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RESUMO

.\

A acentuagao vocabular neste estudo se refere a
saliéncia de uma silaba de uma patavra devido a varias
dimensoes. Concluiu-se que a maneira mais adequada de prever as
dificuldaded dos brasileiros na colocagdo da acentuagdo
vocabular inglesa & por analise de erros. Primeiro aplicou-se
um teste de palavras inventadas a um grupo de. falantes nativos
de inglés para descobrir guais sao as regras de acentuacao
dominadas por eles. De acordo com estes reéultados, aplicou-se
outro teste de palavras verdadeiras a um grupo de estudantes
brasileiros do curso de Letras para descobrir quais das regras
dominadas pelos nativos criam mais dificuldade:. para os
giasileiros. Na analise de erros deste teste estabeleceu-se uma
hierarquia de dificuldades das regras, e foram definidas seis
‘estratégias de predigdo aplicadas pelos alunos brasileiros, ora
“ajudando ora prejudicando a aprendizagem e a aplicagao das
regras. Os resultados foram aplicados a uma estratégia

pedagdgica do ensino da acentuacgao.
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ABSTRACT

"Word stress in this study refers to the predominance of
one syllable of a word due to several different ‘dimensions. It
was concluded that the most adequate way of predicting the
difficulties of Brazilians in the placement of word stress is
by error analysis. First a test of nonsense words was appiied
to a group of native English speakers to discover which stress
rules are applied with consistency by them. According to these
results, another test of real words was applied to a group of
Brazilian students from the Letras course to findvoutvwhich‘of
the rules appiied by the hative speakers cause the Brasilians
most difficuity. In the error.analysis of this test, a ‘ o
hierarchy of difficulty of the rules was estagiiéhed, and six
prediction strategies were discovered which are evidently
applied by the Brazilian students, sometimes aiding and
sometimes interfering with the learhing and application of the
stress rules. The results were applied to a pedagogical |

strategy for the teaching of word stress.
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PHONETIC SYMBOLS USED¥*

= vowel

= consonant

= bit

= bet

= bat

= bought
= bother
= but

= bira

= primary stress

In reviewing stress descriptions, the notation used by each

linguist was maintained.

iy
ey
ay
ow

uw

yuw

beet
bait
bite
boat
boot
beauty

x1i



INTRODUCTION

The author was motivated to look into the subject of
English word stress by heriown experience with Brazilian
students of English. During frequent correction of stress
placement in the pronunciation of both beginning and advanced
students, without accompanying explanaﬁion which could avoid
simjilar errors in the future, frustration was both felt by the

author and detected in her students.

In all the Engliéh teaching material familiar to the

author at that time, it was assumed that the foreign student of

English would simply have to remember the stress pattern of
every word he learned. However, in helping advanced studentsg
With technical literature written in English, it was noticed by
the author that she, as a native speaker of English, could,
with a high degree of confidence, give the stress pattern of
totally unfamiliar English words. This led her to believe
that; if nétive speakers of English learn unconsciously some
sort of generalizations which enable them to pronounce mostr
unknown words with correct stress placement, then the foreign

learner can be taught to do the same.

Less meticulous Brazilian students of English may give

T little importance to correct stress, rationalizing that the

native speaker of Brazilian Portuguese will usually understand
a foreigner who says, for example; sintoma for sintoma.
However, English is a different case. As pointed out by -
Mahandru (1975: 97—8), "The sounds of English vowels being so
closely linked with the incidence of stress, a mis-stressed

syllable can easily result in an utterance not even remotely
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resembling the intended word." He gives as an examplevthe word
adofescent, which, if wrongly stressed on the second syllable,
‘sounds like a- dollar-cent. '

The importance of English word stress was recognized as

early as 1918 by Daniel Jones,who wrote in detail on the f- S
subject in An Outline o4 Englréh Phonetics (l962--245 62).

However, although Jones gave many generalizations about English
stress, he concluded that "Generally speaking, there are no
‘rules determining which syllable or syllables of polysyllabic
English words bear the main stress. The foreign student 1sn
obliged to learn the stress of each word individually." (1962-
248).

‘Many other more recent linguists have commented on the
importanoe and difficulty of English word stress, most giving
.as the reason for its importance the influence on the vowels 7
and even the consonants of the word. Furthermore, most
linguists today admit that English word stress follows some
sort of pattern. The problem is that they differ greatly in the

manner of describing this pattern.

~The first generalizations made related stress patterns
to suffixes and prefixes. Daniel Jones was among the first to -
see this relationship, but the most cohplete study to date is
The Groundwork 04 English Stress by Roger Kingdon.

The transEormational—generatiVists, lead by Noam
Chomsky, assume that it is easier, at least for the native
‘speaker, to apply a succession of complicated rules than to
store a bulk of material such as Kingdon's long list of
suffixes. The two most complete analyses to date from the TG
point of view are found in Chomsky and Halle's The Sound
Pattenn of English (1968) and Halle and Keyser's English
Stness: 1ts Form, 1ts Growth, and 1ts Role in Verse(1971), the

latter analysis being a revised version of the former.

Finally, there has been an attempt at combining these

‘ two types of analysis by Lionel Guierre in various articles and
in his Dadills 4in English Strness Pattenns, and by Wayne B.
Dickerson in his articles on applying generative grammar and
spelling conventions to teaching English Stress and vowel

qguality.

The ultimate purpose of this study is to give general

suggestions for improving the word stress placement of



Brazilian students of Engllsh and to give more specific
.suggestlons for a remedial program for advanced students. To do,'
- this, it is’necessary to know which stress patterns cause the

most difficulty and why. | | o

For both of these questions, it was thought that a
contrastive analysis would be insufficient, as many '
contemporary linguists have shown that many errors are not
- directly due to native language influence. An error analysis
was therefore undertaken. This analysis was limited to primary
stress for two reasons. The first teason was simply to be able
to make,a thorough analysis without going beydnd the'scope of a
Master's thesis. The second reason was the difficulty of
accurately distinguishing weaker stresses. Trammel (1978: 86)
cites Lieberman, who '
"in his article 'On the Acoustic Basis of the
Perception of Intonation by Linguists' (Word, 1965,
21: 53) has shown, however, that even linguists are
'unable to transcribe accurately more than two
degrees of stress, stressed or unstressed' when
listening to fixed vowels. with modulated fundamental
- frequency and amplitude contours."
After listening to the tapes, it was felt that the author's
identification of weaker stressed syllables would not be

sufficiently reliable. -

_The.qﬁestion“of which stress patterns cause the most.
difficulty involves the problemvof different types of ‘
description. For the present error analysis, it was necessary
to choose among affix generalizations, TG rules, and a
combination of the two. Rather than choose one on a theoretical
basis, a test of nonsense words was applied to native speakers
to see which rules or generallzatlons were most easily ’
 followed. '

On the basis of the results of this test, a test of real
‘words was elaborated for advanced Brazilian students of '
(1) most ea51ly followed by the native:
- speakers. The error analysis was then made in three phases. The :

English, using the rules

'(1) In SPE the word "rule“ refers Spec1f1cally to TG rewrite .
rules, Guierre's use of the term is more general. The word
"rule" in this thesis, unless otherwise specified, refers
to any kind of generalization about the language '
-potentially used by 1ts speakers to produce acceptable

vutterances. -



first step was to establish a hierarchy of difficulty of the
stress patterns tested. Then general strategies were
hypothesized to explain errors of word stress. Finally the
established hierérchy wasireexamined in light of the general
strategies, in an attempt to exﬁlain why .some rﬁles are easier

than others.

Although the students tested were of two different _
university levels, the resulting hierarchy cannot be claimed as
an order of learning, but only an indication of the difficulty
of each rule for students of these twe advanced levels. To-
discover the oxder 1n which the rules are learned, a
longitudinal study starting from the béginning 1evels would be
needed. However, since ideally the ultimate goal is for all
students to reach these advanced levels, it was hoped that “the
establishment of a hierarchy would do two thiﬁgs: (1) indicate
the rules which would need most practice in an advanced level
remedial course, and (2) lead to suggestions for teaching
stress placement at more elementary levels which could prevent

the typical problems encountered later at the advanced levels.

Finally, after examining the approaches used up until
now, specific suggestions are given for teaching English stress
during a four-year university program, and more general

suggestions are give~for remedial work.

The thesis‘is divided into three chapters. Chapter One
begins with a definition of word stress and a discussion of its
relationship to sentence stress. This is followed by a review
“of the various descriptions of English stress up to the present
including the transformational-generative (TG) controversy

about psychological reality.

Chapter Two begins with a discussion of the merits of
contrastive analysis and error analysis, leading to an
explaﬁaﬁion of why error analysis was chosen for this study.
This is followed by a review of previous studies, of both the
contrastive and error analysis types: and an explanation of how
- the approach and general methodology adopted here differ from

the previous studies and why.

Chapter Three deals with the test of native speakers to
see which types of rule are most easily applied. This account
includes the methodology, results, and conclusions, with the

list of stress rules selected for the error analysis.



The error analysis is described in Chapter Four,
" including the methodology used in the test of Brazilian
students, a hierarchy of difficulty of the rules tested, a
statistical analysis showing error causing strategies, a )
discussion of the effect of these strategies on the hierarchy, -

and conclusions.

‘The final chapter discusses the pedagogical application
of the discoveries of the previous chapter. First previous -
approaches of teaching stress, both theoretical and practical,
are examlned in llght of the insights gained in our error
analy31s. Then a suggested teaching methodology and order of
presentation of the stress rules are given for a four-year
un1vers1ty program, along with a few general ‘comments about

remedial work. -

 The conclusion gives a synopsis of the discoveries made
in the previous chapters and suggestions for experimentation in
the pedagogical application discussed in the final chapter.
"Finally attention is directed toward the need for further
research in this and related areas. '




'CHAPTER ONE

ENGLISH WORD STRESS

1.1. Definition of Word Stress

Stress is a term which, although uséd more aﬁd more
frequently by contempory linguists, has not yet lent itself
to the formation of a single, simple, clear-cut definition. It
is often used interchangeably with words such as accént,"- ‘
prominence, loudness, emphasis, intensity, and so on. Each'-.
-linguist usually def%pes it and uses it in a manner convenient

for his or her particﬁlar study.

. The qualities of stréss'cah bé described from three
different points of view: (1) the physiological, dealing with
the type of effort required by the speaker for transmission;
(2) the physical, dealing with the measurable acoustic
gqualities; and (3) the psychological, dealing with the

perception by the listener.
1.1.1. Physiological Point of View
From the physiological point of view, stress is

described by Jones (1962: 245) as "the degree of force with

‘which a sound or syllable is uttered." He calls it a

(2) Crystal (1969: 113) groups together the physico-
physiological as opposed to the psychological.



"subjective action,"'rather than specify what kind of force is
involved. Kingdon (1958..1) gives an almost 1dent1cal
definition: "the relative degree or force used by a speaker on
the various syllables he is utterlng It glves a certain
prominence to ‘the syllables, and hence to the words, on which
it is used." | . ' ' o

For Gimson (1970’,223) stress is greater breath effort
and muscular energy. Vanderslice and Ladefoged (1972: 820), in
their binary descrlption use heavy and llght stress to refer to
"full articulations versus reduced timing;" and accent, which
corresponds to primary stress, to refer to the presence versus
absense of "increased respiratory enexrgy and laryngeal
adjustment." Ladefoged et al. (1973: 212) relate stress
specifically to human behavior in productlon when they say that
"the degree of stress is often related to the extra increase in

muscular activity."

Finally, Byrne and Walsh (1973: 159) state simply that
stressed syllables are those which "are pronounced with more
energy than others." All of these definitions give the vague

impression that a stressed syllable requires more effort of

some sort than other syllables.
1.1.2. Physical Point of View .

Although the acoustic properties of stress are rather
removed from the study of learning difficulties, one acoustic
study is worth mentioning here because it relateS'the acoustic
or physical to the psychological. D.B. Fry, (cited.By Crystal,
©1969: 117) in his articles "Duration and intensity as physical
correlates of linguistic stress" (1955: Jouinal of +the
Acousiical Sociely of Amerdica, 27: 765-8) and "Experiments in
the perception of stress" (1958: Language and Speech, 1l: 126-—
52) found that the four physical dimensions duration, |
intensity, fundamental frequency, and formant structure
correspond to the four psychological dimensions length,
loudness, pitch, and quality. Of these, he claims that the most
important for recognition is frequency, followed by duration,
then intensity; which, from the psychological view, would be
pitch, length, and loudness respectively. Most linguists agree
that stress involves several different properties, but there is

no consensus as to the importance of each.



1.1.3. Psychological Point of View

- The main difference among the psychologicél definitions
of stress is whether the term refers strictly to loudness or to’
the overall impression of prominence.qoges(1962: 245-6) uses.
the terms to refer to the "impression of loudness", which »
contributes, along with timber, length; and intonation, to dive
the impression of prominence or a "degree of general
distinctness." Gimson (1970: 222- -3) takes the same p051tlon,
with a slight difference in terms. He speaks of syllables
receiving accent or prominence, COnsiSting of_stress-(perceived
as greater loudness), pitch, quality, and quantity; pitch being
the most efflclent clue for the learner. Staub (Staub' 120)
‘gives, ‘for teachlng purposes, a definition of stress as the:
"relative loudness of a syllable as compared to other <

:Syllables."

_ For Crystal, however, (1969: 120) both accent and stress.
are "reducible to a 'bundle of phonetic features'," pitch being
the "dominant perceptual component" of accent (which reférss
only to primary accent), and loudness being the "dominant
perceptual component" of stress (which refers'to any accent

other than primary).
1.1.4. Definition for this Study

The basic differenges of opinion among these linguists
are purely semantic, most of them agreeing that the
distinctness or prominence of a syllable is due to several
variables of perception. Although Jones and Gimson and others
prefer to use the word prominence for the effect of one
syllable standing out among others and stress only for
loudness, they go on to speak of the learner's difficulties in
stress placement, not "prominence placement". Since these and
most other linguists agree that loudness is generally
accompanied by other variables, in this study the term stress
will be used to refer to perceived prominence, distinctness, or
the effect of one syllable standing out among others. It is
further assumed that stress includes loudness and other
qualities such as pifch, length, and quality. It is not the
purpose of this study to select the most important of these

gualities, as this may be up to each individual listener. In



Crystal's words (1969: llé—?),

"It is claimed that listenefs_are never concerned
with one perceptual dimension only; their linguistic
judgements are determined by the interaction of a-
number of dimensions, though for a particular
judgement one dlmenslon may be more 1mportant than -
others."' : . '

Up to now, there has been no dlstinction made here
between word and sentenée stress. Word stress and sentence
stress areAclosely'related by the fact that a stressed'
syllable, whlle it stands out among other syllables of a word,
can, as mentloned by Klngdon (see 1.1. l ), also make a word
stand out among other words a sentence. However, they can,. for
convenience, be déalt with individually, as nothing concludéd
about word stress is likély4to change significantly when
sentence stress is considered. Lado (1957: 29) states that
"primary stress may sometimes be reducéd in rapid speech, but
if present.itvwill normally be on the same syllable"
Christophefsen (1956: 155), and more recently, Byrne and Walsh
(1973: 160) support:thls'V1ew, agreeing that most words
generally retain their word-stress within a sentence. Kingdon
dealt with both extensively in two different works, The
Groundwork of English Stress, which is limited almost
exclusivély'to word stress, and Groundwork of English
Intonation, which links sentence stress ﬁo intonation. The
present study is limited to word stréss; therefore, when the
term'stress is used without further specification, it is to

‘word stress that it refers.

1.2. Descriptions of English Word Stress

- There have been many diverse descriptions of English
word stress, particularly in the last three decades. These
descriptions vary from simple generalities to very complicated
systems of rules. To maintain clarity, they are classifiéd here
as éertaining to four basic types: (1) general descriptions,
(2) descriptions based on affixes, (3) transformational-
generative (henceforth TG) descriptions, and (4) descriptions
combining phonological and orthographic cues. Within each
category, the descriptions will be mentioned in chronological
order. Upon reaching the TG descriptions, the controversy about
the psychological reality of these descriptions, will be

~discussed, along with their usefulness to the foreign learner.
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A knowledge of the various ways of approaching stress placement
is essential to any study aimed at improving the stress

placement of the foreign learner.

1.2.1. General Descriptions

Until recently, most descriptions of the English sound
system limited themselves to vague generalities about word
stress. Théy described the diffefent stress levels poséible
and the eXisting and most common stress patterns, but did not
attempt any rules or generalizations to indicate when:each fype
of pattern is used. Even recent descriptions for fbreigh
learnérs, though they often admit thé existence of fﬁles for
stresé-placement, assume they are .too complicated for all but

the most advanced learners, and continue giving only the same
0ld generalities. '

Daniel Jones, the earliest linguist consulted about
English stress (1962: 245-61) ,» felt that it was usually
sufficient to distinguish two levels of stress--stressed
and unstressed, He mentioned an intermediate stress, but did
not distinguish between secdndary and terciary. He gave
possible combinations (but not patterné)'of English stress as
follows. Disyllabic simple words usually have one strong and
one. weak syllabie, but ‘some are "double-stressed".
Polysyllablcs can have (1) one stressed and several unstressed
syllables, (2) one primary and one secondary stress, (3) one
primary and two secondary stresses, (4) two primary ("double-
stressed") and one or more secondary stresses. Since Jones was
of the opinion that foreign students would have to learn the
stress pattern of:. each individual word, he gave no stress-—
placement rules,'bpt only a few generalizations for determining

if a word is single or double-stressed.

Trager and Smith's most important contribution (1957:
36 -9) was to dellmlnate the four phonemic levels of stress most
commonly used even today. (1) Primary stress is the strongest
stress of any word or phrase. (2) Secondary stress exists only
.in compound words or phrases, and, along with éyllable division,
distinguishes between pairs such as n4frate and night-rate. (3)
Terciary is phonemicaily differént from.secondary, as in the
previous example, and from weak stress, distihguishing verbs

' . 1 . 4 :
such as anamafe from adjectives like animate. (4) Weak stress
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is the stress (or absence'Qf:stress) of all syllables which do
not receive primary, secondary} or terciary stress. The vowels
of weak- stressed syllables are quite dlfferent from those of

stressed syllables (other llngulsts call them reduced vowels)(3)

Lado (1957: 28 & 1961: 108) counts the same number of
word-stress levels; He states that English words of Latin
origin depend on their suffixes for stress placement, and that
the syllables are counted from the end of the word. This is
potentially useful_information,'but he gives only three
specific examplesy the suffixes -ftion, -af and -1y. He further
 states that'other words tend toward initial stress when there
is no preflx, and second syllable stress when there is a
prefix (1957: 34- 5) This is true, but it is too general and
has too many exceptlons to be of much use to the learner. Lado
mentions the reduced vowels in weak—stressed syllables, and
adds to that the heavier aspiration of consonants in prlmary
stressed syllables (1961: 108-9).

Prator (1967: 16-19) is more specific about vowel
quality, stating that the vowel (s) in a stressed syllable may
be pronounced [i] , [I], [e] ., [e]1 + [ee] , [a]l ., [2]1 .

[d] ’ [le o [u]l [3] . [a1 ], [ aU] - [21] , ete, and
that the vowel of an unstressed syllable is almost always £o ]
or [14]. He then makes‘four observations about stress: (1) At
least three out of four two-syllable words have stress on the
first syllable. (2) Compound nouns usually take primary stress
on the first component and secondary on the second; compound
verbs are just the opposite; intensive relexive pronouns take
primary stress on the last syllable; numbers in -feen vary
their stress. (3) Many noun/verb pairs have alternate stress,
the noun being stressed on the first syllable and the verb on
. the second. Twenty-six pairs are listed. (4) Words formed with
suffixes are usually stressed on the same syllable as the .
basic word, although words ending in -ftion, -sdion, 4Le, -ical,
and--{ty almost always take primary stress on the preceding
syllable.(a)

(3) Trager and Smith use /7/, 4"/, /7/, and /¥/ in place of the
numbers one to four.

(4) The first and fourth of Prator's observations have so many
exceptions (there are many more than five suffixes which do
not retain the stress of the root word) that they often
cause error by over-generalization by the foreign learner

(see 4.3.3. and 4.3.7.).
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Staub continues to use Trager and Smith's stress levels
(Staub: 120). He lists possible vowel phonemes for stressed
syllables (a shorter list than Prator's possible vowel sounds):
Ji/, /ey Jae/, /i/, /3/. Jal, Ju/, /o/, /o/ (Staub: 2). He
further points out that singie vowels_do not end stressed
syllablés;vbutfare always followed by-apconsonant'of'a glide
(Staub: 121). : B

Gimson (1970: 222-239) reverts back to Jones' three

levels of stress, without distinction between Secondary and
terciary. He gives £hirtyffiVe possible stress patterns for
simple words and seven for compounds, but the only hints he
gives the foreigner for predicting which one to use‘arep(l) the
rhythmic tendency of English to alternate accented and =
unaccented syllables, (2) the noun/verb oppositions, and’ (3)

the fact that derivatives do not necessarily retain the_sﬁrsss‘.

pattern of the root word.

The above descriptions were a beginning to an
understanding of the English stress system. Although- the
information was of very little use to'the foreign learner of
English who wanted to be able to predict the’stréss pafterns of
unfamiliar words, it served to head other iinguists in ‘the
right direction for furthef research into.thé matter, from

which more detailed, concrete, and useful results were ch

obtained.

p

1.2.2. Descriptions Based on Affixes

Of the six linguists whose descriptions of English were
summarized in the previous sections, two of them, Lado and
Prator, mentioned suffixes in passing, but gave them little
relative importance. The following authors have given affixes,
particularly, K suffixes, more and more importance as part of the
description of-English stress. These linguists, some more
thoroughly than others, have researched the stress patterns of
most of the common English suffixes, and have s;rgngod.their

findings in such a way as to be useful to the learner. or
teacher of English. Summaries of their descriptions are
presented below in chronological order, which does not

necessarily correspond to the degree of usefulness.

Allen in L4iving English Speech wrote mainly about

intonation and sentence stress, but reserved Appendix II (1953:
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173-93) for "hints and generalizations"'about syllable stress
(or word stress). The first "hint" has to do with Germanic
compounds, which he said were usually sti»ssed on the original
root. This "hint" is helpful in words where the root is easily
recognized, such as drunkard, but of little use for words such
‘as playwnight, where it is difficult to know which component is
the root. '

Allen's hints for classical compounds are probably much
more useful; not only does he specify the suffixes} but the
roots are easier for a romance language speaker to recognize.
First he presents a list, with examples and exceptions, of
sixteen suffixes which usually cause stress to fall on the

preceding syllable: -ion, -4{clatl), -ian, -ial, -cient, ¥£0u5,
-eous, -ual, -uous, -Lty, -ely, -itous, -itive, -itude, and

' --{tant. Then he cites three more, -ate (verbs only), -{y, and

' %48e (-4{ze), which cause antepenultimate stress. Finally he
explains thet'the'previous sixteen suffixes are also part of a

_general tendency toward antepenultimate stress in longer words,.

- -4{on and -{af being counted as two syllables, and -{ic being
also'—icaﬁ. This generalization is followed by lists of word
derivations with stress shift to maintain antepenultimate
stress. The list of suffixes should be very helpful to the
foreign student of‘English; However, the generalization, with
no restrictions giVen, about antepenultimate stress, is a
potential cause of trouble, as'there are many suffixes which do
not follow this pattern.. | '

Christophersen could have'been included in the group who
wrote general descriptions, as much of the information he gives
in An English Phonetics Course is about the more general
aspects of word stress (1956: 155-68). He speaks about
secondary stress, the effect of stress on vowel and consonant
quality,'alternating,stress pairs, stress change in derivatives;
and he gives a long list of semantic categories causing double |
stress in compounds. | : |

He was included in the affix group, however, because,
although: he mentions few specific affixes, the information he
gives about them is quite detailed. In:speazking about vowel and
consonant quality, he mentions specifically the reduced vowels .
in unstressed -ent, -ax, -ox, and -er; the voiced x of the
prefix -ex before a‘stressed vowel}-endgthe various
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~pronunciations of the-prefix rne-, depending on stress and
meaning. The stresspatternS(af the sufflxes'—ate and —ment

are given according to part of. speech (noun, Verb, or
adjective) and number of syllables (dlsyllablc vS.
polysyllabic). Finally he mentlons the suffixes -ion and'—biue,
which causevstress to fall on the previous vowel. This type of
information is very useful for the foreign learner. It is |
unfortunate that‘Christophersen limited himself to so few

affixes.

Kingdon's The GnoundWOnk 04 English Stress is the most

| complete work to date Wthh deals with stress placement on the
basis of affixes. Before elaborating on Kingdon's treatment of
'stress. placement itself, however, it should be mentioned that
he departs from Trager and Smith's fairly simple system of four
word-stress levels. Although most other llngulsts agree that
stress involves several variables, the levels of stress are
usually defined without giving importance to the variables
involved. To Kingdon, however, the tone or p1tch variable is
important. What is called primary stress by most linguists is
called “kinetlc stress (;) by Kingdon because of its falling
tone. A "full static" or "high level" stress (") is'a full
stress like the kinetic'stress, but the tone is static and
high; 1t can only appear before the kinetic stress. From the
examples given, it would appear that this stress can correspond
to Trager and Smith's secondary ('half baked) or terciary
(*indi'viduTality). The "pgrtial static" or "low-level" stress
(,) is a partial stress with a strong (fully realized) vowel on
a low static tone; it usually falls either one syllable before
kinetic stress or any number of syllables after kinetic stress.
This stress also seems to correspond to both secondary and
terciary stresses. Even the unstressed syllable is classified
by Kingdon as belng of high pitch (-) or low pitch () (1958:
4-14).

Kingdon's explanation of stress placement is based on a
distinction among three types of compound words (1958: 26). A

| "Romanic-type" compound has a clearly recognizable root plus

prefix(es) and/or suffix(es). A "Greek-type" compound has two

or more clearly recognizable roots which are considered
separate entities, but do not stand alone as complete words.

An "English-type" compound is formed by tWo or more independent

words with or without a hyphen.
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For "Romanic—type" compounds, Kingdon explains the
influence of both prefixes and suffixes. Prefixes,.he says,
"do not usually take a klnetlc stress" (1958: 32). He ines
lists of both dlsyllablc and monosyllablc preflxes ‘which can
take kinetic stress; whether they do or not, and on wh1ch4
syllable (for the dlsyllablcs)-lt falls, however, depends on
the influence of the. suffixes. There are some prefixes which
demand some sortof strong stress, but there'arevnone which

which demand necessarily kinetic or primary stress.

"Suffixes may take the stress themselves ..., or they
may throw the stress onto. one of the two syllables 1mmed1ately
precedlng them" (1958: 57). Some suffixes have no infllence on
stress. Kingdon glves a very complete list of suffixes, thelr
poss1ble stress pattern or patterns, and exceptlons (1958' 60~
120). This 1list is potentlally very helpful to the foreign
learner; however, it is so long that, in its present form it
would be very difficult to memorize all the patterns. What is
needed is an organization by similarity of suffixband/or of

stress patterns to make this list more useful.

In "Greek-type" compounds, the first element usually
takes a pre-kinetic stress on one of its syllables, though it
can take a kinetic stress’when this is rejected by4the second
element (1958: 121). The second element frequently takes a
Romanic-type suffix, which often is the deciding factor in
stress placement. The work .includes a list of second elements
with their suffixes and possible stress patterns. Many of these
could be eliminated by the learner who has already'learned the

Romanic-type suffix patterns.

"Englishftype"icompounds are the only ones normally
called compounds ih most other descriptiens. According to
Kingdon (1958: 146-7) there are three possible.stress patterns
for these compounds: (llisingle stress on the second component
(" or ,7), which is the least frequent; (2] double.stress '),
which is liable to stress adjustment under the influence of -
intonation; and (3) single stress on the first component (°_ or
",), the most frequent. The grouping of compounds into one of
these categories is done by part of speech and semantic
differences (1958: 149-74), some of which are too complicated
and subtle for all but the most advanced learner. In compounds

of three or more components, the stress is usually determined
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by identifying which components already formed a compound

before adding additional ones (1958: 179-86).

3

Although The Groundwork of English Stnéébiis too complex
for use by most English 1earnefé, it has served as a basic and
indispensable-reference for most subsequent researéh done on
the sﬁbjedt of English word'stress.'It can.alsd be of use to

the teacher, particularly for quick reference about particular

problem areas.

Pring's Cofloquial English Pronunciation does not deal
with word stress as such in the body of the text. However, the
Appendik (1959: 69-83) gives a list of prefixés and suffixes
which are normally unstressed. Although this 1list does not tell
us which syllable does take stress, it might bé a good way to
1ntroduce learners to the effect of suffixes on stress |
placement and to correct such typical errors as stressing flnal

~-able, -4ise (-4ze), and -a;e.

Axel Wijk in Rufes of Pronunciation for the English
Language makes the first detailed attempt known to the author
to group stress-affecting affixes in a learnable manner (1966:
125-36) . First he lists the suffixes which leave stress on the
same syllable as the root word: -dom, -ed, -en, -ex, -ean,
~ess, -fold, -ful, -hood, -ing, -ish, -Le, -Less, -Rike, -Ling,
-Ly,-ment, -ness, -or, -ship, -some, -Wa&d(z), ~wise, -y, and
usually -abfe and —LBE@. Then he gives three categories of _
stress-determining suffixes: (1) Séffixes‘with'ia, L0, Lou, Au;
ea, eo, eou, eu; LQ almost always cause stress to fall on the
preceding syllable. (2} Suffixes -4ic and -<{caf also cause
stress to fall on'the‘preceding syllable (with some very common
exceptions). (3) Suffixes -eer, -Liehr, -esce, -esque, -etite,
-{ne, -ique, and -oon (most words afe recent French loans)

usually cause final stress.

In addition to suffix rules, Wijk gives the most common
stress patterns for several categories of words: (1) Words of
two or three syllables without an easily recognized prefix most
often take stress on the first syllable. (2) Words of two or
three syllables with a prefix without its own distinct meaning
usually take stress on the syllable following the prefix (many
exceptions are stressed on the prefix, especially nouns and
adjectives, and trisyllabic verbs ending in -ate, -{ize, -ute).

(3) When the prefix has its own distinct meaning, the word is
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usually double-stressed, as are compounds. (4) For words of
four or more syllables, the most common stress is on the third
syllable from thecend (antepenultlmate) Secondary stress
usually falls two or more syllables before primary stress.
These generallzatlons, all of them ‘having many exceptions, are

not nearly as helpful as the more rellable suffix rules.’

Haycraft in The Teaching 0§ Pronunciation: A CLassroom
Guide (1971: 153-6) begins with the same types of
genefalizations about streSs:v(l) In words of two or three
syllables the tendency is toward the beginning of the word. (2)
In long words the tendency is toward the middle (daal, dudality).
As Wijk, Haycraft has also grouped suffixes by stress patterns,
although she has shown no helpful similarities among the
suffixes. She gives a list for antepenultimate stress, a list
fer preantepenultimate, aflist for ultimate, and a list for
penultimate, indicating in each the suffixes which have many
exceptions. Most of the sufflxes have been previously mentioned

by Wijk, Kingdon, and others.

Mahandru in "The Problem of Word Stress In English"

(1975: 96-100) deals mainly with suffixes, but divides them by.
part of speech. Beginning with verbs'becauSe of their '
importence in English word formations,'he gives the'follewing
groups: (1) Verbs ending in -ate or.-{y take antepenultimate
stress. (2) Disyllabic verbs with prefixes are usually final~-
stressed, except when they end in -ex, -4ish, -ef, -af, and -iZt.
(31 Most polysyllabic verbs with —en; ;Léh, and--4% also have
penultimate stress. (4) Other polysfllabic verbs have ultimate

stress.

For nouns and edjectives Mahandru gives the following
groups: (1) those with suffixes, which cause stress on the
preceding syllable (same as those given by Wijk and Allen); (2)
those with -af, -acy, -ure, etc., which depend oh the stress of
the verb from which they.were formed; (3) disyllabie nouns,
which are usually stressed on the first syllable except (a)
those formed by change of consonant in disyllabic end-stressed
verbs (advise/advice), (b) those ending in -e¢e, -een, -een,
-00, -oon, (c) those ending in a double consonant plus silent
¢, (d) those ending in -ue precede by g or g, and (e) nouns
which do not have stress alternation with their identical

_verbs.
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Of these affix-based descriptions of English stress,
Kingdon's is obviously the most complete; Wijk's is probably B
the best organized from a learner's point of view. None of
them, however, comes closé to solving most of the problems
encountered by the foreign learner of English who has

difficulty in stress placement.
1.2.3. Transformational-Generative Descriptions

In the early 1950's a group of linguists led by Noam
.Chomsky.began to develop a theory of linguistics_whiéh was to
have an eﬁormdus impact on the field during the last twenty-

- five years. Based on the belief that human beings are born with
an innate capacity for acquiring a language, and thus, that all
languages must conform to a "universal grammar"; tﬁese
linguists saw an inadequacy in the structural grammars, which

described each 1angﬁagé individually without relating one to

another.

~ The aim of the resulting tfansformatioﬁal—generétive
theory was- to describe a language in such a way as to bring out
general principles of that language, which would, in turn, lead
to the mental processes carried out by the speakers of that
language, and ultimately to universallprinciplgs of language

and universal mental processes.

A transformational-generative description or "grammar" .
of a language contains a syntactic component, a semantic

component, and a phonological component. Thesyntactic component
is )

"a finite system of rules generating an infinite
number of rules generating an infinite number of
syntactic descriptions of sentences. Each such’
syntactic description contains a deep structure and a
surface structure that is partially determined by the
deep structure that underlies it. The semantic _
-component of the grammar is a system of rules that
assigns a semantic interpretation to each syntactic
description, making essential reference to the deep
structure and possibly taking into account certain
aspects of surface structure as well. The
phonological component of the grammar assigns a
phonetic interpretation to thesyntactic description,
making reference only to properties of the surface
structure, so far as we know" (Chomsky & Halle,
1968: 6-7). :
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This phonetic interpretation is_assighed by way of a
system of rules of the type'"A —> B/X Y V"’ which .
"states that an elemeht of the tYpe A'is fewrittenmas
a corresponding element of the type B when A appears
in the context X Y (that is, with X to its left and

Y to its right) and when the item in- question is a
verb, i.e., is dominated by V" (Chomsky & Halle,

1968: 14).
Stress placement rules of the transformational-
generat1v1sts are usually based on a distinction between
"weak clusters" and."strong clusters"
"A weak cluster is a string consisting of a simple
vocalic nucleus followed by no more than one
consonant; a strong cluster is a string consisting of
either a vocalic nucleus followed by two or more
consonants .or a complex vocalic nucleus followed by
any number of censonants" (Chomsky & Halle, 1968: 29).
The first description of English stress placementlof_the
transformational-generative type was developed by Chomsky and
Halle in The Sound Pattern o4 English (1968). Chomsky and Halle
con51der obllgatory the abbreviation, where possible, of all
rules by way of conventions involving parentheses and angled
brackets. However, for the purpose of clarlty, an unabbreviated
- notation is used in the following summary of their most basic -

stress rules.

- . First, the Main Stress Rule states that (i) simple
verbs and primary adjectives are stressed on the penultimate
vowel if the final vowel is lax (iJe.,. [—tense] ) and followed
by no more than one consonant (ex. astonish, s0£id); and that'
(ii) they are stressed on the final vowel if-that vowel is

[+tense] or if it is followed by more than one consonant (ex.

maintain, absund):

o ~tense 1 .
l_co[: Vv 1 C, : e
y—> 1 stress | / [ - ]
. +tense . .

Since these two conditions are mutually exclusive, they
can be expressed in a more concise manner, taking advantage of
disjunctive ordering (i.e. the condition that ifrone rule is
applied, subsequent rules do not apply) and the elsewhere

condition (i.e. the condition that the rule applies in all
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contexts other than those previously specified):

-tense 1 .
. Cs [ v ] Cs (1)
V> [l stress] /__
‘ o (1i)

(1968: 70).

(ai) Nouns are stressed on the antepenultimate vowel if
the penultimate vowel is l:—tense] and followed by no more
than one consonant, and the final vowel is [ -tense] (ex.
Amenica). (aii) They are stressed_on the penultimate'vowel if
that vowel is [ +tense] or if it is followed by more than one

consonant, and the final vowel is [:-tense] (ex. anroma,

o ~tense 1 .
Co[j \Y ] Co (1)

v—>[ 1 stress] /__

veranda) :

c, ' (ii)

(a)
(b)-
(1968: 72).

Here the elsewhere condition also allows that (bi)
disyllabic nouns with a [:—tense] final vowel (even those With
a fiﬁal consonant cluster) are stressed on the penultimate
vowel (ex. Lantean), and (bii) those with a [[+tense] final 
vowel are stresséd on that final vowel (ex&'macthe). (1968:
73, 78). ’

Finally, the Alternating Stress Rule and the Stress
Adjustment Rule state that in final stressed words of three or
‘more syllables, the pfimary stress moves from the final
syllable to the antepenultimate syllable, and all non-primary
' stresses are weakened by one (ex. hirricane):

N _ 1 7 '
v->[ 1 stress | /_c_ve Ve, ] NAV
(1968: 77-79).

Many words which would apparently be exceptions to
Chomsky and Halle's basic stress rules are made to conform by'
the use of abstract underlying representations or by various
types of artificial boundaries, which often imply the need for

additional transformational cycles.
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An exampie of the former are nouns ending in a nbnflow
‘tense vowel, such as buffalo, albino, and commando. These
vowels are assumed to be [:—tense] in the underlying
representations, making it possible to stress these nouns by

(ai) and (aii) of the Main Stress Rule. They are then tensed by
the Tensing Rule: ' _

. : v | ' N
low : : -

v Q[‘Ftense] /[ stress] {);2‘, where B =+ if a0 = + % '

: . ' ' (1968: 74).

-An example of the latter are verbs such as penMZt»and
cond&@, which are given boundary =, identified only as non-
formafi%e and non-word. This boundary blocks the application of
~(bi) of the Main Stress Rule. Case (bii) then assigns stress to
" the final syllable (1968: 94). |

. This description of stress placement from The Sound
Pattenns of English (henceforth SPE) was modified three years
.later by one of the same authors, Morris Halle, together with
Samuel Jay Keyser in Engfish Stress: I1ts Foam, I1ts Growth, and
I1ts RolLe 4in Verse (1971). The main difference in the new
version is that Halle and Keyser no longer distinguish between
“nouns, adjectives, and verbs. -

The Main Stress Rule is now given in the following
manner. (a) If the last vowel is. [ tense] , primary stress is
assigned to the antepenultimate vowel when the penultlmate
vowel is- [ -tense] and followed by no more than one
consonant. (b) If the last vowel is ‘[—tense] ;,prlmary stréss_
is assigned to the penultimate vowel when this vowel is
[ +tense]or followed by_more than one consonant. (c) If the _
last vowel is [+tense], , primary stress is assigned to this
vowel. Taking advantage of the disjunctive ordering and the
elsewhere concept of SPE, the rule can be:written as follows
(again makimum-abbreviation is avoidedrfor the sake of .
‘clarlty, although adopted by Halle and - Keyser)

(@ v [aseess] s [ae, [ e} | ft.ess%]._ %]
Y v->[1 stmssj[/[x c, [tensel 1 |

‘(1c) V-)[l stress]/[X C]
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~ The disjunctive ordering and the elsewhere condition
also allow thatdisyllabicswith a [—tense] final vowel
receive penultimate stress and that monosyllabics receive

stress.

This new Main Stress Rule stresses disyllabic adjectives
ending in a lax vowel in the same manner as in SPE, with the
same assumption that final tense vowels are lax in the
underlying representations (ex. shaflfow,centain)).Halle and
Keyser recdgnized, however, that many adjeétivés With a final
strong cluster (not only those with suffixes) foliow SPE's
rules for nouns. (ex. earnest, honest). They concluded,
therefore, that unsuffixed adjectives ending in a strong
cluster would have to be lexically subcategorized as-to whether
or not they undergo (b); all other adjectives would be subject
to (b) (1971: 77).

Disyllabic verbs ending in vowels, like adjectives, are
treated no different than in SPE; they undergo (b). Halle and
'f_Keyser have noted, however, that many verbs ending in a single

 $onsonant (besides those composed of prefix + stem) have final
~ stress (ex. equip, caress), and many verbs ending in a
consonant cluster have penultimate stress (ex. govenn,
:vbcavenge (1971: 78-9). It seems,that verbs ending in a
Consonant will also have to be marked, therefore, as to whether

or not they undergo (b).

The modifications made by Halle and Keyser have taken
into account a greater part of the English lexicon, but have
maintained the same basic principles of disjunctive ordering
(and éometimes conjunctive), the elsewhere condition, abstract
underlying representaﬁions, internal and external boundaries,

and cyclic rules.

v Ralph Vanderslice and Peter Ladefoged made an
interesting contribution to the TG study of stress—placement
with the publication in 1972 of "Binary Suprasegmental Features
and Transformational Word—Accentuation Rules". In this article
they developed a binary system of describing not only word
stress, but also sentence stress and intonation, linking all

three by means of redundancy.

This binary system consists of the following six

features: (1) [_i heavy] , or full articulation versus reduced
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timing, where a light (i.e. l:—heavy] ) syllable is.unstressed,
of briefer duration, and often indicates a reduced vowel; (2)
[:i accentJ , Oor presence versus absence of increased
respiratory energy and laryngeal adjustment, where an accented
'syllable corrésponds roughly to IPA primary stress; (3)

[ + intonation] , an abstract feature assigned to a nuclear
accented syllable, implying + one or both of the following
features (no independent phonetic realizations); (4)

[i cadencej + or the presence versus absence of a low

(usually falling) pitch pattern. affecting the post-nuclear
portion of a sense group; (5) . [ﬁi endglide] , or the presencé
versus absence of a rising pitch pattern, affecting either the
whole post-nuclear portion of a sense group or (with ‘
E+cadeﬁbe] ) only the terminal portion; (6) [ij emphasis] , or’
the presence or absence of an extra-large pitch obstrusion on
an accented heavy syllable, corresponding to Trager and Smith's
pitch 4 and Halliday's tone 5 (1972: 820). . |

Using these six binary features, Vanderslice and
Ladéfoged reformulated the stress rules of SPE. Although
‘replacing the levels of stress used by Chomsky and Halle, they
have followed the same basic principles of linear application

- of rules, eliminating, in some cases, ‘unnecessary cycles.

While Vanderslice and Ladefoged found a way to eliminate
some unnecessary cycles, George E. Settera, in "English Stress"
(1974) preferred to eliminate the transformational cycle
altogether. Settera makes twb main points: (1) "that the cycle
accounts for neither the correct stress contours of many words
nor the reduction or non-reduction of certain vowels" (1974:
83), two advantages claimed by Chomsky and Halle; and (2) that
the cycle overlooks common stress contours and "masks a
generalization by stressing each of these words by different
rules" (1974: 85). |

Settera gives an alternative to cyclic rules by grouping
his rules into three typés: (1) main stress rules for all words,
(2) alternating stress rules for words with more than one
stress, and (3) rules for prefixed words. For his main stress
rules, he considers relevant, not whether a final syllable is‘
strong, but whether it has a tense or lax vowel (Halle and

Keyser also admitted that final consonant clusters. were less
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important than they'seemed to be in SPE). His alternating
stress rules give the environments in which the stress contours
of words with more than one stress will be 3-3-1, 3-1, 3-1-3,
or 1-3. Finally his‘prefixfrule states that prefixes usually
receive terciary stress, which usually falls on the first
syllable; various exceptions are given. These three groups of

rules are applied in this_order,_with_no cycles involved.

Clarence Sloat's main purpose in "Stress in English"'
(1974) is not only to eiiminate’Chomsky and Halle's -
transformational cycle from the generative desoription of
.English stress placement, as Settera did, but also to eliminate
retraction and destressing rules. Like Settera, he does this by
" recognizing the difference between derived and non-derived
words. Whereas Settera's enphasis was on prefixes; nowever,
Sloat’'s is on suffixes. B '

- Sloat's Suffix Stress Rule (SSR),

s> [+-stress] /__a Ve (Cy) (r)) _( _(+ ic)+ate )VSuffixC (l)”;é<

which_he considers the'most important,.ciassifies suffixes as
to nominal or not, the number of‘syllables, the number of '
consonants before the suffix; and distinguishes two suffixes in.
particular. By claSSifying the suffixes in this manner, Sloat
" has also eliminated the need for certain ad hoe underlying
representations such as lax vowels which are later tensed and
'silent e's. He continues to resort to certain artificial
boundaries, though; to explain some exceptional cases'(l974:
122~ 7)-

_Those words without suffixes are stressed by the Root
Stress Rule (RSR):

s [ + stress | /_ -~ (Sw) (V(S)C)'(S) X

where Sw = a weak string and V = a short-'vowel. This rule _
leaves the final string without stress in words with two or
more syllables, and leaves the penultimate string also without
- stress if it is weak in words with threevpr more syllables:
(1974: 127-8). | | |

‘ Foreign type words are markedl:—RSR] and receive final
‘stress by the Foreign-Stress Rule (FSR) '

.Sc-—>-[+ stress_] / (S]} . <V) hoo



where S, is a checked string;-terminating in V or ve; . ‘Words
~.which- recelved primary stress by RSR or SSR now receive.
secondary stress by FSR_(ellmlnatlng stress retraction). Some
-words mustvbe marked lexically as to whether they are stressed
by RSR, FSR, or both, though many are simply classified
according to the suffix (1974: 128-33). -

_ Finally- secondary stresses before prlmary stress are
a551gned by the Anacrusis Rule (AR): '

S—> [:+ stress] /__ (Sw) s+(ae b)[+ siress]

and by the Pretonic Stress Riule (PSR):

5 —> [ + stress] /)3?‘__[ +s_15-_ress]
. - (1974: 134-5).

HSloat's”descripticn of English stress placement, besides
eliminating_cyclical application, retraction and destressing
rules,*has also ackhowledged theuunpredictability of stress in
certain cases rather than resort to unjustlfled abstract
"underlylng representations. -

The modifications in each TG description of stress
. placement mentioned here show a dissatisfaction, even among
- supporters of the general TG theory, with parts of the theory

" . developed by Chomsky and Halle._Halle.himself,'together with

- ‘Keyser, already admitted in 1971 that stress was not quite as
 predictable as Chomsky and Halle had claimed, by noting the
‘necessity of marking many verbs andvadjectivesfin the lexicon
2s to whether or not they followed certain rules.

”'-Cyclical application is probably the convention most :
~criticized among other transformatiohal-generativists, in
‘particular by Settera'and.Sloat. Sloat also refused to accept
‘Stress retraction and destressing rulesﬁyhich he considered
unnecessarily complicated, and unjustified ad hoc underlying.
representations (although'he accepted "justified" ones)
Moreover, he insisted on acknowledglng the unpredlctablllty of
stress in some cases. ' '

" In splte of these dissatisfactions, The Sound Paitenn 04
eEngtLAh became the foundation for most. :subsequent phonological
studies made in the U.S., particularly ccncernlng stress

o placement, each containing'its particular modifications, but
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conforming, on a whole, to a series of conventions laid down by

Chomsky and Halle.

If the transformational¥generativists have had their
différénces of opinion about certain~parts of the TG theory,
there have been other linguists objecting to the theory as a
whole, or objecting to claims made by certain TG proponents,
as to the areas of appliéability of the theory. As this thesis
is aimed ultimately at a practical application of descriptions
of stress placement,'fheﬁfollowing section reviews some
evaluations of the TG theory in geheral and its application

within the'field of phonolody in particular.
1.2.4..Tﬁe TG Controversy

Although TG gr ar has been accepted enthusiastically
by many linguists as a welcome chahgé from the earlier
taxoﬁbmic linguistics; among many bther linguists it has left
doubté, ranging from doubts about its theoretical basis to
fhdse about the limits of its application. This section gives a
summary of the most relevant aspects of three general
'criticisms, and the results of three experimental studies

festing the psychological reality of TG phonological rules.

) The earliest thorough criticism of the TG theory known

to the author is Methodofogical Aspects of Trhansformational

- Generative Phonofogy (1971) by Rudolf P. Botﬁa. Bofha claims
not £o objéct to the theory itself, but only to the neglect by
the transformational generativists of methodological aspects,
which he feels could cause TG grammar the same fate as that of
taxonomic linguistics. The three most important areas of
phonology in which Botha feels methodological aspects have been
neglected are (1) in the justification for formal devices
incorporated into the theory of phonology, (2) the arguments
for validating TG phonology as a mentalistic theory, and (3)
the -empirical status of TG phonology as a non-mentalistic

theory.

(1) In respect to the first area, transformational
generativists claim that a formal device should be incorporated
intd the theory of phonology if it permits the expression of
linguistically significant facts in terms of a linguistically

significant generalization and disallows the expression of
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linguistically insignificant facts in terms of such a
generalization “ (1971: 85). In order to measure "linguistic
significahce", TG linguists incorporated into the general
theory a "simplicity metric", which says that the most
linguistically significant hypothesis is the hypothesis "of the
appropriate form" statéd in terms of the fewest number of
symbols. Botha's criticism is that "of the appropriate form"
means "formulated in terms of the formal dévices of the general
theory" (1971: 1025, which cannot be incorporated until we know
.if the generalization.is-linguistically significant. The flaw
in this argument is its circularity.

‘(2) The arguments for validating TG phonology as a
mentalistic theory are classified by Botha into four basic.
approaéhes: " (i) the 'how else" argument, (ii) testing the
pfediétions of grammérs, (iii) psycholinguistic experimentation

and,(iv) reference -to sustaining evidence" (1971: 124).

The first two approaches are rejected by analogy to the
Ptolemaic system of astronomy, which, although the only known -
~ system that wofkéd when first proposed, and although it can

- still be used‘éqday to make correct predictions, is known to be -
a false'hyPotﬁesis. | '

‘The third approach, psycholinghisticvexperimentatidn, is
rejected because of "the fallacy of affirming the consequent"
(in 1971: 134, Botha quotes from Peter Caws, The Philosophy of
. Science. A systematic Account 1966: 111). The example given by
"CaWévis-the hypothesis "If a man takes arsenic, he will die."
It cannot be concluded from this that any man who dies has

taken arsenic.

The fourth approach, reference to sustaining evidence,
is rejected because the sustainihg evidence has frequently not
been shown to be relevant, reliable, or coherent.»Examplés of
sustaining evidence rejected are facts about linguistic change

and intuitions of the linguist.

(3) The third area of>methodological weakness is in
proving the empirical status of TG phonology, as a non-
méntalistic theory. Because of "lack of relevant and reliable
evidence which would confirm or disconfirm their test
_implications" (1971: 176), Botha rejects the empirical status
of the evaluation measure, and of phonetic representations.

Because of the effect of "blocking devices", which protect a
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_ theory or hypothesis against adverse evidence by "the ad hoc
elimination of its incorrect consequences,"Botha rejects the .
empirical status of

"(i) the principle of the transformational cycle,

(ii) hypotheses about linguistic universals, (iii)

principles of the theory of exceptions [ the adoptlon

of abstract underlying representations] , and (iv) -

the transformational phonological rules generating

stress contours, and the hypothesis that stress is

not a dlstlnctlve lex1cal category" (1971: 205).

In splte of thls very detailed criticism of many aspects
of the TG theory of phonology, Botha insists that the theory is
not completely unemplrlcal ‘and that there is evidence of an
effort to make the theory testable and empirical. He concerns
hlmself w1th the methodology involved in order to insure the

future of TG phonology.

One Of the severist critics of TG grammar is Bruce L.
Derw1ng, in his Thans formational Grammar As a Theory of
Language Acqu&élilon (1973) . Derwing, as Botha, criticizes the
methods used by the transformational generativists. Contrary to
Botha, however, he concludes that the resulting TG theory and
analyses are also invalid. Derwing believes that

'"current woxrk in linguistics along transformatlonal-

.~ generative lines is yielding little in the way of
substantive accomplishments of any empirical
significance, while offering much in the way of

~unsupported (and, given present methods of research,
unsupportable) speculative assertion, with the larger
portion of current metatheoretical discussion being
devoted to marginal or irrelevant 'smoke screen'
issues which hide deep conceptual and methodologlcal
difficulties" (1973. 5).

Derwing's criticism is largely related to three main issues:
(1) .the nature of language acquisition; (2) the problem of

. phonological description, and (3) naturalness.

- (1) The TG theory of language acquisition is criticized
»from,the point of view that a grammar must be learnable by a
- child solely on the basis of the data available to him.
Chomsky's argument for postulating innate linguistic universals
is‘that, without them, his grammar could not be learned.
Derwing argues that if they "cannot be learned by any means
‘ presently known, such grammars simply cannot be accepted as
plausible or realistic models of any actual psychological

entity or process" (1973: 69). He further contends that

zed
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species-specificrlanguage can be explained by more general
'innate" abilities such as memory and the ability to symbolize,
eliminating the'need for a specific 'innate' language ability.
Finally Derwing criticizes Chomsky for not distinguishing - .
"between the child's process of learning a language (or
'internalizing' a gramﬁar) and the linguist's process of
describing one" since "the linguist has a broader and more
diverse range of data énd skills to bring to bear ..." (1973:
82). '

(2) Most of Derwing's criticism of TG phonological
descriptionsiis against,the contention that they represent
psychologiééljreality.fﬁe quotes Lightner's complaint that most
TG anaiyses*use)diéChronic information to arrive at their
cbnclusions,.While most native speakers do not possess that
information. Derwing also argues that the morphoiogical
relations which TG grammarians assume to be part'of a speaker's
subconscious knowledge of language, such as the etymology of
Aoﬁonity; Lactate, etc., are often a surbrise to the-speaker
,wﬁéh he discovers them. Finally, Derwing asks why, if English
" orthography is a ."near optimal system" for lexical
réppesentationsv(as claimed by transformational-generativists)
English speakers have so much difficulty with spelling and
»pronouﬁqingvnew words, compared with speakers of other

languages.

(3).Regarding the third issue, naturalness, Derwing
believesithe transformational—genérativists attribute too much
‘sophistication to a child, in assuming he prefers rules
expressible in terms of non-homogeneous classes. Furthermore,
Ihe'criticizes the TG theory for putting "universal constraints"
on phonoldogical rules while eliminating all constraints on
lexical repfesentations, even that they be "pronounceable"
{1973: 148—9)..The excuse for these extremely abstract lexical
répresentations is usually to eliminate the "burden" .of storing
exceptions. Derwing, however, argues that "the most efficient
storage-retrieval system is not the one which minimizes storage,
but the one which adopts the optimal trade~off between economy
" of description. (storage), on the one hand, and degree of

-abstractness (or ease of retrieval), on the other" (1973: 152).

Derwing's solution to the problems encountered in TG
grammars is to devise a learning strategy in which (1) all

rules are true of primary linguistic data; (2) lexical
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representations are restricted to (a) alternants which occur
within the system and (b)lothers consistent with the system;
(3) the least specific morpheme is chosen as the lexical
repreéentation; and (4) the rules are simultaneously ordered to
eliminate descriptive "tricks". P
Per Llnell, in his Egcent Psychological Reality 4in
PhonoKogy A Theonet4ca£ Study (1979), criticizes the Chomskyan
views about psychologlcal reality and its appllcatlon in the
TG model of phonology. He gives as a substitute his own views

and an outline for developing an alternative'phonological model.

Choﬁ5k§’s psyohological reality is characterized as
"naive optlmlsm (1979. 5), where speakers have highly
1ntegrated and 51m11ar "mental grammars", which can be _
determined by the 11nguist through-formalistic investigation.
Theseimental grammars are the speéker's competence, which,
because of tne interference of irrelevant factors, is totally
separate from,hisperformance.Linell-claims this séparation
:makes Chomsky's theory'immune to falsification, and that it is
more reasonable to assume a close relationship exists between
the two. He further states that Chomsky gives no good argument
‘as to "why speakers must be assumed to possess the same unique
grammatlcal competence" (1979: 25), and that, on the contrary,
- "Data often indicate that different speakers do make different
"generallzatlons, though they may be confronted with largely the
 same data" (1979: 104).

) Linell would replace this "naive optimism" with a

"modérate realism", where biological, psychological, and social
" realities must all be taken into account, and "external”
'evidence must be exploited. He would replace the TG lexicon
with'its frequently abstract forms, with a lexicon containing
"phonefic plans". A "phonetic plan" is a concrete stem and/or
baée_ﬁorm which constitutes the "phonological intention” of the
speaker and "refers to the most careful pronunciation that the

spoaker is acquainted with" .(1979: 54).

Linell sees no empirical evidence for the TG criteria of
“"simplicity", and offers, instead, the opinion that a redundant
lexicon can be more useful than a non-redundant one because
information can be retrieved in many ways. Regarding stress
specifically, he says Wthere is evidence that the prosodic

patterns of words are stored in the memory; people often recall
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the prosodic better than the segmental structure of words (cf.
the so-called‘tip-ef—theftongue phenomenon, Brown and McNeil, -
1965)" (1979: 58). He concludes that "Predictability alone is
not necessarily a sufficient condition for removability from
phonetic plans" (1979: 60), and that "lexicalized [ phonetic]]
plans need not be recreated (by appllcatlon of rules) every
time the words are used" (1979. 178) .

In these three criticisms the recurrence of some of the
most common doubts about the TG theory can be seen. Probably the
gredtest doubt most linguists have about the theory, expressed
by all three of these critics, is in reference to psychological
_reality, referred to by Botha as the "mentalist" claims of the
theory. Also mentioned by all three are doubts about -
"simplicity" orx ﬁeconomY" as an "evaluation measure". Related
to this, Botha and Derwing see abstract representations as an
unjustified and uneconomical way of preserving simplicity. Also
criticized as unjustified by Botha and Derwing are innate .

- linguistic universals and the relevance of historical linguistic
‘data to phonological representations. R

_ The psyéhological reality of TG grammars was said by
" Botha to be unprovable by psycholinguistic testing because of
"the fallacy of afflrmlng the consequent.“ Using the example of
the hypothesis that "if a man takes arsenic, he will die," it
is true that we cannot assume any man who dies has taken '
arsenic. However, if this hypothesis is true, it can be assumed
~~ that if a man does not die, he has not taken arsenic. Thus, on
the assumption that the psychological reality of a grammar can
 be proven false, a review will be made of three studies '
testing the application of TG phonologicel rules by native
- speakers of English. All three deal specifically with- rules for
stress placement, an area. given spec1al attention by
- transformational generat1v1sts.

The first of these studles was made by Mary Lou Walch
'v("Stress Rules and Performance", 1972)-, who set out to
- discover if the stress rules of competence postulated in SPE

- . were similar to those of performance. Sixrexperiments were

made, three.testing production and three testing recognition.

The first experiment on productlon was to test the
hypOtheSlS that rules apply automatlcally, therefore,. the
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native speaker shouldbe able to derive the pronunciation of any
- English word, familiarity affecting only the time of
derivation. The results proved the hypothesis false. Almost

all non-standard productions were for words'which‘wefe orally

and aurally unfamiliar. Visual familiarity had no effect.

The secbnd experiment tested the hypothesis that
aiternation in stress and vowel quality between base and
derived forms is governed by rules that apply automatically;
therefore, a native speaker's ability to produce standard
pronunciations should not depend on familiarity with either
form. This hypothesis was also proven false. Where the derived
foim was less familiar than the base form, the subjects tended
to maintainrthe'base form stress in the pronunciation of the

\
derived: forms

The third experiment used unknown and nonsense words to
distinguish between production strategies and learned
pronunciations. The results showed little success of production
strategies, with no subject producing standard pronunciations
in more than three out of thirty unknown English words. In both
the unknown and the nonsense words, consonants were easier to
derive than stress or syllable structure. The favorite pattern
for words of four a more syilables was secondary (or terciary)

on the first syllable and'primary on the third.

The first experiment on recognition showed that subjects
were able to recognize most of their errors. The second e
experiment showed the ability to recogﬁize standard
pronunciations superior to the ability to produce them, . and
little correlation between the two abilities. In the third
'experiment the subjecis were able to recognize most kﬁown
woxds, eVen when mispronounced, indicating, according to Walch,

that rules do not specify only one pronunciation.

Walch concludes from these experiments that the rules of
competence will predict a subject's behavior where the
underlying form is known. Where the subject has had no previous
experience with the word, however, production strategies
involve determining the underlying form. Where the rules of the
language can produce more than one acceptable pronunciationLA
depéhding on the underlying form, competence can tell the
speaker the alternatives, but only experience can choose
between them. Recognition, inverting the transformations to

reach the underlying form, depends less on experience than does
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production, and correlates more closeiy witn competence.

The study by Baker and Smith (A Psychollngulstlc Study
of Engllsh Stress A581gnment Rules", 1976) was made because of
doubts about the psychological valldlty of many of the rules
of SPE. The system was félt to be too complex due.to (1) -
predictions by means of a posZ hoc mixture of morpheme.
boundaries and underlying forms, and (2) the necessity of a

sophisticated knowledge of linguistic structure.

This study involved two experiments, both of them
requiring native speakers of English to pronounce nonsense
words. In the first experiment the nonsense words were modeled
‘after real English words, but with a structural change that »
would change the assignment of primary stress by SPE rules. The.
subjects would presumably pronounce the words either (1)
according to SPE rules, or (2) by analogy to the stress pattern
of the model wofd. The results showed that (1) it was easier to
follow a.rule pronunciation which brought stress forward from |
its position in the model word when the nonsense word appeared
as a noun, (2) it was easier to follow a rule pronunciation
~which delayed stress when the nonsense word appeared as a verb,

“'(3) longer words were likely to receive the model pronunc1atlon.

- The second experiment was to check Chomsky and Halle's
7.predictlon that the lax versus tense vowel distinction is the
' critical distinction for final syllables of nouns, and that the
strong and weak cluster distinction is the critical one for
verbs. The subjects were asked to pronounce nonsense words
which were dissimilar to any real Engliéh word. The results
showed these distinctions to be important, but also in

contexts which are irrelevant for SPE rules; the final and
penultimate syllables seemed of roughly equal importance. Baker
and Smith conclude that "when subjects are asked to pronounce a
nonsense word, they do something more than search for a similar
English word to act as a model, but neither do they apply a

series of rules in a straight forward manner" (1976: 23).

The third study of this kind was made by Robert L.
Trammel ("The Psychological Reality of Underlying Forms and
- Rules for Stress," 1978) to test the hypothsis:

"The stress contours of most English words can be

generated from underlying forms which are closely
related to their traditional orthographic
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representations. If such underlying forms are
psychologically real, then native speakers should
generally agree in assigning stress to unknown
written words" (1978: 79).

Ten native speakers were given thirty words to pronounce,
contextualized in sentences. To test also the effect of word
origin, since some of the stress rules are based on learned
Latinate vocabulary, the words were equally divided among Latin,
Greek and Germanic origin. The subjects showed 87.1% agreement
on the placement of primary stress and 75.2% on the general
stress contour, supporting the psychological reality of the
rules for stress and the contention that our orthography is a
"near optimal system" for lexical representation with respect
to stress placement. However, the orthography was shown to be
inadequate for segmental choice, where the average number of
different pronunciations per word was five. Trammel concludes
that "While the orthography may be 'near optimal’ for a formal
system of rules, the speakers' internalized rules are not
‘neariy so well defined or consistently applied as those of SPE"
(1978: 93).

Although these three studies were carried out in three
very different. manners,they were all ba51cally testing the same
thlng——the application by native speakers of English of TG
jrules for stress placement. Their conclusions were as dlfferent
'_as their methods, indicating the difficulty of obtaining

conclusive results in psycholinguistic testing of this kind.

Both Walch and Trammel were rather optimistic in their
conclusions. However, Walch's conclusions constitute a typical
example of what Botha calls "the fallacy of confirming the
consequent". She attributed the poor performance in locating
stress in unknown words to uncertain underlying representations.
The fact that the subjects performed well with known words is
supposed to indicate a knowledge of the rules. However, this
good performance could well be due to other factors, the most
obvious poss1b111ty being that a knowledge of the words

1ncludes a knowledge of the stress patterns.

Trammel's conclusions are based on more positive
evidence than Walch's. His high percentages of agreement in
stress placement for unknown words do, indeed, indicate that
the orthography is a sufficient stimulus, in most cases, for

native speakers to'applyrwhat appear to be similar sets of
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'stress rules. There is no way of knowing, nor is it claimed by
Trammel, that those rules are the same as Chomskyrand Halle's,
or even that one speaker's rules are the same as another S.
However, they do at least seem to account for the same: -

regularities within the language.

An interesting question is why Trammel's subjects
performed so much better than Walch's in assigning stress of
unknown words. As Walch's article leaves out many of the
details of her study, such as information about her subjects,
and the . words and rules tested, possible reasons can only be
suggested. Three variables which could have had an effect are
the age and education of the subjects, the rules illustrated by
the real and nonsense words chosen, and the presence or lack of

recognizable suffixes (Trammel's words included many suffixes).

Baker and Smith's was the only study where the SPE rules
strategy was compared to another strategy—the analogy to |
similar words. Their conclusions are the most modest and the
most realistic of the three studies. Although there seems to be
evidence that the speakers follow something like SPE rules some
of the time, it appears that at other‘times they simply use the
stress pattern of a similar word, whether structurally the same
or -not. Speakers'decisions seemed to be influenced by a variety
of factors, as would be expected. Certainly human beings are
too unpredictable for one to expect all speakers of a language
to develop, let a}ene consistently apply, a single system of

rules as complex as that of SPE.

It seems, then, that the TG controversy has yet to be
resolved. The eXperimental studies made to date in the area of
English phonology have shown only that, if the TG grammars are
.psychologlcally real in the sense of representlng the
competence of the ideal native speaker, then the performance of
many real speakers is frequently far removed from this
competence. At the same time, there is evidence that ﬁative
'Speakers at times follow some sort of logical strategy which
leads them to pronounce words as they would be pronounced by
TG rules. It seems it is not possible by known methods of
testing to prove just how close the native speaker's strategies
come to TG rules, but only that they sometimes lead to the same
conclusions. One thing, however, is apparent. The form in which
TG rules have been developed so far is too complicated to be

followed on a conscious level with any degree of speed. They
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are not, therefore, in their present form, verY'Workable models
+to put to practical use in the field of teaching.

" .1.2.5. Descriptions Mixihg Phonoidgical and Orthographic Cues.

In the descriptions of English stress mentioned up to
" now, we have seen (1) the inadequacy of broad generalizations

about stress patterns because of the great number of exceptions .

(2) the inefficiency of the long lists of affixes because of
the difficulty in memorizing the stress patterns of each one,
rand (3) the cumbersomeness of the complicated TG rules. |
*EVideﬂtiy aware of these shortcomings, two applied ‘
linguists have elaborated descriptions of English stress -
especially for the foreign learner, combining in modified form
“the most workable aspects of the affix and TG approaches.

- Lionel Guierre has combined sdme.of the notational

--;COnVentions of TG phonology with orthographic cues to organize

~into a learnable system many of the suffixes included in the
- lists of Kingdon and others. The small letters are graphic

‘Wwhile the V. and C are usually phonetic vowels and consonants.b"

| His most productive rule is the "rule of £{on" with its
_.extensions. (1) The "rule of Lion"™ assigns penultimate stress
to words ending in { followed by one or more vowels followed

by zero ‘or more consonants:

".~”','1Vn{gn=/_20/.(5) B o
(2) One extension is the same rule with u:
B\ ’g_gn=/_20/.

(3) A modification of this rule is for words where the L or u

:_is in the first syllable of the word; in these cases the i or w

receives stress and the { is pronounced ]:ai] :
(€M ivtc™ =/_20/. | |
(4) Another extension includes a sihgle consonant after the 4

~.or u. The stress falls on the same syllable as it would
“without the consonant, but this syllable is now

~(5). Guierre uses the numeral 2 for primary stress, 1 for
secondary or terciary, and O for weak stress.
iv® ¢_ is counted as one syllable, although it is
C" sometimes pronounced as two. - ;
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. . :
antepenultimate since the consonant separates the « or u from

the last syllable:

i
- iuc—=/_200/.

Examples of the "rule of £ion" and its extensions are (1)
batialion, enthusiast; (2) habitual, perpetuate; (3) LIon,
daal; and (4) inquisitive, miraculfous (Guierre, 1966: 34-7;
1970: 78-86).

Guierre's rule for certain suffixes preceded by a'
consonant cluster (Avdées not constitute a member Qf a cluster)
describes a generalizatioh also pointed out iﬁ SPE for A |
monosyllabic formatives (Chomsky and Halle, 1968: 81-3). Words
ending in suffixes such as -4ve, -af, -um, -us, -ous, -a, -ent,
-ence, -ant, -ance, -0, -ch, and —en‘preCeded by a consonant
cluster receive stress on the penultimate syllable:

-ive

~al .

-C.C,\-um =/_20/.

-us

-ous, etc.

" (Words ending in -4%y, -4c, -4ical, receive the same stress

' whether or not these suffixes are preceded by a consonant

cluster). Examples of this rule are attractive and insistence
(1966: 37-9; 1970: 86-97). |

‘ N Guierre's rule for the suffix -ous states that it causes
'antepenﬁltimate stress when preceded by a vowel and a single
“.consonant, and penultimate stress in all other contexts

(including - Vous, ;Cl , ous, —C,C, ous, and -Crous):

—VCous=[_200/

#+VCous=/_20/.

Examples of this rule are anonymous, simultaneous, stupendous
(1966: 39-42). '

Guierre's most complicated rule involves what he calls
"learned constructibns? (1970{ 116-7), formed by three types of
elements: (1) Class A elements or "quasi-morphemes" (1967: 3505
such as micro- and Zele-, which are lexico-semantically | ‘
independent enough to occasionally be used as complete words
(polio, sitenreo); (2) Class B elements, which are weak suffixes

such as -crat and -graph; and (3) Class C elements or "bound
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endings", which function as strong endings in’combination with
the other two. Words composed of A+B are stressed on the first
syllable of A-(phEtognaph,-téﬂephone); words composed of A+B+C
are stressed on the last:syllgble of A [phdfggraphy, antagonism).

In addition to these iules, Guierre gives a rule

stressing the last syllable 6f verbs ending in a consonant

(6)

cluster , and a list of weak suffixes which leave the stress

on the syllable of the root word. For all rules, exceptions are
listed and treated as such. Guierre's presentation of these '

rules for students will be discussed in Chapter Five.

Wayne B. Dickerson bases his entire sysfem of foreign
learner rules for English (which includes rules fbr vowel
quality) oﬁ'generative phonology and traditioﬁal spelling
' patterné, but modifies his rules to the extent that they no
longer resemble a generative grammar. His explanation for his
deviation from formal generétive norms in a teaching context

is as follows:

"To begin with, the distance between a technical
linguistic rule and a usable student generalization
is extremely great. It is clear that the typical
learner cannot use rewrite rules framed in a quasi-
algebraic symbology and distinctive feature notation.
. Nor can he handle the complexity of some rules (apart

. from their formalizations). Second, the distance
between the abstract phonological form of words and
the vowel and consonant letters of conventional
orthography is also very great. The learner simply
does not have available to him in spelling all the
information found in the abstract form of words to
which the technical rules apply. In short, the
applied linguist must bridge the theory-to-
application gap at two points. First, he must supply
a pedagogical translation of the technical rules.
Second, he must make practical use of orthography as
a deep structure" (1978: 134).

Dickerson first describes three basic skills the
‘foreign learner needs in order to be able to apply his stress
rules. '

(1) He must be able to identify four basic parts of

speech: noun, adjective, verb, and adverb. He has found his

university level students generally have this skill already.

(6) SPE gives a similar rule, but in words of three or more
syllables applies also the Alternating Stress Rule to move
the stress to the antepenultimate syllable, except in the
case of certain words given a formative boundary.
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- (2) He must be able to recognize different types of
affixes—the difference between Anglo-Saxon and Latin prefixes;
and the difference between what Dickerson calls weak, strong,
general, and neutral suffixes; Préctice must be given for the

student to acquire this skill. = = _ A

’ (3) He must be able to recognize the six spelling and
vowel quality patterhs: (a) vCc ®Xand (b) vcCC, which'suggest lax
(or short, the term preferred for students) vowels; (c) VCe X
and (d) VvV, which Suggest tense (or long) vowels ( Xindicates
the end of a word); (e) VC+, which suggests a tense (or long)
© vowel (+ indicates a weak, strong, or general éending); (f)‘and
'V with no'followiﬁg consonant, which suggests a reduced vowel
if the vowel letter is a and a tense vowel if the letter is 0, -
@, i, or y. In the first five patterns the vowel quality
suggested is realized when stressed and reduced when unstressed.
In the last patterns only the letters { and y vary. They‘are'
pronounced [ay] when stressed and [iyj] when unstressed.

This third skill must also be acquired with practice (1978:
136-8). :

With these three skills mastered, the learner can
- procede to the three basic stress rules, all of them based on’
recognition of the "key syllable", which is the last spélling

pattern of the word or the last before its ending.

(1) The Weak Stress Rulej} (a translation of Chomsky and
Halle'’s Romance Stregs Rule) applies to all words with weak
endings (-es, -ed, -ing, -er, -or, -able, -af, -en, -ary, -ony,
-4{ve, -ure, adjectival -Lsh and.?y, etc.), and verbs without
endings.'This rule states that (a) if the key is V or VC, we
stress the syllable to the left unless it is a prefix, in which
case we stress the key; and (b) a VC or VCC stressed by the
command "stress left" will receive a short vowel sound, except
4C, which receives a long vowel sound (1978: 138-9). Examples
of this rule (not given in the article) are paimitive, minenal,

and Lucrative,

(2) The Strong Stress Rule (a translation of another
part of Chomsky and Halle's Main Stress Rule) applies to all
words with strong endings, including iV-endings and iC-endings
and a few eV-, uV-, and uC-endings (these are very similar to
Guierre's classifications). The rule states that.(a) if the

ending is strong, we stress the kéy; (b) a stressed.VC+kéy
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before a strong iV-ending receives a long vowel sound, except
4, which receives a short vowel sound, as do all other stressed
keys; and (c) a stressed key before a strong iC-ending receives
a short vowel sound,-eXCept 4 and GC, which receive a long
vowel sound (1978: 140-1) . Examples of this rule afe.ataacioub,
5u3p1cioqé, annédibla_ané spectacular (also not given in the
article). v - » 7 ’

(3) The General Stress Rule (a translation of Chomsky and
Halle's Main Stress Rule) applies to words of three or more
syllables wifh a~generai ending (-ate, -acy, -4sm, -48%, and
-{ze). The rule states that if the ending is genéral, we stress
to the left of the key, even if that syllable is a prefix. The
vowel quality is détermined as in the Weak Stress Rule (1978:
142) . Examples are Zni&icate'and delicacy (élso not given).

In the conclusion abodt his stfesé rules, Dickerson
echoes Chomsky and Halle's claim that English has "such a good
orthographic system" (1978: 143), and points out that it is
even more useful when used in place of deep structure
information. Although Dickerson clearly makes good use of
English orthography, he conveniently ignores (as do Chomsky.and
‘Halle) the fact that even with‘his simplified version of the
generative stress rules, the learner has a much greater task in
front of him than does, fof exampié, the learner of Spanish or
Portuguese. His pedagogical presentation of these rules will be

given in Chapter Five.

In the area of word stress, English phonology has evolved
considerably since those first linguists who claimed that ‘the:
foreign learner simply had to learn the individual stress
pattern of every word. These most recent descriptions of streés
placement predict stress in a large percentage of English words
and, though still complicated comparéd with other European
languages, can evidently be learned and épplied by the non-
native speaker. Guierre experimented with students at the
Sorbonne before publishing his Daills in English Stress
Pattenns, and Dickerson has been using his system of fules'for

a few years with foreign students at the University of Illinois.

1.3. Discussion

This Chapter has traced the evolution of descriptions of

“nglish stress-placement through the examination of four

ar
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different approaches. Every description mentioﬁed has
contributed information which is'valuéble to a theoretical
study. However, the final objective of this thesis is a
practical one—that of helping Brazilian students of English
improve their stress-placement. We must consider eaéh‘type of
deécription, then, in light of its possible pedagogical

relevance.

The general descriptions give interesting information
about broad tendencies of the language. However, if students
were taught generalizations such as Prator's statement that
three out of four disyllabics take initial stress, they would
make a frustrating number of errors before discovering all of

the disyllabics which take final.stress.‘

fhe lists of affixes and their gffecfs_on stresé

placement would give any foreign learner a high degree of
accuracy in stress—placemeﬁt of derived words if he were able
to recall every one when needed. Unfortunately, it would take
extraordinary motivation for a student to even attempt that
task, and a better memory than most to succeed. Prefixes and
suffixes afe potentially very useful to the foreign learner of
‘English, but they must first.be.arranged into a learﬁable

system.

The TG descriptions have turned what previously seemed
like totally unpredictable stress patterns into an organized
system of stress ¥ules. It has not yet been satisfactorily
provén whééher these fules_are actually applied by native
speakers, and if so, if they are applied every time a word is
pronounced, or only for new words. We have seen that native
speakers do not alwayé:pronounce unfamiliar words correctly,
but they do so with enough frequency for us to agree that some

sort of generalization is made, remembered, and applied.

' Whetheror not a native speaker's generalizations take
the form of the TG cyclic rewrite rules is not only probably
impossible to discover, but also irrelevant to the purposes of
this study. Even if the native speaker, at an unconscious
level, goes through all those transformations every time he
pronounces a word, it is clearly an inefficient way to go about
ivoaching stress to a non—-native speaker of English. Putting

~23ide the question of the form of a native speaker's

'neralizations, it would certainly be helpful to know just

““which generalizations he does make, for these are the ones we
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must try to teach the non-native. The presentationtof these

generalizations would have to be made in a much more concrete
manner. -

The descriptions mixing phoﬁologicaltand orthographic
cues are the only ones which have been presented in a learnable
manner. Both Guierre's and Dickerson's rules, however, are
limited to suffixed words and verbs. AlthOugh a large
percentage of words are included in these two categories, the

task has obviously not been completed.

1f the phonological/orthographic rules could be combined
with a concrete presentation of the TG rules, this would give a
very complete system of stress generalizations for_étudents of
English. However, before possibly aéking more of the foreign
- student than the native speaker himself is able to accomplish,
it would seem wise to attempt to answer the question of which

generalizations the native speaker makes.

It is impbrtént, then, first to discover what rules or
generalizations the native speaker applies in choosing a
word—-stress pattern; and second, to find out_which of these are
most difficult for thé non-native speaker to learn orAapplyAand
why. Before attempting to answer these:two questions, a review
will be made of the two principal ways in which the second ‘
~question has been answered up to now—by contrastive analysis’
and by error anélysié, This review will consider the merits of
each, the methodological problems involved, and the various
ways in which these problems have been approached in the past.
'Following this will be a discussion of the ways in which the
present study differs in both objectives and conditions
available, and an outline of the methddology chosen in light of
these differences. Chapter Two deals with these theoretical and

methodological considerations.




- CHAPTER TWO

THEORETICAL AND METHODOLOGICAL CONSIDERATIONS

2.1. Contrastive Analysis vs. Error Analysis

It was stated in the introduction that an error anélysis
(EA) would be undertaken because of the inadequacy of |
contrastive analysis (CA) in predicting errors of the foreign
language student. As.this subject has been the cause of a great
deal of controversy, some‘of the arguments that 1ed fb this

conclusion are summarized below.

e,

The original objectives of CA must be considered béfore

judging whether they can be adequately met.

Chatles C. Frigs, one of the earlier proponents of CA,
stressed its importance for text writers and teachers. He held
the opinion that only with materials based on an adequate N
descriptive analysis of both languages could maximum progresé
toward mastery of the second language be achieved (1945: 4). He
also believed that effective teachers must know the‘native |
language of the students "for the sake of understanding the
precise nature of the difficulties with which the students are
struggling" (1945: 14).

Lado emphasized the same objectives, stating that the
teacher must be familiar with the similarities and differences
of the two languages, as "these differences are the chief

source of difficulty in learning a second language," and that
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"the results of these contrastive descriptions form the basis
for the preparation of language texts and tests, and for the

correction of students learning a language" (1964: 21).

Halliday, McIntosh, and Strevens also speak of the
usefulness of CA in the preparation of teaching materials,
specifying the objectives of (1) finding out which features are
the most likely sources of error and (2) describing those
features in such a way as to minimize interference'(l964: 118).
They also saw a usefulness to the teacher for explaining the
students'® errors and preparing remedial exercises (1964: 119).
These linguists went one step further and suggested using.
contrastive linguistics in a more direct way in the elassroom——‘
' having the students imagine certaln patterns of the forelgn
.1anguage operating in their native language (1964: 122). They
caution, however, against describing the foreign 1angnage to .
the students in terms ofrthe_native language because of the
danger of building "a false appearance ef similarity“_(1964:
122).

Rivers also favors introducing CA to the classroom,
alerting the students to the point of contrast so that they can
practice with awareness and concentration (1968: 153). Howeﬁer,
"she also emphasizes teaehing the contrasting elements O
"emically"; that is, as they fit into the foreign language

system, and not merely at the points of contrast (1968: 151).

John B. Carroll wrote in defense of CA, directing his
comments particularly to the criticisms by‘transformational
generativists. He denies the difference between a "habit" and a
"rule” and between a "response" and a "rule—governed
performance" (1968:. ll4), this difference being basic to the TG
criticisms agalnst trylng to replace a hablt of one language

with a contrasting habit of another.

: He then bases his argument on the "Osgood transfer
surface accordlng to which (1) the greatest negative transfer
takes place when stimuli are identical and responses
antagonistic, and (2) the greatest positive transfer takes
place when stimuli are different and responses identical (1968:
120).. Following from this, Carroll argues that

"to the extent that these response systems could be

brought into the awareness of the student, negative

trasfer effects would be considerably reduced,
because the student could then better direCt_his own
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learning to avoid the interference of his first v
language system. Likewise, pointing out similarities
between aspects of the two languages may facilitate
learning" (1968: 121).
Among the proponents of CA,‘then, are those who want to
use it only to orient the text writers and’ the teachers, and
those who waﬁt to bring conscious attention of the students to

the existing contrasts and similarities.

The opponents of CA do not feel it is adequate for

'~ either of these purposes.

The dangers of the second way of applying CA are

. obvious. Halliday et al. (see above) mentioned the danger of

; making_the two languages appear more similar than they are.:
Another is that "the student is facilitated to make the _4

. erroneous association (bekommen-become), an.association which
he might otherwise not have made" (Levelt, 1978: 68). Both
cases show the possibility of causing errors which would

otherwise not have appeared.

Even the use of contrastive'analysis,by textwriters and
teachers is strongly criticized, for less obvious reasons, most
of them related to the fact that contrastive analysis pays great --
attention to the grammars of the two languages and none to the
performance of the learners themselves (Richards and Sampson,
1974: 4). |

W. R. Lee (1968: 186—Q9) refutes five assumptions often
made by CA proponent about teaching: (1) The interference of
the native language is notf the prime or sole cause of error in
the foreign language; equally important are generalization,
false analogy, and bad teaching or materials. (2) The
difficulties are not chiefly or wholly due to the differences
between the two languages. (3) It is not true that the greater
the differences, the greater the learning difficulties will be;
on the contrary, a "Very great dissimilarity may help lift. the
learner clear ... of his previous language configuration ...

[ and] place him in a fresh orbit" (1968: 188). (4) The
results of a comparison of the two languages are not needed to
predict difficulties and errors; these predictions tell us .
difficulties which coufd occur and not those which do occur. CA
would be more useful for explaining the causes of difficulties
which do occur and for suggesting remedial action. (5) CA does

not tell us what to teach; when the differences are great you
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have to teach everything anyway. -

William Nemser carried out an experiment testing the

" English speech of native speakers of Hungarian, which showed
shortcomings in the theoretical concepts of CA. His results
imply_the followingi (1) The patterns of association between
phoneme categories in the two languages are far less stable and
more complex than assumed (example: English fende interdental
‘imitated as sibilant, fricative, or stop, in that order of
preference; English £fax interdental imitated in reverse order
of preference). (2) The theory failed to account for phoneme
blerids such as [se | and [£6 ], assignable to neither system.
(3) Perception and production interference patterns are
frequently independent of each other (example: interdentals
perceived as labial fricatives, but produced as apical stops).
(4) Interference patterns are far more complex than assumed.

(5) The predictions are too vague to be useful. (6) Many
vpredictions are incorrect, especially as related to

- distribution of phonemes;.(7)’The error rates are lower than
 predicted (1971 : 95-6). |

From the studies made'by these and other 1inguists,'it'
is clear that if we rely on CA to discover the greatest
difficulties in language learning, we:risk’not only emphasizing

contrasts which are either irrelevant or unnecessarily -
L confu51ng, but also bypassing items wh1ch are difficult for
reasons other than the differences between the two languages.

Rather than try to predict the errors. whlch will be made,
the answer seems to lie in the more time-consuming testlng of .

. learners to see what errors are actually made and why. -

vSelinker mentions as common causes of error: (1) native
language transfer, 1nclud1ng spelllng pronunciations and
cognate pronunciations, (2) overgeneralization of the target
language, (3) transfer of L2 training which emphasizes a -
certain item in neglect of others, (4) the tendency to reduce’
the target language to a simpler system, and (5) hypercorrectlonv
‘(1974. 37-41). Richards also mentlons ~overgeneralization, and
adds to these (1) 1gnorance of rule restrlctlons, (2) incomplete
appllcatlon of rules, and (3) false concepts hypothesized (1974:
.174-8). Of all of these, only those erros due to native

/

‘language transfer would be predlcted by CA. B

This does not mean that CA has lost its place in'
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contemporary linguistics, but only that it can no longer stand
alone. There are those such as Duskova (1969), Jackson (1971),
and Corder (1973), who believe EA should be undertaken to
supplement or verify CA. Others such as Hamp (1968), Gradman
(1971) , and Snook (1971), believe CA shouldbe undertaken only
after EA, for the purpose of helping to'explain the errors:
committed. Nickel takes the neutral position that "whether one
starts with error analysis and then proceeds to a contrastive
analysis, 6r viceversa,is a question.of method and objective"
(1971: 11). '

As the ultimate purpose of this thesis is pedagogical
rather than theoretical, and it has been shown that students’'
errors -are due to several other factors besides native language
interfe}ence, the most logical option would be to go directly
to EA, using CA only where helpful to explain errors made.
However, as several contrastive studies and one error analysis
have already been made in regard to English and Portuguese
stress placement, these studies will first be reviewed. Then,
in the course of the error analysis, an attempt will be made to
verify some of the predictions and conclusions of these

.studies, and to use them to explain errors made.

'2.2. Previous Studies of English and Portuguese Word Stress

Contrastive studies:of English and Portuguese word stress
have been made by AgostinJE Staub, Matos and Cintra (1966), and
José Pinheiro de Souza (1969). These studies do not deal with-
specific stress rules, but with the differences in stress
levels, their distribution, and the possible vowel phonemes for
each level. These differences and cognates with different stress‘
patterns are used to explain and predict errors made by

Brazilian students of English.

Staub and Souza mention the differences in stress levels
as a source of difficulty, pointing out that English has four
levels of word stress as described by Trager and Smith (see
‘1.2.1.), while Portuguese has only two, strong and weak.
Portuguese weak. stress, however, has two or three non?phonemic
varianté, Staub gives two, the weakest following the stressed
syllable (léité), and the less weak preceding it (céfé) (Staub:
121). Souza gives Camara's three variants: (1) minimum weak

/°"/, which occurs on the first syllable if the word begins
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with a consonant (/v0"sé&/), and on the second if it begins with
a vowel (/iNte"resaNti/); (2) maximum weak /~/, which occurs on
the last syllable (/anika/); and (3) medium weak /~ '/, which

occurs in other positions (/fa"sili'mu/) (1969: 96).

All thfee studies note that Portuguese primary stress is
1iﬁited in distribution to the last three sYllableé, whereas
English primary stress can be followed by three or more weeger
stressed syllables. Compound words in English are more commonly

stressed on the first element, and in Portuguese on the last.

Another important difference obserVed by Staub lies in
the vowels which can appear in stressed and unétressed S
syllables. An English stressed syllabie can take the vowel
phonewmes /i/, le/, /®/, /%/, /3/, /a/, /u/, /o/, and /o/,
alWays followed by a consonant or a glide; while unstressed
syllables generally take['aj ’ [ I] ; OX [ i] . A Portuguese
stressed syllable can contain the phonemes /i/, /e/, /e/, /u/,
/o/, 7o/, and /a/; an unstressed syllable preceding primary
stress is, for most speakers, limited to i/, /e/, /u/, /o/,
and /a/; an unstressed final vowel is limited to the ffOnt
vowel /i/, the back vowel /u/, or the middle vowel /a/, which
is frequently weakened to [A ] or [ 2 :l(Staub: 2-12) .

Staub attributes to these differences of stress level
and distribution, besides various minor errors of stressing a
syllable too heavily or too weakly, the follbwing more serious
errors of stress placement: (1) English terciary stress is
often switched with primary, when non-contiguous and after
primary (estimated); (2) primary stress which should fall on
the fourth-to-last syllable is shifted to the penultimate
(appreceiated). (Staub: 122-3).

Due to the lack of a constant stress-pattern-irelation-
ship between English and Portuguese cognates, Matos and Cintra
predict the fbllowing error of stress placement: (1) transfer
of the stress pattern of the Portuguese cognate ({Lustrar —>
Lﬂﬁubf&&tg); (2) transfer of terciary (minimum weak) sfréss of
the Portuguese cognate (agilcultura->agriculture). They also
predict the transfer of the predominant.stress.pattefn of three
and four-syllable English words (telephone->component) (1966
114-5).

It can be seen from these studies that English stress is

much less restricted than Portuguese stress in several
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respects: (1) Engliéh has a greater number of stress levels,

(2) primary stress can fall, essentially, anywhere in the
English word, and (3) almost any English vowel phoneme can take
primary stress. It is apparent that the additional options of
stress in English would confuse the Portuguese speaker to some
extent, but it\wouid be difficult, without an error analysis,

to predict exactly what errors would be caused by - this
confusion. ‘ '

The stress problems mentioned by Staub are presumably
not predictions but observations, as they are too specific to
have been predicted by his CA. Matos and Cintra speak of
"predictions", but then give examples of "frequent" and
"common" errors, leaving the impression that theirs are not
really predictions either. A methodology has not been given in
any of the three studies, but the impression is that these'CA;,_
studies have been made to éxplain, and not predict errofs..Thé
errors explained, however, have most likely been casual

observations and should be verified by a more methodical EA.

The only previous error analysis known to the author
involving English stress plécement by Brazilian students is
Terzi's (1977). Although a detailed methodology for carrying
out an error analyéisfhas yet to be agreed upon, Terzi has
followed the suggeétion of Nemser (1974), Selinker (1974),
Richardsv(1974), and others, of postuléting intermediate
approximative  systems ta.help in the planning of a pedagogical
strategy. These intermediate systems would be derived from both
the native language and target language systems, and they

would be influenced'by outside factors as well.

Terzi mentions several difficulties in the postulation
of intermediate systems: (1) students at the same stage of
proficiency rarely use. exactly the same approximative systems,
(2) these systems are'constantly being modified, (3) the
systems overlap each other, (4) the students are inconsistent
in applying the rules of each system (1977: 29-34). Added to
these is the methodological difficulty that a study postulating
intermediate systems should be longitudinal, a condition which

was impossible for her study as it is impossible for this one.

To compensate for the impoésibility of a longitudinal

study, Terzi tested three different levels of students



50

follow1ng the same program of Engllsh——the flrst three phases
of the Ya21gl ‘English Program.

- The other four difficulties mentioned;were minimized
by the fact that the students were following a uniform
program of study, and for this reason, were exposed to the same -
input. Dealing with the most elementary groups of students
- should also have limited  the variations in their approximative
' systems. Finally, the fact that the Yazigi promotions from one
phase to the next depend on productivity rather than a time
-table should have kept the groups reasonably homogeneous.

« Terzi based her analysis on TG descrlptlons of the two
languages, using Chomsky and Halle's model (1968) for Engllsh
- stress (see 1.2.3.), and Leite's model for Portuguese stress.'

Jeite's rules are summarized below:

(1) Stress the antepenultimate syllable of words marked
[+-1earned] (example: politico).
V> [+ stress] /_cve v, e

(2) Stress vowel precedlng superlatlve and diminutive suffixes
(example: belissimo). '
issim

TV — [+ str.ess:l /__ C°.+ ginh }  + V )§<

(3) Stress final /¢/ and /o/ (example: cafe).

a back
o round R
+ low

vV—> '[+ étres’s] /
(4):Stress final syllable ending in /1/, /z/, or /r/, excaptlons’
marked in lexicon (example: 6a£aa)

vV — [ + stress| / __ [+ cQ_nt] &

(5) Stress final syllable ending in naéal vowel and penultimate -
of words ending in a nasal vowel plus oral vowel, exceptions
marked in lexicon (examples: xaxim, fatanrao) .

V—>[+ stress] / (X) Cy [nasal] ¥

Condition: X contains no stress.

(6) General stress assignment: Stress penultimate syllable of -
"words ending in a nbn—nasal vowel or ending in a continuant
and exceptions to Rule (4). Stress*monosyllabics,(example:
menino). o L

. .V ; ‘
- | + ' - | : -
v [ st;ess] / (X) C_o ([ stress} .(:2_0 ) W

-rule 4 ;
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Condition: X can contain stress only if to left of a /+/.
' boundary (Terzi, 1977: 49-51; Leite, 1974: 42- 3)

A test of Zifty known English words was applled to’
thirty Brazilian students of English, illiciting the desired
response by oral and visual stimulus, in order to avoid
orthographic interference. From the taped responses the
following rules were formulated by Terzi, in an attempt to

explain the learning strategies cau51ng errors.

(1) V— [+stress:[ /[m] Cl ([ _Yow:lb C‘O )1 %r ‘

which stresses a syllable containing /e/ or /3/ (subjéct).

(2) Vv—> ']:+stress] / __ G ( C V‘ )o %,

which stressesa syllable contalnlng a dlphthong (banbecue)

(3) vV—> [ +stress] / __ nt X ,
‘ which stresses a flnal syllable endlng in nt (&eétaunant)

(4) V-» [:+stressj / c, VC X,

“which stresses the penultlmatevsyllable when‘rules (),
(2), and (3) are inapplicable (Brazil).

(5) V— [+stress'1 / >§<X>3€( Y Z%S(
which gives primary stress to the second element of

' blsyllablc compounds ({ce cxream).

(6) v—> [+stress_] /% X | Y>§( 7 — " 
which gives primary stress to both elements of polysyllablc
compounds (yestenday). (Terzi, 1977: 69-72).

Ter21 then outlined three approx1mat1ve systems, the
flrst con51st1ng of a mixture of these. and ‘the correct stress
- rules according to SPE, and the third cons;stlng only of the
correct stress rules. - | N

" Analyzing the causes of these rules, Terzi notes the
hlgh degree of interference of the ‘native: language, which was
responsible for rules (L), (4), and (5)._She attrlbutes rule
(2) to a possible influence of English rules stressing'tense
vowels, and rules (3) and (6) to the first approximate system
‘itself (1977: 90). It also appears possible, however, for rule
(3) to have been influenced- by the English rules stressing: _
final syllables with a. consonant-cluster. Terzi notes the more
frequent use of context rules than rules of stress position
(1977: 85), and the lack of 1nterference of c0gnates (1977: 88)
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2.3. Discussion

Terzi's EA is without doubt a more adequate way of
determining Bra2111an students' difficulties in English stress
placement than the less methodical contrastive studies which
preceded it. These three previous studies showed no clear
relationship between the CA and the predictions made. Some of
the predictions seemed to be based either on intuition or
casual observationj;the latter being‘actually a primitive form

of EA, without a defined methodology.

Of the six erroneous rules that Terzi concluded were
hypothesized by her students, three can be explained by CA and
could poss1b1y have been predicted by CA. The other three, '
however, could only show up in an EA, and can only be explalned’

in terms of the target language itself.

It is clear from the above that EA is the most_efficient
way to discover the'problems encountered by Brazilian students
in the placement of English stress. The approach to EA in the
‘present study, however, is dlfferent from Terzi's approach in

several respects.

(1) While Terzi opted for the approximative systems
approach in spite of its inherent difficulties; this study aims
only at showing the relative difficulty of the stress rules,
and discovering the principal interfering stretegies of
advanced Brazilian students. This diffetrence in approach is a

result of two basic dlfferences in purpose:

(a) Terzi was interested in the stress difficulties of
beginning students, and was therefore able to minimize the
previously mentioned difficulties of the approximative systems
approach by testing relatively homogeneous groups following a
uniform program of»study. The presentvstudy, however, is
concerned with the stress difficultiesrof'advanced students,
who.vary greatly in proficiency level, and who studied
previously in many different institutions by a variety of
different methods.

(b) Furthermore, while Terzi's purpose was theoretical—
",.. to verify the postulations of Error Analysis according to
which individuals, during the process of second language

learning, exhibit structurally systematic intermediate stages,
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-resulting from the formulation of hypotheses, —the purpose
here is pedagogical—to help Brazilian students in the l

placement of English word stress.

(2) The second difference is the fact that Terzi
accepted TG phonology without question,'This was a logical-
‘choice for a theoretical study, as ‘most contemporary linguists‘
admit the usefulness of TG grammar for the study of general
linguistic theory. However, as there is considerable controversy
about.the pedagogical application of TG grammar, and, in
particular, of TG phonology, it would be difficult to justify
‘ usiné this approach for the present study without first4' |
" examining the applicability of this theory. This is done in thé.v

J following chapter by testing native'speakers of English.

(3) The third differéncetis in choice of stimuius. Terzi
chose oral Stimulus in order to avoid orthographic influence.
Using oral stimulus implies testing only familiar words, which
' means the results are meaningful only if it is assumed that

stress rules are applied every time a speaker utters a word.
Because of irregular words, which mustvbe'item—learned, it is
impossible that all words are pronounced in this manner.
Furthermdre, as pointed out by Roeper et al (1979: 48), even
Hallé (1973) and Aronoff.(l976) "suggest that people do not
:newly generate stress patterns for each word but rather
'remember'the stress pattern for each word just as they femember
the meaning of each word." Allowing that some words are
pronounced by applying the rules, it is impossible to know in a
study of this kind which words were item-learned and which show

a knowledge of the rules.

There seems to be no way of avoiding orthographic
influence without leaving doubt as to whether correct résponses
indicate rule-following. In the testing of advanced students,
however, this is not a problem. Since advancéd students acquire
the greatest part of their vocabulary through reading, accurate
stress placement for them requires the ability to use

orthographic clues. Orthographic stimulus is quite appropriate,

(7) The author's translation of tﬁe following: ". verificar

as postulagoes da Analise de Erros, segundo a qual
individuos, durante o processo de aprendizagem de uma
segunda lingua, apresentam estagios estruturalmente
sistematicos, decorrentes de formulagao de hipoteses"
(Terzi, 1977: 1V).



-then, for the testing of their stress rule applications. In
fact, in order to make sure that correct pronunciations were
due to rule-following, an attempt was made-to.choose words
which would not be familiar to the students.vThé author being a
native speaker of English, it was assumed thét a word which was
not a parte of her active vocabulary or used only iﬁfrequently

would be at least aurally unfamiliar to most of the students.

(4) A difficﬁlty faced by Terzi in the use of oral
stimulus was finding a sufficient number of familiar words in
each rule category. Because of the limited vocabulary of.
beginning studenté, the number of words tested was small and
the selection arbitrary. The result was that the knowledge of
certain rules was judged by the prohunciation of as few as two
words. In the present study, where difficulty was ehcounfered,
it was of the opposite kind—finding unfamiliaf'woras forvéaéh
category. In a few cases, particularly for exceptions to the
rules, more common words had to be used. However, it was '
possible to test exactly six regular and two irregular words

for each rule.

In this chapter it has been seen that CA can pfédict
some, but not all of the errors made, and that it often :
predicts errors that are not made. It is more useful in
conjunction with EA to help explain errors. An EA should be
mbre methodical than casual observance. An EA using the
approximative systems approach is appropriate for a theoretical
study, but possibly irrelevant for pedagogical purposes,
especially considering the difficulties involved. TG grammar
is also appropriate for a theoretical study, but its adequacy
should be compared with that of other types of description and
generalization before employing it in a study intended for
pedagogicél purposes. The corpus for anverror-analysis should
be large enough to minimize the effect of item-learned words.
For an EA of advanced students, orthographic stimulus is |

preferable to oral stimulus.

The following chapter relates the test given to native
'épeakers to compare the validity of TG stress rules with two
other types of generalization. Chapter Four deals with the EA
- of stress-placement by advanced Brazilian students of English,
the methodology taking into consideration the conclusions of

this chapter and the results of the test of native speakers.



CHAPTER THREE

TEST OF NATIVE SPEAKERS

Before undertaking an error énalysis of the English
stress—-placement of Brazilian learners, a decision had to be
made about what types of stress rules would be tested. The
straight suffix approach was eliminated because including

several examples of a large seiection_of suffixes would produceA

a test too long to apply.

Guierre's rules would not be difficult to test, and the
fact that they have already -been used in a teaching context
indicates that they are learnable. However, these rules deal
only with suffixed words and one category of verbs, and it waé

thought that errors in other categories should be checked as

well. '

The only approach to stress placement which dealsr

A extensively with non-suffixed woxrds is Ehe TG 'approach.

However, only one of the three studies made showed consistent
application of TG rules by native speakers. As mentioned in
1.2;4.; one probable reason for the:conflicting results of the
three studies was the selection of rules to be teéted, since
noﬁe of the studies gave separate results for each TG rule.

A test was therefore applied to native speakers,with SPE's Main
Stress Rule broken down according to the differenf'categories-
of words to which it applies, by part of speech and phonological

" characteristics.
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The application by native speakers of SPE's Main Stress
Rule, divided into sixteen smaller rules, was compared with the
application of six of Guierre's suffix rules. Three of the
latter apply’to groups of similaf suffixes (one is'essentially
the same as ah SPE rule, giving a total of 21 instead of 22
rules tested), and the other three apply to individual suffixes,
chosen for their product1v1ty(8 . The rules which seemed to be
applied fairly consistently, and others of the same type(g),
would be used in the error analy51s of Brazilian learners of

English. Below is a list of the rules tested.

SPE Ritles: VenbA

SPE.V.1: Assign stress to penultlmate V iflast V is lax and

followed by no more than one C.
SPE.V.?2. Assign stress to last V if tense.

SPE.V.3. Assign stress to last V if followed by more than one
_ c. :

SPE.V.4. Alternating Stress Rule moves final stress back two

syllables.

SPE Rules: Nouns

SPE.N.I. If final V is lax, and penhltimate V is lax'and
' followed by no more than one C, assign stress to
antepenultimate V. - "
SPE.N.2. If final V is lax and penultimate V is tense, assign
stress to penultimate V.- R

SPE.N.3. It final V is lax and penultimate V is followed by two

or more C's, assign stress to penultimate V.
SPE.N.4. If final V is tense, assign stress to this V.

- SPE.N.5. Alternating Stress Rule moves final stress back two

syllables.

SPE Rules: Adjectives: follow same rules as verbs.V:;?

SPE.A.]1. Penultimate stress.

(8) Unfortunately, the author was not yet aware of the
existence of Dickerson's publications at the tlme this test

was designed and applied. ‘
(9) To 1limit the size of this test, already quite exten51ve, it

was assumed that if one rule 1is easily applied by natlves,
others of its type would also be easily applied.
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SPE:A.Z. Final stress.
SPE.A.3, Final stress.
SPE.A.4. Alternating Stress Rule.

" SPE Rules: Derived nouns and adjectives with a §inal

monosyllabic formative containing a Lax V:
pronounced according to rules for nouns ending‘in a

lax V.
SPE.D.1. Antepenultimate stress.
SPE.D.?2. Penultimate stress.

SPE.D.3. Penultimate stress. This rule is also given by Guierre.

Guierne's nules forn sufpix groups

G.S.1. Words ending in a C cluster plus -{ve, zent, -ence, -ant,
-ance, -alf, efc. are stressed on the vowel preceding.
the cluster. This rule is the same as SPE.D.3.

G.S.2. "Rule of fLion": Words ending in 4 plus one or more V's
plus any number of optional C's are stressed on the
preceding syllable.

G.S.3. Extension: When 4 is the only graphic V in the .-
penultimate syllable and followed by one C, it is lax

and stress is assigned to the antepenultimate syllable.

Guienrne's individual suffix rules

G.1.1. Words ending in -4c¢ receéive penultimate stress.
G.1.2. Words ending in -4icalf receive antepenultimate stress.

G.1.3. Words ending in -{ity receive antepenultimate stress.

3.1. Methodology

These rules were tested by giving six nonsense words for
each rule, each nQnSense word modeled after a real word fitting
the pattern, where possible the very words used as examples by
the inventors of the rules. Guierre's rule G.S.3. was not given
its own words, as there were thirteen words from the other

rules which already followed the G.S.3. patterns.

Where the patterns are purely phonological, as in most
of the SPE rules, the same vowels and the same number and

position of consonants were maintained. The consonants,
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however, were replaced by different consonants, with an attempt
to maintain pfonounceability in the sequence of segments. The
placement of 4 as a second cbnsonanp of a cluster was avoided
except where it appeared'ih the model word, in_which'casevit

' was retained.

Where the rules depend on suffixes, the same suffix was

maintained, and the rest of the word was modified as above.

All 120 words were contextualized, maintaining the same
part of speech of the model word (See Appendix 1 for list of
nonsense words and the sentences used.) In addition to '
illustrating the part of speeéh, the contextuaiizing served to
avoid slow unnatural pronunciations with no stress at all(lp)
and the possibility of falling into a rhythm, stressing each
word asithe previous one. The sentences were arbitrarily choseﬁ
from Clarey and Dixson's Pronunciation Exencdses in English and
Guierre's DailLs 4in Engliéh Stress Paiieané,' the nonsense word

replacing a real word of the same part of speech.

. The test was first applied to seven native speakers who
did not take part in the final experiment in order to check
for outside influences which could affect the application of
the rules. Several nonsense words were then altered to avoid
obvious analogy to a real word or tb eliminate endings which
appeared to be suffixes. The sentences were also modified where
the context itself would cause analogy to a particular real -

‘word or where it sounded so strange as to be distracting.

These sentences were typed separately on 4" by 6" index
cards in order to change_the order for each subject who
participated. The orders were contrived so that two wordS'bf'
the same patterns never appeared consecutively, and so that two
sentences which appeared consecutively for one subject never

appeared in that order for anotﬁér;éubject.

The test was given to thirty native speakers of Englishl
between the ages of fifteen and eighteen,students of the Escola

Americana do Rio de Janeiro. Only monolinguals with no more

(10) Trammel had his subjects read only the test word aloud,
which caused, in some cases, slow unnatural pronunciations
with 1little vowel reduction and evenly stressed syllables
(1978: 87). Therefore, it was considered preferable to
risk the possibility of a stress shift, as this is rare
except in the case of compound words. ’
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than two years of exposure to Portuguese were chosen in order

to minimize interference of a second language.

Each subject was recorded individually reading the 120
sentences. The_subjects were asked'to read each sentence 4
silently before_reading it aloud and to repeat the entire -
"sentence if they wanted to change their pronuhciatioh of a‘
word. The last pronunciation only would appear in the analysis.
They were told only that they were being tested for their
‘pronunciation of a nonsense word in each senteﬁce, but not that

it was the stress placement which mattered.

3.2. Results

%he compilation of results was_complicated by the
variety of pronunciations given for each word. This was due
mainly to two factors. The first of these factors was the
students themselves; Probably because of the age group, the
students were Qery easily distracted, causing-the addition and
omission of segments or of entire'syllables, the transposition
of segments, and obvious misreading of segments. Particularly
troublesome were a couple of students who appeared to have
reading disabilities, as they misread many very.common words

besides.

The second factor is the English language itself. The
number and position of consonants and the same vowels
(including, in most cases, silent e's) were maintained on the
theory that the resulting nonsense words should rhyme with the
model words and follow the same type of phonetic patterns in as
much as affects stress according to generative rules. However,
English orthography proved to be ambiguous, many segmente being
interpreted in several different ways. At times, because of a
different interpretation of the segments to be pronounced, the
word no longer satisfied the conditions for the stress rule

to be applied.

To_minimize the effect of the distraction factor,:
Trammell's example Was followed, with one modification. Trammel .
counted as invalid "responses in which sounds were omitted,
added; or transposed" (1978: 87). The modification in this
study was to accept transposed segments when they did not
affect the basic phonological pattern of the word; for example,

one consonant in place of another (except 4 after another



TABLE I

NATIVE SPEAKER RESPONSES

were four.whose model words follow the spelling patterm, of G.S.3.

pattern of SPE.V.I., SPE.N.Z., and SPE.D.Z.

This shows G.S. 3.
of the other three.

1o . Numbexr, of Rule Number of Valid ggzﬁgiszgiRul
Rule gzzber of Rule. SZT?SI'Of'- gii?ggseiy gZigggiiig ;he gi;égido?yvz§
ponses Responses ngggr of gg?iitlons or_jResponses
Responses Application - gat1§fy1ng
; ; onditions fo
Rule
Application
SPE.V.1.~ 44 170 26% 107 41%
SPE.V.Z. 101 173 58% 153 - 66%
'SPE.V. 3. 109 155 70% 155 . 70%
SPE.V.4. 99 . 130 76% 121 82%
'SPE.N.T. 64 166 39% 110 58%
SPE.N.2Z. 65 154 42% 92 713
SPE.N.3. . 100 ‘156 64% 154 65%
SPE.N.4. 59 151 38% 118 50%
SPE.N.5. 133 160 83% 149 89%
SPE.A.T. . 94 161 58% 101 93%
SPE.A.Z. 64 156 41% 117 55%
SPE.A.3 83 147 56% 147 56%
SPE.A.4, 135 166 81% 157 863
SPE.D.1. 81 148 558 97 843 -
SPE.D.2Z. 26 127 208 34 76%
gfg:?:s./ 83 119 708 119 70%
G.S.2. 114 - 120 " 95% 120 95%
G.S.3. 254 350 733 350 g (11D
G.1.1. 107 150. 1% 150 71%
G.1.2. 131 146 90% 146 - 90%
6.1.3. 125 _ 154 81% 154 81%
-(11) Besides the 13 nonsense words formed from model words which follow this rule, tgere

but the stress

Includlng these wcrds gives 330 G.S.3.
rule responses out of 450 valid responses, malntaxnxng the same percentage of 737%.

is a much stronger rule and is partly responSLble for the low scores
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consonant), a tense vowel in place of another, or a lax vowel
in place of another lax vowel. Since the nonsense words were
formed by changing the consonants of a real word anyway, this
type of misreading should not affect stress placement. Where
the rule depended on a suffix and/or its preceding vowel
quality, any change in these items also invalidated the

response. -

The effect of the ambiguity of English could be
eliminated by also invalidating interpretetions of vowels
which, although possible by traditional orthographic ' i
conventions, differed from the correct 1nterpretat10n of the
model word. However, since previous studies have shown that one_
weakness of TG stress rules is that they depend on underlying-
representatlons not always discoverable from the spelling, it

was considered important to point out when this occurred.

vThe solution was to ealculate_two percentages for each
rule. The first would be the number of rule-stressed responses
divided by all velid responses (including a vowel which is
different from the vowel of the model word, but possible from
the spelling); the second would be the number of rule-stressed
responses divided by the number of valid resbonses satisfying
conditiohs for the applicetion of the stress rule (these
conditions at times excluding a vowel which is possible by
'spelling conventions, but different from the vowel of the
‘model word) . These percentages, are listed in Table I (see

Appendix 2 for the scores of individual words).

3.3. Conclusions

The most noticeable tendency which shows up in Table I
is the difference between the two“eolumns of percentages for
'SPE rules. In fourteen of the sixteen SPE rules tested, the
scores are higher for rule pfonunciations divided by the
number of responses satisfying the conditions for the rule,
than for rule pronunciations divided by the number of all valid
responses. For eight of the rules this difference‘is more than
10%, and one rule shows a difference of 56% between the two
scores. The reason for these differences is apparent. Before a
phonological stress rule can be applied, the speaker must

| correctly identify the phonological pattern of the word.



The consonmants are not difficult to identify; the four
SPE rules which depend mainly on the identification of
consonant clusters (SPE.V.3., SPE.N.3., SPE.A.3., and SPE.D.3.)

~have a maximum difference of 1% between the two scores.

The vowels, however, are ambiguous in mény words. All of
the rules which depend on the correct interpretation of vowel
quality except SPE.D.3. show a difference in the two scores.
The four rules which depend on the vowel quality in two
syllables (SPE.N.Z., SPE.A.1., SPE.D.1., and SPE.D.2.) show:
differences of 19%, 29%, 29%, and 56% between the two scores.
These rules can be said to be theeretically valid, but worth
very little to the speaker'if.he does not know the phonoiogical

pattern (underlying representation).

Since non-natives are likely to have even more
difficulty with ambiguous spelling patterns, it is of little
use to expect them to learn to apply a rule which depends on a
vowel which is difficult to analyze. "Thus, to decide whether
or not to include a rule in the error analysis of Brazilian
students, the deciding factor will be the percentage of rule
responses out of all valid responses, which will be high only

where the vowel quallty causes little or no dlfflculty.

In order to apply a suffix rule, the speaker need only
recognize the suffix. This being a relatively easy task, all of
the valid responses for suffix rules satisfied the conditions
for the application of the rule, giving the same percentages in
the two columns. These percentages were 70% or more for all six
suffix rules. Gulerre has already used his rules for teaching
stress to non- natlves, and 70% accuracy seems to be a ”
reasonable expectatlon from a heterogeneous group of-high
school students. Thus, 70% will be used as the minimum score.
required to include a rule in the error analysis, accepting
these six suffix rules and any SPE rules which were applied in

70% or more of all valid responses.

Only four of the SPE rules (besides SPE.D.3./G.S.1.,
which is a suffix rule)'reached this minimum score. Three of
these are practically identical-—the Alternating Stress Rules
for verbs, nouns, and adjectives. The Alternating Stress Rules,
according to Chomsky and Halle, are applied after the
application of rules SPE.V.2., SPE.V.3., SPE.N.4., SPE.A.2.,

and SPE.A.3. However, since these five rules were applied only



58%, 70%, 38%, 41%, and 56% of the time respectively, compared
to 76%, 83%, and 81% for the three Alternating Stress Rules,
the mental processes of these native speakers must have been

somewhat different than Chomsky and Halle imagined.

The only one of these five stress rules to reach the 70%
minimum was SPE.V.3., which stresses the last syllable of verbs
ending in a consonant cluster. The Alternating Stress Rule for
verbs, however, was the lowest scoring of the three.
Furthermore, it has so many exceptions that Guierre gives a
totally conflicting rule which stresses the last syllable of

verbs with a final consonant cluster, even those with'three or
more syllables.

7 Because oflthese inconsisfencies, the Alterhating‘StresS
Rules will be included in the errér analysis, but stated sov A
as to apply directly, and excluding verbs ending in a consonant
- cluster. Thus, included in the error analysis of Brazilians,

along with the suffix rules, will be (1) a rule stressing the
antepénultimate syllable of adjectives of three or more
syllables ending in a consonant cluster or tense vowel, (2) a
rule stressing the antepenultimate syllable of nouns ‘and verbs
of three or more syllables ending in a tense vowel, and*]B) a

rule stressing the final vowel of verbs ending in a consonant

cluster.

3.4, Discussion

v
[\

Before proceding to the error analysis of Brazilian
students of English, it would be appropriate to make a few
comments about the status of the various stress rules, and

what has been proved, disproved, or implied about them.

It has not been proved that those rules accepted for
the following error analysis constitute the mental processes
(psyéhological reality) of native speakers of English. Rather,
it Has been shown that these native speakers have arrived at
the same conclusions as those rules 70% or more of the time.
This is a high enough percentage, under the‘cdnditions of this
test, to make the rules worth learning, and, therefore, worth

testing, in order to identify the greatest stress difficulties

of the Brazilian learner.

Likewise, the psychological reality of the eleven SPE



rules which were not accepted for the error ahalysis has not
been disproved. It has been proved only that, in an average
group of high school students (this group is probably above
average, although some may experience a slight second language
interference), these rules are not consiétently.applied to
totally unfamiliar words(it is assumed that the reaction to a
totally unfamiliar word would be the same as the reaction to an

invented word which fits into English orthographic conventions).

For rules SPE.N.2., SPE.A.1., SPE.D.1., and SPE.D.Z.,
where correct stress was given in 70%-bf the cases in which the.
vowel quality was correctly analyzed; the possibility'of .-;
Walch's suggestion, that the rules afe'applied when the oL
speaker khows thednderlying representation, can not be excluded.
However, since this knowledge implies at least a vague :
familiarity with the word, such a rule would not be very

helpful to the non-native learner who has never seen or heard
the word before. '

Rules SPE.V.1., SPE.N.I1., SPE.N.4., and SPE.A.2. are
the ones which are least likely to be valid as representing the
mental processés of native speakeré; all four scored below 60%
in both columns, and the minimum differeﬁce between the two
columns was 12%. Not only was the vowel quality difficult to
analyze in these words, but even where it was correctly
~analyzed, the rules were not consistently applied. If these
rules do indeed represent mental processes of the native
speaker, they are processes which are so difficult that he
follows them only under the most ideal conditions; including,
not only the knowledge of the underlying represéntation, but
the absense of distractions of any sort. In any case, they are

evidently not rules which would benefit the foreign learner.

Finally, rules SPE.V.2., SPE.N.3., and SPE.A.3. are
fules which could be applied without any familiarity with the
word, as the analysis of segments caﬁsed little or no
difficulty. However, the scores ranged only between 56% and
66%, which was not considered high enough to include these
rules-in the error anaIYSis. The main causes of the non-
application of these rules seemed to be a consonant cluster, a
double consonant, or a vowel which could be analyzed as tense,

in a syllable previous to the one to be stressed.

It appears, therefore, that there is some validity to



these rules, but, as pointed out by Baker and Smith (1976: 25},
the tense vowels and consonant clusters influence the native
speaker's stress placement in positions other than those

mentioned by Chomsky and Halle. This could be due to imperfect
performance by the speakers or to imperfect rules or both. Only

further experimentation and a statistical analysis of the
language can answer that question. From the information at
hand, however, the rules do not seem sufficiently valid to

warrant testing of the application by Brazilian learners.

In conclusion, it ig;éépérentlthat~suffix rules such ‘as
Guierre's afe much‘moré eaéiiy applied by native speékers than
generative phonological rules of the SPE type; Exceptions are
the Alternating Stress Rulés,'although evidently applied in a
Vdifferent manner than that stated by Chomsky and Halle, and the
rule stressing the final syllable of verbs ending in a
consonant. Because of the lack of agreement among the native
speakers as to the pronunciation of nonsense words representing
most of the generative phonological rules tested, not only as
regards analysis of segments, but also as to the placement of
stress; it is concluded here that English does not haveﬁsuch an

optimal orthographic system.as Halle, Dickerson, and others
have suggested. v

However, in spite of the many irregularities in the
English spelling system;”Which evidently cause difficulties
even for the native speaker, advantage must be taken of those
regularities which do exist. Native speéiers. do form and
apply generalizations‘about English stress placement where the
language is consistent enough to permit. The goal with non-
native speakers should be to bring them as close as possible
“to a.native speaker's level of proficiency in applying these
generalizations. In order to accomplish this, one needs to know
which generalizations are more easily learned, and which cause
more difficulty. This is what the following chapter will

attempt to discover about Brazilian learners.



- ' _ CHAPTER FOUR

ERROR ANALYSIS OF BRAZILIAN STUDENTS OF ENGLISH

4.1. Methodology'

The system of word-stress placement in the English
language, as mentioned previously, is too idiosyncratic for
even native speakers to master perfectly. Thus, the.ultimate
goal for the non-native speaker is not a perfect command of the
English stress system, but a native-like control of the system.
Therefore, the rules for the error analysis were chosen .
according to the.results of the test of native.speakersj
Included aré the rules which scored"70% or above aﬁd other

similar¢ rules, which are considered extensions of these.

Theré is evidence from Chapter Three that native
‘speakers follow several kinds of generalizations in assigning
word stress, depending on three kinds of cues: consonant
élusters, vowel quality, and suffixes. The generalizations
ianlving'vowel quality were eésily followed only in the case
of final tense vowels in words of three or more syllables »
(Alternating Stress Rules), final tense vowels usually being
‘indiéated orthographically by two consecutive vowels or by a-
vowel + consonant + ¢ sequence. The rules included in the tes£
for Brazilian students depend on these three types of clues,

all of them recognizable from the spelling.



The test consisted of six regular words and two
exceptions for each of the sixteen rules tested, giving a total
of 128 words(lz). The words chosen were, where'possible, either,
unknown to the author or considered by her to be infrequent in
common speech and in the claseroom. In some cases this was not
possible, particularly in the case of the exceptiéns. All words
wefe contextualized in short sentences invented by the author.
Below is a list of the rules with the words chosen for the test

(see Appendix 3 for list of sentences).

Rufe 1 Stress final syllable of verbs ending in a
consonant cluster: divexrge, foment, resurrect, suborn, purpont,

trhaject. Exceptions: implement, patent.

Rufe 2 Stress antepenultimate syllable of adjectives of
three or more syllables if last ends in a consonant cluster or
has a tense vowel: iubdlcund, cuspidate, sinistrorse, saturnine,

comatose, teamagant. Exceptions: Lmpolite, imperfect.

Rufe 3 Stress antepenultimate syllable of nouns and
verbs of three or more syllables if last contains '‘a tense
vowel: caterwaul, detonate, velanize, azurite, desmosome,

inquiline. Exceptions: ascerntadin, masquerade.

Rule 4 Words ending in {4 followed by at least one Vowel
followed or not by one or several consonants receive stress on
the syllable preceding-the AL, whether or not { is pronounced as
a separate syllable: centurdion, reifribution, Lgnomindious, )
pandemonium, penrcipient, Luxuriance. ExXceptions: dandelion,

compliance.

Rufe 5 Words ending in'u followed by at least one vowel
followed or not by one or several consonants receive stress on
the syllable preceding the u, whether or not u is pronounced as
a separate syllable: contiguous, Aupengﬁuoué; constituent,
resdidual, perpetuante, Lssuance. Exceptions: {nadequate,

spinditual.

(12) A seventeenth rule was included in the. test, but
subsequently omitted from the analysis as 1rre1evant to
this study, the dlfflculty being vowel quality and not
stress. This was Guierre's rule for words ending in 4,
followed by at least one vowel followed or not by one or
several consonants, and preceded or not by one or several
consonants 4{ni{fially: 4 is pronounced [ai] and receives
primary stress. Tested words were p&oué client, tnLumph
dial, frian, and phrionr; exceptions were piiesd and trio.
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Rufe 6 When 4 is the only graphic vowel in the
penultimate syllable and followed by one consonant, it is lax
and stréss is assigned to the previous (antepenultimate)
syllable: indemnify, comestible, Longevity, acquisiiive,
forntuitous, progenitor. Exceptions: deamatitis, explicit.

Rufe.7 When u is the only graphic vowel in the
penultimaté:syllable and followed by one consonaht, it is
pronouncedl:ju] and stress is assigned to the previous
(antepenultimate) syllable: acddufous, impudent, Zruculence,
atiributive, contributorns, capitular. Exceptions: persecutoxr,

inclusive.

Rufe & Derived nouns and adjectives with a final
monosyllabic formative containing a lax vowel, preceded by‘a
consonant cluster, receive stress on the penultimate syllable:
despondent, némohét&ance, ascendence, disinfectant,
reproductive, portentous. Exceptions: Protestant, circumstance.

Rufe 9 The suffixes -e¢e, -eer, -ede, -00, -ettfe cause
final stress: absentee, buccaneer, hangarco, macaroon, Buimese,

manionette. Exceptions: omeletfe, commiftee.

Rule 10 The suffixes -{c, {4h (verbs), -4ive,. -ukre,

~ation, -mental cause penultimate stress: sybaritic, admonish,
conducive, confectures, rediteration, fegumental. Exceptions:

politics, matunre.

Rufe 11 The suffixes -ery, -ate, -onous, -mentanry,
-eous cause antepenultiméte stress (or penultimété when two
vowels combine to form a diphthong, thus eliminating one of the
syllables): pendpheny, 4intercalate, neprobate, inodorous,
Ligamentary, Asubcutaneous. Exceptions: monastenry, Lmageny.

Rule 172 The suffixes -4itory, -atory (four syllable
words), -{g4ibfe, and in words of more than three syllables
-ator, -acy, -anry, cause preantepenultimate stress:
premonitory, predatory, percolfator, puﬂmond&y, intrhicacy,
uninieﬂﬂigibke. Exceptions: conépinaion; dispensanry.

_Ruﬁe f3 Weak suffixes such as -£y, -er (except in words
formed with Greek elements), -ness, —5u2, -Less, -able, -ment
do not affect stress: {ortunately, northeanern, nespectiul,
humornless, advisable, devilment. Exceptions: unable,
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neueathe£e55(13).
Rule 14 Words constructed with an element of Class A
(seismo-, micrno-, penta-, auto-, dema-, anto-, deca-, peni-,
etc.) plus an element of Class B (—g&aph, -phone, -gon, -crat,
-gogue,-nym, -Logue, -scope, etc.) are stressed on the first
~syllable of element A: seismograph, microphone, pentagon,
autochat, demagogue, peniscope. Exceptions: elfectroghram,

kaleidoscope.

Rule 15 Wordé constructed with an element of. Class A
plus an element of Class B plus a bound ending:(-y; Qen, -ize,
—~al, -ous, -4i4, -us, etc.) are stressed on the last syllable of
element A: ftelegraphy, biographen, geologize, hexagonal,
autonohoub,pa&aﬂyéib. Exceptions: ep;ﬂepéy,’dinOAaunuA.

Rule 16 Compound words most often receive the stronger
accent on the first element: scdience Zeachen, pineapple,
confenence table, fountain pen, cabinetmaken, housekeepen.

Exceptions: affernoon, pencent.

The seﬁtences were typed double-spaced on five pages and
xeroxed so as. to be able to record students in the language
laboratory. The sentences were ordered so as not to have any
wordvfollowed by a word of the same rule category. all students
read the sentences in the same order; it was assumed that, as
long as words of the same rule category were separated, the
order of the sentences would not affect the pronunciation of

real words.

Thirty-two Brazilian students from the Universidade
Federal de Santa Cata;ina were tested,sixteen from the
Master's Degree Program in "Lingua e Literatura Inglesa" and
sixteen from the sixth (last) semester of the undergraduate
"Letras" program. Five native speakers of English were given

the same test as a control group.

The students were told to practicé each sentence
silently before reading aloud in order to read naturally
without hesitating. They were also told to repeat any sentence

in which they wanted to change the pronunciation of a word or

(13) Here an attempt was made to choose words whose stem was
more common than the derived word to assure that any
errors made would be due to the suffix.
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Cif they he51tated in the mlddle of any word. They were glven
markers to keep their place.

' After transcrlblng the tested words from the tapes, the
errors and correct responses were analyzed from several points
of view.'First a simple hierarchy of difficulty was established
calculating the percentage of correct responses'for each rule.
The fact that the errors were not evenly distributed among the
six words for each rule indicated that eacn student's
performance depended on more than simply knowing or not knowing
a rule. In many cases other strategies for stress placement

 seeméd .to interfere with a rule otherwise applied consistently.

.The second step, then, was to examine these error-
causing strategies. Eight different strategies,.which either
appeared to the author to be affecting the results, or were
mentioned in the studies reviewed in Chapter Two, were

considered in a statistical analysis.

Finally the hierarchy of difficulty was reconsidered,
taking into account the effect of the error-causing strategies,
and conclusions were drawn about the implications of these two

factors for the. plannlng of a pedagoglcal approach.

4.2. Resulting Hierarchy-of Difficulty .

In calculatlng the percentage of responses with correct
stress placement for each rule, responses with mispronounced
- segments were invalidated. Table 2 lists the rules in order of
difficulty with the scores of the undergraduate and graduate
R students, the average of the two groups,»and for comparison,
the scores of the natlve speakers (see Appendlx 4 for stress

‘patterns given for 1nd1v1dual words)

- By a large margln, the most difficult rule, with only
31% correct responses, was Rule 9, which stresses the final
syllable of words ending in -ee, etc. The native speakers also
scored a relatively low 73% for this rule. ‘However, while the
‘ Bralelan students did poorly on all six:-words, the native
speakers scored 100% for three of the words, 80% for macanoon,
1 60% for kanganoo, and 0% (zero) for Bunmeée, ' ‘

The explanatlon for the variation in ‘the stress

',‘assignment‘py the native speakers seems to lie in the context

in'which the words appeared. Kingdon notes that most words in
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this suffix group take double-etress.(l958: 76; 81, 82, 107).
It was mentionec previously that compound words, which also '
take double stress, freqdently undergo a stress shift in'_
certain contexts. Chomsky and Halle (1968: 78) also mention a
stress shift for these suffixes in certain syntactic
éeristructions. ' |

- A stress shift would be poseible in Burmese because of
tlé semantic context‘and because of the rhythm of'the seﬁtence:
"She was very interested in Burmese culture." The speakers
might have imagined a contrast between Buxmese and another
Gulture with the suffix -ese (Chinese, Japanese, etc.), whlch
woéluld cause a stress for emphasis on the first syllable. A
£irial sStress on Buimese would cause two consecutive strong
strésses (Buamese cultunre), which is frequently avoided to
m&intain the natural rhythm of English.

Fihal stress on kangaroo would also cause consecutive
héavy stresses, as besf would normally receive heavy stress.
Theé three speakers who maintained final stress on kanganroo
avéided the consecutive stresses in two wéys. One destressed
the word best; the other two paused between these two words.

The low score of the Brazilian students cannot'be_s
attributed solely to this stress shift. Although Buamese and'
kanganroo were the lowest scoring of the group, the other four
averaged only 41%. The most probable explanation for so many
é¥rors is the application‘of Rule 3, which stresses the
antépenultimate syllable of nouns and verbs with a final tenSe
Vowel, and to which this group of suffixes constitutes an R
éxception. This is supported by the fact that the word omefette,
which is an exception to this rule and follows Rule 3, scored
94%; committee, which is an exception to both rules, scored
. 63%, all errors being due to the applicetion of Rule 3.

Rules 16, 11 and 7 appear to be of about the same level
of dlfflculty, with percentages of 56, 57,Yand 58 respectively.

In Rule 16, which assigns prlmary-etress to the first
élemént of compound words, the context is a factor again, thls
time fér the Brazilian students. One would expect the
-é;ﬁf;éulty of this rule to be due to the fact that the pattern
is thée inverse of the patterns.of_Portuguese compounds. .
- Hewevér, more important seems to be the,factvthat, "betWeeh two

terminals the last stressed syllable carries the heaviest or
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primary stress in Portuguese" (Staub: 121), while in English

sentence stress depends on semantic’ and syntactic importance.

All but two of the compound words appearéa in sentence
final position, making the seéond elément of the compound more
likely to receive stress by Brazilian students. Fountain pen
and cabinetmaken, which did not appear in final poéition,
scored considerably higher than the rest with 94% and 86%

respectively.

The next highest percentages were for pineappﬂe and
housekeepern, which, as they are written as one word, would not;
be as prone to interferencerof Brazillan sentence stress. The
exceptions, which follow the Portuguese pattern for compound

words, scored better than the regular words, with an average of

12%.

Rule 11, which assigns antepenulﬁimate stress to words
with the suffixes -ery, etc., was poorly applied by both the
Brazilian students and the nativé’speakers,-the latter
scoring 62%. There was quite a difference, however, iﬁ the type
of error committed by each group. The native speaker's errors
were limited to three of the six words; and with one exceptidn,
they were in stressing syllables to the left of the correct |
one, following the English tendency for early stress. The
Brazilians' errors were distributed among allisix words; and of
a total of seventy-nine incorrect stresses, forty—eight were on
syllables to the right of the cerrect one, twenty—three of

these on the suffix itself.

Rule 7, which assigns antepenultimate stress to words
with a'pengltiméte u followed by a single consonant, showed a
big difference in correct response percentages from one word. to
another. Four of the six words scored above 70%, while
contributons and Lmpudent scored only 16% and 13% respectively.
This indicates that the rule has not really been so poorly
learned as it seems, but rather that these two words have some

interfering factor.

In the word contaibutons, the suffix was possibly
analyzed as -o0on, conindibute being erroneously pronounced with
final stress (the most common erfor of verbs of ‘this type
pertaining to Rule 3). The same pattern appeared in most of the

responses for the irregular word pefisecutoxr.
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The incorrect stresses for impudent could have been
caused by analogy to Aimprudent, or'the word might have been
analyzed as pudent (which would have penultimate stress if it
existed\in English) plus the prefix 4m- (both budénte and

impuderite exist in Portuguese).

Néxt in difficulty, with a score of 65%, was Rule 1,
which assigns stress-to the final syllable of verbs ending in a
con;onantcluster.What is interesting about these results is
that the undergraduates scored considerably better than the
graduate students. Terzi showed in her study that beéinning
students easily fecognized'nnt as forhing a stfong syllable and
stressed fiﬁal syllables ending in this combinations(1977: 66).
One can probably. generalize that Brazilian students learn early
to streés verbs ending in final consonant clusters. It is duite
likely that as the students are exposed to a larger vocabulary,
they learn that final stress is uncommon in English and
inappropriate for nouns such as srestaurant (an example from
Terzi's analysis). Instead of narrowing the application of the

rule to verbs, they reject the hypothesis altogether.

Rule 14, which assiéns stress to the first syllable of
the first element of Greek compounds, was next in difficulty
with 69% correct responses. As these words are considered
"learned" words, it is not surprising that the graduate
stﬁdents scored twenty-five percentage points better than the
undergraduates. Most are words that are encountered frequently

in reading and infrequently in common conversation,

The following six rules showed very little difference in
the percentage of correct responses, and can be considered of

the same difficuity.

Rule 12, which assigns preantepenultimate stress to
words with the suffixes -4fory, etc., received 73% correct
responses. The rule‘éeems to have been relatively well learned,
only percolator and infirdicacy scoring below 70%. Pencolatonr
and conspinatorn received many penultimate stresses, as did
persecutor and conftribufor of Rule 7 as mentioned above,
indicating the same hypothesis of erroneously final stressed

verbs plus the suffix -oxn.

It is not. certain why {ntricacy scored so low. It could
have been due to the prefix -4{m or the initial vowel. The iz

latter factor will be considered in 4.3.4.
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Thevexceptions, conspirators and diépenﬁany, scored a
- very low 0% and 59% respectively, with a total of 40% of the

responses assigning stress according to tnh=2 rule.

Rule 6, which assigns antepenultimate strees to words
with a penultimate £ plus a single consonant, received 74%
correct responses. Most incorrect responseSVStressed'the first
syllable. '

Rule 8, which assigns penultimate stress to derived -
nouns and adjeetives ending in a monosyllabic formative with a
lax vowel preceded by a consonant cluster, received 75% correct
responsés. Most incorrect stresses fell on the previous _ |
syllable. The exceptions, Protestant and circumstances, which
-are correctly stressed on the antepenultimate syllable, scored
better with 81% and 97%-respectively. '

Rule 10, which assigns penultimate‘etress te words with
the suffixes -Lc, etc., recei&ed 75% correct responses. The
‘native speakers scored only slightly better on this rule with
80% correct responses. The native speaker's errors were limited
to the three words of more than three syllables, and consisted
. of stressing the syllable which should receive terciary stress,
two syllables previous te the primary-stressed syllable. The
Brazilians' errors were distributed among all words; and while
some stressed the syllable of terciary stress, many stressed
the syllable immediately preceding the syllable of primary

stress. The exceptions received fewer correct responses.

Rule 15, which assigns stress>to the last syllable of
the first element of Greek compounds plus a bound ending,

received more correct responses than Rule 14, which deals w1th

" the derivatives of this rule. Many of the errors for this rule,'---

~however, were in maintaining the stress of the derivative; The
problem is evidently 1dent1fy1ng the word with the correct-
rule. -

Rule 3, which assigns stress to the antepenultimate
syllable of nouns and verbs in which the last syllable contains
a tense vowel, also received 77% correct responses. The three
vverbsfaveraged 83%, the most common error being to stress the

. (1 . ] . .
- final syllable.<,4) The nouns averaged a lower 71%, the most

(14) This error evidently. led to errors in rules 7 and 12' as
mentioned above, where some of the words are derlved from¢.
these verbs. , .
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common error being to streSS the penultimate syllable?o
Evidently the Brazilian students consider the'part of speech in

their stress str-ategies, although in this case the distinction

.Wwas irrelevant.

The two exceptions recelved very few correct responses,
the errors of masquerade (6%) being due to rule pronunciations,
and most of the errors of adceatain (17%) evidently due to
analogy to the word centarn. '

Rules 2, 5, and 4 were more consistently applied w1th
83%, 83%, and 85% correct responses respectively.

:Rule,2, which assigns antepenultlmate stress to
adjectives with a tense vowel or consonant cluster, scored
better thanboth the nouns and the verbs of Rule 3. Most errors
‘for the exceptions Aimpolite and meenﬁeci were rule '
pronunciations.

Rule 5 stresses the syllable preceding the u in words
ending in u plus one or more vowels plus zero or more
consonants. Although similar to Rule 7, which deals with words
having a consonant between the u and the final syllable, Rule 5
scored considerably better. Most of the errors made, however,
were, as in Rule 7, due to erroneous final stress of'Verbs with
a tense vowel. Pespetuate was given final stress; issuance,
from the verb {44ue, was stressed on the u; and cohétiiuenté,_'
from consdtitute, was stressed on the u in five responses and on
the first syllable (correct stress of constitute) in eight
responses. o '

Rule 4 received the highest percentage of correct
answers of the four extensions to Guierre's "rule of £Zion"
(Rules 4, 5,6, 7)), most incorrect stresses occurrlng earlier.
in the word. For the two exceptions, which scored much lower,

most incorrect stresses were rule pronunciations.

Rule 13, which maintains the stress .of the root in
.derivatives_with weak suffixes,_was the.most consistently _
‘applied rule with 90% correct responses.- The high score of this
rule was surprising as there are no wegkgsuffixes in Portuguese;
Overgeneralization of this rule to otheggsuffixes_is-probably,'
-the cause of many errors of the other fifteen rules. . This |
factor will be examined more closely in.the next section.

‘It was seen in this section ‘that the errors for each
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rule are not always distributed evenly among the six words, but
that some words are affected by other factors. In the next
section the most frequent of these factors will be analyzed,

along with influencing factors mentioned in other studies.

4.3. General Prediction Strategies

The distribution of errors indicates that, before
actually dominating the>rules, the students follow general
strategies. These strategies tend to overlap and conflict with
eaéh other and with the rules, accounting for inconsiétencies~
in a particular student's performance. They sometimes aid in
the learning or following of a particular rule and sometimes = *
interfere. Most of these strategies seem to persist even at the.
most advanced levels, where they continue to substitute the

rules which are_not yet thoroughly learned.

The following is a list of factors, either mentioned in
previous studies as influencing the English word stress given
by Brazilian students, or noted by .this author during the efror
analysis as having possible influence. These factors wére
carefully considered in a statistical analysis of the
pronunciétion of the words included in the test in order to v
determine the most frequent strategies employed by the group

as a whole.

1. Number of syllables =

2. Cognates' stress pattern .

3. Predominant stress patterns of English

4. Initial vowel or consonant '

5 Vowel/qualify and consonant clusters in stressed
syllable '
6. Verbs with tense vowel in final syllable

7. Terciary stress

8. Stress pattern of dérivatives. -

f
4.3.1. Number of Syllables

Terzi concluded from her study (1977: 60) that the rules
for disyllabics such.as subjecis were learned faster than those
for trisyllabics such as impoatanit; and therefore, that the
number of syllables was an'important influencing factor in

i
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language learning. In order to chéck the consistency of this
tendency and to see if the difficulty continues to increase with
' words of four, five, and six syllables, the errdrs of this test
were organized in Table 3 accordingAto'the number of syllables
per word. This table_includes regular words ohly; as Terzi's

statement referred to rule-learning.’

It is apparent from the above table that the Brazilian
students in this test did not exhibit a tendency toward more
stress errors in words of more syllables. The percentages of
errors in three, four, and five syllable words show a negligible
difference. The disyllabics, cohtrary:to what would be
expected, show an error rate almost twice as high as the
others.. This can probably be explained by the fact that all six
disyllabics take the relatively uncommon oxitone pattern, which
is shown in 4.3.3. to be frequently rejected by advanced
Brazilian students. Not much can be inferred about the single
six-syllable word, except that that particular word caused

little difficulty.

These statistics do not suppoéort the hypothésis that the
number of syllables in the word affects the difficulty of the
learning or application of the rule. However, because of the
possibility that the number of syllables affects the item
learning of individual words; the irregular words were

organized in a similar manner in Table 4.

The difference in the errér %ate between three and
four-syllable words does seem to indicate that the number of
syllébles affects item learning. However, the two-syllable
words again had a disproportionately high error réte, the
majority of the errors being due to the oxitone pattern of the
woxrd matune. Although the high rate of error of disyllabics can
be explained, it is not guaranteed that under other conditions
it would be lower than.the rate for three-syllables words.
There were no five or six-syllable irreguiar_words in the test
to see if the error rate would continue increasing with the

additional syllables.

- The conclusion from the above is that while the.number
of syllables does not affect the difficulty of stress rules for
advanced Braziliah students of English; it seems probable,
though more evidence is needed, that it does affect the item-

learning of individual words.
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4.3.2. Cognates' Stress Patterns

Gomes de Matos and Geraldo Cintra take; for granted that,
cognates with different stress patterns will céuse difficulty
for Brazilian students of English, and notes that there is no
constant stress pattern relatidnship betWeen the two languagesv
(1966: 31-32). Terzi denies the interference of;gognates on the
-stressed syllable, though her evidence is limitéd to one word,

minutes and its cognate minutos (1977:88).

In checking for interference from the Portuguese
cognate, . positive as well as negativé transfer must be
" considered. This transfer need not neceésarily be a simple
duplication of the stress'pattern of the cognate. Matos and
"Cintra mentionﬁ the probable transfer of what he calls a
Portuguese secondary stress (1966: 32). This corresponds to the
stress that Mattoso Camara calls "minimum weak". The term
"minimum weak" is rather confusing, and secondary stress is
reserved here for referring to compound or phrase stress, so
"this stress will be called terciary, while recognizing that it

is slightly weaker than English terciary stress.

The greatest problem in checking for transfer of
Portuguese terciary stress is that, since it is not distinctive,
but only demarcative (Camara, 1976: 36), it varies somewhat
from one speaker to another, and possibly even from one

utterance to another by the same speaker. o

According to Camara, this terciary (minimum weak) stress‘
falls on the syllable which begins with the first consonant of
the word. Matos and Cintra place it two syllables before the
syllable of primary stress. In words such as cafegoidia,
Ampontante, objetivo, assistente, and instintivo (examples
given by Matos and Cintra, 1966: 30-2), this does not 4
correspond to the syllable beginning with the firstlconsohant.'
The author herself has noticed an inconsistency in this

respect among Brazilian speakers.

The solution to this problem has been to list all the
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(15) and classify them as

"Portuguese cognates of the test words
having (1) the same stress pattern as the English word, (2)
stress on the syllable immediately after the English stressed
syllable, (3) undisputed terciary stress (by both Camara's and
Matofs rules) on the syllable of English primary stress, (4)
possible terciary stress (by either Cimara's or Matos' rule,
but not both) on the syllable of English primary stress, or

(5) other stress (see Appendix 6 for classification)=

- To check for positive transfer, the average pe;bentage
of correct answers for each column was computed'and.cohpared
with the percentage of correct answers for those words without
Portuguese cognates. All of the percentages have been taken
first for regular words, then for irregular words, and finally
for both because of the possibility of greater or lesser
transfer when there is no rule to follow. The results are

listed in Table 5.

Very surprisingly, both regulaf and irregular words
whose Portuguese cognates have an identical stress pattern
scored considerably lower than those words with no cognate, and
lower than any of the other groups. The words whose Portuguese
cognates have undisputed terciary stress on the syllable of
English primary stress were the highest scoring of all éroups,
again for both regular and irregular words. They scored nine
.~ percentage points higher than the wprds'with no coénates and é-

minimum of sixteen points higher than any of the cognate groups.

(15) Because of the fact that some of the words have false
cognates, multiple cognates, uncommon cognates, and
cognates which are not all that similar; a test of
assocliation was applied to six educated Brazilians whose
English was considered to be at least as fluent as the
English of the thirty-two tested students. Included were
four verbs, to check if association is made with the
Portuguese infinitive or with a corresponding conjugated
form. It was concluded that the association is usually
made with the corresponding form of verb cognates, Of the
doubtful cognates despondent, intricacdes, ascentadn,
buccaneen, resurnnect, admondsh, sinistrorse, ignomindous,
macaroon, Ztrafect, nontheaner, acidulous, percolator, and
geofogize; included as associable cognates were frajeto
for traject (associated in spite of the different part of
speech), A4indistrno for s4indistrhorse (a false cognate), acddo
for acidulous, macarrnao for macaroon(a false cognate),
admoestan for admondish, Ainirincado for Antrnicacies (in
spite of different part of speech),and geofogia for
geologize (different part of speech). A more detailed
account of this test is found in Appendix 5.
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The words whose cognates have primary stress on the
syllable after the English stressed syllable and those whose
cognates have possible terciary stress on the syllable of
English primary stress scored approximately the same in their
total percentages, just slightly above the words whose stress
is the same as the cognates'. Among the irregular words, |
however, the group with adjacent.stress scored considerably

higher than the same stress and possible terciary stress groups.

To check for negative transfer, all the words which have
Portuguese cognates were listed, and their errors were
classified as falling on (1) the syllable of the cognatels
primary stress (2) the syllable adjacent (before) to the
syllable of the cognate's primary stress, (3) the syllable of
the cognate®s terciary stress, (4) the syllable of the
cognate's possible terciary stress by Matos' rule, (5) the
syllablé of the cognate's pOssible\terciary stress by Camara's
rule, and (6) any other syllable (see Appendix .7 for
classification'of'errors). The number of errors in each
category as then totaled and divided by the number of responses
for the words in which that syllablé existed as a possible
error (i.e. excluding the responses for those words whose
correct stress fell on that syllable or which had no such
syllable, and excluding misreadings). The resulting percentages
for each type of error are shown in Table 6, with separate’

scores for regular and irregular words.

The above table shows results verfisimilaf to those for
positive transfer. The least frequent type of error was the
syllable of the Portuguese cognate's primary stress. The most
common error was to stress the syllable of the cognate's.
undisputed terciary stress. Matos' and Camara's rules for
_terciary stress, when in conflict, seem to have about equal
influence, each of them causing only slightly more errors than
the syllable adjacent to the syllable of English primary stress.
The adjacent syllable was again more influential than the

cognate's primary stress only for irregular words.

The "other" column scored low, because of the absense of
any particular interference problem, and because most of the
"other" syllables come after the syllable of the cognate's
primary stress. Syllables after primary stress are totally
unstressed in Portuguese, and the Brazilian students have shown

‘an avoidance of late stress in English (see 4.3.3.).
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The above statistical evidence implies that the advanced
Brazilian learner of English is well aware that English and
Portuguese cognates frequently have different stress patterhs.
When in doubt about the stress of an English cognate, the most
common strategy seems to be that English stress is different'g.
and cannot fall on the syllable of Portuguese primary stress,

so it probably falls on the syllable of Portuguese terciary.

This strategy, operative only where Camara's and Matos'
rules for terciary stress coincide, causes (1) incorrect stress
placement for words with stress identical to that of their -
Portuguese cognates, (2) incorrect stress placement for'words
with totally different stress patterns, and (3) correct stress
placement for words whose. primary stress falls on the
syllable'of the‘Portuguese cognate's terciary stress. ‘This last‘
group of words is the only one whlch causes less dlfflculty

than the words with no cognate at all.

Besides avoiding the stress pattern of the Portuguese
cognate, the Brazilian students also seem to avoid stress on
the syllable immediately preceding that of Portuguese primary
stress. This is probably due to Matos' rhythm of stress-weak-
stress-weak. For the Brazilians who follow this rhythm in
Portuguese, a very difficult syllable to stress in English
would be the one between the strong.stresses, or before the

primary stress in Portuguese.

It is interesting to note, however, that this tendency
is weaker for irregular words. A probable explanation is that
students frequently sense or remember that these words are
irregular, and for this reason deliberately stress the most

unlikely syllable.

These conclusions support both Matos and Cintra's
statements and Terzi's conclusions. English words with
different stress patterns from their Portuguese cognates do
cause difficulty, as predicted by Matos and Cintra. As Terzi
claimed, however, there is little or no direct transfer,
either positive or negative, of the primary stress of the
Portuguese cognate. The most common type of cognate transfer
is the type mentioned by Matos and Cintra, from Portuguese

terciary to English primary stress.



4.3.3. Predominant Stress Patterns of English

Another factor mentioned by Matos and Ciﬁtra as .
influencing stress placement is the préssure of the predominant
streés pattern of three and four-syllable English words (1966: .
31-2). They give initial stress as a common stress pattern for
three-syllable words; but it is not clear to which pattern

they are referring for fourfsyliable_words.

The table éf‘examples given by Matos and Cintra includes
all four possible stress patterns for four-syllable words
because it does not sepérate the varibus typeslof errors
mentioned in the article. Eliminating the words which fit into
error categories other than that of influence of the ‘
predominant stress pattern, we are left with elevatox,
dif§ilculty, responsible, and oblLigatony. From these examples it
is assumed that they are,spéakingtof penultimate and
antepenultimate as the predominant stress patterns of four-

syllables woxrds.

To see if the influenée of the predominant stress
patterns is actually causing errors, the syllable distribution.
of incorrect stresses was calculéted. Table d and Graph 1
represent the number of errors which fellvon each syllable
divided by the number of responses for words containing that
syllable as a possibility for error (excluding the responses
for those words whose correct stress falls on that syllable).
The resulting percentages are given separately for each number

of syllables and for regular and irregqular words.

The syllable distribution of incorrect stresses confirms
the predominance of errors on .the initial syllable of three-
syllable words as suggested by Matos and Cintra. However, the
two syllables which received the most incorrect stresses:for
fbur—syllables words were antepenultimate and pre-
antépenultimate rather than antepenultimaﬁe and penultimate.
Moreover, a quick look at the graphs shows that the predominant
errors for three and four-syllable words are part of a broader
tendency of stressing syllables toward the beginning of the
word. )

This tendency becomes even more apparent looking at

the distribution of incorrect stresses in relation to the

correct stress. Table 8 and Graph 2 classify the incorrect‘
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GRAPH - 2

DISTRIBUTION OF INCORRECT STRESSES IN RELATION TO CORRECT STRESS
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stresses as falling one, two, or three syllables before or
after the syllable of correct stress. The percentages again
represent the number of errors in each category diviaed by the
. number of responses_for words containing that syllable as a
possible place for error. Regular and irregular wbrds are

separated as before.

Graph 2 Shows,:for both regular and irregular words, a
steady progression from almost no errors on the third syllable
after the syllable of correct stress, increasing gradually up
to the syllable of correct Stress_and\by greater margins before
that syllable, until reaching the third beforencorrect stress,
which incorrectly received stress in over 50% of the responses.
This is a clear indication that an important,cauée of errors
by advanced Brazilian students of English is their preference

for early word stress.

These two syllable distributions of incorreét stress
indicate that Matos and Cintra were on the right track when
they spoke of the influence of the predominant English stress
patterns, but their idea can be carried a step farther.
Initial stress is a very common stress pattern of three-
syllable words in English. Four-syllable words vary a bit more
in their patterns. But what is important for the advanced
Brazilian learner of English is that English, in general, has
much earlier word stress than Portuguese, which is limited to‘

the last three syllables.

Rather than over-generalization of two or three .
particular stress patterns, the problem here is an
overgeneralization by ‘the Brazilian learner of the English
tendency for early word stress. The resultiné strategy is to
stress, when in doubt, the earliest syllable of the word which
sounds acceptable to the learner's ear. This means, of coufse,
that the farther from the beginning a word's correct stress is
located, the more difficulty thét word can be expected to cause

among advanced Brazilian students.
4,3.4. Initial Vowel or Consonant.
The author noticed during the tabulation of errors what

seemed to be a disproportionate number of errors occurring on

initially-stressed words beginning with a vowel such as



Lmpudent, If the initial vowel were responsible for these
errors, it would have a logical explanation in the native
" ‘language. Although it is possible to stress an initial syllable.
beginning with a vowel in Portuguese words of three or fewer
syllables, Mattoso Camara states that, in longer words, an
initial syllable beginning with a vowel is noticeably weaker
in stress than an initial syllable beginning with a consonant
(1970: 48). |

To check on the influence of initial vowels on the
Brazilian learner's placement of English stress, the test
words were classified as beginning with a vowel or a consonant}
and as having initial, second-syllable, or third-syllable
stress‘(there were no four—syllablevtest words beginning.with
a vowel). Table 9 shows the percentage of correct responses in

each category.
TABLE 9

CORRECT STRESSES OF WORDS WITH INITIAL VOWEL OR CONSONANT

INITIAL V INITIAL C  TOTAL
INITIAL STRESS 53% 77% - 71%
2ND SYL STRESS 78% 69% 71%
3RD SYL STRESS . 51% ‘ - 60% 58%

o

It can be seen here that where having an initial vowel
or consonant makes the biggest difference is with the initially
stressed words. Those beginning with a vowel scored 24
percentage points lower than those beginning with a consonaﬁt,
indicating a tendency for the Brazilian students to give weak

stress to initial syllables beginning with a vowel.

. Those words with‘third—syllable stress showed similar
resﬁlts, although the difference was smaller. The words with an
initial vowel scored 10 percentage points lower than those withﬂfi
an initial consonant. Since primary stress on the third -
syllable in English.usually impliés terciary stress on the
‘first éyllable, these results also indicate a tendency for the
Brazilian students to give weak stress to initial syllables

with initial vowels.



. : Y

The results for the words with second syllable stress,
as would be expected,were just the opposite. Here the words
with an initial vowel scored 10 percentage points higher than
those with an initial consonant, indicating once more a
tendency for weak stress on an initial syllable beginning with
a vowel (most words in English with primary stress on the
second syllable have weak stress on the first) and a stronger

stress on the following syllable.

The above results indicate that the first letter of an
English word has a considerableveffectvon the stress placement
the Brazilian student will give that word, due to native
language transfer. Aé in Brazilian Portﬁguese an initial s
syllable beginning with a vowel norﬁally has a weaker stress
than the following syllable, the Brazilian student of English
tends to avoid an initial strong étreSS'(primary or terciary)
on words beginning with a VOwel, fhis is a strategy which cau
causes many errors when in conflict with stress-placement

rules.

4.3.5. Vowel Quality and Consonant Cluster in Stressed Syllables

Sylvia Terzi noted the tendency for Brazilian students
of English in the early stages of learning to stre$s syilables
with the vowels /€/ or /o/ causing errors such as‘inéécté(l977:
62) {18 and 1later to stress syllables containing diphthongs
causing errors such as femonade (1977: 64). The fifst of these
tendencies would be due to direct transfer from the native
language,since these two vowels are always stressed in
Brazilian Portuguese. The second would be an overgeneralization
6f the target language, since tense vowels play an important

part in the placement of stress in English.

To discover whether these tendencies persist with
advanced students, the percentage of correct answers was
calculated for words containing /e/ oxr /o/ in the stressed
syllable and for words containing.a diphthong in the stressed:
syllable. These were then compared with the percentages for
words containing lax vowels, those containing consonant

clusters, weak syllables (those containing a lax vowel and no

(16) Terzi erroneously included syllables containing /a/ with
those containing /e/.



consonant cluster), and strong syllables (thoseccontaining a

tense vowel or consonant cluster). These percentages are listed

" in Table 10. -
TABLE 10

INFLUENCE OF SYLLABLE QUALITY

STRESSED SYLLABLE $AGE CORRECT ANSWERS

/€/ 6r /o/ ' v 72.1% .-j

DIPHTHONG o 62.0% (70.3% without
"LAX VOWEL : 69.93 Rule 9)
 CONSONANT CLUSTER - . 67.7%

WEAK SYLLABLE - | 70.8%

STRONG SYLLABLE . : 65.5% (68.6% without

Rule 9).

At an advanced stage of learning, overgeneralization sf
the target language (i.e. success where the stressed syllable'
csntains a diphthong) would be expected to be greater than
transfer from the native language (i.e. success where the
stressed syllable contains /€/ or /o/. However, the percentages
above show just the opposite; the highest scores were for

stressed /e¢/ or /o/, and the lowest were for stressed

]

“~

diphthongs. o

Looking back over the rules, it was seen that the low
scores for Rule 9, caused by the avoidance of final stress,
were responsible for the low scores for stressed diphthongs,
~and, therefore, also for stressed strong syliables. Excluding
the words from Rule 9 brings the pegbentage for stressed
diphthongs up to 70.3% and for stiessed strong syllables-up to
68.6%. ' '

Counting the adjusted scores for stressed diphthongs and
for stressed strong syllables, there is only a variance of 4.4%
between the highest and lowest percentages, indicatihg a lack

of preference for stressing any particular syllable type.

The error check showed similar results. Ihcorrect
stresses were distributed fairly equally among the various

~syllable types: 30% falling on syllables which were pronounced



with tense vowels, 37% on syllables pronounced as weak
syllables, and‘33% on syllables with consonant clusters. Of

‘the incorrectly stressed weak syllables,'only'25%'contained'/e/
or /o/ (see Appendix 8 for distribution of errors).

The conclusion from the above is that advancedABraZilianv
"students of English have no general strategy for stressing a
‘particular syllable type comparable to the rules that Terzi's
subjects evidently hypothesizedQ o

4.3.6. Verbs with a Tense Vewel in the Final Syllable.
Although it was shown above that syllable quality is not
a factor in general stress-placement strategies, it may play a

part in more specific contexts.

Matos and Cintra (1966: 115) speak of the transfer of
Portuguese primary stress in suffixes, and give as examples the
- Portuguese verbs economizar, separar, and dsatisfazer, which |
supposedly cause erroneous final stress in economize, separate,
and 4atisfy. Kingdon (1958: 100)‘says that students of English
in general frequently stress the suffix -{ze as in économize.
The impression given by the responses of the Brazilian students
in this test is that these errors are part of a broader -
tendency to give final stress to verbs with ‘a tense vowei in
the final syllable. This tendency was noted not only in the

verbs themselves, but also in derivatives of these verbs.

In fact;-this stress pattern is frequent in diSyilabic
verbs with a tense vowel (see SPE.V.Z.-in'Chapter Three))
particularly'ianritish English. Furthermore, verbs of this
. pattern are freqﬁent in,besie'English'voeabtlary——twenty—two-
appeared in Barnard's "A 'First Thousand' Word List of 1,000
‘Words" (1971). Of the sixteen rules in the,test for Brazilians,
only Rule 13 was represented by more words of this list than
‘was the verb pattern SPE.V.2.. However, in verbs of three or
more syllables, Rule 3 is generally applled to glve
-antepenultimate stress.

To verify the strength of this tendency, a list was made
of the verbs in the test with a tense vowel in the final
syllable and the derivatives of such verbs (see Appendlx 9).

The intention was to compare first the average percentage of
_ correct answers of those verbs which have final stress with



the average of those having another stress pattérn, then the
average of the derivatives which have stress on the final

syllable of the verb with those having another étress patterh.

The comparison of derivatives showed a considerable
difference —78% correct answers for the derivatives stressing
the final syllable of the verb compéred to only 50% for the
derivatives with another stress pattern. This comparison was
not possible, however, for the verbs. With the exception of
ascentain, which should take final stress but received a
majority of penultimate stresses because of analogy to the word
certain, all of the test verbs in this category take
antepenultimate stress. The average percentage for these

antepenultimate-stressed verbs was 74%.

This comparison was followed up by a classification of
errors for those verbs and derivatives hot stressed on the
.final syllable of the verb. Of all incorrect responses counted
for the verbs, 72% stressed the final syllable of the verb. Of
the incorrect responses for derivatives, 78% stressed the final

syllable of the deriving verb.

The above evidence leaves little doubt that a frequent
strategy of advanced Brazilian students of English for the
stress assignment of verbs and their aerivatives is to stress
the final syllable of the verb if that syllable contains a
tense vowel. This usually leads to correct stressfplacement
| when the verb has only two syllablé% and the suffix is weak.
However, it often leads to incorrect stress placement when the

verb has more than two syllables or when the suffix is strong.
4.3.7. Terciary Stress

The influence of terciary stress has been noted by
Augostinus Staub and by José Pinheiro de Souza. Souza predicts
that the Portuguese speéker "will give strong stress to |
secondary or terciary stresses and will not.give the fﬁll
- length which is due to the English primary stress" (1969%: 110).
* Staub states that since terciary stress is absent in Portuguesen
(it is not distinctive, but a sort of terciary stress does
‘exist), English terciary stress, when it precedes primary
stress, or when it follows and is contiguous, will be reduced

to a weak stress. When terciary stress follows primary and is
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" not contiguous, it will be switched with the primary, causing

errors such as estimafted (Staub: 122-3).

Since this study deéls only with wrong placement of
primary stress, the switching'of primary with terciary was
checked, but not the reduction of terciary. First all words
with both terciary and weak stresses were listed (see Appendix
10). Then the errors were classified as falling (1) on the
syllable of terciary stress, with subcategories for terciary
before or after correct primary; or,(2) a syliable of weak

stress, with subcategories for the number of syllables before.-

or after correct primary.

The total in each category was then divided'by the
number of responses in which such an error could have been made
(i.e. including only responses for those words which contain
the éyllable in question, and excluding responses which were
disqualified for wrong segments). The.resulting éercentages can

be compared in Tables 11 and 12.
TABLE 11

ERRORS ON SYLLABLE OF TERCIARY STRESS

BEFORE 1°%%Y AFTER 1%%Y - TOTAL
ERRORS | 229 183 412
RESPONSES COUNTED ‘ -
(POSSIBLE ERRORS) 716 1098 1814
BT )
PERCENTAGE
(RATE OF ERROR) ' 32% 17% , 23%

TABLE 12

ERRORS ON SYLLABLE OF WEAK STRESS

BEFORE 1°YY AFTER 12%Y TOTAL

2 SYL 1 SYL |1 SYL 2 SYL -3 SYL

' ERRORS 3 82 135 1 0 221
RESPONSES COUNTED 61 889 | 1514 140 = 282 | 1814
(POSSIBLE ERRORS) . | -
PERCENTAGE 5% 9% 9% 1% 0% 128

(RATE OF ERROR)
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A glance at the total percentages shows nearly twice the
rate of incorrect stresses on the syllables of terciary stress
as on the syllables of weak stress, supporting the claims of

Souza and Staub.

This bécomes even more significant when fhé particular
syllables of terciary stress are compared.with the
corresponding syllables of weak stress. In twenty-one of the
twenty~four words in which terciary stress precedes primary it
occurs exactly two syllables before primary. Among the weak-
stressed syllables occurring two syllables before primary, .
there was only a 5% rate of error, compared to a 32% rate for

the terciary-stressed syllables.

‘Similarly,in all thirty-six words in which terciary
stress follows primary stress,it occurs two syllables'after it.
The weak-stressed syllables occur%ing two syllables after
primary show an error rate of less than 1%, compared to a 17%
rate for the terciary-stressed syllables. It is clear that the
Aterciary stress is an important cause of errors made by the

advanced Brazilian students of English.

A further look at the tables will show, however, that
.Staub was not entirely correct in his predictions. He spoke of
the problem of switching primary with terciary stress only
where terciary stress follows primary, presumably because this"
is compounded by another problem he mentions, the fact tHat
"not more than two weakly stfessed.syilables can follow a
stressed syllable in Portuguese” (Staub: 122). As can be seen
above, not only is the switching problem not limited to
terciary stress which follows primary, but it actually causes a
higher percentage of érrors, with advanced students, where the

terciary stress precedes the primary.

. The inconsistency of these results with Staub's
predictions is probably due to the fact that the predictions
were based on contrastive analysis. It is quite probablekthat
Staub's predictions would be proven correct in a test of
beginning students, whose errors would be tdvaggreater extent
caused by native language transfer. However, as this advanced
level,it has been shown (see 4.3.4.) that there is a high
degree of overgeneralization of the English tendency for early
stress. This explains the fact that the percentage of errors

where térciary stress precedes primary is almost twice that of
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errors where terciary follows primary..

It is clear that the confusion of terciary and primary
stress is a significant problem among advanced Brazilian
students of English. The confusion probably originates as a
perceptual problem caused by a subtle difference between the
two languages. The fact that the nearest equivalent of English
terciary stress is somewhat weaker and not distinctive
frequently causes English terciary to be perceived as equal to

primary.

Where a word to be pronbunced or a word to whiéh'andlogy
is being made has been previously heard and pefceived as having
two stresses, the strategy of an advanced student will most
often be\one based on target language overgeneralization
—to give primary stress to the earlier of the two syliables.
Occasionally the advanced speaker will étill ﬁse a strategy
based on native language transfer—to stress the later
syllable. Both of these strategies frequently lead to the error

of switching primary and terciary stresses in English.

4.3.8. Derivatives

An interesting tendeﬁcy noted during examination .of the
errors was that of indiscriminately maintainihg the stress |
pattern of the root word in the pronunciation of derivatives.
This led to a score of 90% correct responses for Rule 13, which
deals with weak suffixes, and was the most consistently applied
of all the rules. However, it also apparently led to many
errors among the other rules, especially where stress was also

incorrectly placed in the root word (see 4.3.6.).

To see to what extenf the weak suffix rule was
overgeneralized, a list was made of all test words derived from
other English words (see Appendix 11), and this list was
divided into three groups: (1) those with the same stress
pattérn as the root word, (2) those with a different pattern,
and (3) those with alternative root word patterns. The third
group included four derivatives whose root word had two
possible stress patterns, and one word which could be
considered a derivative of either of two root words, each

" having a different stress pattern.

" The first check made was based on- the supposition that,
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if Brazilian students over-qeneralizehthe weak suffix rule,
then derivatives which maintain the stress pattern of their
root word should be easier than those which do not. The average
’percentage of colrect answers was calculated for each of the
three groups of derivatives, resultlng in (1) 69% for
derivatives with the same stress pattern as their root word,
(2) 60% for thosewith a different stress pattern, and (3) 74%
for the five words wlth two possible stress patterns for the
root word

_ The fact that the derivatives with the same pattern as
their root word scored only nine percentage p01nts better than
those w1th a different pattera, and the fact that the
derlvatlves with alternative root word patterns scored-the
highest of the three groups, leave the results of this check
inconclusive. ' ' '

"Pursuing the question'fufther, a check was made on the
types of errors made for the words with a stress pattern ’ v
different from that of the root word. The incorrect stresses of
- this group were classified (see Appendix Ii)as falling on the
syllable of the root word's stress, or on any'of'one,ttwo, or
three other possible syllables for error, depending on the
length of the word. The rate of error for each category was
calculated by dividing the total number of errors of that
category by the number of pessible errors (i.e. the total
number of responses counted for every'word containing that
‘particular syllable). The totals and error rates for each
category can be eempared in Table 13. '

TABLE 13

DISTRIBUTION OF ERRORS FOR DERIVATIVES
WITH DIFFERENT STRESS PATTERN FROM ROOT WORD

SYLLABLE :OF ERROR

ROOT'S 1sT

G 3RD ALL

STRESS  OTHER . OTHER  OTHER
N® ERRORS . 285 48 - € - 0 54
W RESPONSES 737 705 4570 . 60 705

WaTE OF ERROR ~ .33% 7% .18 0% 8%
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It can be seen here that the stressed syllable of the
root word had a rate of error over four times that of the three
other syllablesccombined. There is little doubt that an
important cause of error is the stress pattern of the foot word

of derivatives.

By previous C.A; theory,~the.weak suffix rule should be
pafticularlyvdifficult for Brazilians because there are no weak
suffixes in Brazilian POrtuguese. However, for this very reason
the weak suffix rule evidently attracts the attention of .the
Brazilian student, who fails to notice the cases where the root
word's stressis not maintained, and dgeneralizes the rule as )

being applied to all derivatives.
4.3.9. Summary of General Prediction Strategies

Of the eight factors'checked in this study as being
possible infiuencing factors in English stress placement by
advanced Brazilian students, only one; the quality of the:
stressed syllable, was shown to be entirely without influence.’
If ﬁative language interference causes incorrect streseing of

-syllables containing /e/ and /o/. among beginners, as Terzi
concluded, this is no longer a problem'by the time students
reach a more .advanced level. Target language overgeneralization
of stress on strong syllables does not seem to be a problem at

this level either.

e

Another factor, found to be of only minor influence,bis
the number of syllables. At an advanced level, the difficulty
of learning or applying a stress-placement rule does not appear
to. be affected by the number of syllables the word contains.
However, the number of syllables does seem to affect stress

placement in item-learned irregular words.

The six remaining factois were all shown to have
considerable influence in forming learners'’ strategies. Three
are'examplee of target language transfer, one is a combination
of native and target language transfer, and two are examples of

native language transfer.

The first of the target language factors is the
predominant tendency of early stress in English. It is very
noticeable to the Brazilian learner of English that stress

placement is.usually earlier than it is in Portuguese, where it
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only occurs on the last three syllables. This tendency is
greatly overgeneralized by the advanced student, who thus
follows a general strategy of stressing the earIiest syllable
which sounds acceptable to his ear. The result is a great deal
of difficulty with those rules which stress the later
syllables of the word, and relative facility‘in learning the

rules which stress the earlier syllables.

The second target language factor is the influence of
the root words on their derivatives. This is another example of
a phenomenon which is so different from anything that occurs in
~Portuguese, that it attracts the attéhtion of the Brazilian’
student, who then makes both correct and incorrect analogies.
Weak suffixes in English do not change the stress pattern of
the’roof word. However, many advanced students do not
distinguish between fhese and the strong suffixes, and
indiscriminately follow a strategy of maintaining the root

word's stress in any derived word.

The third target language factor is a tense vowel ih the
final syllable of verbs. Aithough in most cases the advanced
Brazilian student of English will choose, when in doubt, to
stress a syllable early in the word; when a verb contains a
tense vowel in the»final syllable, the strategy is to stress
that tense vowel. This strategy being linked with the previous
one, he also stresses this tense vowel in derivatives of these

verbs, whether or not the derivative ends in a weak suffix.

The fourth factor, due to both target and native
language transfer,is English terciary stress, which, because it
is stronger than the Brazilian terciary or "strongest weak"
stress, is easily perceived as primary.'This interferes with
the learning of stress placement of individual words, and latér'
of rules, as analogies and generalizations are made. When |
primary and terciary stress are perceived as having equal
strength, either one can be chosen as primary. At an advanced
' level, the more frequent strategy is to choose the earlier
syllable, as a result of the overgeneralization of the English

tendency for early stress.

'.The first native language factor is the cognate's stress
pattern. It was shown that advanced Brazilian students of
English do not generally transfer the exact stress pattern of

the Portuguese cognate to the English word. They do quite
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frequently, however, apply the strategy of giving primaryA
stress to the syllable of the English word which corresponds to
the syllable of terciary ("strongest weak") stress of the

Portuguese cognate.

5

" The final influencing factor, initial phoneme of the
word, is alsoa case of native language transfer. In Brazilian'
Portuguese there is a tendency to give a weaker stress to
initial syllables beginning with a vowel than to initial
syllablesvbeginning with a consonant. This tendency is
" transferred directly to English, causing the strategy of L
avoiding primary or terciary stress on the first syllable of

words beginning with a vowel.

The six strategies mentioned here, the result of both
native ahd targét language transfer, will be shown in the next
section to interact with each other and with the learning and
applying of the stress placement rules tested. These are the
strategies which appéared-to afféct the learning and
application of the rules tested in this error analysis. As ‘the
rules tested are, by no means, the only English stress rules
applied by native speakérs, these strategies are certainly not
the only ones followed by advanced Brazilian students'of
English. Others will no doubt appear in future studies of this_ .

nature.

4.4, Effect of Strategies on Rule Learning and Application

As mentioned in the beginning of the previous section,
the strategies shown heré to be followed by advanced Brazilian
students of English are not applied consistently as learned.
rules. They are "feelings" the students have about the new
language or habits carried over from the old language. These
"feelings" or habits make the learning of the rules of English
easier or more diffiéult; and they are followed in place of a
particular rule when that rule has not been thoroughly learned,

~or when a word is not correctly identified with the rule. The
rules tested are reconsidered below in light of these
strategies. In some cases the percentage of correct answers is .
not considered an accurate appraisal of the difficulty of the
_'rule, because one of the strategies has affected the percéntage

of one or two rather atypical words.
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Rule 1, which assigns stress to the final syllable of
“verbs ending in a consonant cluster, is not an 1nherent1y
difficult rule, although it scored fifth in difficulty. It is a
rule which is most likely learned relatively early in the -
‘course of English language study. The problem is that it 1sl
contrary to a very strong tendency of the English language for
stress near the beginning of the word This tendency becomes a
strategy of the Brazilian student of Engllsh after he has been
exposed to a wider vocabulary. He then begins to doubt the
correct hypothesis formed earlier, and, when confronted with a
strange word, will often prefer to apply the strategy of early

stress, Wthh has a much larger 1nput to back it up.

Rules 2 and 3, which stress the antepenultimate syllable
of certain nouns, verbs, and adjectives, proved to be
comparatively easy rules, due to the same strategy of early
stress placement. All words tested were trisyllabics, meaning
they all receive stress on the first syllable, in harmony with
the strategy of early stress placement. This strategy makes‘the

"rule quite easy to learn,vand probably accounts for correct |
. stress given by a few students who have not learned the rule.

Although the two rules are similar, there are three
reasons for the lower score of Rule 3. The fact that nouns and
verbs'mcst'often»take a terciary stress on their final syllable,
where adjectives usually take a weak stress, leaves Rule 3 more
'vulnerable to the confusion of terciary»and primary, which in
some cases causes final stress. Another reason for the same
error is the strategy, totally inCompatible with this rule, of
.giving final stress tovverbs with a tense vowel. Azurite, and
to a lesser extent JLnquiline, were evidently affected‘by the
strategy of giving weak stress to the first syllable'cf words
| beginning with a vowel. The partlcularly low score of azunlte,
‘an atyplcal word,probably made the rule ‘seem sllghtly more
difficult than it is.

‘Rule 4, which deals with WOrds5endrng in —iVn(C), was"
the second highest scoring rule, in séite:cf the interference
of three of the student strategies. Thgﬁearly stress strategy
' was again a negative influence here, slnce/all but one
‘incorrect responses stressed'syllablesfbef@re the syllable of
primary.stress. In the words centurdion and Luxuriance, this
strategy worked together with the'VStgategy of maintaining the
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stress of the root word, both century and-fuxury taking primary
stress on the initial syllable. Finally, {ignomindious, the only
word receiving incorrect stresses on the second éyllablé, was
affected by the strategy of avoiding stress on initial vowels.
This was the only really low-scoring word; without it, this
rule would have scored much closer to the percentage of Rule

133

Rule 5, which assigns stress in words ending in ¥an(C),
scored only two pefcentage points lower than Rule 4. This rule
was most affected‘by the joint interfgrence of the strategy of.
streésing the final syllable of verbs with a tense vowel in
that syllable and the strategy of maintaining the stress of the
root word. Most errors for the verb pe@petdate were in stressing
the finai syllable; all -errors for 4ssuance were in stressing
the final syllable of the verb <s8ue; and the errors for
,conétituenté'weré split'betWeen maintaining the correct stress
of the verb constitute - andi' stressing the final syllable of
this verb. The errors for (ssuance could also héve been caused
by the strategy of giving weak stress to initial vowels; and
the errors on the first syllable of constituents, the lowest-—
scoring word, could have been caused by the strategy of
stressing the syllable of terciary stress in the Portuguese
. cognate. As many words stressed by this rule are formed from
verbs with a tense vowel in the final syllable, the first two
strategies mentioned here can be expected to interfere
frequently with this rule. The number of errors for
constituents and possibly for Lssuance, hoWever; nost likely

made the average percentage lower than the rule deserved.

+

Rule 6,‘which assigns stress in words ending in -iC_,
of average difficulty, was again affected somewhat by the early
stress sﬁrategy,_thirty—one out of forty-five errors stressing
syllables before the syllable of primary stress. Comgétibze,
the lowest scoring word, was probably affected also By'the-
straﬁegy of stressing the syllable of terciary stress of the
Portuguese cognate comestivel. Indemnify, the only word with
incorrect final stresses, was affected by the strategy of |
stressing the final sYllable of verbs with a tense vowel in
that syllable. To compensate for thesevtwo effects, many
correct stresses of indemnify and acquisitive were probably
" caused by the strategy of avoiding heavy stress on initial

vowels. With positive transfer compensating for the negative,
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the average perCentage for this rule can be considered valid.

Rule 7,ywhich assigns stress in words ending in 7uC__,
although very similar to ruie 6, was not very much affected by
the early.stress tendency. Rather, the erred stresses were
drawn to the syllable containing the u, immediately after the
syllable of primary stress. This only occurred, however, in the
two derivatives of verbs with final -ufe and in the word
impudent. The stresses on the u of contributors and attribuztive
were due to the sﬁrategies,of stressing the final syllable of
verbs with a tense vowel in that syllable and of maintaining .
the stress of the root word. Attnibutkve was less affected by
these two strategies, because of the positive effect of the
strategy of giving weak stress to initial vowels and the
strategf'of stressing the syllable of the Portuguese cognate's
terciary stress._The strength of Qhe verb strategy and the root
'strategy can be seen in the two exceptions—they caused the
' same errors in the word persecutor and the high score of the

word fnclusive.

The word meudeni is a singular case, the number of
efrors probably due partly to the strategy of giving weak
stress to initial vowels and partly to analogy to the word
imprudent (in fact, some students read it as such). The:
highest-scoring word, trucufence, was vulnerable to none of
the strategies causing errors, but received the positive
effect of the strategy of stressing the syllable of the
Portuguese cognate's terciary stress. Without the low score of
impudent, the rule average would have been much closer to that

of Rule 6.

Rule 8, which assigns stress to derived nouns and
adjectives ending in a consonant cluster plus a monosyllabic _
formative with a lax vowel, was most affected by the strategy
of'early stress, most errors stressing the previous;syllable.
The .rule proved to be of medium difficulty, and the exceptions
scored high due to the fact that they receive stress on the
first syllable, and to the positive effect of the'strategy of
stressing the syllable of the Portuguese cognate's terciary
stress.

Rule 9, which stresses the final syllable of words

ending in -ee, etc., is extremely difficult because it is

totally contrary to the strategy of early stress and because
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this group of suffixes constitutes an exception to the well-
learned Rule 3. Working together with Rule 3 and the early

stress strategy is the strategy of giving primary stress to the.
first of two heavy stresses. The word absentees may have been
further complicated by the strategy of giving weak stress to

initial vowels, bringing down the over-all average for this

rule.

Rule 10, which assigns penultimate stress to words
ending in -{¢, etc., was most affected by the early stress
strategy, working together in the three longer words with the
strategy of giving primary stress to the first of two heavy- h
stressed syllables. The average percentage would most likely
have been slightly lower for this rule without the positive
effect of the initial vowel strategy on the word admonish,

which scored 93%.

Rule 11, which assighs antepenultimate stress to words
ending in -exry, eté., received incorrect stresses at both the
beginning and the end of the word. The stresses at the
bgginning of the word were causéd,by the strategy of early
stress, working together in the two fiveésyllable wofds with
the strategy of giVing primary stress to the firsE of two
heavy stresses. The final stresses‘of»Lnie&ca[ate.andvngpaobaie
were caused by the strategy of giving final stress to verbs
ending in a syllable with a tense vowel. The only word with
many errors not attribﬁtable to one of the six studént
strategies was {nodorous. This appears to be one of the few
cases in which the stress pattern of the cognate‘was
duplicated; this probably made the rule's averége lower than it

1

should have been.

Rule 12, which assigns preantepenultimate stress to
WOrds ending in -4{tonry, etc., received tﬁe positive affect of
the early stress strétegy, particularly in the fourjsylléble
words predatory and pulmonary. The positive effect of this
strétegy was neutralized in percolator by the strategies of
stressing tense vowels in the final syllable of verbs and
maintaining the root word's stress. The effect of these thfee
strategies was counteracted in the word intricacy, by the
strategy of giving weak stress to initial vowels. There were
also a few errors caused by giving primary stress to the
second of the two heavy stresses. The word Aintrdicacy made the

rule average lower than it should have been.
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. Rule 13,.which maintains the stress of the root word in
derivatives with weak suffixeé, was the highest scoring of the
sixteen rules. It has already been seen that this rule is so
well learned that it is genéiglized tdvinclude almost any
suffix. The only suffix which evidéntly wés not recognized as a
weak suffix was -ment, causing guite a few errors for the'wOrd

devifment.

Rule 14, which assigns stress to leérned words of Greek
origin, waé evidently recognized as a rule dealing with words
of foreign origin, these words being therefore more strongly
identified with their Portuguese cognates. Instead of the -
application of one of the six usual strategies, the majority of
the errors for all six words were due to a direct transfer of
the Pdr%uguese cognate's stress pattern. This was the only rule

for which this occurred.

Rule 15, which adds a suffi; to words of Rule 14, scored
slightly better than the previous rule. The most likely
explanation is that with the addition of the suffix, the words
are less similar to their Portuguese cognates, eliminating the
direct transfer which occurred in the previous rule. 0Of the
three words having the same stress pattern as their cognates,
only autonomous scored higher than the average for this rule;
this score of 100% was probably due more to the initial‘VOWel

strategy than to cognate transfer.

The most common cause of error here was a combination of
the early stress strategy with the strategy of maintaining the
root word's stress. In the word paralysis, the latter of these
was combined with the strategy of stres$ing a tense vowel in
the final syllablé of Qerbs. This strategy for verbs was also
responsible for the errors of the word geologize. As the verb
strategy is not applicable to many words‘pértaining to'this _
rule, the average percentage is probably slightly 1ower,£han it

should be,

Rule 16 is the second most difficult rule. This is nof
due to any of the six usual strategies; the rule deals with
compound words, which are evidently approached by the Brazilian
students in an entirely different manner. The reasonsZfor the
difficulty, already déalt with in 4.2., are the Portuguese ‘

stress patterns for compound words and for sentences.

0f the six strategies, the most important,having both a

\
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- positive and negative effect on the learning and .application of
" the rules, is the strategy of early stress. Since this strategy
is a true tendency of English, the problem is to limit this

strategy without discouraging .it.

The ne&t mos t frequently applied strategy, that of
avoiding stress on initial vowels, does no£ affect the learning
of anyiparticular rulé, but often interferes and occasionally
aides in the application of the rules. As this is a native
language habit and not a tendency of the English-language,.it
must be pointed out that the initial vowel has no effect in

'English and must be ignored.

The third most important strategy is £hat of stressing a
final ténse vowel in verbs. Although this is a target language
strategy, its effect was mostly negative in this test. It is
very important for the students to learn that this stratégy is
valid énly for disyllabics, and that even these have many

exceptions.

The fourth most important strategy, oftén applied
together with the previous one, is that of maintaining the
stress of the root word. The students must learn which are the
weak suffixes, turnihg this error-causing strategy into '

B

productive rule application.

The switch of terciary with primary and transferring the
terciary of the Portuguese cognate had abqyt equal effect. The
former can be controlled by intensive recognition exercises to
distinguish between these two levels of stress. The latter, it
is hoped, will diminish in effect as the rules are

systematically practised.

4.5, Conclusions

In the error analysis, éarried out in this chapter, of
the stress placement of advanced Brazilian students of English,
a hierarchy of difficulty of the rules has been established,
six inferfering prediction strategies have beentdiscovered, and
the effect of the strategies on the rule learning and

application has been discussed.

It has been seen that the hierarchy of difficulty,
" although it gives a general idea of where the problems lie, is

far from totally reliable. Several rules scored lower than they
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might have because of peculiar problems of one or two wofds
which are not typical of those particular rules. This was the
case of the word {mpudent of Rule 7, which scoﬁed only 13%,

probably mostly because of analogy to the word menudent.

On thé other hand, some rules scored high, due more to
the application of general prediction strgﬁegieé tHan'to a
knowledge of the ruleé. Rule 13, for examéﬁe, which deals with
weak suffixes, scored 90% correct responses. However, it was
seen that most of'the students do not know which suffixes in
English are weak, and maintain the root word's stress in many. .
derivatives which have strong suffixes. It cannot be said,
then, that this rule has been well-learned, as learning a rule
includes learning its limitations. Rather, the pattern of Rule
13 has bécome a general prediétioq strategy, applied where the
correct rule is not known. X ' ' |

It has also been seen that,even where a rule's
difficulty is adequately assessed, it is not generally
explicable solely by the nature of the rule or by a comparison

with the native language.

If the difficulty of the rules were explicable solely by
the nature of the same, then two similar rules should receive'v
similar scores, as in the case of Rules 4 and 5. Words stressed
by Rule 4 end in —iVn(C); those stressed by Rulé‘5'have the '
same ending with u in place of 4. The scores were 85% and 83%
respectively. However, Rules 6 and 7 differ in the same letter,
applying to words ending in -iC__ and -uC__ respectively. Rule

6 scored 74% and Rule 7 scored only 58%%

It happens that' the difference of one letter is
sufficient to cause application of different prediction
strategies, which is what occurred in béth pairs of rules.
Probably by coincidence, the magnitude of effect of the
strategies interfering with Rules 4 and 5 was about the séme,
whereas Rule 7's strategies had a much greater effect than

those of Rule 6.

~ 0Of all sixteen rules, the only rule which seems to be
explicable by a mere comparison with the native language is.
Rule 16, which assigns the stronger stress to the first element
of compound words. Portuguese compounds have the opposite
- pattern., which is reinforced by the stress pattern of

Portuguese phrases, making the English stress‘pattern for
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compounds extremely difficult to learn or to apply consistently.

Being neither reliable nor self-explanatory, a hierarchy
of difficulty is of little use by itself ih'understandihg the
~problems of Brazilian students in English word-stress
‘piaCementa The students' general prediction strategies.are
necessary to point out where the hierarchy is misleading and to

explain why some rules are more difficult than others.

This has obvious implications for the forming of
pedagogical strategies. Is is not sufficient to simply find out
which rules are most difficult and glve more tralnlng time to _
‘those rules. Using. this approach, "it is quite llkely that the
rules would be learned tbut enly applied to those words which
,‘were not vulnerable to the general prediction strategles. The
general predlctlon strategies are generally simpler, which

means they are easier to apply and more dlfflcult to forget.

These strategies cannot, therefore, be ignored in the
| teachlng of stress. However, what to do w1th these strategles
is not an easy gquestion to answer, espec1ally sihce some of
them are due to native language transfer and some to the
target language. Chapter Five deals with the problem of " .
teaching stress placement. Previous approaches'will be examined -
in light of what has been learned in this study, and  ;¥$21"
suggestlons will be made for lmprov1ng them, and for deallng
with the students' general prediction strategles. :

e



CHAPTER FIVE

PEDAGOGICAL STRATEGIES

5.1. Existing Literature on the Teaching of Stress Placeﬁent

Although English stress placement is a subject which has
interested more and more linguists during the last twenty
years, most of those interested have been theoretical linguiéts.
Thus, there is now an abundance of literature describing the
English stress system from the TG approach, the affix appfoach,
or a combination of these; but there has been very little
written about the methods of teaching or learning English

stress.

One reason is that although each language has its own
peculiarities as far as linguistic descriptions are concerned,
most of these peculiarities have little effect on the teaching
methodology used. Therefore,ittis usuallyAaséumed that the same -
methodology can be used for teaching any lénguage, as shown by
_the number of publications dealing with foreign or second
langﬁage teaching in general. However, as stress is an area
which causes relatively little difficulty in many other
languages, there is not enough interest to include it in a
general foreign language teaching methodology. The following
texts on foreign language teaching were consulted, not one of
which gave specific suggestions for the teaching of stress

placement:
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Billows, F.L. The Techniques of Language Teaching (1961).

Halliday et al. The Linguistic Sciences and Language Teaching
- (1964) . ]

iJespersen, Otto. How to Teach a Foredign Language (1904).

e,

Lado, Robert. Language Teaching: A Scientific Approach (1964).
Mackey, William Francis. lLanguage Teaching Analysis (1965).
Rivers, Wilga M. Teachding Foreign Language Skills (1968).
Wilkins, D.A. Lingudistics in Language Teaching (1972).

Nine other texts were consulted which deal specifically
with the teaching of English. The five earliest publications,”
Fries' Teaching and Lganning English As a Foredign Language
(1945), Finocchiaro's Teaching English As a Second Language
(1958/1969), Morris's The Art of Teaching English As a Living
Languagé (1966), the English Language Service's English
Pronunciation: A Manual For Teachens (1968), and Bright and
McGregor's Teaching English As a Second Language (1970), do
not mention the problem of teaching word stress. John
Haycraft's An Introduction to English Language Teaching (1978)
only suggests representing strong and weak word stress with |

large and small circles.

The other three, Brita Haycraft's The Teaching o4
Pronunciation: A CLlassroom Gudide (1971), MacCarthy‘s;The
Teaching of P&onunciation'(1978), and Rivers and Téméerly's A
Practical Guide zo the Teaching of English As a Second ox |
Foredign Language (1978), deal rather briefly with the
pedagogical presentation of word stress and give a few hints

for classroom practice.

- MacCarthy (1978: 67) continues to adhere to the old
opinion that "An English wordshould be learnt from the outset
along with its stress, and should always be said with strong
stress corfectly placed." He suggests that "Practice material
can take the form of English words, classified in lists
according to their stress pattern" (1978: 68), saying nothing
about the rules which assign these stress patterns. Haycraft
also speaks of taking one stress pattern at a time, drawing
attention to all words in the text, for example, with initial
stress (1971: 62). Only Rivers and Temperly mention rules,
referfing to Dickerson's "translations" of SPE rules, but
noting that they are suitable for intermediate or advanced

adults only (1978: 153).
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As for stress practicé,HayEraft suggests that the

teacher exaggerate the pronunciation of stressed syllables in
~ the béginning, reducing the exaggeration as the "students'

‘stress habits improve (1971: 61). MacCérthy suggests that the
student "accompany each stress,'as he pronounces, by a firm
visible gesture" (1978: 67), and that he practice short
‘sentences having the séme rhythm as the individual words (1978:
68). Finally Rivers and Temperly echo Dickerson's suggestion
for pencil and paper exercises out of class (1978: 153), and
further suggest insisting "on a clear contréstﬁbetwéen.strongly

and:weakly stressed syllables from the beginning" (1978: 161).

Wayne  B. Dickerson's article "Génerative Theory iﬁ TESL
Practice" (1977) is the only publicétion known to the author
which gives a thorough and concrete methédology spécifically
for teaching English word stress. His presentation is by rules,
:"translated" from Chomsky and Hallé's TG rewrite rules into
usable student rules (see 1.2.5.). The methodology consists of
four phases for each particular topic, involving visual—graphic
exercises with pencil and paper out of class, and audiolingual

articulatory drills in class.

The first phase is "a brief introduction in class, at
which time thé teacher draws attention to the endings to be
studied and assigns the discovery homework" (1977: 184). In a
typical phase 1 lesson, the students mark the endings in a list
of words of the same type, then listen to the teacher's

pronunciation of each word and mark the stressed syllable.

Phase 2 is done at home by the students and consists of
a "pfogrammed discovery section" focusing on "the recognition
of endings, the evaluation of spelling patterns, and the use of
stress rules," and including "exceptions and special cases"
(1977: 184). Where vowel quality is linked with stress
placement, it is also marked by the students in these

exercises.

Phase 3 is oral work done in class, preferably after the
teacher has corrected and commented on the homework. Typical
phase 3 exercises include repetition of words and phrases with .
no graphic stimulus, reading of phrases, sentences, dialogues,_

and texts, and answering questions about the texts.

Phase 4 is review homework, consisting of a written

exercise and an oral exercise done in the language laboratory.:
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Each lesson is then frequently reviewed during the course,

' Dickerson's article was published as recently as 1977,
the other three publicationé'mentioned are all from the 1970s,
iandk very little was written about the feaching of stress
previously. However, as English students have been learning to
pronounce English words for centuries with both correct and
incorréct stress placement, it_wbuld be interesting to see ‘ _
what kind of guidance they have been recéiving, if any, to help
them in deciding which syllables to stress. In the next " '
section, available textbooks are examined to see Whéﬁ7they B

offer in the way of stress practice.

5.2. Stress Practice in Existing Textbooks

5.2.1. General Textbooks . {

Many English courses make use of only one general
textbook for each level, with systematic pronunciation practice
only if the textbook happens to include such exercises. i
Therefore, anexamiﬁétionof available general textbooks should';‘
give a good indication of the amount and kind of stress
practiceihad by many foreign students of English.

The following general English textbooks were examinedﬁ'

¢

Abbs, Brian et al. Reafistdic English (1=3) (1968).-.

Abbs, Brian and Freebairn, Ingrid. Starting Sirategies (1977).

Abbs, Brian and Freebairn, Ingrid. Buifding Strategies (1975).

Abbs, Brian et al. Strategies (1975). o :

Abbs, Brian et al. Developing Sitrategies (1980).

Alexander,-L.G.'Pnactide'and Pnog&ezb (1967) . .

Alexander, L.G. et al. Taaget (1-3) (1974).. |

Broughton, Geoffrey and Greenwood, Thomas. Succeds With English:
The Penguin Couxrse (1969) o

- Byrne, Donn and Holden, Susan. Insight (1976).

Dixson, Robert J. CompleZe Codnbe in English (1968).

. Dixson, Robert J. Modean Amendican %ng[ibh (1962).

English Language Services. Engfish 900 (1964).

Granger, Colin and Hicks, Tony. Contact English (1977).

Mellgren, Lars and Walker, Michael. New HoniZoﬁA (1973).

O'Neill, Robert et al. Kernel Lessons Intermediate (1971).

O'Neill, Robert. Kennel Lessons PLus (1972).
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Rossner, R. et al. ContemponanyiEhgliéh (1979) .
White, Ronald V. Funciional English (1979).

'Of this 1list, Onlyfourseries.and one individual textbook _
contain pronunciation exercises at all. English 900 gives only
intonation. exercises. Dixson's Complete Counrse in English gives
practice in segmentals, and his Modern American Engﬂ&bh series
includes exerc1ses in segmentals, certain endlngs such -ed,
sentence stress and intonation. Abbs and Freebairn's Staxrfting
Strnategies also offers practice in segmentals, sentence stress,

and intonation. No general textbook examined contains- exercises

in word stress.

It is concluded, therefore, that the large nnmber of
foreignﬂstudents of English who learn by a single textbook
receive absolutely no guidance in word stress placement, except
for the teacher's usually unsystematic correction of stress in
individuai words. The textbook writers evidently adhere to the
opinion that the students must simply learn the stress of
every word individually, or they expect the students to make

their own generalizations and apply' them to words encountered.

5.2.2. Pronunciation Manuals

Fortunately( not all English students are limited to
studying from a siﬁgle textbook for each phase of their course.
The more émbitious%gourses and the teaéhers who have the time
to be inventive freéuently supplément their main textbook with
separate pronunc1atlon exercises from a pronunc1at10n .manual.
Of all the pronunc1at10n practice manuals examined, only .
Clarey and Dixson's PnonunCLatLon Exencises in English (1947/
1963) and MacKenzie's Modean Engﬂ&éh Phonunc&at&on Practice
(1967) give no practice at all in word stress. The others
vary greatly in both content and presentation, as can be seen

by the reviews given below,. in order of publication.

Allen's Living English Speech (1953) deals mostly with
sentence stress,rhythﬂn and intonation; but, in the appendix
gives a rather extensive treatment of word stress. Although
Allen gives some generalizations for predicting word stress
by the suffix, the exercises do not require the student to make
any predictions, as the stressed syllable is indicated in bold

type. The exercises give practice in (1) word derivations with
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a stress shift, (2) "disguised words" whose root is not easily
recognizable because of a shift to antepenultimate stress,

(3) secondary stress in larger words, which are arranged by
pattern, (4) compounds, (5)- verb and noun/adjective pairs,
glven 1n context,fand (6) level stress compounds, whose stress

varies accordlng to their place 1n the sentence.:ﬁ_

Pring's CoflLoquial English Pronunciation (1959) also
deals more with sentence stress, and leaves word stress for the
appendix, where he gives lists of words with dnstressed
suffixes, to be~practiced in whatever manner the student or

teacher wishes.

In A Practice Book o4 English Speech, MacCarthy assumes
the student either knows or will look up the stress pattern of
each individual word, but needs to practice the various stress
patterns to gain "control over the muscles that have to be used
for stressing” (1965:,1).'He therefore gives no suggestions for
predicting stress placement, but merely lists of worxds,
arranged by the number of syllables and the pattern to be _
repeated. The length of each list gives the student an idea of

the usefulness of the pattern.

O'Connor's Better English Pronunciation (1967) is
intended to help the foreign 1earner‘improve his English, but
~contains much more theory than practice. It is suggested that
the student practice by listening carefully to English speech
whenever possible, trying to distinguish sounds more than
meaning, and then imitating. It is also suggested that the
student learn the stress pattern.of every individual word along
with the meaning. Some‘practice examples are given of a few
different patterns, the patterns distinguished by counting
from the beginning of the word. A more complete treatment is

given of sentence stress,

Prator's Manual of Ame@ican English Pronunciation (1967)
begins the stress lesson with perception exercises, where the
student must mark the stressed syllable and identify all vowel
sounds. The perception exercises are followed by listen-and-
repeat type exercises to- practice the ability to recognize and
and place stress. The words for these eXkXercises are grouped
according to the number of syllables and the stress pattern.
The student is given a 1list of five suffixes which usually

cause the stress to fall on the preceding syllable, followed by
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a derivation exercise including these five suffixes and many
weak suffixes. The lesson ends with sentences which the student

is to read only after marking the stress of all polysyllabic

words.

Guierre's Daills in English Sirness Patterns (1970) is
the only pronunciation manual known to the author which deals
exclusively with word stress(l7). The text is organized by
suffix rules of the type illustrated in Chapter One. Strong
suffixes are groupéd by graphic similarity and similarity of
" stress pattern; and weak and bound en@ings are added to the .

strong suffixes, giving a succession of derivations from each

root word.

The manual begins each lesson with a pre-test in which
the stress patterns are mikéd according to the addition or not
to the original suffix of weak and'bound endings or another
strong suffix. The pre-test is followed by lists of words
arranged according tQ the number of syllables, derivation
exercises, mixed lists of words, and a final test of nonsense
sentences. In all exercises the student must predict the stress
paftern by the suffix rule and analogy to the examples giveh.
The commentaries in each lesson include change of vowel quality

when relevant.

The stress exercises in Bowen's Patterns of English
Pronunciation (1975) consistiof lists of words of the same
number of syllables and samgbstress pattern with no
generalizations for the prediction of these patterns. Noun/verb
contrasts are given in lists and contextualized: There is one
exercise on detrivations with stress shifts, and one contrasting
compound nouns with modifier-noun phrases. Although the
exercise on derivations shows several examples of each suffix
with the same stress pattern, no rules or generalizations- are

given.

Gimson gives extensive practice in word stress in A
Practical Counrse of English Pronunciation (1975). The lessons
include perception exercises, where the student must mark the

stress in the words he hears, and listen-and-repeat type

(17) Dickerson evidently has developed quite a bit of practice
material, but the author knows of no publication of this
material. -
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production exercises. The words in the exercises are grouped
according to the number of syllables and the stress pattern,
. most groups containing only- three words. Also included are noun -
and adjectlve/verb contrasts with only the most common words
given, a brief exerC1se show1ng the effect of five sufflxes,
with only three or four words given for each one; and an

exercise on compound words.

Although all nine pronunciation manuals reviewed above
give some sort of practice in word stress, only five give the
student suggestions to help him predict the stfess of ‘a word.
without a dlctlonary,.and of these five,Aonly two give any
stress prediction exerc1ses. Of the last two, Prator's manual
gives only one exercise of this type, whlle Guierre's has

several in every lesson.

Another weakness in moét of: these manuals is that they
begin directly with the_production'Of‘streés,'assuming that
the student is able to recognize a stressed sylléble, spoken
by himself or someone else. The only ones which give practice
in the perceptionof stress are Byrne and Walsh's Pronunciation
Practice and Gimson's A Practical Course 0f English

PronuncLation.

Tt can be concluded from the above examination of
English pronunciation manuals, that even those students who are
receiving systematic practice in word stress placement are not
receiving full advantage of linguistic research avéilable,
unless a few enlightened and hard-working teachers are fﬁrther
supplementingthe~supplementafy pronunciation manuals. Even
Guierre's text, which gives the most complete treatment of word
stresg, has serious weaknesses. As mentioned: above, it has no
perceptlon exercises. In addltlon,'all exercises depend on the
artificial exercise. of reading. In 5.3. general language'
teaching and learning theory will be applied to the problem of
English stress placement, and conclusions will be drawn as

toways of improving existing texts and teaching in this area.

5.3. Language Learning and Teaching Theories

/
-

In planning the teaching of any subject, iﬁcludiﬁg a
foreign language, thedecisions to be made fall into four basic
categories: what, when, why, and how. It is assumed that the

guestion of why has been answered, as this study has been
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dealing all along with a university program to prepare
teachers of English. Two of the three remaining questions,
what and how, cannot be answered without making ‘a decision

about the place of rules in'language learning.

In order tc>décidét0hat to teach, one has to decide how
tQ categorize the material to be taught or not. In the case of -
word stress, will the decision abéut which words to include
depend simély on the number of syllables they contain? Will it
depend on the stress pattern of the words? Or will it depend
on the rules for assigning certain stress patterns to certain_
words? | 4 N
In order to decide how to teach, one has to decide
whether it is sSufficient to give maximum exposure, whether the
exposure to the language should be programmed, whether the
students will learn best by repetitionﬂ o; whether the

students should be taught rules.
5.3.1. Behaviorism or Mentalism

Ever-since the emergence of TG grammar in thé 19503,
the field of 1ihguistics has been involved in a,controvefsy
over language-learning theories, involving the question;of

rules versus habits.

Behaviorism says that a child learns a 1aﬁguage in the
same way that & mouse learns to find his way through a |
méze——through conditioned response to 'stimulus, immediate
"reinforcement, a great deal of repetition, and the avoidance of
errors. The result is an ingrained set of habits, which
constitutes knowledge of a language. The only peculiarly human

ability involved is the ability to make analbgies.

Mentalism aréues that a child learns a language as part
of the natural maturation procéés because of an innate
exclusively human "lénguage acquisition device". Rather than
"stimulus, reinforcement, and repetition, the only requirement
is exposure to meaningful and natural language. Rather than
habits, language learning consists of the constant formulation
and checking of hypotheses; thus, errors are not only

desiréble, but necessary. The resulting knowledge of a language
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consists of the inéernalization of a system of rules!ls);

Fortunately for foreign-language students, many teachers
and methodologists have not found it necessary to make the
choice of adopting strictly one or the other of these two.
theories. Wilkins (1972: 66) notes that "few would try to
suggest that no generalizations are made by the learner, even
though there are very-deep differences of opinion on the manner -
in which they are made." He later adds (1972: 176):

"It seems feasible that the rule-producing mechanism

is assisted by our programming its exposure to the L

language. We would wish to retain the results of our

efforts to grade language for teaching rather than

leave the learner to sort out the rules from a random

experience of language. We would also wish to have

the learners actively responding in the language,

since it seems impossible to deny that learning is.

not fully effective without 'doing®. But the active

responding here must not be confined to analogous

sentences. Using language requires choices all the

time, and a belief in 'learning through doing'

demands that practice in exercising those choices

should be an important part of our language teaching.

The answer to the question at the beginning of this

section then is 'Mentalism and behaviourism." And.

there need be no contradiction." N
Rivers (1968: 72) is also of the -opinion that "A place must be
found for both habit formation and the understanding of a

complex system with its infinite possibilities of expression."

From a psychologist'é point of view, Levelt '(1978: 53)
finds both the behaviorist and mental operations theorie¥
extreme and inadequate for explaining language performance, and
suggests, in their place,the"human performance theory" of skiils~
and attention. In accordance with this theofy, Levelt would put .
language performance in the category of a complex task, which
consists oan "variety of opérations in accurate temporal
integration” (1978: 54). Among, these operations is the creation
of plans, but this should be kept to a minimﬁmj most plans being
available in long-term memory {(this is, of course, contrary.to
TG theory, accbrding to which it is more efficient to follow a‘
series of transformations to form a word than to occupy storage
space with the word in ready-to-use form). The acquisition of

skill involves the "automation of low level plans or units of

(18) Wilkins gives a more complete comparison df'thesé two
theories and their relevance to language teaching (1972:
160-76). : : 7
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activity" (1978: 57), in order to be able to expend moré
effort for higher-level decisions. As to the behaviorists'
repetition,iLevélt feels that automation through repetition
does not necessarily mean that the resulting partial activity_
will be rigid. It is important, of course, that iny the plans,
and not the "terminal" activities, be trained in this manner

(1978: 58).

Although Levelt calls both language learning theories
inadequate, his explanation of the "human performance theory"
draws from both of them. Essentially, Wilkins,.Rivers; and‘
Levelt have expressed the same opinioﬁ, but in different
manners and using»different vocabulary. Levelt's "creation of

lans" would correspond to WilKins'"exercising choices", both -
p _ P ,

activities requiring "the understanding of a complex system" v
mentioned by Rivers. These are alli"mental operations",
consistent with the mentalist theofy of applying rules. On the
other hand, Levelt's "automation of lower-level plans" and
"Wilkins' "learning throughvdoing" correspond to Rivers' "habit

formation", consistent with the behaviorist theory.

This compromise seems to be the most rational way of
ekplaining both first and second language learning. It is
doubtful that intelligent communication would be possible if
knowledge of a language consisted merely of a collection.-of
habits. At the same time) communication would no doubt be
painstakingly slow and inefficient if speakers had to apply i
rules or create plans down to the last phonological detail for
the simplest utterances. As to the form of rules and habits
and the manner in which they are acquired, theré is probably
quite a difference between a first and a second language. Even
within each of these categories there are surely differences.
As Wilkins comments (1972: 60), "It is perfectly reasonable to
suppose that there are some characteristics that are sharéd by
all learners and others where there is considerable pefsonal |
variation."

Accepting this compromise in learning theory inherently
means accepting a compromise in teaching strategies. Both rules
and drills must be needed for effective teaching. However, if
there is such a variation in learning strategies among
étudents, how is one to decide what kinds of rules and drills

to use in teaching and how to use them?
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5.3.2. The Place of Rules in the Teaching of Stress Placement

Few would disagree with Wilkins (1972: 65) when he
sﬁates, "there can be no question of teaching the pronunciation
of counrageous by wbrking through the.derivation from the
underlying form." Even Dickerson( the only one known to the
author who has put TG rules to use in language téaching, uses
simpiified "translations" of these rules, as mentioned in 5.1.
He does, hoWevér, present the rule directly to his students;
and the homework exercises include, not ohly applicat;on‘of the
rule, but questiohs requiring the student to be,ablé‘fo stafe )

the rule.

_ Many contemporaryvlihguists would argue against ﬁhié
,method,_éaying.that the function of the rules is simply to help
the course designer or teacher "toimake the experience of the
learner more regular than casual ekperience of the language
would, so that ... the greatest amount of successful predictidn
is achieved" (George, 1969: 19). Wilkins (1972: 66) comments,
along similar lines, that "teaching consists of no more than an

' He is particularly against the

arrangement of language data.’'
use of rules in_the teaching of pronuﬁciation,vfor which he
says, "Explicit discussion of the rules, far from being the
short-cut  that it might arguably'be for grammar learning, would

prove a very long way round indeed" (1972: 65).

w. Seliger has done some intefesting.experimentingvon the
use of conscious rules by speakers of English as a first and
‘second language, and found no relationship between "good" and
"bad" rules and the guality of the learner's pefformance (1979:
359) . However, he came to the conclusion that, although
pedagogical rules—those which "attempt to instill someone with’
the knowledge that native speakers unconsciously have in their
mind"—are not production and comprehension devices, they "are
useful to get learners to do things with language in an
efficient manner, to focus on those aspects of the language
phenomenon that must be acquired, and to avoid inefficient
testing of false hypotheses" (1979: 360). In other wdrds,
"conscious or pedagogical rules make the inductive hypothesis

testing process more efficient”" (1979: 368).

Seliger's findings about conscious rules should be

particularly true for phonological rules such as stress rules,
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since pronunciation is usually the most automatic, or least
conscious part of language performance. If this is the case, it

could be that Dickerson's homework questions are the least
productive part of his program. '

As with the choice of behavibrism or mentalism,
compromise leadévto the most rational apprdach. Dickerson
prefers to teach the rules, while George and Wilkins prefer to
use the rules only to organizevthe-language data in such a
fashion as to allow the student to form his own hypotheses. Why
not make this process more efficient, as suggested by Seliger,
by presenting the language data in aﬂ organized manner together
with the rules and pointing out how the rules work to produce
certaingforms? Once the students have understood, it is up to
each one to "recode" the information into his own
"internal model”, of the form thét suits him best.

Using Wilkins' example (1972: 66)fo the following
derivatives, which he would have the students repeat in order

to assimilate the rule—

'alternate - al'ternative alter'nation -
'contemplate con'templative - contem'plation
'demonstrate ~ de'monstrative demon'stration
'indicate in'dicative : " indic'ation

'remonstrate re'monstrative ' rémon'stiation

-

—1it would be more eff1c1ent to call the student's attentlon to
the fact that (1) verbs ending in -ate take antepenultimate

stress, which is not always maintained in their derivatives

because (2) adjectives ending in -ative also take
antepenultimate stréss,.and (3) nouns ending in -ation take
peﬁultimate stress. Any of several other wajq/of exXpressing
these generalizations is valid as long as it is kept simple.
It might even be better to ask a student what each column of
words has in common. As to the criterion for. dec1d1ng if a
rule is simple enough, the most reasonable might be that it
should be possible for a student to infer by'induction from a
set of organized language data. It is doubtful if a student
would induce by himself, for example, a rule of the form of
Dickerson's "If key is <V> or <yd> : Stress Left,vbut not a
Prefix. Otherw1se: Stress Key" (1977: 183). The important-thing

is not to assume that each student is making his own
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generalization as he is repeating, because repeating is. the
type of exercise which many students can perform while totally
distracted, without noticing anything'abopt what they are

repeating.

Before leaving the question of rules, the age factor
should be mentioned. Rivers and Temperly expressed the opinion
that rule téaching is suitable only for intermédiaté or
advanced adults (1978: 153). However, an adult at any level
should be capable~of following rules in general. As to stress

| rules, which ones a particular adult can handle probably
depends more than anything on the number of wofds in his
vocabulary to which the rule applies (see 5.5.). Extremely
motiVatgd adolescents should also be capable of rule learning.
Childreﬁ, however, not only would have difficulty with rule-
learning, but they probably do not even need it, particularly
for therhythmicpart oprronunciation, which they 1earn'quite
naturally. For children, the emphasis would be on drills, which

will be dealt with in the next section.
5:3.3. The Place of Drill in the Teaching of Stress Placement

The arguments usually given against drills‘in foreign
language teaching are the laék of concern with meaning and the
lack of tranSfer to a real language situation. Wilkins comments
about the first problem (1972: 168): "To make proper scientific
use of the stimulus—response relationship - for the teaching of
meaning one would have to be capable of identifying.the étimuli
in any situation before the language was utteréd, and in
practice this is uttefly impossible". About pronunciation'
driliing, he says,-"what‘is achieved in the drill situation may
not be transferred to other situations in which the language is
used" (1972: 60). Any foreign language teaching strategy using

drills"must keep these problems in mind.

Many text-writers try to solve both problems by
contextualizing the drills. Although George concedes that this
may give immediate motivation, he argues that the situation
provides redundancy, which reduces the need or motivation to
learn the code in order to decode the message (1969: 11) . For
pronunciation practice in particular, he suggests removing the

distraction of meaning for fullest attention to aural/oral
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training (1969:90), and adds, "The writers who are most
successful in making one "hear actual sounds are successful
precisely because they temporarily decontextualiée the speech
they are representing, using the barrier of unfamiliar
transcription” (1969: 147). It éppears then, that the first
problem may not be a problem at all, at least for pronunciation
drills. It is important to notice, however, that George
mentioned temponaniﬂg decontextualizing, presumably because the

context would help to:solveAtheeproblem of tranfer at later

stages.

But does contextualizing pronunc1atlon drllls insure
transfer? The usual ways ofvcontextuallzlng aré to put the -
practice word into-sentences,fparagraphs, or dialogues, the
latter being the closest to‘natural speech. However, this
brings us back to the problem of meaning. Rivers notes thét a
pattern is really only considered learned when correctly used
in conversational interchanges. It is assumed that she meant
meaning ful conversational interchanges. Since it is quite
possible for a student to read or recite a dialogue without
paying the least attention to the content of the dialogue,
“this does not.always constitute a meandingfuf conversational N

interchange.

Although in the beginning it may be desirable to_remove.
- the distraction of meaning in oxrder for the stuaent to
concentrate all his attention on pronunciation, eventually it
is necessary to reintroduce meaning in order to make the |
transfer. The only way to insure thHe student is concentrating
on meaning is in spontaneous conversation. The problem here, of
course, is that of ensurlng that the student will include the

pattern in question in His spontaneous speech.

- Dickerson solved this, problem by giving a text
containing many words of the pattern being praoticed, then.
asking'questions about the text which would elicit the desired
words. This is an example of spontaneous, but controlled
conQersation where the student is obliged to think about
meaning and produce the appfoPriate forms at the same time
(1977: 186). In Dickerson's exercise, copies of both text and_
questions are‘given to the student. However, at an advanced -
level, it would be possible to eliminate the graphic stimulus

by reading the text and the questions to the students.

The use of script is another debatable question in the
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use of classroom drills. The problem-with using script, as
pointed out by Lado (1961: 84), is that pronunciation in reading4 
does not entirely parallel pronunciation in speéking. Forvthisli'
reasoh, and to avoid orthogfaphic interference, Finocchiaro
(1958/1969: 101), Rivers (1969: 101), and others suggest that
the drills be presented first without script. This is
'probably particularly important for stress placeﬁent, as
eventual automation of correct stress placement is partially
dependent on a "feeling" for the rhythm of the language. It
must not be forgotten, however, that one of the objectives of
word-stress training is to enable a'studeht t6~prohounce h
correctly, without réferfing to a dictionary, many new Words
'which he comes across ih his reading. For this reasqn it is
importaﬁt to follow up the arills without script with
considerable practice in prédictiﬁg stress from the written
.word; A reasonabie-approqch-wouldibe to-give perception and

repetition drills without script, and prediction drills with

script.

The problem of perception or.recognition was mentioned
in 5.2.2. Many Brazilian students probably believe that
>recognition of stressed syllables for them is no problem since
Portugﬁese also has distinctive word stress. However, Lado
points out (1961: 113) that the scoring of secondary, térciary
and weak stress requires training. Furthermore, the confusion
of primary and terciary and qf primary and seconda;y which
showed up in the error analysis also indicates that
recognition of these two levels causes difficulty for Brazilian
students. Keeping in mind George's suggestion of removing all
disﬁractions when training students to "hear", the most
efficient way to train in recognitioh would be without
script, but only a chart in which fhe students mark each level

of stress in the column of the correct syllable.

Having discussed the main points of controvefsy about
rules and drills in the classroom, the next section gives a

suggested teaching sequence for a particular stress rule.

5.4. Suggested Teaching SeQuence for a Word-Stress Lesson

A suggested sequence will be given here for a lesson
dealing with the strong endings -{c¢{s), -{caf, Zicle, and the
weak ending -£y. These are the items included in the first
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lesson of Guierre's Drills in English Sitress Patienns (1970:
14-19), but his lesson will be modified in accordance with the
discuesion in 5.3. The three strong endings fall’logically into -
" one group by graphic and phonologiéal similarity and by the
similarity of their stress patterns. Guierre's policy of
practicing every strong ending with the addition of a weak one

is a good constant reminder of the difference between them.

Even if it is already known that the students need
training in a particular stress rule, a pre-test such as
Guierre's Ty is a good way to begin every lesson, so that the
teacher can judge the students'_ progress. The pre-test mixes
together words of varying lengths with all the endlngs to be
studied in the lesson, such as classical, mechan&caﬁﬂy,
dipkomatic, heroic, and mag&caﬂﬂy, and includes exceptions such
as cathok&c and arithmetic. If a language laboratory is
available, all words should be read individually by each
student, preferably at the end of the previous lesson to give
the teacher time to listen to the tapes and know how much
practice will be required. If a Laboratory’is not being used,
the students could mark the stress of each word in pencil,
assuming that they have already had practice 'in this type of
exercise. It might be mentioned here that the author has
witnessed students pronouncing words correctly that they marked
incorrectly in pencil, indicating that some studengs become

aware of their own oral stress placement only after practice.

The pre-test would be followed by stress recognition
practice, including a similar mixture of words, containing
especially a.large number of words long enough to have terciary
stress. Ideally the stﬁdents should not have the written word
in front of them, but would simply mark the stress in the
column of the correct syllable in a chart such as the one

‘below; counting the syllables from the end of the word, marklng
primary and secondary stress with big and small 01rcles, as
suggested by John Haycraft (1978: 68), and marking dots for
weak stress. The chart shows the correct marking'for
dipLomatic, panenthetical, pacific, and mechanically (counting
-ically as two syllables). It is assumed that the students have
been trained in this kind of exercise since the first stress
lesson, training initially with nonsense syllables such as

. Lifiki, Latala, etc., as done by Gimson (1975: 34-5). This

exercise should be corrected before going on to the next.
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TABLE 14

RECOGNITION PRACTICE

5 4 3 2 1
o . 0 .
o] . 0 . .
. 0 .

. 0 . . )

Eollowing the stress recognition exerciée would be
severalxlists of words of the same pattern, as giVen by
Guierre; for example, first disYlIabics in -4{c, then
trisyllabics in -4c, etc., followed by derivationé changing -4c¢
to -4cal or ?icze, and finally derivations from -ic to -Lcally.
These lists would first be read by the teacher and repeated'by
the students. Ideally the students would be looking at the
téacher and not at the words. Then the students would look at
their lists, and one student would be asked to say what each
list has in common, eventuallyvarriving at the rule. If
necessary the teacher should explain the rule. The lists would
then be read in chorus by the students, possibiy_beating time

lightly on their desks.

Mackey (1965: 190) implies that drills should be "based
on useful words or on the vocabulary already taught." It would
certainly be helpful, if poésible, to begdin both the stress
recognition and the repetition drills with words already '
familiar to the students. However,if the purpose of the lesson
is not to practice articulation of a particular sound, but to
practice predd{cting stress patterns; it is absolutely
necessary to drill with unfamiliar words, and the amouht of
practice usually required makes it impossible to limit the

"drills to the most useful words.

The lists of words of the same pattern would be followed
by, and perhaps interspersed with mixed lists of the patterns
practiced up to that point. As these lists involve stress
prediction, it would be good to hear each student individually;
If a laboratory is not used, alternation of choral and

individual response would be suggested.
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Guierre epds his lesson with nonsense éentences.
However, unless the rules are being easily assimilated by the
‘'students, it would be advisable to have the students practice -
first reading short phrases such as an authentic zale,
biologically speaking, etc. This is done by Dickerson in his
example using the ending -abfe (1977: 185). These phrases would
then be followed by nonsense sentences containing as many words’
as possible of the rules practiced. Although Mackey‘criticizes
"improbable sentences" for pronunciation practice (1965: 264),
it must be remembered that the attention hereishould_be on.
predicting stress, the distraction factor being added only at
the end for purposes of transfer and checking the assimilation
of the rule (see references to George in 5.3.3.). An example of
an appropriate sentence from Guierre's lesson (1970:'19) is—
1 know the eccentrically realistic style of these chronicles.
If no laboratory is available, the students would take turns

reading individually.

In ordervtd: see if the students can apply the rule.
automatically without the written word in front of them, the
lesson should end with an exercise in which the students are
required to produce the correct forms spontaneously. A text
with questions similar to Dickerson's example (1977: 186) is
the most adequate, but also the most difficult to prodﬁée. The
text should be informational, and ihclude many words of the
type being practiced. However, it should be simpléfenough for
the students to be able.to produce'tﬁe correct answer without
reading it from the text. This type of exercise is really only
useful for labordtory work; otherwise only a handful of
students would be able to participate, for .it could not be
particularly long. Ideally, the student shéuidaread the text,
not necessarily outloud, and with'enough time to absorb the
information. He should then answer the questions oraily,;
preferably-without looking at the text. If the students havé a
high level of compréhension, the exercise could be done without

script,bﬁhe text being read by the teacher..

5.5. The Order of Presentation of Stress Rules

Of the four questions mentioned in 5.3. to be answered
in planning teaching strategies, why and how have been

" answered. Word-stress placement is being taught to prepare
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teachers of English, and should be taught in a manner similar
to that of the sequence outlined in 5.4. The two remaining
questions, what and when, have to be answered together, as not

all the material can be taught at once.

'Méckey gives five criteria to help in making decisions
as to the order of presentation of items: (1) frequency, (2)

range, (3) availability, (4) coverage, and (5) learnability

(1965: 176).

5.5.1. Frequency
Frequency refefs to the'nuﬁbér of times an item appears
in a sample of the language. A’difficuity in using this
criterion as pointed out by Mackey'(l965: 182) , is that word
count iists vary considerably according to the source and size
of the corpus, particulary as regafds nouns and adjectives.
However, it is possible that the frequency of a particular
phonological pattern among the words varies less than the words
themselves, a word in one list frequently being substituted in
another list by a word of a similar pattern. Barnard's "A
'First Thousand' Word List of 1,000 Words" (1971) and the
Uniﬁersity of Manchester's "1,000 Word List," adapted from
Riewald's (1960), were examined for the most frequently
represented stress rules. Three of the four most frequent rules
of each list were the same, though not in the same order. The
most frequent in Barnard's list ﬁere Rules 13, 16, 4, and 3 in
that order of frequency. The first four in the University of
Manchester's list were 4,1, 3, and 16 respectively. It would be
reasonable to conclude. that at least Rules 3, 4, and 16 are

useful rules for beginning ‘students..

A potential problem to ﬁsing British or American word
counts for the frequency of stress rules to be learned by~
Brazilian students of English in Brazil is that the most
Commonly used words in these countries may not be the same as
the most commonly used words in a Brazilian classroom. Besides
the fact that classroom vocabulary (nouns such blackboard and
chalk and verbs such as #nepeat and answenr) are usual additions,
the most frequent classroom vocabulary is often dictated by a

textbook whose vocabulary is not selected from word count

~lists.
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5.5.2. Suitability in the Selected Vocabulary

Rivers suggests (1968: 82) that a structdre be taught
only after having appeared several times in the language
material presented to the students. The frequency of a word
in word count.iists4aoes not guéféntee .that a word has
or has not appeared in the students' lessons. In speaking of
the selection ofvrhythm and intonation patterns, Mackey adds to
the five criteria,mentioned above "the suitability in the
selected structures" (1965: 191). For the selection of stress
rules, one might alter this criterion to read "suitability in
the selected vocabulary." The selected vocabulary would, of
course, not refer to word counts, but to words used in the

lessons, usually appearing in the textbook.

The logical prodedure to uée this criterion is to check
the vocabulary of the textbooks béing used. The present
"Letras" course in English at the Universidade Federal de Saﬁta
' Catarina uses the Abbs and Freebairn Strhategies series in the
~-first semesters. The vocabulary lists of the first two volumes,
“Stanting Strategies (1977) and Building Strategies (1979) were
:-éxamined for the most frequently represented stress rules. T
ﬁThis, of course, does not indicate the number of times eaéh
rule appears in the lessons or in the textbook, for most words
appear more than once; but merely the number of dif{ferent -
representations of each particular rule. In fact,-éhe actual
numberqof representations of each rule could be higher because
the vocabulary lists include only active vocabulary, i.e.
vocabulary which the students are required to use in the oral
practice of the lessons. Many words which appear in reading
selections and in instructions, for example, are not included

in these lists.

Nevertheless, these lists are considered to be
appropriate for judging the suitability of the rules in the
selected vocabulary.'Speaking of phonetic sequences, Mackey
suggests that "Some courses will wait until enough words
containing the same phoneme have been taught before attempting
to treatvit systematically" (1965: 213). First, it is assumed
that teaching a word means expecting thé students to use 'it,
thereby referring to active vocabulary. Second, it should be
noticed that Mackey does not speak of the frequency of

appearance of the words, but only the number. "Enough words" ~
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‘presumably means a sufficient number for students to see ‘;/;/,,,

-

similarities among them and form generalizations.

"It was concluded in 2.3. that the stress patterns“of
irregular'words, and possibly of many other words, are item-
learned in English. It is obvious that both children learning
English as a first'language and students learning English as a
foreign or second language must learn individually the stress
pattern of a certain number of words, before being able to see
the similarity of patterns among.themoand form a generalization
or stress rule. The fact that a child or student hears or ‘uses |
a particular word fifty times is not going to lead him to a
generalization about that word unless he hears and uses other

words which follow a similar pattern.

A question still to be answered about Mackey's
-suggestion is what constitutes enough words to be able to form :
generalizations. Since the discussion is about teaching ‘
systematically, the number of words, necessarily somewhat
arbitrary, could be simply a convenient number for the first
systematic presentation of the rule to the students, presumably
in the recognition exercises described in 5.4. A list of eight
words should certainly be sufficient for this purpose. Someone
learning a language by natural exposure, such as a child or
someone taking up residence in a foreign country, might need to
learn fifteen or twenty or more words before assimilating a -
‘particular rule; or, in the case of the foreigner, he may never
learn it. However, this is no reason to delay the systematic
'teaching of the rule for so long. Fries pOlntS out that one can
achieve fluency too soon, and that students who are fluent with
‘no basic control over the sound system or structure3are'usually"
hopeless (1945: 3). It is important to avoid this problem by
- presenting a rule systematically before. the students have had
time to become accustomed to,using an incorrect hypothesis in
its place. ’ | -

Accepting that a rule will be presented after it has.
‘appeared in eight different vocabulary items means that Rules .
.16, 4, and 13 should be presented, in that order, before the
end of the first semester, during which Stanting Strategies is
used. Rule 16 appeared in a total of thirty-five words, Rule
4 in thirteen words, and Rule 13 in nine words. The appearance _
.. of Rule 13, however, was restricted to six words with the - )
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suffix -2y, two with -4uf,and one with -able. Since these
suffixes have no graphic or phonological similarity, it would

. he better to teach them separately, leaving the presentatlon of .
-2y for the beginning of the second’semester, after the
appearance of a few more words containing this sufflx, and

~ leaving the presentatlon of the other suffixes for later still.

- This leaves only Rules 16 and 4 for the first semester. This
‘correlates well with the criterion of frequency, Rules 16 and 4
being two of the three rules of high frequency in both word

counts examined.

Although Rule 13 is represented by an additional
thirty-three words in Bu&ﬂdrng Stnaiegreé, ten of these are
words endlng in -£y and fifteen are woxrds endlng in -en, no
other suffix being represented by more than’ three words. The’
presentation of this rﬁle in the éecond semester, then, would

be limited to these two suffixes.

The other rules to be presented in the second semester
would be Rule 3, which appeared in seven words in Staxrting
Strategies and in fourteen more in Budilding Strategies; Rule
10, which appeared in three words in Starting Strategies and
in eleven more in Buifding Strategies; Rule 6, which appeared
in seven words in Staxating Strategies and in six more in
Building Strategies; and Rule 1, which appeared in two words
in Starting Sthrategies and in eight more in Building Srnategieg.

_ Of the suffixes included in Rule 10, -{c ané ~ation
appeared in six words each, and no other suffix appeared in
more than three. The suffix -atfion is covered by Rule 4, and
need not be dealt with separately, unless for the purpose of
showing derivations from verbs ending in -ate. If included,
these two suffixes mighr be better left for the beginning of

the third semester.

It should be: added that since the number eight was
chosen arbitrarily, those rules appearing in just under or
over eight words could just as well be presented in one ‘
semester as in the other. If the rule words- were used
infrequently,the teacher may decide to leave the rule for the
following semester. If they were used frequently, or if other
rule words were used in addition to those of the textboek,.he

might decide to introduce the rule in the previous semester.

It has been established by the criterion of suitability
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that Rules 1, 3, 4, 6, the suffixes -£y and -ex, and Rule 16
should be taught during the first two semesters. After the
second semester it is dlfflcult to order the teachlng .0of the

" rules by this criterion. This is partly because the textbooks
introduce a 1arge volume of new vocabulary, and what
constitutes the active vocabulary depends more on the teacher,
the books being less structured and containing no vocabulary
lists as a guide} It is also due to the fact that the students
begin to do'a lot more outside reading in supplementary texts,
in addition to compoSitions'and oral presentations for which-

- they find the vocabulary on their own. From the foﬁrgh semestér
on; they are also exposed to a large vocabulary in their 14

literature courses. The remaining rules and suffixes, then,'

" will have to be dealt with by other criteria. It might be
suggested, however, that if the teacher notices the appearance
of several words pertaining to a particular rule which has not

yet been introduced, it is time to introduce it.

5.5.3. Range

Range is"the number of samples or texts in which an item
is found" XMackey,_l965: 182) . This would be an extremely
relevant criterion if it were possible to calculate,
particularly after'the students begin their literature
courses. However, besides the(éTEfiSEjg}llty of maklng a

stress-rule count of all the literary teigs the students read, .
the texts used in a particular literature course vary from one

semester to the next, meaning the list would need constant

revision.
5.5.4. Availability

Availability is "the readiness with which‘it;[an item]'
is remembered and used in a certain situation" (Mackey, 1965:

183). This criterion has relevance only for lexieal items and

not for stress rules.
5.5.5. Coverage

Coverage is "the number of things one can say with it
[an item] " (Mackey, 1965: 184). Since the selection is of
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stress rules and not of lexical or structural items, this would
correspond to the number of words which one can pronounce with

it, i.e. productivity.

- Most of the stress rules tesﬁed in the errxor analysis
were chosen in.part by their productivity, with the:excéption
of a few of the suffixes grouped together in Rules 10, 11, and
12. Rules 1, 2, and 3 were adapted from the most basic of SPE's
stress rules, known to apply to alilarge variety>of words.
Guierre's rules were shown to be statistically important in the
computer analysis made as part of his research. Rules 4 to 8
include extremely large classes, Rulé 4 alone applyiné to )
thousands of words. Although Rule 9"applies to bver two hundred
words, according to Kingdon's lists} most of the words are
rather rare. Of the suffixes of Rules 10, 11, and 12, -ic,
-ation, —ata, -eous, -atory, -igible, and -atoi were found to
be statistically important by Guiérre. The suffixes -Ly, -en,
-ness, and -able of Rule 13 were also found to be statistically
important by Guierre; and Kingdon gives 86 examples of -fuf, 39
examples of -fLess, and several hundred of -menf. Rules 14 and
15 Were found'statistically important by Guierre, and there are

known to be thousands of compounds which follow Rule 16.

_ The only suffixes of relatively low productivity‘are
-ish, -ive, -ure, -mental, -enry, -orous, -mentary, -itory,
-acy, and -ary. These, and Rule 9, because of the rarity of the

words, could be left for the last few semesters.

5.5.6. Learnability

The meaning of learnability is clear, but it is
important to consider the characteristics that make a rule
learnable. Mackey lists (1) similarity, (2) clarity, (3) -
brevity, (4) regularity, and (5) learning load. ’

(1) The first of these, similarity, refers to similarity
to the native language, i.e. cognates or similar structures,

the structures in this study being stress rules or patterns.

Cognates are irrelevant to the assessment of
learnability of stress rules. All rules include words with
Portuguese cognates, some with similar and some with quite
dissimilar stress patterns, independent of the rule. It might

be suggested, however, to include among the first words

ity
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presented for a particular stress rule, several cognates with
an identical or similar stress pattern. It was shown in 4.3.2.
that when interference from the Portuguese cogna%e occurs with
Aédvanced students, they more commonly give primary stress to
the syllable of the éognate's terciary stress than to that of
the cognate's primary. Therefore, it would be valid to include,
among these first words presented, words with primary stress on
the syllable of the Portuguese cognate'sAterciary stress, in

the hope of taking advantage of this interference.

‘Similarity of rules is also ofhlittle use in-assessing .
learnability. The English stress rules for.simple words all
depend on suffixes, tense vowels, or consonant clusters.
Portuguese stress is not affectediby suffixes, with the
exceptioﬁ of the superlatives and diminutives; it is never
affected by coﬁsonant’clusters; and the only vowels which
affect it are /€/ and /o/. Only the rules for compounds have a
basis for comparison. Rulé 16 assigns primary stress to the
first element of compound words, while Portuguese compounds
receive primary stress on the last. Rule 16, then, should be
difficult to learn; and, in fact, the error analysis showed it

to be the second most difficult rule.

As to similarity of patterns, it might be assumed that

v»the most learnable ones are those which stress one of the last

three syllables, since those are £he only syllables stressed in
Portuguese. However, it was shown in 4.3.3. that,‘for advanced .
Brazilian students of English the words with stress toward the
beginning of the word were more easily learned than those with

stress toward the end.

- This indicates that there is one more type of Similarity
to be considered—the similarity of the stress rules or A
patterns to the students' gene?al strategies. Although it is
not known at what point the students acquire the strategies
outlined in Chapter Four, the fact that thesevstrategies are
still used at an advanced level indicates that they have a
strong influence on learning. All of them cause both positive
and negative interference, and it would be practical to take

advantage of the positive interference where possible.

It should also be noted that two of these'strategies,
the eafly stress strategy and the strategy of maintaining the

root word's stress,'leave doubt as to how much similarity to-
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the native language increases learnability. Both of these
strategies are caused by_the effect of a contrast with the
_ native language, which is evidently easier to remember than

‘many similarities. The strategy of.giving primary stress to the
syllable of -the Portuguese cognate s terciary stress rather
than to the syllable of its prlmary stress also indicates that

the most similar items are not necessarily the most learnable.

The only student strategy showing items that are more
learnable because of similarity to the native'languaée is that
of giving weak stress to initial vowels. However,_thisﬂ s 4
strategy makes only certain lexical items easier than‘others'v.

and does not affect the learnablllty of any partlcular rule.

Three of the six student strategles potentially affect
the learnability of particular rules—the early stress
strategy, the strategy of maintaining the stress of root words,
and the strategy of stressing final syllables of verbs when

those syllables contain a tense vowel.

The early stress strategy should increase the
learnability of Rules 2 and 3, particularly as regards three-
syllable words, which are assigned initial_stréss by these
rules. This same'strategy should decrease the learnability of
Rules 1 and 9, both of which assign final stress. In the
hierarchy of difficulty established in 4.2., Rules 2 and 3 are
both among the five most consistently applied rules, and
Rules T and 9 are among the five least consistently applied,

Asupporting the effect of this strategy on learnability of
individual rules.

The strategy of maintaining the stress of root words -
by definition increases the learnability of Rule 13, which "
deals withhwéak-suffixes, and should decrease the - learnability ..
of all others. Rule 13 was the most.consistently applied rule.

i

The strategy of stre551ng final syllables of verbs when
those syllables contain a tense vowel affects two or three
words of several different rules,as discussed in 4.4. It does

not, with consistency.,however, affect the learnability of any

particular rule.
Similarity, or the lack of it, was seen to be a factor

affecting learnability in the case of Rule 16, which is
difficult because of the contrast with the Portuguese compound

rule; in the early stress strategy, which facilitates the



learning of Rules 2 and 3 and interferes with the learning of
Rules 1 and 9; and in the strategy of maintaining the root

word's stress, which facilitates the learning of Rule 13.

(2) Clarity refers to the facility with which a rule
can be understood, due to the manner in which it is explained.
All the rules are expresSed in basically the same'manner,
using suffixes and the phondlogical structure of the word. It
could be said that the conditions for applying the suffix rules
are more easily recognized from the orthographic stimuius than
those for applying the phonological-rules, English phonological
structure not always being "clear" from the spelling. However,
the three phonological rules depend on the phonological
structure of only the last syllable, which is the easiest
syllablé to predict from the spel%ing. The error analysis does

not indicate a greater difficulty with Rules 1, 2, and 3.

(3) Brevity is related to clarity, since a rule that can
be worded "briefly" is often eaéier to undetstand. Because this
means fewer factors for the student to cbnsider, it should also
be easier to apply and to remember. The only rules from this
study which have mdre than one variable for the student to
consider are Rule 8, which depends on a consonant cluster and a
suffix; Rule 14, which dépends.bn two elements of the word;hand
Rule 15, which depends on the same two elements plus a suffix.
It is interesting, however, that Rule 15, with three variables
to consider, caused less difficulty for the Brazilian students i
than Rule 14. All three rules appeared in the middle 40% in '
the hierarchy of difficulty.

(4) Regularity means few exceptions to the ruies; If a
rule has many exceptions, particularly if they are commonly
used exceptions, it should be more difficult for students to
form the generalization, and the frequent use of irregular
words would make the automation of the rule more difficult.
Most of the rules have large classes of exceptions, sometimes
formed by conflict between two rules. According to Kingdon's
lists and Guierre's exercises, only Rules 4, 5, 8, and 13 have
very few exceptions. For Rule 4, which applies to literally
thousands of words, Guierre lists only seven exceptions, all of .
them containing a suffix with -{a plus one or two consonants.
» For Rule 5, only nine words are listed by Guierre and Kingdon,

'€ five of them having a ¢ preceding the u. Guierre lists only
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ninesg exceptions to Rule 8, two of them verbs which follow Rule
1. The exceptions to Rule 13 are limited to the suffix -e4 when
added to Greek elements, and'—able when it is not a suffix and
in.six words which also have a lessvacceptable; but regular
pronunciation. Of these fbur, Rules 13, 4, and 5 were the most
consistently applied in the error analysis, and Rule 8 was of

average difficulty.

(5) The last of Mackey's characteristics affecting
learning ability is the learning load. It is assumed; that
learning a rule which is very similar to another rule will not
take much more effort. This 1mplies that Rule 2 could be taught
after Rule 3, both being versions of SPE's Alternating Stress
rule; Rule 5 could be taught after Rule 4, the only difference
being a @ for an 4, Rule 7 could be taught after Rule 6, the ‘
difference again being a u for an ?; Rules 6 and 7 are also
similar to Rules 4 and 5 with the éifference of one consonant,
and could be taught directly after them; and Rule 8 could be
taught after Rule 1, the difference being the addition of a

suffix which does not alter the stress pattern of Rule 1.

Completing the discussion of how these characteristics

A affect the learnability of a rule, the effect of a rule's
learnability on the order of presentation has yet to be . |
considered. Remembering Fries' comment about the hopelessness
of a student who achieves fluency before phonological control
(see 5.2.2.), it is not necessafily a good policy to leave the
least learnable rules until last. In particular, a rule of low.
learnability and high suitability {(frequency in the textbooks)
sheuld be taught early to avoid habitual use of’an alternative

hypothesis.

It could also be argued that if a.rule'seems easily
learnable, instead of teaching it systematically, it could be
left for the students to assimilate in a more natural manner,
If time does not permit the presentation of all the principal
stress rules, learnability is obviously a criterion for
eliminating some of them. However, time permitting, a rule
should not be eliminated because of learnability for two
reasons. First, the students do not all have the same
difficulties, and it is rare for a stress rule to be easy for

all the students of a group. Second, as George points out,
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"the concentration of the learners' effort on points
of difficulty is methodically dubious. It makes the
learning task seem more formidable than it is, and it
means that attention is as likely to be directed to a
minor feature as to a major one." ’

The rules which prdvéd to be the easiest in this error
analysis are all important rules, and should not be left out
entirely. Probably the most practical way to deal with the most
learnable rgles'would be to practice them briefly, without
stating the rule explicitly, in order not to interfere with
unconscious assimilation of the rule that might already have

taken place.
5.5.7. Suggested Order of Presentation. v

It was decided because of suitability (see 5.5.2.) to
introduce Rules 4 and 16 and the suffix -£y of Rule 13 in the
first semester; the suffix -ex of Rule 13 and Rules 1, 3, and
6.in the second semester. It was concluded because of
similarity to the student strategies that Rules 2, 3, and 13
are of high learnability. Ruie 13 also has very few exceptions;
so the other suffixes of this rule could then be taught in the
third semester along with Rule 2. Rules 1 and-Q were found to
be of low learnability because of contrast with the student
strategies. Rule 1, however, because of its high suitability,
will remain in the second semester to aVoid the autohation.of
the early stress strategy in its place. Rule 9 can be taught in
the second half of the program, since, besides low
learnability, it is not particularly frequent in the textbooks.
Another reason for delaying the presentation of thié fuie is to
avoid interference with the learning of Rule 3, to which it is

an exception.

Because of lack of brevity, Rules 8, 14, and 15 were
considered to be of low learnability. Howéver, Rule 8 has few
exceptions and would increase the learning load very little,
because of its similarity. to Rule l; Rule 1 is presented in the
second semester, so it would be appropriate to present Rule 8
in the third. Rules 14 and 15 are similar only to each other
and low in suitability, so they can be left for the last part

of the program.

Rules 4 and 5 also have few exceptions and Rule 5 is

very similar to Rule 4, indicating a low learning load.



143
_ However, as Rule 5 appeared in only one word in the first two

semesters, it could be delayed until the third? after a review
of the suffix -ation of Rule 4. ' ’

"Rules 6 and 7 should be of reasonably hlgh learnablllty -
because of similarity to Rules 4 and 5. They could both be
introduoed in the fourth semester, which would be a good time
for a review of all the rules previously taught, as this
semester ends the first half of the English program.

The rules rema1n1ng to be taught in the second half of
the program are Rules 9, 10 (except for -4ic and -atton), ll,
12, 14, ‘and 15. Rule 9 deals with a group of graphically
similar suffixes, while the suffixes of Rules 10, 11, and 12
have only their stress pattern in common. This graphic |
similarity among the suffixes should make the rule easier to
mlearn, so it could be the first of these remaining suffixes
to be presented in the fifth semester. Since two of the
suffixes‘of.Rule 10 are presented earlier, Rule 10's other
suffixes could also be presented in the fifth semester, each

one individually because of the lack of similarity.

Rules 11 and 12, also dealing with dissimilar suffixes,
could be presented in the sixth semester, one suffix at a
time. '

_ Rule 14 and 15 should not be presented together, since
they assign different stress patterns. Rule 14, .although it
scored lower in the error analysis,should be presented first,
because it is the less complicated of the two, and because
Rule 15 deals with- derlvatlves of Rule 14. Rule 14 could be
presented, then, in the seventh semester and Rule 15 in: the
elghth, where a review of all rules would be done.

It is understood that review would be constant, and
not only in semesters four and eight. At the ‘end of each' _
lesson, before the pre-~test for the following~1esson, itvwouid
be convenient to review briefly two or three rules previously
taught. Any timeba review shows the students are losing command:u
of a particular rule, that rule should be re-studied |
systematically. The order of presentation'decided'on in this
section is summarized in Table 15. It must be made clear that
‘this order in given mainly as a model showing how the above
criteria can be used. It is thought to be an adequate order of
presentation within the English program at the Universidade
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Fedefal de Senta Catarina. However, every learning iﬁstitution
itas its own peculiar problems, and the order of presentation of
the various items in any category must be adapted to the needs
of the situation. The order of presentation should always be
flexible, and flexibility requires cooperation amohg the
teachers of the various levels. Any.time there is a major
change in program, methods, or materials used, this order of

presentation should be reviewed and adapted, if need be, to the

new situation.

TABLE. 15 1

i

ORDER OF PRESENTATION OF STRESS RULES

SEMESTER ~ RULES OR SUFFIXES PﬁESENTED
1 4 16 _y
2 , —en 1 3 6
3 -ic  -ation 2 5 8 13°
4 6 7
5 9 10
6 11 12 ,
7 14
8 15

5.6. Avoiding the Interference of Student Prediction Strategies

In 5.5. it was seen that it is important to consider the
student prediction strategies in deciding on the order of
presentation of the stress rules, to take advantage of these
strategieshwhere possible, and to avoid the habitual use of
them in place of the proper rule. These strategies must also be

kept in mind in the presentation of each particular rule.

The early stress strategy was used to help determine’

when rules 1, 2, 3, and 9 would be presented. This strategy,
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since it reflects an actual tendency of the English language,
-should not be dlscouraged but only limited and taken advantage
-0f where possible. The limiting should takz place naturally
erWlth a systematic presentation of the ‘rules; the presentation.
of Rules 1, 4, and 6 in the first two semesters should help the
students to see the 1imits of this strategy, since these three
rules assign stress later in the word. Another suggestion Would :
be to practice the shorter words of a particular rule first,
‘but eventually alternate the short ones with thevlong ones to
make sure the students count. the syllables from the end and not
the beg;nﬁing of the word. ' '

The strategy of_maintaihing-the-stressrof the root'word
~should also be only limited and not discouraged. This should
also take place maturally with-a'systematic presentation of the
strong and_weak suffixes and derivation drills. When the
.students persist in treating a particular strong suffix as a
weak one, the difference should be pointed out.

The strategy of stre351ng the final syllable of verbs
»when this syllable contains a tense vowel is not a general
tendency of the language, but it does occur in many disyllabic
verbs, particulary those'ending in:—ain,.-dte,f-iéa, -Lve, and
~ufe. The systematic teaching of Rule 3 early should'help,
including a large selection of verbs with tense vowels in the
final syllable. The beginning recognition exercises for this
rule should emphasize the difference between primary and
terciary stress, as the final syllables generally receive
- terciary stress. ' ’

A contrast could be made between the verbs of two and
three syllables, but this could encourage confusion between
them. A good time to practice the disyllabic‘verbs with_a"tense

“vowel in the final syllable would be together with Rule 1, ‘
"Which assigns final stress to verbs ending in:a-consonantv'

- cluster. If this is done, it is suggested that Rule 3 be
presented at the beginning of the second semester, and Rule 1
~and disyllabics w1th a tense vowel in the final syllable at
tthe end. This will glve time for thorough assimilation of Rule :
3 before the dlsyllablcs can interfere with this rule. - '

- The confusion of Engllsh terc1ary Wlth Engllsh primary'
stress can probably be controlled by intensive recognition .
drills in which the students must distinguish between the two.



o _ ) 146

This can begin in the first semester, since Rule 4 includes
%gny words with terciary stress, and should be continued
throughout the entire program.‘In practicing any word which has .

both stresses, the distinction should be insisted upon.

It was mentioned in 5.5. that the-strategy of giving
primary stress to the Syllable of the Portuguese cognate's
terciary stress can be capitalized on by presenting first
words in which this occurs. However, these should later be
alternated with words where this does not occur so that the
. students can see that the stress pattern of the cognate is _
irrelevant. If the students persist in using this strategy
inappropriately, the teacher might have them pronounce the
- Portuguese cognates with the English.stress pattern. This
-should Help them to see how inappropriate it is to transfer the

pattern of one language to the otHer.

Finally the strategyiof giving weak stress to initial
vowels has no place in the English language. The interference
of this strategy can be controlled by alternating words of the
same pattern beginning with a consonant with those beginning
wi-th a vowel. This should help the students realize that the
initial phoneme of the word makes no difference, but if
necessary, the teacher can point out to them what they are

doing and explaln the irrelevance of the initial phoneme.

The six student strategies discovered in this study are
hypotheses that students made learning English in a program
that gave no systematic training in word stress. Most likely,
~ the mere systematic training in stress placement will avoid
much of the 1nterference of these strategies. However, where it
is not avoided naturally, the suggestions in this section

should help.

5.7. Remedial Training

When considering remedial training,; the following
comment by George should be kept in mind (1969: 75): "A good
pronunciation is worth trying for initially, and with °
persistence. Later, however, unfess initiative comes from the
Learner, it is rarely useful to give much time to general
remedial work in pronunciation". Since good pronunciation

depends on many psychological factors, including the desire
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for integration (which is relevant only for the student who
goes abroad), a remedial pronunciation course should always be
optional. This is why it is important to give more emphasis on

pronunciation in the early phases of any English program.

There are two main differences between teaching‘streSa
placement as part of the regular English program and as pait‘
of a remedial pronunciation course. The first is that, while
in the regular English program the objeét is to deVelop
appropriate'stressAplacement habits while avoiding the
formation of inappropriate strategies, in a remedial prbgram
the inappfopriaté strategies already in use must be replaced by
appropriaté stress placement rules. The second difference is
that an aVerage university Engiish program lasts four years,
while remedial pronunciation courses afe usually limited to one
semester; ‘ '

In one semester one cannot hope to replace inappropriate
stress placement habits with appropriate ones in a natural
manner. The greatest difference, then, in teaching strategies
in a remedial program is that rules must be made much more
explicit and maintained on a conscious level for a longer time,
aﬁd both interlanguage and intralanguage contrasts must be
pointed out. In 5.5. it waé suggested to separate as much as
possible the presentation of contrasting items such as Rule-3,
which assigns antepenultimate stress to nouns and verbs which
end in a syllable with.a tense vowel, and the disyllabic verbs
which have finai stress. In a remedial program of one semester
these items cannot be sufficiently separated anyway, and the
~contrast will probably need to be made in a conscious manner.
Therefore, a practical sequence would be: (1) pfesent and drill
thoroughly the first ifem,-(2) present the second item, pointing
out the contrast with the first, and drill, (3) drill the two

contrasting items together.

Another factor which would change the order of
presentation of rules in a remedial program is the psychological
effeét of the difficult rules. In order to minimize
discouragement, the more difficult rules could be alternated

with the easier ones, instead of leaving all the difficult ones
for the end.
Except for the differences in ordering mentioned above

and the need for the students to be more conscious of

everything they are doing, the manner of presentation and
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driliing of the stress placement rules need not be]much'
different from “hat used in the regular English program.

5.8. Conclusions

LIn this chapter it was shown that word stress is an area
which has been almost ignored in literature dealing with v
danguage teaching;that few general English textbooks offer any
systematic pronunciation practice at all, and that those that

do ignore stress placement; and that most pronunciation manuals

" deal’with stress from the point of view that the stress of each

word most be learned individually, offering no practice in
prediction of stress patterns. It is not surprising, then, that .
stress placement is one of the greatest difficulties.of
-students learning English, since they are, in most cases, left
to form their own hypotheses without even the help of having

+the language data presented in an organized manner.

It was seen that the two basic contemporary theorles of
.language learning, behaviorism and mentalism, are extreme, and
that one needs to combine these theories to develop an adequate
approach. This means that any language structure is best taught
by (1) organizing the language data in such a way as to
facilitate the forming of hypotheses, (2) presenting.rules in
‘the simplest form'possibie to make the hypothesis-forming
'g'process more efficient, and (3) drilling the rules, especially
of lower level items such as phonology, in order to automate
their application. In the case of stress placement, it is
important to drill stress level recognition, repetition of
stress patterns, and prediction of patterns. Though drills
.should begin.without a meaningful'context:for greater attention
to pronunciation, contextualized drills should be used in'the‘
end to aid in transfer. A suggested sequence was glven puttlng
the above conclusions into practice.- '

A The most relevant factors in ordering the presentation-
of stress rules are (1) suitability in-the selected vocabulary;
(2) productivity of the rules, and (3)*1earnab111ty, assessed
mainly by s1m11ar1ty to. the student pred1ct1on strategies,
clarity, brevity, regularlty, and the learning load. A
- suggested order. of presentation was'givenvusing-these'criteria.'
Although the order of presentation should contribute to the
“avoidance of interference of the studentfprediction strategies,
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futher suggestions related to the presentation of the rules

were given.

Finally it was concluded that remedial training is of
little use unless by option of'the learner; and that when
given, the learning must take place in a more conscious manner

and in an order which will avoid discouragement.



CONCLUSIONS

‘It has been'seen_that word_stress,'althdugh described:
variously from the physiological, physical, and psychological
points of view, generally refers to the general’distiﬁctness or
prominencé given to one syllable above others. As different
listeners may depend on different qualities of stress for their
i_perceptual judgement, these individual qﬁalities_were not given

importance in this study-

Descriptions of English stress have been of various
types. The earliest ones were limited to vague generalities
" about the tendencies of the 1anguagé, including the various
stress patterns possible, but giving no reasons for certain
words having particular patterns. Many linguists have seen a
' relationship between affixes and stress patterns and have
produced lists of the affixes and their effect on stress. The
" transformational-generativists are responsible for pointing
out" the realitonship between the phonological structure of a
word and its stress pattern, but have made English stress seem
more'regular than it is by explaining.exceptionsbthrough
abstract underlying representations. Finally,_after much
controversy about TG theory in general a few linguists have
tried to find a compromise between the TG descrlptlons and
those using: concrete orthographlc forms. '

In Chapter Two the’ pedagoglcal contrlbutlons of

‘contrastive analysis and error analysis were dlscussed, and it
was concluded that error analysis is more reliable for p01nt1ng1
out diffiéulties, but contrastive analysis is often useful for
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explaining errors.

_ .Chapter Three relates the test of nonsense words which
" was applied to native speakérs of English to discover what
kinds of stress rules are mosthconsistently applied. With the
exception of three rules, it was found that rules depending on
suffixes are muchveasier to apply than rules depending on fhe-
phonoldgical structure of the word. The rules most consistently
applied by the native speakers and a few other similar rules
were included in the test fof the error analysis of Brazilian

students of English.

Chapter Four relates the test applied to Brazilian ,
students of English, consisting mostly of uncommon words whiéh
would probably not be part of their active vocabulary. from
this test a hierarchy of difficulty was established, but it was
shoﬁn not to be entirely reliable because of individual words
included in certain rule categories which caused problems not

common to the words of those rules in general.

- More important than the hierarchy of difficulty are the
six student prediction strategies discovered — (1) the early
stress strategy, (2) the strategy of maintaining the root
word's stress, (3) the strategy of stressingvthe final syllable
of verbs when this syllable contains a tense vowel, (4) the
strategy of giving primary stress to the first of two strong-
stressed syllables, (5) the strategy of giving priméry stress
to the syllable of the Portuguese cognate'éiterciary stress,
and . (6) the strategy of giving weak stress to initial syllables
beginning with a vowel. These six strategies were found to have

a considerable effect on the learning and application-of the

rules.

In Chapter Five it was seen that étress placement
coﬁstitutes a large gap in the literature on language teaching,
and that the pronunciation manuals do not give much needed
practice in stress prediction. Applying existing learning and
teaching theory to the teaching of stress, it was concluded
that programmed organization of language data, rﬁles, and _
drills all have a place in the classroom. An example of the use

of these three items was given.

A suggested order of presentation of the stress rules
was given, based on suitability in the selected vocabulary,

productivity, and learnability; similarity to the students
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prediction strategies being the most'importan% factor affecting

learnability. Suggestions were given for avoiding the

. interference of these student strategies in the learning and

application of the.rules. The problems of remedial training 1n

stress placement were also discussed.

The student predlctlon strategies are considered to be
_the most important discovery from the error enalysis, and an
important factor in the planning of teaching strategies.
However, it was seen in the last chapter that an error anelysis'
does not give all the answers. Many other factors are 1mportant
in the planning of a program for teachlng stress placement, -
including textbook vocabulary, product1v1ty of the rules, and

various characterlstlcs of the rules which affect learnability.

Although it is hoped that this thesis has made a _
centributlon.toward improving the teachlng of English stress
placement, much more research needs to be done on the subject.
There is an abundance of theoretical studies'available about
English stress. What is needed now are~mofe'practical studies.
This.study has given pedagogical suggestions, which have not
yeE been carried out. There is still a great need for
experimental studies in which these.suggestiens and future

innovative ideas are tested.
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TEST OF NATIVE SPEAKERS:

LIST OF MODEL WORDS, NONSENSE WORDS, AND SENTENCES

SPE.V.1.
astonish
andomit
edit
emish
consider

tonsimer

imagine ™

inabine

intérpret

impeltret

promise

skonise

SPE. V.2,
maintain
"saingain
erase

elame

carouse

galouse
appear
atteam
cajole
bagole

surmise

tulnise

SPE.V. 3.
.collapse

Jorrast

" torment

'volsemp'

They must andomit the interest in September.

Please emish the apples carefully. ///

The boys‘aré going to . tonsimer next weik.

"It was too big for Ben to inabine.

They may impeltret here until March.

Martin's work may skonise a promotion for him.

Must the children saingain so much?

No one was able to elame why he left.

o

They have galoused for many years in Mexico.
We decided to atteam one week for his answer.
I love to bagole through the woods.

They're going to tulnise about that in New
York.

You don't need to lorrast the appointment.

* Please feel free to volsemp my opinion.



exhaust

estauct
eléect
erept
convince
pombince

ustrp

utulp

SPE. V. 4.
violate
piorake
6rganizé‘
olkadive

caterwaul

matelcaur

. - .
insinuate

iclimuade

gallivant
"tabbigart

experiment

ectemidest

=

SPE.N.T.
América
Asenida

-
cinema
chimeka
asparagus

aétabagus

metrdopolis

hedromokis

javelin
sabelit
vénison

berison

He said that he would estauct great dangers.
Philip refused to erept about the matter.
I'11 be over to pombince that problem on Friday.

The governor will utulp with the legislaturé.

They said they would piorake his belongings.

What places will you olkadive during your
vacation? ' . ' »

To whom shoﬁld we'matelcaur the answer?
Théy plan to iiclimuade his salary.

She tabbigarts of nothing but.the theatre.

We will have to ectemidest about that matter.

'

They are going to Asenida next week.
I didn't know if that was your chimeka.

There is little good actabagus on the market.

There is  another hedromokis farther ahead.

The box of sabelits has arrived.

The berison is in the drawer.



SPE.N.Z.

aroma

acoba
balalaika
" damamaiga
hiatus.
tiapus
horizon
solibon
thrombosis
cloridomis
cordna

poroba

SPE.N.3.
verénda
pelanga
aqéﬁda

akenta

consénsus

torpelmﬁs
synopsis
lytolpis
amalgam
abastan
uténsil

udestin

SPE.N.4.
machine
caésine
baroque

manoque

police

golice

brocade

stolade

The acoba hid in the shed.
He didn't'menfién anything aboutva damgmaiga
He wént‘fOr a 1ohg tiapus yesterday.
What aid Dohald Say about his.solibon?

—

The clondomis began at ten o'clock.

We-had.difficulty locating the poroba.

The heat within the pelanga was unbearable.
The akenta had been punctured.
We found the torpelmus outside on the step.

They played their lytolpis every night.

)

They received a new abastan this week.

The udestin will be finished by November.

His cassine delayéd him from completing the
job.
Della's manoque lay floating in the lake.

Lake Golice is the largest in the country.

Will you deliver this stolade?



o
regime
ferime
domain

bolain

SPE.N.5.
hiirricane
mullinade

anecdote

apectode
baritone
lasidope
candidate
hastilane

matador

baganor

antelope

angerote

- SPE.A.1T.
s61id
porit
‘frantic,
transip
handsome

tangdome

clandéstine

praltanpine

cértain
versain
coémmon

sonnop

SPE.A.2.

supréme
y
cudrene
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Do these ferimes belong to you?

Ruth's bolain broke when she dropped it. -

The View of the mullinade from heré is perfeét;

Consider the apectode before making the

-

purchase. -

They are having a sale on lasidopes at Smith's.

The cause of the hastilane was not easy to

discover.

Mr. Jones gave Susan a dozen baganors.

_The angerote clearly.shoWed the position of the

ships.

He was one of the South's most por?t soidiers.b
Jack was just as transip as any bo; his age.

He was Jjudged by some to be rather tangdome.

He begaved in a rather praltanpine manner.

That mule looks a little versain to me.

We walked back to camp a rather sonnop group.

The climb left us extremely cudrene.



sincére
bintele
secure
degule
inane
ifade

obscéne

optete

obscure

octrule

SPE.A.3.

absurd

agnult

corrupt
jolluct
imménse

innelse

abstract

adsprald

robust
Jomuct

overt

otelm

SPE.A.4.
manifest

padimect

resolute

serodume

dérelict

telemist

_difficult
littimust

moribund
bdlicult
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I found him to be a very bintele persbﬁ.'

The canvas is too degule to use as a cover.
They were tired of such ifade activities.

I think we should take the most optete road.

I

Sometimes his language gets'a>bit octrule. -

Bert hurried home because he wds so agnult.

It gave him jolluct satisfaction to be able to

compete.

She seems innelse of the simplest facts of

history.
It's one of the most adsprald cities of the
world. . '

He is intelligent but not entirely lomuct.

He was a well-dressed man withiotelm manners.

The third verse was the most padimect.
John's work grows more serodume every year.
Earnest turned out to be a fairly telemist
person.

Mother was littimust when she found out.

The umpire looked extremely bolicut with his

umbrella.



cOmatose

¢dmagose

SPE.D.T.
ciinjugal
mordugal
medicinal
gemitinal
rIgofous
bitonous
noctivagous
dolpivagous
aspirant
astirant
significant

gistivirant

SPE.D.Z2.
dentinal
bentinal

anecdotal

alestonal

desirous -

lenidous
polyhédrous
soryletrous
adjacent
achadent

‘antecédent

argevetent

~ SPE.D.3./G.S.1.

fraternal
stadestal
incidental

impilagnal

It was really domagose of him to refuse.

)

Roy spoiled the party by being so mordugal.
He suggested a gemitinal revision of our plans.

Those boys beem particularly bitonous today.

o

We laughed ~at . the dolpivagous gestures of

the auctioneer.

John has been appointed astirant of the agency.

'

Howard felt gistivirant when he was pointed out

| as the founder.

The smell of oil in the hull was most bentinal.
The avenue waé lightedbby many alestonailiamps.
Don is rather lenidous and hopes tg win.

The charges against Arthur were soryletrous.

He saved an achadent sum of money while in

office.

Henry's life was an argevetent one.

The island is stadestal and difficult to reach.

The crash was followed by an impilagnal.

depression.



moméntous

vodentous.

" polyandrous

topyambrous

repugnant

genuctant

“indepéndent .

impetegnent

G.S.2.

indiscrétion

~ingisprenion

braggadocio
trannogorio
convénience
portience
feldonious

pedonious

“esséntial

ellersial

paradisiac

dalabiniac

G.1.1.

prismatic
trildatic
entéric
erdenic
acoustics
anoumpics
metaphoric
ledamonic
episddic

etimotic

(19)
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The woman wore a vodentous wool jacket. -

The office has a topyambrous air‘about it.
Ray's rise to success was extremely genuctant.

The summer sun made everyone impetegnent.

The ingisprenioﬁ is changed completely in the
second column. - '

The entrance to the trannogorio was lined with

- palms.

We were much amused at the por£ience of the

waiter.

His pedonious whiskers gave him a

distinguished 1look.

It's one of Kipling's most ellersial stories.

William's record in the war was dalabiniac

&

Her problem seemed to be Very'trildatic.

The professor's questions were always erdenic. .
We heard that he had entered anoumpics.
He was saddened by the ledamonic turn of

events.

His music is too etimotic for my taste.

. (19) This should have been poiatefience, but the error on the

index card was not caught until several students had
{ 1) already taken the test.



astrophysics

asprolymics

G.1.2.
rhetorical
medonical
piratical
dilamical
grammatical
stammatical
arithmetical
atisnemical
paraddxical
talamoxical
* encyclical

embystical

G.1.3.
faqiiity
baginity
abstrdity
ambuspity
alacrity
amatrity
authenticity

auzergility

confratérnity

monstravernity

herédity

medérity
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He majored in asprolymics at the university.

The music caused medonical memories to arise .

The qﬁiz program was the most dilamical of all.
He finds astrology very stammatical. ,
The explosion was unusually atisnemical.

He is a talamoxical acquaintance of mine.

Their decision was an embystical one.

His baginity was entirely hypocritical. .

I have no doubts about thé ambuspity of the

situation.

There was no chance for them to show amatrity.
His auzergility was a model for the rest of us.
The variety of opinions prevented

monstravérnity.

I believe his mederity is a matter of pride.

G.S.3. was tested by checking the pronunciation of the

following words, given for other rules. See above for context.

tonsimer
tabbigart
ectemidest
:Asenida

berison

solibon littimust bentinal
mullinade bolicult lenidous
lasidope gemitinal
hastilane astirant .

padimect gistivirant
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- TEST OF NATIVE SPEAKERS:’
SCORES OF INDIVIDUAL WORDS

Number of

Number Number Responses
Word of Rule of Vvalid Satisfying
Responses Responses Conditions
: ' : ' for the Rule

‘1. andomit 8 29 29

2. emish 12 29 29

3. tonsimer 1 26 25

4. inabine 1 29 1

5. impeltret 18 28 19

6. skonise 4 29 i

7. saingain 5 30 29

8. elamé 29 29 29

9. galouse 18 27 20
10. atteam 30 30 30
11. bagole 16 27 ‘ .18»
12. tulnise ‘3 e 30 27
13. lorrast 19 30 30
14. volsemp 8 25 25
15. estauct ‘ 23 23 23
16. erept 28 29 29
17.»pombince. 12 25 25
18. utulp 19 23 . 23
19.'piorake 14 24 19
20. olkadive 24 26 24
21. matelcaur 13 20 18
22. iclimuade 9 9 9
-23. tabbigart 28 28 28
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Number

Number of

Number . Responses
Word of Rule of Valid Satisfying
Responses Responses Conditions
' ’ ' for the Rule
 24. ectemidest 11 23 .23 :
25. Asenida 6 26 6
26. chimeka 7 29 - 19
27. actabagus '2 28 23
28. hedromokis 4 26 7
29. sabelit 22 27 26
30. berison 23 30 29
31. acoba 19 28 | 25
32. damamaiga 13 .18 14
33. tiapus 2 27 2
34. solibon 0 28 11
35. clondomis 10 23 12
36. poroba 21 30 - 28_
37. pelanga 26 . 28 28
38. akenta 20 24 24
39. torpelmus 14 26 26
40. lytolpis 14 28 28
41. abastan 15 28 28
42. udestin 11 22 20
43. cassine 12 28 25
44, manogque 13 17 16
45, golice 3 30 9
46. stolade 3 30 29
47. ferime 8 16 il
48. bolain 20 30 28
49, mullinade 28 30 30
50. apectode 14 24 24




Number of

Numbef Number Responses
Word’ of Rule of valid ©. Satisfying
Responses Responses Conditions
‘ : : for the Rule
51. lasidope 28 28 - 28
52. hastilane 26 29 26
53. baganor 16 24 19
54, angerote 21 25 22
55. porit 26 . 30 30
56. transip 27 27 27
57. taquome 19' 29 19
58. praltanpine 1 19 1
59. versain 0 28 ._O
60. sonnop 21 28 24
61. cudrene 10 26 19
62. bintele 4 25 8
63. degule 14 _27v 17
64. ifade 11 23 22
65. optete 15 25 21
66. octrule 10 30 30
67. agnult 18 23 23
68. jolluct 8 27 27
69. innelse 25 25 ‘25
70. adsprald 9 22 22
71. lomuct 14 29 29
72. otelm 9 21 21
73. padimect 18 23 23
74. serodume 11 28 21
75. telemist 29 30 30
76. littimust 29 29 29
77. bolicult 28 29 29
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Number of

: o Number ‘Number ©  Responses
Word - of Rule of valid Satisfying
Responses Responses Conditions”

for the Rule

78. domagose S 20 27 o 25

79. mordugal ‘ 14 29 14
80. gemitinal 14 | 24 22
81. bitonous 12 24 12
82. dolpivagous - 11 ~ 20 S 13 o
83. astirant 1023 12
84. giéﬁivirant ' 20 28 o 24
85. bentinal 3 ' 24 4
86. alestonal 12 - 22 iS
87. lenidous 4 22 R
88. soryletrous 1 25 ‘ 2
89. achadent 5 . 26 5
90. argevetent 1 : : ,8  .1
91. stadestal 13 _ 21 21
92. impilagnal . . 6 20 ‘ 20
93. vodentous 16 17 wo 17
94. topyambrous 16 : 23 23
95. genuctént - 25 . 27 ' 27
~?56. impetegnent Y 7 11 11
' 47. ingisprenion 18 19 19
m58, trannogorio ‘ 25 25 25
17 w
lOO.hpedonious 20 : 20 : 20
101. ellersial 20 23 .23
- 102. dalabiniac ' 14 15 _ 15
103. trildatic 18 | 22 o 22

104. erdenic : 23 29 29
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Number

Number of

Number . Responses
Word of Rule of valid Satisfying
Responses Responses -Conditions
, ' for the Rule

. 105. anoumpics 18 19 19

106; ledamonic 12 27 27

'107. etimotic 24 25 25

108. asprolymics 12 28 28

109. medonical 24 27 27 )
110. dilamical 21 26 26"

111. stammatical 23 26 26

112. atisnemical 19 19 19

113. talamoxical 21 22 22

114. embystical 23 26 26

llSi baginity .- 29 29 29

116. ambuspity 22 26 26

117. amatrity 11 23 23

118. auzergility 26 26 26

119. monstravernity 21 24 24

120. mederxrity .16 26 26
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10.

11.
12.
13.
14.
15.
16.
17.

19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
'29.

30.

31.

32.
33.
34.
35.
36.
37.

APPENDIX 3
SENTENCES USED IN TEST OF BRAZILIAN STUDENTS

The two lines begin to di{vexrge from here.
The company helped to {foment the rebellion.
That was the day he was resurrected. '
You musn't suboin the witness. -

The article purports to be unbiased.

The comet trajects a curved line across'the;skyt__
They will {implemeni the plans when the funds,arrivé..
You must patent that idea immediately.

He was known for his nrubdicund cheeks.

The' plant is recognized by its cuspidate leaf.

It twines in a s{nistronse manner.

He answered with a satuinine smile.

We're entering.a comatfose economy.

He has a teamagant wife, but an agreeable daughter(

Sandy was very 4impof.ite at her grandmother's.

'The stone was cheap because it was slightly {mperfect.

They do nothing but cateawauf all day long.
They won't detonate the bomb unless necessary.
He doesn't velfandize his 1's. A

Mary wants a ring made of azurifte.

You can see the desmosome in this slide.

That animal is an inquiline.

We'll try to ascentain the cause of the difficulty.
We're going to a masqueirade party. |

He was depicted as a courageous centurdion.

You will receive retribution later.

He suffered an {ignominious defeat.

We arrived to find the house in pandemondium.
The detective was extremely percipient.

I had never seen such fuxuriance before.

It will be difficult to check on their compliance with the
rules.

Debby is out back picking dandefions.

Now take the measurement of the two contiguous angles.

Try to eliminate supenfluous spending.

He only worries about pleasing his constituents.

They weren't equipped to put the nesidual oil to good use.
That action will only perpetuate the situation. '



38.
39,
40.
4L
242,
43.
44,
45.
46.
a7.
- 48.
49.
50.
51.
52.
53.
54.
55.
56.

57.

58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.

70.
71.

72.
73.
74.
75.
76.
77.
78.
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We're dieting until the next issuance of food stamps.
The supplies are entirely ({nadequate.

They opened the concert with a popular 4pinl£ua£.

We grew tired‘of his pious speeches. | '

Dial the number once more, please. .

There's a client waiting in your offlce.

He looked the part of the {gnriaxr.

They were celebrating their fZalumph over the enemy.
She had been in Egypt paior to her visit to Igrael.
Bill wanted more than anything to be a priest. _
We were listeﬁing to an old album of fhe Kingston Txado.
The company refused to indemnify her for her losses.
In spite of the horrible taste, the plant is comestible.
These people are known for their Longevity.

We live in a very acquisitfive society.

It was a 5ontuizou4 occurrence.

Some find it difficult to accept the ape as our progenditonr.
Ted's constantly bothered with deamatitis.

You'll have to be more expﬂicii in your explanation.

This fruit is generally too acidufous to eat.

Dan was punishedvfor being éo_impudent.

We‘Were terribly frightened by their tauculence.

That noun is preceded by another dtt&ibutiue noun.

All the contributors will receive the newsletter..

He lost us with his constant capitular references.

The seminar is from Monday to Friday 4nclusdive.

Jack is always fleeing from some penrsecufonr.

Harry was extremely despondent about his health.

The bill-was defeated because of their xemonstrance.

There is still much evidence of the Romaﬁ ascendence.
You'll have to use a di&inéectant in the sick room.

They were learning about insects' reproductive cycles.
They were easily impressed by poatentous ceremonies.

Her parents weren't happy to find Tom was Profestant.
Under the circumstances, we can do no better.

The chemistry class had five absentees today.

He was a famous buccaneex.

She was very interested in Buimese culture.

Bobby liked the Kangarocos best at the zoo.

Would you like a macaroon?

The children were playing with their marionettes.



779.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.
93.

94.
95.
96.
97.

98.

99.
100.
101.
102.
103.
104
105.
106.
107.
108.
109.
110.
111.

112.

113.
114.
115.
116.
117.
118.
119.
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Helen ordered a cheese omelefte.

Will you serve on the comﬁittee?

Jane has very sybaritic tastes.

He continues to admonish her, but she pays no attention.
The atmosphere was not at all conducdive to studying.
Don't put too much faith in his conjectures.

Wait for his reiteration of the instructions.

You can see the spot on the tegumental layer.

She's always been interested in pofitics.

Margaret is extremely matune for her age.

The slums lie on the periphery of the city.

He has a habit of {ntercalating extra létters by mistake.
Aunt Jessie constantly nepnobdteb~the laxity of the young.
Carbon monoxide is {inodorous buti: lethal.

Tom has £igamentary problems 'in his leg.

They returned from the ]ungle with Aubcutaneoué para51tes.
She writes using beautiful Lmage&y

He spent the rest of his life in a monasteny.

We were advised of his premonditory symptoms.

His success was due to his predatfory nature.

Coffee tastes much better made in a peicoﬁata&.

There seems to be a pulmonary infection.

The tapes revealed the Lntnicaciez of the plot.

His remarks were often unintelligible.

The conbp&&atohé met in the basement.

You can £fill this prescription at the d&Apenbany
Fortunately noone was injured in the accident.

She returned to Virginia talking like a nonthenneﬁ.
You should be more'&eépectéuﬂ toward your elders..

The teacher has a humorlfess personality.

I don't think that move is advisable.

He amused his classmates with his devifment.

He was unabfe to concentrate on his work.

She's a bit moody, but neveatheless a pleasant person.
The tremor barely registered on the selsmograph.

Will you speak into the microphone please?

He's still waiting for word from the Pentagon.

He was used to ruling as an autocrat. '

It is difficult to run against a demagogue.

They could see the enemy through the periscope.

His heart was hooked up to an electrogram.



120.
121I.

- 122,

123.
124.
125.
126.
127.
128.
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130.
131,
132.
133.
134.
135.
"136.

He sat for hours staring into a kafeidoscope.

Sue was interested in learning Zelegraphy.

She is an extremely talented biographexr.

Mark's g01ng off to geologize in the Andes. _
The new office bulldlng is designed to be hexagonaﬁ
Mex1co s unlver51t1es are autonomous.

The stroke caused a panaKyALA of hlS left 51de.

She is being treated for epilepsy.

The bones belong to a member of the dinOAdunub,group.

Who is your new 4cdience Zfeachexr?
Mother prepared chicken with pinéappﬁe, N
Jennifer sat at the head of the conference table..

I gave him a fountain pen for his birthday.

The ‘cabinetmaker will have to replace these drawers.
Sally's working as a houéekeebea,

I'll see you this afternoon at the cafeteria.
Inflation has reached twelve pexrcent.

&
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TEST OF BRAZILIAN STUDENTS

APPENDIX 4 -

STRESS PATTERNS GIVEN FOR INDIVIDUAL WORDS
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) SYLLABLE UNDERGRADUATE SYLLABLE GRADUATE
HORD 6 | s | « | 3| 2 |1 |[INCoRR ¢ |3 ] 2 | |Incor
1. diverge o 16 ] 4 12 o
2. foment 9 7 0 8 7 1
3. resurrect 0 Y 14 2 Y 0 16 o
4. ‘suborn 4 12 o 10 6 0
5. purport 8 7 1 8 8 o
6. trajects 6 | 10 0 o 9 7 0
7. implement, 9 5 0 2 14 0 2 0
8. patent 10 6 o] 13 '3 0
9. rubicund 12 3 1 0 ) i 1s 1 o o
10. cuspidate | 13 1 2 0 | bo1a i 2 o ! o
11. sinistrorse | 11 4 0 1 X 8 S 2 | =1
12. saturnine | 10 3 1 2 I P1a o 0 1
13. comatose | 13 2 0 1 i t1s o0 | o 0
14. termagant g | 15 0 0 1 L1 13, 3 o | o
15. impolite 4 o | 12 0 1 i 71 o 8 1
16. imperfect ! s | 8 | a 0 | b3l | o o .
17. caterwaul - ! ' 16 o ! o 0. ' ‘14 o0 1 1
18. detonate C 1 s 1 : 127 o 3 1
19. velarize 13 ° 2 1 12| o 3 1
20. azurite %_ 6 ) 3 0o 11 ] 3 1 1
21. desmosome | 10 1 3 2 1] o1 |2 2
‘|22. inguiline 10 2 2 2 15 1 0 0
. 123. ascertain 4 7 3 2 0 14 2 0
24. masquerade 15 1] 1 0 15 0 1 0
25. centurion 412 | (@] o 0 1| 15 | (0) 0 0
26. retribution 0 o 16 (0) 0 0 o| 15| (@ | o 0
27. ignominious 0 5 4 o) | o 7 2 4| (| o 9
28. pandemonium ; 0 0 16 (0) 0. 0 0 13 (0) 0 4]
29. percipient ; a1 | @] o 1 o| 16| (0] o 0
30. luxuriance 3ln [ o 1 1 1| 14 | (» 0 T
31. compliance 6 9 0 1 2 ) 14 0 0
32. dandelions 6| 4 6 0 0 7 7| 2 0 0




JOY DRSPS SROUI S

an
SYLLABLE UNDERGRADUATE SYLLABLE GRADUATE
WORD
e ] jum o] e
33.' contiguous o| 16| o 0 0 o | 14 0 0 2
34. superfluous 1 15°1 o 0 0 17 15 0 0 0
35. constituents 4 6 3 1 2 4 7 2 0 3
36. resifiual 1 13 0 0 2 1 15 0 0 0
37. perpetuate 1 11 0 3 1 1 14 0 1 i 0
38. issuance 10 1 0 5 8 S 0 { 3
39. inadequate 10 2 | (0) 4 o 14 1 (0) 0 1
| 40, spiritual 13 3] o 0 0 15 1| ol. 0 o
41, indemnify 1 9 1 2 3 1 9 0 ' z_? K
42. comestible 9 3| 4 0 0 2 | 13 1] o, o
43. longevity_ 1| 12| 3 0 0 3] 13: o0; o To
44. acquisitive 2 14 0 0 0 0 14 1 [ 1
45. fortuitous 5 6 0 0 s 5 7, o o 4
46. progenitor 2| 14 0 0 0 o | 16 0 oii ?' i
47. dermatitis 6 1 6 | o 3 1 0 a0 1
48. explicit a | 10| 16 0 0 o 16| 0 o -
49. acidulous 2 8| o] o 6 1 8 0 o 7
50. impudent i 313 | o 0 ' 114 o 1
51. triculence 13 0. 2 0 161 o o”T_u-q
52. attributive 0- 11 S 0 0 -1 12 7. 2 0 1
53. contributors 1 2 13 [} 0 3 2 E 11 -0 | 0
54. capitular - 1] 15| o | o 0 s 1] ol of o
55. inclusive 1] 14 1 0 2| 14 0 0
56. persecutor 1 6 8 0 1 3 o] 13 0 . 0
57. despondent 0] 1s I o | 13 1 2
58. remonstrance 2 | 10 2 2 s | 1 0 0
59. ascendence 2 8 .1 S V4. 11 0 1
60. disinfectant o| 7| 8 1 0 0 4 12 0 0
61l. reproductive 0 9 ‘ 7 0 0 0 3 “13 .0 0
62. portentous i0-] 10 0 6 2 10 0 4
63. Protestant 12 4 0 0 14 2 -0 0
164. circumstance (s) 16 | 0 0 0 15| o 1 )
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SYLLABLE UNDERGRADUATE SYLLABLE GRADUATE
WORD
. S P O P o) cf ] 2] e
65. absentees 4 3 1 8 8 2 5 1
66. buccaneer 7 3 5 1 4 1 11 "-~-8--4
67. Burmese 15 1 0 1 5 0
68. kangaroo 15 0 1 0 14 0 2| o
69. macaroon 11 o 5 0 8 0 8 i °
70. marjionettes 8 2 0 5 1 7 1 1} 8 0
71. omelette 14 o] 2 0 16. 0 o] i 0
72. committee 20 s | o | o s 1110 o
73. sybaritic 3 4 8 0 1 "1 14 L
74. admonish 0 |12 2 2 0 ! 14 o ! 2 ]
75. condusive 6 7 1 1 2 14 o | 3
76. conjecture 2 |11 2 1 0 15 ' o0
77. reiteration 1 1 o |12 0 2 5 0 8 o - 2|
78. tegumental 8 1] 7 0 0 2 0o 12 01 .2
79. politics 7| s 3 1 i 14 11 ow__f
80. mature 12 4 0 8 8 0
81. periphery 6 9 1 () () 1 15 0 0 - 0.
82. intercalate 4 3 2 6 1 2 5 0 8 o
83. reprobate 8 3 4 1 14 0 1 ? 1
84. inodorous o] 3 {1 0 2 3 3 s . 0 1
85. ligamentary 5 1 7| 3 0 0 o | 10 oi ‘o 0
{86. subcutaneous 1 0 12 0 0 2 0 13 - 0 0 | 1
87. imagery 0 16 0 0 0 6 10 o' o 0
88. monastery 10 2 4 '0 0 13 3 0 0 0
89. prémonitory 2 8 1 4 0 "1 15 1 (] 0 0
90. predatory 12 0 3 0 1 16 0 Q 0 0
91. percolator e | 1|0 0 1 12 0 4 0 0
92. pulmonary 14 0 1 0 1 16 0 -0 0 0
93. intricacies 5 6 1 0 4 1 14 0 0 1
194. unintelligible o o | 15 0 1 0 0 15 0 0 0 1
95. conspirators -6 0 9 0 1 10 0 6 o] 0
96. dispensary 2 11 3 0 0 7 -8 1 0 OA
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SYLLABLE UNDERGRADUATE ) ) SYLLABLE GRADUATE
WORD .
6 s | 4 3 2 1 [aNeoRR] 6 s | 4 | 3 2 1 |IcoRe
97.vf§r§unate1y _ 14 0| 1 1 o ‘15 1 0 0 0
98. northerner ) 12 2 1 1 14 1 0 -1
99. respectful o | 16 0 0 o | 15 0 1
100. humorless . } 15| o o-| 1 15 0 o 1
101. advisable 1 13 2 0 0 0 16 0 o o
[102. devilment 9| s 1 1 13 3 o o
103. unable . 1| 1s o 0 0 16 0 0
104. nevertheless 7 o| o | 7 2 10 ol 0. 6 o0
105. setsmograph ° ' s | 4 5 2 9 | 4 o 3
h06. microphone AT 14 | o 2 0 16 i 0 o o
h07. Pentagon S 6| 9 | 1 0 7. 8: o =1
. 08, ‘autocrat ’ : | 10 ] 2 s | o 150 0 1 0
n09. demagogue i : 9 2 4 1 : 15 0 1 -0
110. periscope 10 o 6 0 i 13 o 3. o
i11. electrogram o ! 12| 2 2 0 : 114 1 0 0o
L112. kaleidoscope 0 8 0 6 2 01 13 0 1 ' 1
113. telegraphy sl 1| 0| 1] o 3| 13 0 o o
hN14. biographer 0 8| 8 0 0 . 1 13 2 o 0
115. geologize o | 9 0 | 2 s o | 14 0 1. 1
116. - hexagonal 2‘\ 14 0 0 0 3 13 . 0 0 0
117. autonomous 0 16 0 0 0 0 16 0 -0 0
h18. paralysis 6 4! 3 0 3 4 9 | 1 -0 )
19. epilepsy 2 4 |10 0 0 1] 3| 12 o'} o
k20. dinosaurus 9 0 6 ‘0 1 7 o 9 0 i 0
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APPENDIX 5
COGNATE ASSOCTIATION TEST

The six subject-'s wereﬁpresented the words considered
to be doubtful cognates in the same sentences used in the
orlglnal error analysis. They were asked to read each sentence
aloud and then to name every word in the sentence whose
spelling or pronunciation reminded them of a similar . o
Portuguese word; even if the meaning was different, and to say
what the'similar Portuguese word was.> Then they were asked to
.read each sentence again silently and to give orally an

approx1mate Portuguese translation.
e

The most important reason/for the translatlon was to
show whether lack of association wes because the Portuguese
cognate was unknown, because it_was not sufficiently similar,
or simply because the_word slipped by their conscious
attention. It was also to show whether the false cognates were
recognized as such. Finally, for the verbs it was to show. f‘
whether the first association was of the same form as the form

the subjects used in their translation.

The associated cognetes and the translated cognates were
iisted in separate columns for each subject.vA ccgnate was
included in the list if at least four people mentioned it, at
least two of those four in the associated column. Included were
trajeto for trnaject; sinistro for sinistrorse (four of the six
subjects assumed that the meaning was the same, and none seemed
to know the real cognate sinistrorse); dacdido for acidulous;
macarnao for macaroon kagain four of the six guessed the
meaning as macannrao) ; admoestar for admonish; intrincado for
intrnicacies (all the subjects noticed the difference in the
part of speech and tried to compensate in the translation, some
even in the association, by inventing such words as
*initninca¢oes, then saying that they knew they did not exist,
or such expressions as a codisa Lntnicadd); and geolfogia for
geologize (again the different part of speech was noted and
translated as f{azer geologia, fazern pesquisa geologica, or

*geologdizan).

Not included as having associable cognates were

rnesurnected (there was considerable disagreement about the



. ‘e .
cognate: nessanrgiu, ressurnedlc¢ao, ressuscitado); ascentain;

ignomindious (all but one subject knew there was a similar

- Portuguese word, but only one(umLUiname it; one subject gave

the noun form, and the others gave totally unacceptable forms),

despondent; . buccaneen pencokaton, and noxrtheanen (all the
subjects translated it as noatista, but none of them thought

this word similar enough to mention it in the first column) .

For the testing of Ll/L2 verb form association, there

' were nine words, five of them doubtful cognates, and four

included only for this purpose. Of these nine verbs, six S

appeared in their base. forms as a "to" infinitive or in the
-future with "will", two appeared in the present tense, and

one appeared as a past participle.

Of the six verbs which appeared in their base forms,
divenrge, penpétuate, and detonate were associated by all six
subjects with the infinitive of the Portuguese verb. Admondish
was associated with the Portuguese verb by three subjects,
unanimously as the infinitive admoestanr. Ascentain was
associated with the Portuguese verb acentfasr by only two
subjects, but in both cases as the infinitive. Geologize was
associated once with the -non-existent *geoﬁ&g&za&, given as the
infinitive. In all cases where the association was made, the

English base forms were given as the Portuguese infinitive.

The two verbs which appeared in the present tense were
neprobates and trajects. Reprobates was associated with the
Portuguese verb by four subjects, unanimously in its present
tense form heprova. Trajecis was associated by four subjects
with a Portuguese noun, either trajeto or trajetoria. The other
two associated it with the anomalous *frajeta, which would be

the present tense form if the verb *trajetar existed.

Finally, for the past participle &eéunnecied, the two
verb forms given in the association coliimn were the past

participle ressuscitado and the simple past ressurgiu.

The above evidence demonstrates that, when association
is made with a verb cognate in Portuguese, it will be made with
the infinitive only when the English verb appears in its base
form. When the English verb appears in the present or past, the
association will be made with a corresponding form of the |
:APortuguese,verb. It is assumed that, if cognate

interference occurs, it will be caused by this associated form

176
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of the Portuguese verb. The list of cognates, therefore,

includes this form.

COGNATE ASSOCIATION TEST

177

ENGLISH/PORTUGUESE

Sl

82

s3

sS4

S5

- S6

I»

T.

I
[

AT

g
]

I
"3

1

I3

TOTAL

resurrect (ed) /ressurgiu
/ressurreigdo

/ressuscitado

trajects/*trajeto(a)

/trajetoria-

*x

*x x

*x

sinistrorse/sinistro

ascertain/ascertar

ignominious/ignominioso
* /ignominia
/*igndbio
/*ignominoso
/*ignomia
/*ignominio

acidulous/acido
/acidulo
/acidulado

despondent/despondérado
/desapontado

buccaneer/bucaneiro -

macaroon/macarrao

admonish/admoestar

percolator/percolador

intricacies/intri (n)cado

/intrigas

northerner/nortista

geologize/geologia
/geoldgica
/*geologizar

~ na<:> o P'C:) w C:)(;., vl ol o (:) T T (:) x»(:> w oo

Subject

n
]

*

>
]

Associatiéh

TOTAL = Total number of subjects who mentioned the word. The word was counted as an
associable cognate if at least four people mentioned it, at least two of

Translation

Non~-existent form

those in the association column. These words are circled.




. STRESS PATTERN OF COGNATES AND PERCENTAGE OF CORRECT RESPONSES -

APPENDIX 6

"A. COGNATES WITH SAME STRESS PATTERN

178

ENGLISH PORTUGUESE CORRECT RESPONSES
REGULAR |
1. trajects *trajeto . ' 53%
2. pandemonium pandemonio - 91%
3. luxuriance luxiria - ~ .- 81y )
4. contiguous contiguo ' 100%
5. superfluous supérfluo 943
6. residual ~residuo , _ 93%
7. fortuitous fortuito 57%
8. Burmese burmeés : V ' 19%
9. kangaroo canguru 9%
10. macaroon *macarrao | 40%
11. marionette marionete 42%
12. sybaritic sibarftico | 71%
13. subcutaneous subcutSneo : : 89%
14. biographer bidgrafo ' " 66%
15. autonomous autdnomo | . - 100%°
16. paralysis paralise 2% : 48%
- TRREGULAR
1. impolite impolido 633
2. masquerade mascarado ' 6%
3. dermatitis dermatitis Jdenmndle) - 36%
4. explicit explicito ‘ S 100%
5. mature » maduro - 38%
6. dinosaurus dinosauro ‘ 48%
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B. COGNATES WITH ADJACENT STRESS

ENGLISH PORTUGUESE . CORRECTCRESPONSES
.REGULAR
1. diverge - divergir - ‘88%
2. foment fomentar 45%
3. suborn subornar__ 56%
4. sinistrorse *sinistra 63%
5. centurion centur%ég; 84%
6. retribution retribuiqég,_h' -97%
7. constituent constituinte 48%
8. perpetuate ‘pérpetuarv 812
9. comestible comestivel: 50%
10. con£ributors contribuintes l6%
11. ascendence ascendénc@a 73%
12. disinfectant deéinfetaﬁte 63%
13. reproéggtive reprodutivo 63%
14. portentous portentoso 91%
15. admonish admoestar 93%
16. conducive condusivo  68% .
17. conjectures conjeturas 84%
18. reiteration reiteragio 713
19; tegumental tegumentar _ 63%‘
- 20. reprobate reprova _14%
2]1.. inodorous inodoro v21%
22. ligamentary ligamentoso 70%
23. seismograph sismografo 52%
24. Pentagon - Pentagono 50%
TRREGULAR
1. imperfect imperfeito 66%
2. inéigsiue» inclusive 88%
3. committee comitd 63%
4. politics politica 68%
5. imagery imagens 19%
6. dispensary dispensario 59%
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L » .
C. COGNATES WITH UNDISPUTABLE TERCIARY ON SYLLABLE OF ENGLISH

7. electrogram

PRIMARY
ENGLISH - PORTUGUESE CORRECT RESPONSES
REGULAR
1. saturnine saturnino 83%
2. ggmatose comatoso 90%
3. detonate detonar. 66%
4. velarize velariza N/, 84%
5. indemnify indenizar - 712%
6. acquisitive aquisitivo ) >90%
7. truculence truculéencia 943
8. attributive atributivo 72%
9. intercalate intercalar 29%
10. predatory predatérip - 90%.
11. pulmonary pulmonar N 97%
12. fortunately afortunadamente 91%
13. miérophone microfone 94%
14. demagogue . demagogo 77%
15. periscope periscopio 72%
16. hexagonal - hexagonal _ 84%
- TRREGULAR
l. patent patentear . 12%
2.,i§§dequate inadequado ‘- 81%
3. spiritual espiritgil 88% -
4. Protestant protestante 81%
5. éZ%cumstances ’circunsgéggias 97%
6. monastery monasgégio - 72%
eletrog£§ma 81%
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D. COGNATES WITH POSSIBLE TERCIARY ON SYLLABLE OF ENGLISH

PRIMARY |
ENGLISH PORTUGUESE CORRECT RESPONSES
REGULAR
1. ;Qquilihe inquilino 83%
2. %gngevity - longevidade 77%
‘3. progenitor progenitor 94%
4. impudent impudente 13%
5. capitular. capitular . 81%
6. periphery periferia ) 75% )
7. premonitory permonitdrio 74%
8. intricacy *intrincado  22% -
9. unintelligible ininteligivel 97%
10. autocrat autocrata 78%
11. telegraphy telegrafiﬁ 72%
12. geologize *geologia 88%
IRREGULAR
. persecutor perseguidor 13%
. omelette " omelete 94%
. conspirator conspiradpr 0%
. kaleidoscope caleidoscopio 72%

E. COGNATES WITH OTHER STRESS

ENGLISH PORTUGUESE CORRECT RESPONSES
REGULAR

1. acidulous acido 84%

2. absentee ausente 26%
3. respectful respeituosé 100%
TRREGULAR

1. implement implementér 77%

2. epilepsy epilepsia 9%
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F. WORDS WITH NO COGNATES - °

' CORRECT | - CORRECT

ENGLISH RESPONSES ENGLISH = - RESPONSES
" REGULAR.

1. resurrect 100% 11. issuance 758

2. purports 48% 12. despondent 97%

3. rubicund- 84% 13. remonstrance 70%

4. cuspidate 84% 14. buccaneer 50%

5. termagant 90% 15. percolator 52%

6. caterwaul 97% 16. northerner 87% -

7. azurite 55% 17. humorless 100%

8. desmosome 75% 18. advisable 91%

9. ignominious 50% 19. devilment 71%
10. percipient 87% ' '
TRREGULAR

1. ascertain 17% £4. unable 97%

2. compliance 74% . nevertheless 43%

- 3. dandelions 41% ’

(COMPOUND WORDS NOT INCLUDED)
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APPENDIX 7
CLASSIFICATION OF ERRORS OF WORDS WITH COGNATES
Syliable of | atent to |Syllable of |20 000t % | S marers” | oener
English wWord Primary Cognate's Terciary Tercicaixirgg ‘o :gzgi:ixg to syllable
_ Stress g:‘i:::y Stress agig: Camara ’
diverge - IMP c .4 ™P ™M 1MP
" 2. foment 1me c 17 IMP_ Mp me
~ 4. suborn ™M c 14 MP IMP me
" 6. trajects ) 15 “IMP IMP MP e
- implement IMp ) 2 IMP IMP 0 —
- patent IMpP 9 c IMP mMp IMp -
T11. sinistrarse 9 c ™ ™ MP 2
-—12. saturnine 1 4 IMp ‘ IMP - IMP -
"13. comatose 1 -2 c P M ; 17 S
T1s. ‘impolite e 0 ™p 12 Mp : Y I
—16( .imperfec_t 4 [of IMP 7 MP IMP= -
7180 detonate 10 1 c Me mp L e
T19. velarize s 0 1ve IMP e .
"22. inquiline 2 3 IMP c IMP ’ NP
" 24. masquerade c 0 30 P Mp ' IMP —'
‘_'25. centurion - 0 c - IMP IMP imp T
“26. retribution 0 c IMP 0 1 IMP ,_
-28. pandemonium' c 0 3 IMP IMP 0 -
_30.' luxuriance c 5 IMP P IMP i 1 B
-33. contiguous: c 0 IMp IMP IMP } [} -
-34. superfluous [of 2 .'IMP Il'dP IMP ; 0 -
735. constituent 6 c 8 I™P ™M ] e
T36. residual c 2 MR IMe MP I o
737. perpetuate 8 c 2 ™ M e
"39. inadequate 4 2 ™ - 1MP o
T40. spiritual ' 0 4 c. e Mp o ]
"41. indemnify 4 1 P - MP 2
“42. comestible 5 c 1 P IMP o
-43. longevity 0 3 IMP (o] L] 4 -
T44. acquisitive. 0 a1 c I™P e 2
"45. fortuitous c 10 ™P ™ e o
"46.. progenitor o ' 0 ™MP c 2 e
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BRI e [ T e ey
Englash wora Primary |Cofnate's  |Siflan  |Terelany o |Terciamy | S

Stress Stress - Stress Matos Camara )

47. derﬁatitis [o] 1 17 IMP IMP 0
T48. explicit c 0 P ™Mp ™P 0 B
-49. ‘acidulous 3 Imp IMP IMP IMP c _
—50. impudent 0 .27 ~IMP [ Mp IMP é‘,
—51. truculence 3 0 [o] IMP 1Mp IMP -
“52. attributive 0 8 IMP MP o -
753, contributors 24 c ™ ‘IMp 0 -
“s4. capitular 0 0 Mp c 6 MP -
_55. inclusive 1 [ IMP 3 IMP, IMP -
-56.‘ persecutor 0 21 IMP 6 (o IMP -
—59. ascendence 1 [o] Mp 6 v IMP e = -
—60. disinfectant . 1 c IMP 11 0 IMP -
"61. reproductive . 0 c ™ 12 0 IMP -
-62. portentqus 0 [of » IMP IMP IMp . —l
"63. Protestant 0 6 MP MP e

‘ —64. circumstances b v 0 IMP IMP IMP .
"65S. absentees 5 12 Mp IMP 1Mp c v
"67. Burmese c . 26 me Mp IMP e
"68. kangaroo c o . 29 e 1 e -
—-69. macaroon (o] ~ 0 19 IMP IMP ‘IMP -
—70. marionette [o] 0 IMP 3 -15 IMP -
T71. omelette 2 0 IMP c ™M e -
"72. committee 0 c 12 ™P P mwe
T73. sybaritic c s 4 IMP IMP 0 -
"74. admonish P 2 .c . IMP MP 0 -
_75.' conducive 1 c ' 8 IMP IMP IMP -
6. ‘conjectures 3 c 2 IMP Mp Mp -
—77; reigeration 0 (o IMP . 0 2 6 -
T78. tegumental 0 0 MP 1 10 me
"79. politics .6 c P IMP iMp 4 -
"80. mature c 20 M Mp IMP 1P -
-81.' periphery’ 0 1 IMP c' 7 IMP‘ -
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Sl ot Mhecent o SR 0F | SBnaten” | ST |
mglishwerd | PO fognate's  |WENL® (el |Tercian | OMen
Stress Stress Stress Matos Camara

82. intercalate 14 2 c. P MP 6 :
—83. reprobate» 3 c - IMP YIMPb ;MP 5 -é'
"84. tnodorous 20 c e 3 e o -
"85. lijamentary 3 c IMp 1 1 o —¥
_86. subcutaneous c 0 3 IMP mp i 0 T
"87. imagery 26 c e HP Mp : o
"88. monastery 4 5 c e o o
"89. premonitory 4 2 ™ c 2 - o
f90. predatory -3 0 IMP IMP - i' 0 - -
.92L pulmonary 1 0 c ™ mMP : é» 0 -
"93. intricacies 1 20 MP e ! o
"94. unintelligible 1 0 IMP IMP } o
_95. conspirator 0 15 IMp 16 [ IMP -
"96. dispensary 4 c 9. M IMp . o
"97. fortunately *2 1 c ™ P C e
"99. respectful 0 c MP MP me
IOS. seismog:éph 8 [of . IMP IMP IMP é S -
;06.~mi~rophone 2 0 c IMp IMP IMP -
107. Pentagon 17 c - IMP IMP IMP 1 -
.108. autocrat 5 h 2 IMP c IMP IMP -
IO9, demagogue S. 2 o4 IMP IMP IMP -
110. periscope 9 0 c IMP IMP‘ . IMP -
Ill. electrogranm .2 3 C. IMP IMP 1 -
Ilz, kaleidoscoée 7 (] IMP (o] 1 Igp -
113. telegraphy 1 0 ™ c 8 e
114. biographer (o] IMP ) ‘IMP IMP IMP 11 -
Ils. geologize 3 ' IMP .C 0 ‘0 -
116.~hexagonal, 0 0 C - IMP IMp 5. -
'I17. autonomous c 0 IMP IMP - IMP o
IlB. paralysis - C 10 IMP IMpP IMP . & -
119. epilepsy - 0 22 7 ™MP e s
IZO. dinosaurus [} 0 16 - IMP Iﬁp 0 -

IMP o impossible--no such syllable

= approximate syllable - i.e. stress given to suffix, as in Portuguese,
one syllable, while corresponding Portuguese suffix has two.

C = correct stress falls on this syllable

but English suffix has only
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APPENDIX 8
DISTRIBUTION OF ERRORS B"l SYLLABLE TYPE (STUDENT PRONUNCIATION)
. UNDER-GRADUATE - GRADUATE
WORD - -
Tense ‘Weak Consonant Tense Weak . Consonant
Vowel Vowel Cluster Vowel .Vowel Cluster
1. diverge 4 ay
2. foment 3 ow 6o 8 ow
3; resurrect
4. suborn 1 uw 34 10 A
S. pJ;port 8 O -
6. traject(s) 6 ae 9 a T
7. implement 3ey le 2
* 1 iy
' 8. patent 6 3
9. rubicund 1 iy 21 1 ! 1 iy
10. cuspidate 2 ey 11 i 1 iy 11 N
..11. sinistrorse 4 i | 27 - {
12, saturnine ° 1 ay 3 { P 1 :
_13. comatose 2 ey i 1o
14; termagant 2@ - ;
. la :
15. impolite ¢ i K
16. imperfect 7 8 i 3
17. caterwaul 1 a- 7
18. detonate 1 ow 3ey
S ey
19. velarize 2 ay 3 ay
. 20. azurite 11y 7w 1ay 3v '
: 21
2l1. desmosome 4 ow 2 ow 1A
22. inquiline 2 ay 11y
2 iy
23. ascertain 4 a2 7 14
24. masquerade 15 15
25. centurion : ; 1
26. retribution le¢
27. ignominious 2 oW 3 a 2 a 1
28. pandemonium . 3~_
29. percipient 4
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UNDER-GRADUATE GRADUATE |
WORD TENSE WEAK CONSONANT | TENSE WEAK CONSONANT |
VOWEL VOWEL ~ CLUSTER VOWEL .VOWEL CLUSTER :
31. cctt}pl;.an.ce 6 2
32. dandelions 6 ay 4 ¢ 1l ey 5¢
2 ay 11
30. luxuriance’ 1l ee 3 1
33. contiguous i
34. superfluous 1 uw 1 uw :
35. constituents 3\_:w“ o 11I 4 2 uw 4
36. residual 11 11 |
37. perpetuate 3 ey 1 1l ey k 1
38. issuance i 1 uw 1 5 uw
39.“inadequate S ey le ‘ 1l¢
40. spiritual ' 31 11 B
41. indemnify . 2ay 1 2 ay 1
i 1 iy
i Tl ey 8 a | 1 ow 1
42. comestible : 1> 11
L 31 i -
43, longevity 31 1 3
44, acquisitive & 1 ey 1l e . 13z
45. fortuitous 5 5
46,- progenitor 29 l
47. dermatitis 1l a 6 11 :
48.vexplicit :
49. acidulous 2 1l a !
‘50. impudent 3 yuw 8 yuw 1A :
10 uw 5 uw '
TSl.. truculence . 2
52. attributive S uw 2 yuw 1 a
53. contributors 5 yuw 1A 1 10 yuw 2
. 7 uw 1 uw
54. capitular 1 a 5 ae
55. inclusive 11I 1 2
| s6. persecutor 7 yuw 6. ¢ 13 yuw
1 uw
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UNDER-GRADUATE GRADUATE
WORD TENSE WEAK CONSONANT TENSE WEAK CONSONANT .
VOWEL VOWEL CLUSTER VOWEL VOWEL CLUSTER
57. desponderit 1
58. remonstrance 1 1y le 2 . 5¢€
$9. ascendence 2 a . 1 4 ae
60. disinfectant 8 ! 4 |
T 1
6l. reproductive 2 ow 7 a 3 a i :
62. portentous 2
63. Protést‘ant 4 . 2
64. circumstance(s) 1 1
65. abéentee(s) 7 10 '
: 1 uw : 74 lu e i
66.. buccaneer la 3 A : : ]
1 ae ' e ]
67. Burmese 15 11 '
68. kangaroo | 15 14~
. T - T
69. macaroon -’ | 11 ae i 8 ae X
70. marionette(s) 2 iy 8 ae 1 1y 5 a ;
2 ¢ i
} b
71. omelette i 2¢ ! )
. 5 a i 4 .
72. committee 1A Y i
12
, 2 ay 11 11
73. sybaritic 2 a 1z !
V 2 & i
74. admonish 21 b
75. conducive 6 ! 2.
76. conjecture(s) 2 uw - 2 1 uw
77. reiteration 1ey le 1 iy 31
. 2 ey
78. tegumental 1 uw Te 2¢
11
79. politics 81I 21
80. mature 8 ey 4 = 6 ey 2 ¢
81. periphery 2 e ) lv
5v
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UNDE#-GRADUATE GRADUATE .
WORD ~ TPENSE WEAK CONSONANT TENSE WEAK CONSONANT
VOWEL VOWEL CLUSTER VOWEL VOWEL |- CLUSTER
.82. intercalat(ing) 6 ey 2 2 4 8 ey 2
- 83. reprobate (s) 2 ow 1a 1 ey ,
4 ey
84. -inodorous 9 ow 292 9 ow 31
° 51 2 ay 41 ;
. 1 v .
85. ligamentary T2 e |
l1a i
86. subcut‘aneous 1 2
87. imagery 3 ey 13 a2 2 ey 8 ae ‘
. 2 : 3
88. monastery | 2V
2 =
89. premonitory - 11y I 11
- 4 ow le
90. predatory 3 ow .
91. percolator 10 éy 12 4 ey ’
92. pulmonary le
93. intricacy 1 ay oS L liy 13 1
: 1 2e
94. unintelligible 11
95. conspirator(s) 9 ey ! . 6 6 ey 10
96. dispensary 2e : !
1 2 lvu i 7
97. fortunately 1ey 1 aw i
1 iy
98. northerner le 2 1
99. respectful N I R
100. humorless ¢ T T
101. advisable 2 ey 1 \.
102. devilment 6 3
103. unable 1A '
104. nevertheless ' ; 7¢ 10 ¢
1l ey 4 ae 4>
105. seismograph 3 a
1

ot e e g e o e e stn A e 2 s
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. UNDER-GRADUATE GRADUATE ~
WORD TENSE WEAK CONSONANT TENSE WEAK CONSONANT
VOWEL VOWEL CLUSTER . VOWEL VOWEL ] CLUSTER
106. microphone 2 ow
107. Pentagon 9 e 7 a 3
1o a
108. autocrat 4 e
202 1 &=
109. demagogue 4 ow 1l e 1 ow
1 ey
110. periscope 4 ow 2 a 3 ow
111. electrogram 1 ow & 1ow le
o
112. kaleidoscope 3 ow 3o 1l ey 1A
113. telegraphy 1 iy S e 3 e
114. biographer 8 1 ay 2 =
115. geologize 2 ay 1 ay
116. hexagonal 2. 3
117. autonomous
118. paraiysis 2 ay 6 1 ay 4 a
1 iy
- 119. epilepsy 3 iy 11 10 31I 12
— g
' 120. dinosaurus 8 iy 4 iy 21 -.
1 ay 1 ay J




© APPENDIX 9
EFFECT OF FINAL TENSE VOWEL IN VERBS AND THEIR DERIVATIVES
Lo :

A. VERBS WITH STRESS ON FINAL TENSE VOWEL

CORRECT
VERB ~°  RESPONSES
1. ascertains 17%

B. DERIVATIVES OF VERBS WITH STRESS ON FINAL TENSE VOWEL

' CORRECT . CORRECT
DERIVATIVE RESPONSES DERIVATIVE : RESPONSES
l.‘éompiiance 74% 4. réproductive - 63%
2. residual : 93% 5. reiteration 71%
3. inclusive 88% '

C. VERBS WITH STRESS ON SYLLABLE OTHER THAN FINAL TENSE VOWEL

VERB CORRECT ERRORS STRESSING OTHER
Ks : RESPONSES FINAL TENSE VOWEL ERRORS
1. detonate 70% 8 1
2. velarize 83% ) < 0
3._caterwaui . 97% 1 0
4. perpetuate 81% 4 2
5. indemnify 72% = 4 3
6. intercalate . 29% - | 14 8
7. reprobate 73% A 5 3
8. geologize ’ ,8?% 0

D. DERIVATIVES WITH STRESS ON SYLLABLE OTHER THAN FINAL TENSE
VOWEL OF VERB .

ERRORS STRESSING

DERIVATIVE gggggggEs FINAL TENSE VOWEL gggggs
1. constituents 48% 5 4
2. issuance 758 6 0
3. attributive 74% ' 7 1
4. contributors 16% . : 24 3
5. persecutor 13¢ - 21 6
6. remonstrance 70% ' 2 7
7. percolator 52% 14 1




APPENDIX 10

'ERRORS FALLING ON SYLLABLE OF TERCIARY OR WEAK STRESS

192

~Syllable of

v' Syllable of Weak Stress

HORD Nurﬁber Terciary - .
_Responses — efore Primary After Primary
Before After B
Primary |Primary | 2 syl. |1 Syl. |1 Syl.| 2 syl.| 3 Syl
3. rdsurrdct. 30 0 x X 0 X X X
7. Jl.mp]:emént 30 X 2 X . X S X X
9. ribiddha 32 X 1 X X 4 X X
10. chspiadte 32 X 2 X X 3 X |x
11. sinistrdrse 30 X 2 X X 9 X X
lé. sétutnzne 29 X -1 X A X 4 X X
13. cématgsle 3 X 1 X X 2 X X
15. Impoilte 31 11 X X 0 X x X
16. (!?.x{\pérfect 32 7 _x X X 4 c X ‘X
17. caterwaul 31 X 1 X X 0 X - X
18. detonate 30 X '8 X x 1 x [ x
19, vélar.'::ze 30 X 5 X X 0 X X ‘
20. ;zurite 31 X 4 X X 10 X x
21. désmosgme _ 28 X S . - X X 2 X X
22, }.nquiline 30 X 27 X X 3 X X
23, gscertéi'n 30 4 ) X X 21 X’ X - X
24. masquerade 30 30 X X 0 X X X
26. rgtribtlxtion 32 1l X X 0 0 X X
é?. ignom%nious . 16 1 X X 7 .0 ‘ o, X
28, pgndeménium 32 3 X X 0 0 0. X
32. dandelions 32 X 8 X X 11 o X
37, 'perpclatugten 31 X 4 X 2 -0 X X
41. indemnify 25 X "4 X 2 1 X X
47. dormatitis 28 17 x X 1 o X x
56.. pérsecator 3 | X 21 X X 6 X 0
60. disinfectant 32 0 X X 11 B x. %
61. rgprodllxctive 32 0 X . X 12 0 .x X
64. circumstgnce(S) 32 X 1 X x ] X X
65. absentee(s) 23 12 x x | s X x| x
66. buccanéer 31 1 X X " x X X
68. kgngaréobv 32 29 X X ] X | X X
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Syllable of

Syllable of Weak Stress

WORD g:?gi:ses TeréiarY Before Primary After Primary
H giggzsy gﬁiﬁ:ry ’ ' . [
2 syl. lleyl. 1l Syl. | 2 syl.: 3 syl.
69. macarcon 32 19 - X, x | o x . x| x
70.:mgribnéttes 31 15 x 3 0 X X X
" 73. sybaritic 3 4 X Cx 5 0 X X
77. $Rterition 28 8 X X 0 0 x| - x
78. t3gumental 30 10" X X 1 0 X X
-79..pélitgés | 31 4 X X 6 X X
82. intercalate 31 X 14 X 6 2 X X
83. réproba;e 30 . X. S X | X 3 xi X
8s. 1gaméntary 32 1 X X 1 3 "o X
86. sabcutaneous 29 3 X X 0 0 0 VXA l
'88. ménastiry - 32 X 4 X X 5 X |70 E
89. preménitgry 31 X. 4 X 2 2 X o !
90..prédatgry 51 X 3 X X 0 X 0 E
'91. percolitor - 3 X 14 X ? X 1 X 0 g
92. pulmonary 3 X 1 “x ] x 0 X o !
94. 2nintélligible 31 0o X X 0 o- | 1. 1 o
102. devilment 31 X 1 x| x 8 X X
104ﬂ'névérthelés§ 30 17 X 0 ) X X X
105. séismogrgph 27. X 5 X X 8 X X
106. microphone 32 X 2 X X 0 X X
'107. Péntagan T X 1 X X 17 x | x
108. autocrat 32 X 5 X . X 2 X X
‘109._§émaggghe 31 X 5 x | x 2 X X.
110. éériscgpe ’ 32 X 9 X X 0 X X
111. eléctrogrgm 32 X 2 X X 1 3 X X .
112. kaléidoscgpe 29 X 7 x | 1 0 X X
115. geélogize' ' 26 X 3 X 0 0. X X
119. épildpsy 32 X 22 X X 7 x | o
120. dinosaurus 31 16 X X 0 0 k X
;x = error not possible
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APPENDIX 11
DERIVATIVES -

-

A; DERIVATIVES WITH SAME STRESS AS ROOT

DERIVATIVE o ROOT CORRECT RESPONSES
9. rubicund ruby 84%
10. cuspidate  cuspid 84%
11. sinistrorse sinister  63%

>~12. saturnine saturn 83%

:.15. impolite polite 65%
16. imperfect perfect 66%

719. velarize velar 833

20. azurite azure - 55%

.31. compliance comply i 74%
38. issuance issue 75%
39. inadequate adequate 81%

- 40. spiritual spirit 88§-
44. acquisitive -acquire 1 90%
53. contributor (s) contribute 16%
55. inclusive include 88%
56. persecutor persecute 138
57. despondent despond 97%
59. ascendence ascend " 73%
60. disinfectant infect | 63%
61. reproductive produce 63%
72. committee commit 63%
75. conducive conduce 68%
84. inodorous odor 21%
86. subcutaneous cutaneous 90% )
87. imagery image ©19%
89. premonitory monitory 74%
90. predatory predator 90%

. 91. percolator percolate 52%
93. intricacy intricate 22%
94. unintelligible intelligible 97%
95. conspirator conspire 00%
96. dispensary dispense 59%

g 97. fortunately fortune 91%
98. northerner northern 87%




e 195

DERIVATIVE ROOT CORRECT RESPONSES
99, respéctful ' 'respect 100% .
100. humorless humor -100%
1 101. advisable’ advise 91%
102. devilment . devil 71%
able 97% .

103. unable

&
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