTHERS {
' —— ! !
{ | (R N | R S | I
| | I n | ! in 1 i . In { T
{ T WLy t { T WL ¢t T :lUth. {
je Jotle | e | O01lle | e | o1t} e |
{ X | rs8lr {x {rslr | x (rsir |
(|t 1 dtpv. 1t pdatpv. 1t 1 dt] v |
! ! ! ! ! ! 1. ! ! 1
{2nd | ! ! { ! ! ! ! 1 !
jsem.] 34 | 45 } 11 { 3¢ 2y}y18 ) 7 9 --| 129
| | | | | ! ! | ! | |
14th | | ! ! ! I (S !
isem.} 20 | 24 | 13 | 10} 7 {2391 8 16| 4| 131
! ! ! ! ! | ! { ! - !
16th | | { | R ! S I ]
jsem.}§ 25 { 33§ 2} 6§ 2129 5115 1} 118
1 { { { ! { | H | !
i8th | A {. | ! ! ! ! ! !
jeem.{ 7 { 10| 6 .6 | -~} 19 | 3 110 2| 63
! { ! ! ! ! ! ! H { !
! { { l {
1T.2 | 230 ! 131 ! 80 4
{ i ! —— { A o |
T.1 = Total of substitutions per semester -
T.2 = Total of substitutions per variant

The most frequent -contexts and possible sources:
01 —» t) or [8) 7 a) § th E.g. three, thought:
somqghing,'augbentic

b) th § E.g. bathroom, sixth
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The phoneme /87 is one of the English sounds which does
not belong to the Portuguese phondlogiCal system, Thetefore.
based on CA theory, this is a phoneme which caﬁses
difficulty in articulation gkd recognition.

In order to reduce the phonetic difficulty of 787, the
learners generally replace it by either [t]l or [sl, because
both variants share similar phonetic features with the VI
interdental, such as articulatory abproximation and voice.

In general, the variant [t] occurs more frequently than
£s). According to Ferguson (1873), the learners ﬁake use of
a phonolpgical strategy called ‘preference strategy”’, in
which they favour a particular variant in the substitution
process. It is probable that the preference for (t] is
explained by the spelling th, which suggests this variant.

The data reveal that in certain words and contexts the
variant [s] prevails. In the words below, for instance,

_[93 changes to [8} at a higher frequepcy than to the séund
[tl.
‘think” % {83 55 ‘thing” % [s) 14
*x [t] 6 , % [t] 10
‘something’ *>[sJ 24 |
x [t1 6

The variant [s) generally occurs in contexts where the
th is followed by the high front vowel [1l.

The following ;ontexi is generally characterized by the

variant [t1l.



2. (81 — Ct) / # ___3 E.g. thirty, thunderbolt
# ___r E.g. threw, three
# ___ o5 E.g. thought
The learners’ prererence for (t]l rather than ;s] ln.the
words ‘threw’ and “three’ may have 1ts source in the
learners’ NL. In other -words, the consonant cluster [tr-1,
which has replaced the tnitial [Or-3, is found in the
Portuguese‘sound systemn, wht}e the cluster [(er-] is not.
Uﬁen the V1 interdental occurg in s syllable boundar; or
in wvord final position, the preference i1s also given to the
Qarlaﬁt tl.
E.g. “southwood’ x ([tl 9 ‘south x [t1 3
x (el 2 . x (2]
‘etghth” % (tl1 7 '
' x (8] 2
In the words ‘anthology”, ‘athlgté‘,-‘authentlc‘ and

‘catholic’, the learners replace 63 by {t]l on account of

. the influence of the pronunciation of -the Portuguese items:

‘antologta’, ‘atleta’, ‘auténtico’ and ‘catdlico’, which are

pronounced with [t].

To sum up, the use of thé vartanté'[ti and tel indicates
that the learnere fall to scquire the contrast between 61
and [t] as well as between [0] and [s). Thie results,
therefore, in problems with the discrimination of minimal
pairs such as ’thlnk/slnk’, ‘three/tree’, ‘thought/taught/

gought *.
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4.4.1.2.f. VD INTERDENTAL /3/

Table 4.29 The most frequent substitutions for [J1.

| [d] ! ft1l | OTHERS ! H
} ! — ! ' {
! ! 11 | { {1 { ! i1 H !
| ] I n | { Il n | { tn | T.1 !
] T WLy ¢t +T WL ¢t T | WLy t H
{e J ot e | e totitle e | ot e | !
f X | r 8t r | ® { r 8{ r | X | r8;, r { {
| ¢ ] d ty v. | t {1 d ¢t} v. | b 1 d t] v. | |
| ! | H ! | | ! | | !
i2nd | | H ! ! l 1 ! ! H {
|sem. {197 | 19 :193\| 8 { 25| 18 |- 4 | 16 | 7 | 487 |
} - H | =1 H ! H H ! H !
{4th | ! H | { H H | H { !
jsem. 183 | 16 {226 | 1}y 9}t 1 7 | 26 | 26 | 495 |
QNN RS H ! l ! H ! ! l !
jéth | ! { ! } H | { P ! !
jgsem. {164 ! 26 {253 | 14y 94y --1 6§27 35 B2t
 SUNSNVHN DIV BUR H ! H { ! { { H
{8th | ! v | { { ! } H { {
jsem.}193 | 30 1163 { 1§ 3t -- ¢ 6} 29 | 19 | 444 |
| { | | ! ! H ! ! -1 | {
{ | | | |
1T.2 | 1.663 { 76 ! 208 |
| H { H '
T.1 = Total of substitutions per semester
T.2 = Total of substitutions per variant

The most frequent contexts and possible sources:
1. {31 — (dl or [t] 7/ a) § th E.g. thus, other, leather
/ b) th(e) § E.g. southern, cloggg
The phoneme 7%/ 1§_§enerally replaced by the alveolars
{dl and (tl, probably because of the‘arttéulatory
approximation between these variants and £33.
Both variants differ from each other in the voice

feature:

{331 /+ voice/ {d) /+ voice/ ttl /-voice/



The replacement of [3] by [t] occurs in all positions,
slthough its frequency varies according to the word and the
position that the th occuptes in 1t.

In 1nitial position, ([t] 18 less frequent than ([dl.

For example:
‘thus” % (d) 9 ‘these’ % [d) 15
‘% [t 6 : % [t]l 3
Some learners are probably influenced by the element t in
the séelltng th, which explains the vartant [t]l in the vords
above.

The variant [9] also occurs in the substitutions of (3J.

In general, 01 ig more frequent than {t] in words where the

latter has a higher occurrence in relation to (dl.

E.g. ‘southern” % 61 8 ‘worthy ’ % t61 16
x [tl 7 *x [t) 4

x [dl 3 - x C[d) -

‘rhythm* % 01 18 ‘clothe x (61 9

x [t 9 . kel e

x td) - . % td) 1

BUT: “‘although” % (dl 25
% 61 7.
x [tl 1
For ﬁhe word ‘although’, the learners prefer the variant
€41, whléh te perceptually closer to the Vd lnterdéntal tda.
According to the English sound system, the cluster th
may be pronouncad etther [B1 or ;53, depending on the word.

In the wvords abqve; the th was related to the Vi interdental
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rather than to tts Vd counterpart, which resulted in an
intralingual error. The variant [t], on the other hénd,
results from the spelllng—orlentéd pronunclation;.

In the word ‘worthy’, some )éarners tend to elide the
final vowel and pronounce xwar® 44 or x Wort ##. There
are learners, however, who pronounce the final [11, as iIn
xwardx s

The high occurrence of (61 and [t) in the words
‘worthy’, ‘southern’, °‘loathsome’, °‘clothe’ and ‘breathe”
reflects the pronunciation [68]) of the items from which they:
derive: ‘worth’, 'south;, “loath’, ‘cloth’ and “breath’.
The variant [t], on the other hand, is probably used when
’the VI interdental 18 not yet well mastered.

The vartant [s] does not occur very freéuently in the
substitutionaz of [Jd). However, many learners use it in the
pronunciation of the preposition “with® ( %x{s] 32, *[tl 18).

It should be noted that the phoneme /8/ ts mainly
replaced by the Qarlants found in the substitutions of the
phoneme /8/. They are [tl, [f) and [s) which replace [a] in
a range of 76, 70, and_és occurrences respectively. Besides
those variants, [B1 also replaces td) with 73 occurrences.

It 18 evident that each learner uses his own strategy
for the substitutions. These strategies are based on
agsoctiationg within L2 or across Li. The word ‘rhythm~”, fo;A
tnstance, ig sometimes pronounced *}xeanx or *’rlféﬁm. In

the first m{spronunclatlon, the cluster th is pronounced




The second

Table 4.30 The most frequent substitutions for nl.

mispronunciation has probably its source in the spelling th.

[eh, reflecting an intralingual error.
4.4.1.3. PRONUNCIATION PROBLEMS "ITH THE NASAL /g/
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is possible that the

bringing

This spell ing-sound
It

ngue #

ng,
E.g. young, king, something, tongue
/ b) ng + suffix # .
E.g. singer,
and ‘finger’.

.

It seems evident that the spelling ng suggests the
"longer

The most frequent contexts and possible sources:
1. 5] = [ygl or o 7 a

variant [993 in the words above.

relation is valid for the pronunciation of some English
words such as



learnera have overgeneralized that asszoctiation to the words
‘singer’ and °‘bringing’, as well as to words which contain
the cluster ng in word-final position. '

1t should be said that 1 had sone dlf?iculty in
recognizing which deviant form the learners produced fér the
medial cluster ng i1n the words ‘sihger”’ and ‘bringing”’ (i.e.
*'Stgar or X 'S"éggar‘ : *'br‘fg- or k’br:33~ ), since the |
difference between the forms of each pailr is almost
1mperéept1ble when we hear them on'é tape recorder. Whenever
1 was 1n doubt, the error was classified as having the
vartant [ngl, becauseﬁlt coversg the nasalization process as
well as the velar nasal [nl, which 18 phonetically affected
by the velar stop [gl, formtng'an homorganic cluster.

The vartant &, on the other hand, resulte from the
nasalization process of the preceding vowel and the elision
of [nl, such ag in ‘railings’ *?q]]ts, ‘wedding”’ x wedt
‘everything’ % évarlef , etc. The éame process occurs with
the'Portuguése nagals (e.g. ‘bingo’ {btﬂufJ and ‘finca’
ggtkil), which may have influenced the éronunélatton of the

Englieh wordes above.
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4.4.1.4. PRONUNCIATION PROBLEMS WITH OTHER CONSONANTS

Table 4.31 Number of errors in other consonantal
gubstitutions.

—————— — . S o

H { Word ! :
t Text ¢ List | Interv.; T1 ¢
- — - ! - H H
12nd ! i . H !
tgemester | 65 { 83 v 33 ¢ 181 ¢
! i = = H— 1
t4th ! b ] : !
{semester | 44 1 B2 1 37, 1 143
H e e f— L H
t6th H S ! H 1
|semester | 40 ¢ 81 1 36 {157
i8th. v : ! : :
{semester ¢ 32 t 59 1 34 ¢ 125
. H H
H T2 ' 606 ;
e f— H
T.1 Total of substitutions per semester

T.2 ; Total of substitutions per variant

Some substitutions are described here because of their
high occurrence in the data:

1. trl = x1 7 a § ___
A E.g.{:emember, rubbish, bathroon
/ b) in medial position
E.g. learn, marched
/ c) ___ # E.g. finger, their.

In some dialects, as the Catarinense one, the Portugﬁese
phéneme /R/ in word initial position is pronounced [x], as
in ‘rio°, ‘romaria’, étc. Some learners, therefore, seem to
have transferred this spelling-to-sound relation to the
pronunciation of the English words: ‘register’, ‘remember’,
‘roses”’, etc. This‘phonetic transfer also occurs when the

orthographic r is in medial and final positions; The



consonantal cluster rr in the English words ‘terrible’ and
‘arranged’ was algo pronounced (%], Just like in the
Portuguese words ‘terr{vel ° and ‘arranjo”’.

2. Irl - [(£1 7 a) $ (obstruentl _

E.g. shrugged, dread, proof, strange
b Vv ___ ¥V
E.g. very, around, origtnal
The use of the tap in the contexts above may be

accounted for by LI transfer. In Portuguese, [f]) forms
consonaptai clusters with gtops, as iIn E?£&{ud ‘prato”’,
[bfam&J ‘grama’, and with some fricatives, as -in t%ﬁve]
‘frevo’,. [ laveadul ‘lavrado’. Besides, the tap occurs
between vowels i1n Portuguese, as in the word ‘careca’
[;kaEeK&.]. The replacement of (rl by [£]1 in context (2b)
was not considered incorrect, since the sound (L] 18
begularly used intervocalically within RP (Gimson,
1980:207).

3. £l — [dl / 6 N E.g. .letter, better, water

Owing to the difficulty in récognsztng_the phonetic and

acoustic-characterlstics of the alloﬁhone [£] in this
contexi, gsome learners replace it by [dl, which shareg
common features with the former, such as peint of
articulation and voice.

4. (wl — vl / & E.g. wallet

This replacement seems to reflect NL transfer, because

in Portuguese, words beginning in /w/ are pronounced {v], as

in the proper nouns ‘Ualter~  and °Ualdir~.
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5. €dl — [t) / a) & ___ E.g. does, did
b ___ # E.g. need, food, sad
fhe phoneme /d/ in these words becomes VI probébly
because of either the devoicing é}ocees or the alight
difference in voice onset time (VOT).between the phonenes

/d/ and /t/.

‘In - initial and especially in final positions, following

or preceding stlence, /b,d,g/ are partially devoiced. vm& W\(BP

Accordlng?to Bronstetn (1960), full devoicing in those
particular positions indicates a foreignism. The replacement
of [dl by (t1 1n‘uord-f1nal position, for example, may be
explat<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>