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Abstract

The present work, a whole of five chapters including an experimental
programme, aimed to shed light on the role of classroom instruction and
awareness activities in improving Algerian EFL learners’ abilities of perceiving

and producing stress in morphologically complex words.

Through an experiment conducted on second year students at the department
of English, University of Algiers, we attempted to test the effect of the
instructional programme based on the consciousness-raising activities on
learners’ perception and production of complex word stress. Twenty two
students participated in the experiment. They were divided equally into an

experimental group and a control group.

In order to accomplish the aim of the present research, data was gathered using
pre-treatment and post-treatment questionnaires, and pre-treatment and post-
treatment tests. The results obtained indicated a positive improvement in the
ability to perceive and produce complex word stress among the members of the

experimental group. The positive findings of the present experiment are aimed

to be applied in the teaching of word stress, in general, and in teaching complex

word stress, in particular for EFL learners.
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General Introduction

The study of the interaction between morphology and phonology is referred to as
‘morphophonology’. The inclusion of morphology within the phonological system has
a great impact on shaping some phonological rules. For this reason, Booij (2000)
points out that “morphological information plays an important role in the phonological
system of a language because the distribution of sounds and the occurrence of
alternations is partially determined by morphological structure of words” (2000: 335).
One morhophonological aspect which second year Algerian university students of
English as a foreign language (EFL) find difficulties with is the placement of stress in

morphologically complex words.

For EFL learners, speaking English as a foreign language does not seem to be an
easy task, because English is full of complex pronunciation features, such as word
stress, which the foreign learners have to pay attention to. EFL speakers of English are
not free to stress whatever syllable they want. English word stress is tied by rules.
“English word stress is highly rule-governed, and learners have problems in acquiring
these rules” (Jenkins 2000: 39), which is the case of Algerian EFL learners who on the
one hand find difficulties in acquiring the patterns of complex word stress, and
difficulties in perceiving and producing correctly complex word stress on the other

hand.

EFL learners find difficulties in acquiring the patterns of stress of polysyllabic
complex words, which results in difficulties in perceiving and producing complex
word stress. Correct word stress patterns are important for the perception and the
production of English (Kenworthy 1987: 28). The misperception and the incorrect
production of stress of complex words will harm the intelligibility of the spoken
discourse. When speakers misproduce stress in complex words, listeners
misunderstand the meaning of words, which leads to a breakup of conversation. The
same is true when listeners mishear the correct placement of stress in complex words,
a misunderstanding between speakers and listeners will be noticed, which will lead to
the breakup of the conversation. In fact, understandability between speakers and

listeners is a crucial factor to keep the flow of communication going on. The
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understandability of speech 1is affected by the prosodic aspects of English
pronunciation, such as word stress (Jenkins 2000: 32, Kenworthy 1987: 14), for this
reason, it is necessary to make EFL learners aware of the patterns of complex word
stress, as it is necessary to raise their consciousness about the important effect of
perceiving and producing complex word stress on preserving understandability of

speech.
1. Statement of the Problem

It has been noticed in the English department at the University of Algiers, that most
learners either misplace stress when they produce complex words or they produce
complex words without stressing any syllable in most of the words. The misplacement
of stress in complex words and the non-stressing of complex words result from the
learners’ unawareness of the function of stressing the right syllable, and they, also,
result from the complexity and the difficulty of acquiring the patterns of English word
stress. Moreover, it has been noticed that learners misproduce complex words and
they, also, misrecognize the placement of stress when they hear complex words due to
absence of teaching tasks which involve learners to perceive and to produce stress in

complex words.

The traditional teaching of pronunciation used to focus more on segmental features
of pronunciation ignoring the role which the suprasegmentals play in transmitting the
meaning of the spoken discourse. The traditional teaching of pronunciation paid full
attention to vowels and consonants. Whenever the old teaching of pronunciation dealt
with phonological features, such as complex word stress, it included the rules and the
application of the rules, without explaining to the learners the reasons which lie behind
the importance of acquiring the phonology of the foreign language, and without
mentioning the communication purpose of complex word stress. Learners, in fact, used
not to be made aware of the importance of acquiring complex word stress’ patterns.
They were not motivated to acquire complex word stress’ rules, which created a

difficulty in acquiring the rules of complex word stress.



The second reason which causes a difficulty in acquiring the patterns of complex
word stress is the complexity of the rules of English word stress. English is a free-
stress language, which means that each lexical word in English has a specific stress
pattern. English word stress is highly rule-governed; this is why EFL learners have
difficulties in acquiring these rules (Jenkins 2000). It has been noticed, by being a
student in the English department and as a novice teacher, that most Algerian EFL
learners are unconscious that the morphological construction of complex words uses
different types of suffixes and they are, also, unconscious that each type of affix has a
phonological implication on the placement of stress. The complexity of the
phonological implication on the morphological construction of complex words made it
difficult for learners to acquire the patterns of complex word stress, which needed an
intervention of rule instruction and awareness-raising tasks in order to improve the

learners’ abilities to acquire the patterns of complex word stress.

Being a student in the English department allowed observing that during the two
years we were learning stress, we noticed absence of activities which neither require
learners to perceive and recognize the stress placement in complex words nor ask them
to produce stress in complex words. Lack of such activities seems to lead learners to
become unable to correctly produce stress in complex words, and become handicap in
perceiving the correct placement when hearing complex words. As a consequence, the
inabilities of producing and perceiving complex word stress seem to disallow foreign

learners of English to communicate with each other and with native speakers.
2. Statement of Research Question and Research Hypotheses
2.1. Research Question

The present study attempts to investigate the effect of rule instruction and
awareness-raising tasks of simple word stress and complex word stress on the EFL
learners’ ability to perceive and produce stress in complex words. In order to reach
this aim, the present research adopts the following research question and the research

hypotheses:



RQ: Do rule instruction and consciousness-raising activities of simple word stress and
of complex word stress have an effect on EFL learners’ perception and production of

complex word stress?

Through the research question, we understand that this research aims to find out
whether classroom instruction of all the possible rules of simple word stress and
complex word stress, with all the exceptions which these rules bear and whether the
activities practised concerning each rule help Algerian learners of English as a foreign
language to improve their abilities to perceive and produce stress in morphologically

complex words.

The above statement of the research question is summarized in the following

research hypotheses.

Ho: Rule instruction and awareness-raising tasks of stress in simple words and in
complex words result neither in a better perception nor in a better production of

complex word stress.

Hi: Rule instruction and consciousness-raising tasks of simple word stress and of
complex word stress lead to a better achievement in the perception of complex word

stress.

H2: Rule instruction and awareness-raising activities of stress in simple words and in

complex words result in a better production of complex word stress.

Before explaining the aim of this research, it is important to define the most
essential constructs, which are used in the research question and the research

hypotheses.
3. Definition of Constructs
Rule Instruction:

Ellis (1990) speaks about formal instruction as being the direct pedagogic intervention

(1990: 130). In this research, the term formal instruction is used to mean the



explanation of the aspects and the rules of simple word stress and complex word

stress.
Consciousness-Raising Activities (or Awareness-Raising Tasks):

The term consciousness-raising is used to describe the way learners become aware,
or are made aware, of features of the language they are learning (Thornbury 2006). It
also refers to techniques that encourage learners to pay attention to language form in
the relief that an awareness of form will contribute indirectly to language acquisition
(Richards and Schmidt 1985). By including the term activities to consciousness-
raising, it becomes clear that this research works on the activities which encourage
learners to pay attention to a language form aiming to facilitate the acquisition of that

specific language form.
Simple Word Stress:

Simple word stress is a phrase used to indicate the stress which falls on isolated
simple words. Simple words are morphologically composed of one free morpheme.
The morpheme 1s “a minimal unit of meaning or grammatical function” (Yule: 1996:
75). In this study, simple words are used to mean minimal units of meaning, which
cannot be divided to give other units of meaning or other units of grammatical

function.
Complex Word Stress:

Complex word stress refers to stress falling on morphologically isolated complex
words. Complex words are constructed by free morphemes and bound morphemes.
Free morphemes represent the morphemes which can stand alone (simple words),
whereas, bound morphemes are those which cannot stand alone and which need to be
linked to free morphemes in order to give meaning. Free morphemes are considered as
the set of separate English word forms, and bound morphemes are all English affixes

(Yule 1996: 75).



Perception:

The term perception in this context is used to mean the recognition of the placement

of stress when a learner hears isolated simple or complex words.
Production:

This term is used in this research to mean the action of uttering the correct place of
stress in complex words, and to produce orally the stressed syllables using all the
features of the stressed syllables which are; loudness, length, change of pitch and

vowel quality (Roach 1990).

Because of the problems stated previously, and as a consequence to the research
question and the research hypotheses, the aim of the present study comes to test the
efficiency of the rule instruction and the consciousness-raising activities on learners’
perception and production of complex word stress through conducting an experiment.
To emphasise, the aim of the present research is to test whether providing learners
with the different rules of word stress and whether testing their perception and
production abilities of simple and complex word stress have any significant impacts on

the learners’ perception and production of complex word stress.
4. Rationale

The present study attempts to investigate the effect of consciousness-raising
activities and rule instruction of simple word stress and complex word stress on
increasing the ability to perceive and produce complex word stress. This issue is worth

investigating for the following reasons.

First of all, throughout our readings, we have noticed that research did not give
much importance to the role of the consciousness-raising activities on improving the
acquisition, the perception and the production of stress patterns of complex words.
Most researchers in the field of phonology gave more attention to the acquisition of the
rules of simple word stress. Even when phonologists speak about simple word stress’
acquisition, they do not give more attention to the great importance of the focused

teaching and the consciousness-tasks in helping the acquisition of word stress.



Besides, it is noticed, also, that only few researchers discussed the role of correct word
stress’ (complex word stress) perception and production in increasing the

understandability between speakers and listeners.

Another important reason for working on the effect of the consciousness-raising
tasks on the perception and the production of complex word stress is the problems
which the students face in perceiving complex word stress, in recognizing its rules and
in producing complex word stress. On the one hand, these problems occur because of
the complexity of complex word stress’ rules (generalized to the rules of complex
word stress), which are difficult to EFL learners (Jenkins 2000: 39). On the other hand,
EFL learners fall in problems of placing stress correctly on complex words when they
hear the complex words and when they produce them because learners do not give the
placement of stress much importance when they encounter new complex words. In
fact, when most Algerian EFL learners encounter new complex words, they pay more
attention to the meaning of the words, they also pay attention to their phonetic
pronunciation ignoring their prosodic features, which are necessary for preserving the

understandability of the words.

Therefore, since it is not sufficient to know only how to pronounce English sounds,
and since Algerian EFL learners need to grasp the prosodic features of English
complex words, this study comes to emphasise the need to focus on the importance of
raising learners’ awareness of the suprasegmentals when learning the pronunciation of
English. The suprasegmentals, such as complex word stress, play a crucial role in
transmitting the spoken message and in enlightening the communication of meaning.
Mc Nervy and Mendelsohn (1992) focus on the role of the suprasegmentals in
controlling the structure of information (1992: 185). Thus, errors in complex word
stress can lead to misunderstanding the message, because “...errors most damaging to

comprehensibility occur at this level” (Jenkins 2000: 39).

Finally, working on stress in isolated complex words is justified by the fact that the
placement of stress in disconnected complex words will change when the complex
words are said in a continuous speech. The stress placement of a word which is said in

isolation can be changed when the same word is said in a sentence (Ladefoged 2006:
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112, cited in Lodge 2009: 116, Clark and Yallop 1990: 296), for this reason, the
present study prefers to work on isolated complex words in order to avoid the

influence of the context on the acquisition of the patterns of stress.
5. Organization of the Study

The present work is divided into two major parts; the theoretical part and the
practical part. Each part contains two chapters, in addition to the last chapter of the

second part, which discusses the implications of this research.
Chapter one: Theoretical Background of Word Stress.

The first chapter presents the different characteristics and rules of English word
stress. This chapter provides more concrete items to the reader aiming to facilitate him

understand the purpose of the research through reading this chapter.

Because stress is a feature of the syllable as a whole, this chapter starts by
examining the syllable. In this section, there appears a presentation of the possible
types of syllables and the relation between syllable weight and stress. The second
concern of this chapter is defining stress, presenting the different characteristics of this
prosodic feature, and discussing the different degrees of stress. The next point which
the present chapter considers is the detailed rules of both simple word stress and

complex word stress, which the learners need to raise their awareness about.
Chapter two: Intelligibility and Word Stress Acquisition

This chapter deals with abstract aspects, deeply examines the importance of
acquiring the patterns of word stress, generally, and the patterns of complex word
stress, specifically. It sheds light on the functions of complex word stress and the
impact of complex word stress acquisition on intelligibility. The present chapter begins
with presenting the weakness of the traditional teaching of pronunciation, and the main
focus which the expected teaching of pronunciation should move towards. This part,
indeed, explains clearly how important it is to take into account the communication
purpose when teaching pronunciation. This chapter provides further other important

functions of acquiring the patterns of complex word stress.
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Since the present work examines the effect of consciousness-raising tasks on the
perception and the production of complex word stress, this chapter puts emphasis on
the consciousness-raising activities, as it discusses the most effective approaches of
language learning and language teaching. This chapter presents, also, the approach to
teaching complex word stress which allows implementing rule instruction and
consciousness-raising philosophy, during the treatment period, and seeing clearly their
results on learners performance when perceiving and when producing complex word

stress.
Chapter three: Research Methodology and Design

As title suggests, this chapter presents how the methodology of the research is
designed. This third chapter starts by stating the research question and the research
hypotheses. Then it moves to expose the method chosen to conduct this research. It
justifies the reasons behind choosing this research methodology, and it supports its
choice by what other methodologists said about the method chosen for this research.
Presenting the subjects which are selected to conduct this research is the following
point which this chapter discusses. The presentation of the subjects is followed by
discussing the tools that are used to gather data to this research and by explaining how
the research is taking place. The last point which is exposed by this chapter is the

statistic method chosen to analyse the data of this research.
Chapter four: Data Presentation and Discussion

The fourth chapter involves the presentation of the results, on one hand, and their
discussion, on the other hand. The presentation and the discussion of the results go
hand in hand in this study. They are presented together. This chapter begins with
presenting the results of the tests, and then come the analysis of the questionnaires. By
the end of the chapter, there appears a summary of the results of both test and

questionnaires, which are discussed in relation to the research hypotheses.



Chapter five: Implications for Teaching

The results of the present investigation are meant to be applied on teaching complex
word stress to Algerian learners of English as a foreign language. This chapter exposes
three major issues which the teaching of word stress (complex word stress) is aimed to
move towards, which are; replacing the old teaching of pronunciation by moving
towards teaching pronunciation for preserving intelligibility, including the
communication purpose when teaching pronunciation and the implications on the
teaching activities according to what is achieved in this investigation. Before
concluding this work, we aim to put the reader in the picture of the difficulties that we
faced when this experiment was conducted, which led us to present two limitations of

the study.
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Chapter One

Theoretical Backgrounds of Word Stress

Introduction

English is a stress language since any lexical word in a spoken discourse must have a
stressed syllable. The word stress in English falls on either a monosyllabic word or on
one syllable among a polysyllabic word. The notion of word stress is related to the
stressed syllables which compose the word. For this reason, it seems important to
begin this chapter by defining what the syllable is, the components of the syllable and
the types of syllables which can be stressed. In addition, the present chapter presents

the different characteristics and the components of the stressed syllable.

1.1. Stress and Syllable Structure

1.1.1. The Syllable

Defining what the syllable is is not an easy task. Speakers have an intuitive idea of
what the syllable is. They think that they can define it and can count the number of
syllables in the word. The syllable is defined as the smallest rhythmic unit of the
spoken language, as it can be defined as a unit that is typically larger than a single
sound and smaller than a word. However, when people are asked to count the number
of syllables in a word or in a sequence of words, there appear a considerable
disagreement among them (Skandera and Burleigh 2005: 65), this is why, Ladefoged
(2006) comments that there is no satisfactory definition of the syllable (2006: 237-243,
cited in Lodge 2009: 121).

Other phoneticians, on the contrary, suggest different definitions of the syllable.
Hancock (2003) considers the syllable as a group of one or more sounds among which

the vowel sound is the most essential part (2003: 50).
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Phonetically speaking, the syllable is described as having a centre which is

produced with little or no obstruction to airflow (Roach 1991: 67). In other words, the

syllable consists of a peak. The peak may be preceded by one or more consonants

which become known as onset. Following the vocalic part of the syllable (the peak)

there may exist one or more consonants referred to as coda (Giegerich 1992: 138).

Syllables are of different types which come as follow:

The first type of syllables appears in the form of isolated sounds preceded and
followed by silence. This type of syllables is called the ‘minimum syllable’. It
can involve a single vowel sound like the words: ah, oh, eh, as it can involve a
single consonant sound, such as /m/ which refers to an agreement and /[1/
which is used to ask for silence.
Some syllables have more than silence preceding their centre. The sound which
precedes the centre of the syllable is known as onset.
Other syllables may have no onset but a coda, which refers to the sounds that
follow the centre.
The last type of syllables is the syllable which is composed of onset, peak
(refers to the centre of the syllable which is also known as nucleus (Lodge
2009)) and coda.

(Roach 1991: 67)

This concludes that the onset and the coda can be noticed to be the greater

obstruction to the flow of air which may occur before and after the centre.

A syllable that ends with a coda is referred to as a closed syllable, irrespective of

whether it has an onset or not (Skandera and Burleigh 2005: 66).

The peak and the coda when grouped together form a unit called the rhyme of the
syllable (Roach 1991: 73, Giegerich 1992:138).

12



Lodge (2009) proposes the basic (but not finite) structure of a syllable as follows:

Syllable
rhyme

onset peak coda

Lodge 2009: 124

The reason for naming that part of the syllable the rhyme is because it is this
part which plays the role in the rhyming conventions of poetry. In addition, the
reason for having the rhyme as a unit “...is that peak and coda function together

rather than separately in a number of ways” (Giegerich 1992: 143).

1.1.2. Stressed and Unstressed Syllables vs Strong and Weak Syllables

Syllable weight is a major factor in determining the position of stress in a word
(McMahon 2002: 114). Syllable weight is a way to deal with syllable structure; it has a

relation with the structure of the syllable.

The word can be stressed if it contains syllables bearing stress. Most of the syllables

which bear stress are strong syllables, whereas, the weak syllables never bear stress.
What is meant by strong and weak syllables?
1.1.2.1. Strong (Heavy) Syllables

When dealing with the strength of the syllable, the centre, on the one hand, and the
rhyme, on the other hand, are the most important parts of the syllable which will be
taken into account. On the contrary, onset presence is not included in the calculation of

syllable weight (McMahon 2002: 114).
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Stressed syllables are noticed to be strong and long (Kreidler 1997: 102). They can
include any vowel phoneme, diphthongs or possibly triphthongs as their peaks except
the schwa /o/ sound (Skandera and Burleigh 2005: 72, Roach 1991: 75). The vowels in
stressed syllables have full and original sound quality. A full and an unstressed vowel
(whether stressed or not) forms a strong vowel which becomes a centre of a strong

syllable.

Another face of heavy syllables is their construction of complex rhymes (Giegerich
1992: 146, McMahon 2002: 114). This is to claim that if a syllable is characterized as
heavy or strong, it must consist of either a strong, a full and an unreduced vowel for

the peak or its rhyme must be complex.
The complexity of the rhyme appears in two ways:

e The syllable is considered as heavy when its rhyme is composed of a branching
nucleus. The latter consists of either a long vowel or a diphthong, no matter if it
has a coda or not (McMahon 2002: 114). In addition, Giegerich (1992)
proposes that a heavy syllable has two x-positions in the rhyme which allows
this heavy syllable to become stressed (1992:146). Any stressed syllable must
have more than a single x-position in its thyme. This indicates that all stressed
syllables must have complex rhymes among them the monosyllabic lexical
words which are stressed and which explain the fact that they are heavy

syllables consisting of two x-positions in their rhymes.

For example: aroma

sy sy sy

r}|1 rh rh

pe ons p‘e ons pe
A

/3 ‘r \Z ‘m o/

Giegerich 1992: 182
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e A complex thyme may, also, appear in the form of having a heavy syllable by
consisting of a short vowel with one or more coda consonants (McMahon

2002).
1.1.2.2. Weak (Light) Syllables

One of the most noticeable features of English is that many syllables are weak.
Contrarily to strong syllables, weak syllables are characterized by consisting of a one

single-x rhyme (one x-position in the rhyme).

According to McMahon (2002), a syllable is considered as light if it contains a short
vowel in the thyme with no coda (2002: 114). However, this idea has been contrasted
by most phonologists who believe that the weakness of the syllable has to do with the

centre of the syllable not with what precedes or what follows the centre.

Unstressed syllables are weak and short (Kreidler 1997: 102). The weakness of the
syllable is related to the kind of vowels its centre includes. Most light syllables consist
of short, reduced vowels which are characterized by lower intensity (Roach 1991: 75).
The common weak vowels come as follow; / [1 /, /[1 /, /o / and syllabic consonants
(Roach 1991: 75). From his side, Kreidler (1997) observes that most phonologists
agree that the nucleus of the weak syllable is more likely to be a schwa or a syllabic

consonant (1997: 102).

The relation which can be concluded between syllable weight and stress is that all
stressed syllables are strong, but not all strong syllables are stressed. This point can be
illustrated by long words in which we may find two or more strong syllables but only
one strong syllable can bear primary stress. On the contrary, all weak syllables are

unstressed (Kreidler 2004: 75).
1.2. Word Stress

Stress is a relative feature. A syllable is perceived as stressed in relation to another
syllable in the same word (Lodge 2009: 110). Word stress, which is also known as
lexical stress (Clark and Yallop 1990: 287), has to do with different types of content

15



words; verbs, nouns, adjectives and adverbs, whereas, it is not observed to be a feature

of function words like prepositions, articles...etc.
1.2.1. Definition and Characteristics of Stressed Syllables

To define the stressed syllables, two levels are noticed to be important; the
production level and the perception level. Stress is defined in relation to how it is

produced and how it is perceived by the listener.

From the production point of view, stressed syllables are characterised by the use of
more muscular energy by the speaker than is used for unstressed syllables. When
producing stressed syllables, the muscles that are used to expel air from the lungs are
more active. In a sequence of syllables making up a word, one syllable is always more
prominent than the others. In the production of this syllable, more muscular efforts are
involved than the surrounding syllables. This more prominent syllable is said to bear
stress. In fact, Lodge (2009) agrees with Davenport and Hannah (2005) that a stressed
syllable is produced with more muscular energy which allows that syllable to be

distinguished from the unstressed ones around it (2005: 78 and 2009: 116).

Jones’ (1972) description of stress involves the behavior of the speaker when he

produces the stressed syllables. Jones (1972) observes:

“stress may be described as the degree of force with which a sound
or a syllable is uttered. It is essentially a subjective action. A strong
force of utterance means energetic action of all articulatory organs;
it is usually accompanied by a gesture with the hand or head or other
parts of the body....”

(1972: 245)

The above description indicates that if one syllable among a polysyllabic word is

said with more force, and if it is said to be stronger than its neighbors, it is that syllable
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which is stressed. The strong force with which the stressed syllable is produced is a
result of the action of speech organs, and it is accompanied with head or hand gestures.
So that, it can be understood that stressed syllables reflect the degree of force with

which they are uttered.

As far as the behavior of the speaker when producing stress is concerned, Brown
(1990) agrees with Jones (1972) that stressed syllables are given a visual clue by the
face of the speaker. The speaker makes larger gestures with his jaws and lips when
producing the initial consonants and the initial vowels of stressed syllables than in

producing unstressed syllables (1990: 45).

From the perceptual point of view, stressed syllables are recognized as stressed
because they are perceived to be more prominent than unstressed syllables. The
prominence of the stressed syllables appears in the ways that; stressed syllables sound
louder than unstressed ones, each stressed syllable in a word witnesses a change in the
pitch and the vowel of the stressed syllable is heard to be lengthened (Kelly 2000: 66).
Giegerich (1992) observes stressed syllables are produced with a more powerful
contraction of the chest muscles than an unstressed syllable is (1992: 180). This
enhanced energy leads to produce syllables with greater loudness, increased duration

and a change of pitch (1992: 180).

In fact, most phonologists agree that stressed syllables have three features which
are; loudness, length and change of pitch (level of speaker’s voice), which allow the
syllable to be distinct from its neighbors and to be more prominent than them. Roach
(1991), in addition, points out that there exists a fourth characteristic of stressed

syllables which is the quality of vowels (1991: 86).

Before going further, it is necessary to define the four characteristics of the stressed

syllables.

e Loudness: loudness is a feature of stress. The stressed syllables are heard as

being louder than unstressed syllables. Loudness refers to the increase in the
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volume (Harmer 2001: 32). Loudness is related to the breadth of the vocal
cords. It is this feature which helps to distinguish between nouns and verbs in
noun-verb pairs (Skandera and Burleigh 2005: 9). Brookes (1994), from his
side, suggests that a syllable sounds louder because it is produced with more
muscular energy than other syllables (1994: 24). In addition, loudness is
considered by Roach (1991) to be a feature which brings with it changes in the
characteristics of the syllable (1991: 86).

e Length: if one syllable among a polysyllabic word is heard to be stronger and
more prominent than others, there will be a strong tendency for that syllable to

be heard as long, since length is an important factor in determining prominence

(Roach 1991: 86).

e Pitch: pitch is related to the vibration of the vocal folds. The faster the vocal
folds vibrate the higher the pitch is. Roach (1991) points out that pitch is related
to the frequency of the vocal folds and to the musical notion of high and low
pitched notes (1991: 86). Every syllable is said on some pitch. If one syllable
among a polysyllabic word is produced with higher pitch than the other
syllables, the high-pitched syllable is stressed (Roach 1991: 86).

Brookes (1994) defines pitch as “the auditory property of a sound which
enables the listener to place on a scale going from high to low” (1994: 25).
Brookes (1994) considers this feature as the most important because it allows

the listener to distinguish between stressed and unstressed syllables.

¢ Quality of Vowels: if all the vowels of the word are the same except one vowel
which is different in quality, the syllable containing the different vowel is

stressed (Roach 1991: 86).

Most phonologists agree that the four characteristics of stress are combined together
to give the stressed syllables, while others suggest that prominence may be made by

means of one or two features only. Through experiments, Roach (1991) concluded
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that the strongest effects on prominence can be made by pitch and length as compared

with loudness and vowel quality (1991: 86).
1.2.2. Degrees (Levels) of Stress

Working on stress in words in isolation allows the present study to distinguish the

different degrees of stress.

It may appear artificial to work on stress placement in disconnected words because
it is rare to notice native speakers produce words in isolation. However, this aspect
helps to see the different levels of stress more clearly than studying them in a
continuous speech context. This what Kenworthy (1987) confirms when he proposes
that it is only when words are said in isolation three degrees of stress can be

distinguished (1987: 61).

Within longer words, syllables can witness different degrees of stress. Early years
witnessed a disagreement between scholars for how many levels of stress a word can
have. At the beginning, Jones (1972) believed that a word can bear four or five degrees
of stress (1972: 247).But after many studies, Jones (1972) modifies this idea claiming
that the most stress languages use two degrees of stress which are strong and weak.
According to Jones (1972), intermediate degrees between the strongest and the
weakest degrees of prominence are due to other phonetic features, such as vowel
quality, duration or pitch rather than stress (1972: 247). This indicates that for teaching
phonology purposes it is sufficient to distinguish between stressed and unstressed
syllables. Kelly (2000) agrees with Jones (1972) in the distinction of only two levels of
stress which are, according to him, sufficient to make learners aware of the functioning
of stress (2000: 70). He suggests that the semantic function of more than two degrees
of stress in English appears to be confirmed to sentences or to compound words (2000:

70).

19



On the other hand, most other phonologists believe that there exists three levels
of stress; primary (or the main) stress, secondary (or intermediate) stress and

unstressed (Brookes 1994, Giegerich 1992, Kenworthy 1987 and Roach 1991).
Primary Stress

On the stressed syllables, the pitch does not remain level, it usually moves from

high to low.

High
Roach 1991: 87

This movement of pitch results in prominence, which gives the strongest type of
stress (Roach 1991: 87). This explains that the primary stress occurs when the pitch is
at the highest level. Primary stress applies to when the syllable is stressed the most.
According to the IPA (International Phonetic Alphabet) conventions, primary stress is

marked by putting a small vertical line /[1/above and preceding the stressed syllable.
Secondary Stress

Secondary stress refers to a syllable among a polysyllabic word that is stressed to a
certain extent but not as strong as the primary stress (Brookes 1994: 25). Secondary

stress is weaker than the primary stress but stronger than unstressed syllables.

If a word contains two syllables preceding the primary stress, it becomes necessary
to mark the secondary stress on the first syllable, while, if the primary stress is
preceded by three syllables, either the first syllable or the second syllable takes the
secondary stress (Brookes 1994: 27).
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The notation of the secondary stress, according to the IPA conventions, is
represented in transcriptions by a small vertical line below and preceding the

concerned syllable /[/.

As far as the English stress system is concerned, it is obligatory to separate the

primary stress and the secondary stress by an unstressed syllable.
Unstressed

The unstressed syllables are known for the absence of any recognizable amount of
prominence (Roach 1991: 88). This means, unstressed syllables are known for the
absence of any feature by which the stressed syllables are characterised, which are;

pitch change, loudness, vowel length and the quality of vowels.

To sum up, Kenworthy (1987) comments that is not easy to hear three degrees of
stress in long words, except when the word is said in isolation or when the word is in a

position in a sentence when it is strongly stressed (1987:62).
1.2.3. Simple Word Stress

Through the idea of simple word stress we want to discuss the placement of stress in

simple words.
1.2.3.1. Simple Words

Simple words are the words which are morphologically composed of one free
morpheme. Yule (1996) defines the morpheme as “a minimal unit of meaning or
grammatical function” (1996: 75). In this context, simple words are minimal units of
meaning. They are minimal units because they cannot be divided to give other units of
meaning or other units of grammatical function, this what Roach (1991) sums up
saying that they are ‘not composed of more than one grammatical unit’ (Roach 1991:

95).
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Simple words are free morphemes (also called lexical morphemes, Yule 1996: 76),
because by standing alone they give meaning. Simple words are not linked to bound

morphemes. The latter are known in English as prefixes and suffixes.
1.2.3.2. Patterns Underlying Simple Word Stress

The objective of being aware of the patterns of simple word stress is to be able to

decide which syllable in a word should receive primary stress.

The placement of stress in simple words is considered by most researchers in the
scope of phonology as a highly complex matter. For this reason, some scholars
concluded, after many studies, that there is no need to generalize rules of stress

placement of English words.

Because it is believed that English word stress placement is a complex issue, some
scholars conclude that a foreign learner will find difficulties in placing stress on the
right syllable for each word. As a solution, some phonologists propose that each new
word introduced to the foreign learner has to be introduced with its correct placement
of stress. In this issue, Harmer (2001) suggests that when students meet new words,
teachers should mark the stress of those words (2001: 1991). Jones (1972) confirms
this idea by noting that “....there are no rules determining which syllable or syllables
of polysyllabic English words bear the main stress. The foreign learner is obliged to
learn the stress of each word individually” (1972: 248). According to Jones (1972), the
foreign learner of English has to learn where to place stress for each word because the
generalization of the patterns of English word stress cannot be made. What explains
Jones’ (1972) refusal to make generalizations of the patterns of word stress is if the
stress patterns of all English words are generalized - knowing that English language is
rich with vocabulary and each word has a different stress pattern-, there would occur

plenty of exceptions.

In contrast to Jones’ (1972) and Harmer’s (2001) views, other phonologists
(Brookes 1994, Hancock 2004, Giegerich 1992, Kenworthy 1987 and Roach 1991)

have established the rules of simple word stress.
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The establishment of the patterns of stress in simple words took into consideration
the grammatical category to which the word belongs (nouns, verbs...etc) and it took
into account the number of syllables which the word has (Roach 1991). Every bi-
syllabic noun, verb, adjective (and adverb) has a specific rule; the same is true for
nouns, verbs, adjectives (and adverbs) which consist of three syllables. It has to be
noticed that stress is assigned only to lexical words which are members of syntactic
categories (nouns, verbs, adjectives and adverbs), whereas, function words like

prepositions and articles do not bear stress (Giegerich 1992: 190).

Raising the learners’ awareness on the patterns which underlie the placement of
stress in simple words is useful for the sake of increasing the understandability of the
oral message between the speaker and the listener. In addition, English foreign learners

should be made conscious of the exceptions that these generalizations bear.
The Rules

1.2.3.2.1. Monosyllabic Words

Monosyllable words cannot be said to have word stress. They consist of one
syllable, whereas, to recognize whether a syllable is stressed or not it should be
compared to an unstressed syllable in the same word. Stress is a relative feature; a

syllable is defined as stressed in relation to an unstressed syllable in the word.
All monosyllabic words are heavy, therefore, they are stressed.

Monosyllabic words do not pose any problem in the placement of stress, while, the
rules of stress placement in words with more than one syllable present some
difficulties for the English foreign learner to acquire them and to produce the words

correctly.
1.2.3.2.2. Bi-Syllabic Simple Words

Stress on the words which are composed of two syllables relies on the grammatical
category of the word. The placement of stress is stable for each word. Stress may be

found on the first or on the second syllable depending on the following rules:
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Two Syllable Verbs

e If the second syllable consists of a long vowel, a diphthong or if it ends with
more than one syllable, it will be stressed.

e If the second syllable contains a short vowel, one (or no) consonant, then the
first syllable will be stressed.

o The first syllable is stressed if the final syllable includes the diphthong /a[/.

Two Syllable Nouns

e If the second syllable has a short vowel, the first will be stressed, and if the

first syllable has a short vowel, the second will be stressed.
Two Syllable Adjectives

e If the second syllable of the adjective includes a long vowel, a diphthong or if
it ends with more than one consonant, that syllable will be stressed.

o If the final syllable consists of a short vowel or one (or no) consonant, the first
syllable will be stressed.

e The final syllable cannot be stressed if it contains the diphthong /o[/.
Exceptions to the above rules are: [Thonest and [perfect (Roach 1991).

Some words are both nouns and verbs. The placement of stress in the words derived
from the noun-verb pairs allows making a distinction in the class of the word. The

stress placement in the noun-verb pairs obey to the following rules:

e If the word is a noun, the first syllable takes the stress.

e Ifthe word is a verb, the stress falls on the second syllable.

Such words (noun-verb pairs) are: record, contrast, desert, export, object, present,

produce, protest, rebel and report (Hancock 2003).

On the contrary, in the following noun-verb pairs, the stress is at the same place (on
the first syllable) even if the word is a noun in one case or a verb in the other case:

answer, picture, promise, reply, travel and visit.
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Two Syllable Adverbs: adverbs behave in the same way as verbs and adjectives do.

1.2.3.2.3. Three Syllable Simple Words

Similar to the patterns of stress placement in bi-syllabic words, the stress placement
patterns of the words containing three syllables are governed by the grammatical

category to which the word belongs.
Three Syllable Verbs

e [f the last syllable contains a short vowel or only one consonant, stress will fall
on the penultimate syllable.
o If the last syllable is characterized to have a long vowel, a diphthong, or more

than one consonant, that syllable will take the stress.

Three Syllable Nouns

e If the last syllable contains a short vowel or the diphthong /o[1/, and if the
penultimate syllable contains a long vowel or a diphthong or more than one
consonant, stress will fall on the penultimate syllable.

e If the second and the third syllables consist of short vowels, no diphthongs and
if they consist of no more than one consonant, stress will fall on the first

syllable.

So far, the above rules show that the placement of stress on syllables relies on the
strength of the syllable by means of a long vowel, a diphthong or more than one

consonant. Another rule of three syllable simple words comes as follows:

e I[f the final syllable has a long vowel, two consonants and more, or a
diphthong, stress will fall on the first syllable because the last syllable will be

heard quite prominent.
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Three Syllable Adjectives

e If the last syllable consists of a long vowel, two consonants and more or if it
consists of a diphthong, stress will fall on the first syllable because the last

syllable will be heard quite prominent.
(Roach 1991: 89)

The above rules represent the generalizations which the phonologists made for the
placement of stress in simple words. In addition to establishing the patterns of simple
word stress, phonologists have established a number of rules for the placement of

stress in complex words.
1.2.4. Complex Word Stress

Similar to simple word stress, the notion of complex word stress is said to indicate
complex words bearing stress. Despite the fact that different degrees of stress exist, in
dealing with raising learners’ awareness of complex word stress, the primary stress in

comparison to the secondary stress was given more importance.
1.2.4.1. Complex Words

The discipline which deals with word formation process is known as morphology.
Morphology is “concerned with the structure of words” (Skandera and Burleigh 2005:
51). Other scholars consider it as the “study of forms” (Yule 1996: 75).

When dealing with the effect of the different structures of words (word formation)
on the pronunciation level, we become, therefore, dealing with morphophonology. In
other words, the overlap between two core areas of linguistics; phonology and
morphology is known as morphophonology or morphonology (Skandera and Burleigh
2005: 52). Morphophonology is “the study of the phonological structures of

morphemes” (Malmkjer 1991: 431), it studies phonemic variation within morphemes.

As opposite to simple words, complex words are composed of more than one
grammatical unit. The grammatical units are morphemes, which indicate that complex

words are morphologically constructed by more than one morpheme. Complex words
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cannot be composed of two or more free morphemes (lexical morphemes), as they
cannot be formed by two bound morphemes. Complex words must be composed of
one free morpheme and one or more bound morphemes. In other words, complex
words are a set of free morphemes linked to bound morphemes. The latter represent a
kind of morphemes which cannot stand alone and which must be attached to a free
morpheme (Yule 1996: 75). When the bound morphemes stand alone, they do not give
meaning, this is why, they must be attached to a free morpheme (a simple word). The
simple words when used with bound morphemes they become known as the stem

(Yule 1996: 75).

Bound morphemes are divided into two different types; derivational bound
morphemes and inflectional bound morphemes (Yule 1996: 76-77). The different
types of the bound morphemes are also known as affixes, which explain that all the
affixes are bound morphemes which are divided, in English, into prefixes and
suffixes. The prefixes are the bound morphemes which precede the root word (the
stem), whereas the suffixes are the bound morphemes which come after the original

word.

The derivational bound morphemes change the grammatical category of the free
morphemes (which become known as stems) when they are linked to them. They are
mainly used with the objective of producing new words (Yule 1996: 76). By adding
the derivational affixes to the simple words, new words with new categories appear to
be derived from the stem. To illustrate, through some affixes it is possible to derive
adverbs from adjectives, as it is possible to derive nouns from verbs by adding a set of
affixes. On the other side, the inflectional bound morphemes do not produce new
words from the stem. They are mainly used to indicate aspects of the grammatical
function of the words which are; past tense (ed), plural (s), third person singular

present tense (s), and present participle (ing).
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The following chart summarizes the different categories of morphemes as follows:

lexjcal
fige
urketional
Morphemes
dewvational
bdund
inflectional

Yule 1996: 78

According to Roach (1991), complex words are of two types; affix words and
compound words. The latter are constructed by means of two independent words,
whereas the former refer to the basic word with the inclusion of one or more affixes
(Roach 1991: 95). The present study, however, is dealing with affix words (referred to
in the present study as complex words) and how the stress placement changes or how

it is kept the same as of the simple words after adding affixes to the simple words.

The distinction between simple words and complex words can be noticed as being
hard sometimes to decide whether polysyllabic words are complex or simple because
most of them have come from other languages. Such illustrations are the words which
have Latin origin and which are formed by adding the prefixes ‘sub’, ‘per’ and ‘com’
to ‘mit’. The result will be the following words; submit, permit and commit. In
addition, other words come from Greek origin, such words are catalogue, analogue,
dialogue and monologue. All the English words, mentioned previously, cannot be
analysed in terms of root words linked to prefixes (Roach 1991: 95). If they would be
analysed, each of the two parts alone would have no meaning. The two parts of the
words cannot be treated as separate grammatical units, which results the difficulty of
studying the English morphology. As a conclusion, it can be noticed that sometimes

the distinction between simple and complex words cannot be drawn.
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1.2.4.2. Patterns Underlying Complex Word Stress

Morphophonologically speaking, the affixes which have effects on the shift of stress

placement within the original words are the derivational affixes.

Simple words are noticed to have fixed stress placement, but when adding the
derivational affixes to simple words (which in this case become known as stems) a few
changes may occur on the placement of stress in the stems. On the other hand, the
inflectional affixes, which are used to identify grammatical functions of the original
words, have no effects on the shift of stress placement in the stems. For this reason, the
present work in dealing with complex word stress has focused on the derivational

bound morphemes neglecting the inflectional bound morphemes.

Like simple word stress, not all researchers in the scope of phonology agree on
whether there might be regularities of complex word stress, and not all phonologists
agree on whether there exist affixes which have effects on the placement of stress in
complex words. Kelly (2000) considers prefixes and suffixes as not being stressed in
English (2000: 69). Clark and Yallop (1990) agree with Kelly (2000) in the point that
stress falls on the root regardless of prefixes and suffixes (1990:299). This means that
the three phonologists believe that when modifying simple words with prefixes and
(or) suffixes, the stress placement of the words before being modified will be kept the

same as the stress placement of the stems.

In contrast to the preceding phonologists’ point of views, research discovered that a
considerable number of affixes play a great role in determining where to place stress in
most English complex words. It is believed that the morphological construction of
words plays a major part in the regularities that govern complex word stress. Brookes
(1994), Giegerich (1992), Hancock (2003), Kenworthy (1987), Kreidler (2004) and
Roach (1991) these phonologists and other phonologists agree on the fact that some
affixes may shift the placement of stress of the simple words when modifying them.
However, each phonologist considers the role of affixes differently. Some
phonologists categorize the affixes into different kinds in relation to their origins,

while others categorize the affixes in relation to their strengths and their weaknesses.
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Kreidler (2004) proposes that the relation between stress and affixes returns back to
the origin of the affix. If the prefixes and the suffixes are of Old English origin, they
have no effects on the position of stress, while words of Greek, Latin or French origins
often show a change of stress placement when an affix is added (Kreidler 2004: 79).
On the other hand, stress is believed by Brookes (1994) to be determined by the
strength and the weakness of the suffix. When the suffix is a strong ending, it takes
stress, but when the suffix is a weak ending, it will not determine the placement of

primary stress in the word (1994: 27-28).

According to Brookes (1994), the strong endings are divided into two types; strong
stressed suffixes and strong unstressed suffixes (1994: 27-28). The latter determine the
position of stress in the word but they do not bear the primary stress, whereas the

former carry the primary stress themselves.

From Brookes’ (1994) analysis of the relation of stress with the morphological
structure of complex words, it appears clear that Brookes (1994) believes that only

suffixes have effects on stress ignoring the role which prefixes might play.

Another identification of the role of affixes (mainly suffixes) on stress placement is
the division of the suffixes into stress-neutral suffixes and stress-shifting suffixes
(Giegerich 1992: 191, Roach 1991: 95). The stress-neutral suffixes never make any
changes to the stress patterns of the base (the word to which they are attached). On the
contrary, the stress-shifting suffixes are those which either receive the primary stress
themselves or those which do not bear the primary stress, but when they modify the

simple word, they determine on which syllable of the complex word the stress falls.
The Rules

The patterns of complex word stress are generalized according to the three different
types of suffixes; stress-neutral suffixes, stress-shifting suffixes which carry
primary stress themselves and stress-shifting suffixes which determine the
placement of stress in the root word. These rules are concerned with suffixes

because prefixes are known as not making any changes in the stress patterns of the
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original word, except for the prefixes ‘b1’ and °‘dis’ which carry the primary stress

themselves.
1.2.4.2.1. Stress-Neutral Suffixes

They are known as not bringing any changes to the patterns of stress of the root

word before being modified. They involve the following suffixes:

able, ably, age, er, ment, less, ness, y, al, en, full, ish, ly, ous, fy, wise

(Brookes 1994, Roach 1991) .
1.2.4.2.2. Stress-Shifting Suffixes

They are divided into strong stressed suffixes and suffixes influencing the change of

the stress patterns in the stem.
1.2.4.2.2.1. Suffixes Carrying Primary Stress

With suffixes carrying primary stress, the complex words will have primary stress
on the suffix. This indicates that simple words have stable stress placement on their
syllables, when suffixes of this type are added to the simple words, the stress moves
from the original syllable of the root word to be placed on the suffix. The suffixes

which bear primary stress are listed below:

ese, ain, ee, ette, esque, eer, ique, ade, oo, oon, escence, osis, itis (Brookes

1994, Roach 1991).
1.2.4.2.2.2. Suffixes Determining the Placement of Stress in the Stem

There exists suffixes which are strong because they determine the placement of
stress in the complex word, but they do not carry primary stress themselves. They are
strong stressed suffixes. They influence the change in the placement of stress in the

stem.

The determinism of the placement of stress by the suffixes is divided into primary
stress occurs immediately before the suffix and primary stress occurs two

syllables before the suffix.
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A. Primary Stress Occurs Immediately before the Suffix

When suffixes of this type modify the simple words, the stress either moves to the
syllable which precedes the suffix, or it must be kept on its place if it was placed on

the last syllable of the simple word.
The following suffixes represent the type of suffixes with which we are dealing:

ian, io, ia, ial, ious, ior, ic,ish, it, ity, itive, ive, itude, itant, iable, ify, ible,

graph, logy, logist, ual, al, uous and eous (Kenworthy 1987, Brookes 1994).
B. Primary Stress Occurs Two Syllables before the Suffix

With this kind of suffixes, the root word must be consisted of at least two syllables.
When suffixes of this type modify simple words, the stress either changes its place by
moving to the second syllable before the suffix, or it will be kept at its original place if

it was placed on the syllable preceding the last in the original word.

The suffixes representing the present kind of stress-shifting suffixes are listed

below:

ous, ism, ize and ate (Brookes 1994).

Conclusion

To be able to communicate in English with native speakers and with non-native
speakers, foreign learners have to be made aware of the patterns of word stress, in
general, and they have to be made conscious of the rules of complex word stress, in
particular because the correct perception, acquisition and production of complex word
stress help the transmission of the spoken message. The present chapter has provided
us with the different characteristics of stress, and it has provided the rules which
govern simple word stress and complex word stress. The foreign learners need to be
made aware of the patterns of word stress, because they are of a vital role in the

transmission of the spoken message. The reason, in fact, for believing that learners of
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English as a foreign language have to be supplied with the rules of word stress is
because at this level, errors most damaging to comprehensibility occurs, this what the

following chapter discusses.
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Chapter Two
Intelligibility and Word Stress Acquisition

Introduction

To communicate successfully, non-native speakers need to acquire the aspects of
pronunciation. One of the aspects of English pronunciation the misuse of which can
threaten the understanding of English spoken discourse is word stress. Speakers are
not free to stress whatever syllable they want. There are specific rules for the

placement of stress in English words, which the foreign learner has to respect.

The benefits which can be gained from acquiring the correct placement of stress
when listening and when producing English words (simple and complex) will be

discussed in the present chapter.
2.1. Raising Non-Native Speakers’ Awareness of Aspects of Pronunciation

The traditional teaching of pronunciation used to focus on segmental aspects of
pronunciation without taking into account the context in which the segmental features
occur. The old teaching of pronunciation focused on vowels and on consonants, but
more attention was given to vowels because they were believed to pose problems with
EFL learners. The traditional teaching of pronunciation paid a superficial attention to
suprasegmentals. Suprasegmentals are “those features of speech which extend over
more than one segment, such as intonation [and stress]” (Crystal 1980: 314, cited in
McNerney and Mendelsohn 1992: 185). Suprasegmentals deal with more than words
in isolation; they refer to the prosodic features including stress, rhythm, intonation and
features of connected speech (Jenkins 2000: 32). However, teachers and foreign
language syllabus designers give more importance to the segmental features believing

that they are sufficient to understand the meaning of the spoken discourse.

In acquiring a foreign language with the objective of communicating, learners
should be equipped with authentic language materials. Teaching the suprasegmentals
provide learners with the needed authentic language materials. The teaching/learning
of suprasegmentals should be dominating because the prosodic features are significant
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for the communication of meaning. The suprasegmentals control the structure of
information (McNerney and Mendelsohn 1992: 185). On this issue Naiman (1992)
observes that “English pronunciation is inextricably linked to meaning at the discourse
level and must be presented to students in that way and practised accordingly” (1992:
163). This means, that teaching pronunciation has to take into consideration the spoken
discourse which indicates that teaching pronunciation must involve the different
aspects of suprasegmentals, through which the meaning of the oral message can be

conveyed.

Suprasegmentals are more necessary for communication than the correct production
of individual sounds. The latter can be inferred from the context when they are
incorrectly pronounced (McNerney and Mendelsohn 1992: 185). Teaching
pronunciation has to be tied to meaning to achieve communicative effectiveness. It
should focus on teaching the suprasegmentals for the reason that they have an impact

on the comprehensibility of learners’ English.

Errors in the production of the segmental phonemes are less significant to overall
intelligibility than errors in suprasegmentals (Evans 1993: 40). When learners of
English as a foreign language mispronounce some of the vowels and the consonants
and produce the prosodic features accurately, the meaning of the spoken discourse can
be correctly conveyed to the listener(s). Contrarily, when the foreign learners do not
produce correctly the suprasegmentals, even though they pronounce all the sounds
correctly, the intended meaning of the spoken discourse cannot be received correctly
by the listener(s). Besides, Jenkins’ (2000) findings confirm the benefits of focusing
on teaching the suprasegmentals rather than the segmental features since she
discovered that the segmental variation has a rather minus effect on intelligibility of

English speech than the suprasegmentals (2000: 32).

Since learning English as a foreign language occurs in a foreign context, teachers
should provide learners with the correct pronunciation of its phonetics and phonology,
and due to the importance of the suprasegmentals in understanding the spoken

discourse, they have been incorporated into communicative
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approaches to language teaching. In other words, the reasonable goal of learning the
suprasegmentals of English is to avoid unintelligibility and to be comfortably
intelligible when a non-native speaker interacts with native speakers or with non-
native speakers. To achieve an intelligible conversation means to be understood by a
listener. Kenworthy (1987) defines intelligibility as “being understood by a listener at
a given time in a given situation” (1987: 13). Indeed, the more words a listener is able
to identify when said by a particular speaker, the more intelligible the speaker is. In
contrast, unintelligibility refers to when the speaker utters a word or a sequence of
words with a mistaken feature of pronunciation which leads the listener to hear a
different word or a different phrase from the one the speaker aimed to say. Kenworthy
(1987) believes that it is important to be intelligible rather than achieving native-like
pronunciation (1987: 13). Even if the foreign speaker does not produce exactly the

same sounds of English, the most important issue is to be understood when heard.

Most applied linguists (like Ellis 2008 and Hedge 2000) agree on the crucial role
which the awareness-raising activities play in raising the consciousness of the role of
complex word stress patterns’ acquisition on intelligibility, specifically if the activities
are well structured. Because English phonology is a closed system, the awareness-
activities and the rule instruction of aspects of phonology are necessary to try to
overcome the difficulties that foreign learners face in producing the phonological
forms of a foreign language in early stages (Ellis 2008: 103). Through the intensive
exposure to aspects of a foreign language, learners will reach more advanced levels.
Hedge (2000) observes the efficient impact of both the consciousness-raising and
practice on making learners produce aspects of pronunciation correctly (2000: 286).
Besides, she proposes that the teacher’s supervision and the teacher’s correction of
learners’ mistakes are of a crucial value which completes the good acquisition of
aspects of pronunciation that is because learners cannot notice language features

(2000: 288).
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2.2. Importance of Learning Word Stress

Learning word stress is an important factor to overcome the difficulties that foreign
learners face in acquiring, in perceiving and in producing word stress. There are some
aspects which may enhance the difficulties of acquiring word stress, which the learners
need to be made aware of are the predictability of word stress and the role which word

stress plays in achieving an intelligible oral conversation.
2.2.1. Predictability of Word Stress

Word stress in many languages is predictable. It is, in this case, governed by a single
rule which is applied to almost the vocabulary of the language. In fact, all the words in
a specific language may be stressed on the initial syllable or on the final syllable
without having exceptions that can damage the rule. These kinds of languages are said
to have fixed stress (Skandera and Burleigh 2005: 73, Fudge 1990: 33). Such
languages are; Czech, Polish, French and Hungarian. They have fixed stress
placement, since the stress in Czech, for instance, falls always on the first syllable of
all the words, whereas, the stress in French, for instance, falls always on the last
syllable (Brookes 1994: 27). This means, in acquiring the placement of stress of the
fixed stress languages, learners will not find difficulties in where to place stress for
each word because all the words have the same placement of stress. However, because
French learners of English, for instance, have a precise rule for placing stress in their
native language, when learning English, which is not characterised as having free
stress, they apply their native language rule for placing stress on the foreign language,
for this reason foreign learners have to be made aware of the patterns of English word

stress.

In other languages, such as English, word stress is more difficult to be predicted.
English word stress is said to be unpredictable and variable. The variability of stress
indicates that in polysyllabic words, the stress may be found on the first syllable, on
the second syllable or on the third syllable...etc, which does not allow speakers to be

free to put stress on whatever syllable they want (Kreidler 2004: 179). Languages
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derived from this type of stressing their words are said to have free stress (also
known as movable stress) (Skandera and Burleigh 2005: 73). In addition, Kenworthy
(1987) points out that English has a free stress because a simple word in English has a
stable stress pattern, but when we add some suffixes to it, the original stress placement
will be changed (1987: 59). Since English word stress is variable, learners need to pay
attention to the location of the main stress in English words. This attention can be
drawn to the learners through the awareness-raising activities and through governing
the rules of word stress which can solve, to an extent, the difficulties in which the
foreign learners fall when learning the pronunciation system. The difficulties of
acquiring stress placement rules lead the foreign learners to face an unintelligible oral
communication with native speakers and with non-native speakers, for this reason, the

rule instruction and the awareness-raising activities are of a vital role.
2.2.2. The Effect of Word Stress on Intelligibility

To be intelligible means to be understood by the partners of the conversation. Word
stress, sentence stress, rhythm and intonation are aspects of pronunciation which have
significant roles in affecting intelligibility. Kenworthy’s (1987) findings discovered
the important role of stressing the right syllable in achieving intelligibility. Kenworthy
(1987) observes:

“if the learner doesn’t stress one syllable more than another, or stresses
the wrong syllable, it may be very difficult for the listener to identify
the word. This is because the stress pattern of a word is an important
part of its identity for the native speaker.”

(1987: 18)

Native speakers rely very much on the placement of stress in the words when they are
listening to the speech of their partners. Kenworthy (1987) justifies the impact of word
stress by claiming that when a native speaker mishears a word, it is because the stress
has been put on the wrong syllable by the foreigner or because no syllable of the word

was stressed, but not because the sounds of the word have been mispronounced (1987:
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18). This explains, indeed, the impact of the correct production of word stress on its

perception and on understanding the intended meaning behind the uttered word.

Suprasegmentals are more vital for communication than the correct production of
sounds is. Since stress is a suprasegmental feature, the correct production and the
correct perception of word stress are important aspects for a successful
communication. Stress has a crucial role in helping the transmission of the oral
message, because native speakers rely very much on it to get at the intended meaning
of speech (Naiman 1992: 163). Producing words without stress or with misplaced
stress may distort the meaning of the word. In fact, making errors in stress placement
causes more miscommunication than what errors in consonant or vowel sounds cause.
Jenkins (2000) reinforces that stress, intonation and rhythm have the greatest impacts
on intelligibility (2000: 32). It must be concluded, therefore, that foreign learners of
English have to be supplied with the rules of word stress, because at this level the

errors most damaging to comprehensibility occur.

Misplacing stress in English words leads the meaning of the words to be
disappeared. The meaning of the words will be changed and replaced by another
meaning. Instead of pronouncing the word ‘special’, for instance, with placing stress
on the first syllable and with a schwa on the last syllable, the stress has been placed on
the last syllable with lengthening its vowel, while the first syllable was unstressed
(example adapted from Brookes 1994: 27). In another case, the word ‘written’ was
pronounced with stress on the second syllable instead of the first, as a result the word
became perceived by the listener as ‘retain’. ‘Comfortable’ was, also, mispronounced
with stress on the first syllable and on the third syllable which led the listener to
misunderstand the exact meaning of the word and he concluded that the speaker was

saying ‘come for a table’ (examples adapted from Kenworthy 1987: 18).

Even when the speakers produced the sounds correctly in the previous examples, the

listeners could not understand the meaning of the words because they relied on the
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stress patterns of the words to identify their meaning. The three cases mentioned in
the examples above show clearly the reliance of English native speakers on the
production of stress by the speaker, as they explain the non-significant role of the
segmental features in transmitting the message of the speaker. This indicates the
importance of stress in the identification of words. On the other hand, if a non-native
speaker misplaces stress on the correct syllable of any word when communicating with
non-native speakers, listeners cannot identify the meaning of the word because they
are less competent than native speakers to bring the contextual cues to interpret the

mistakes in word stress (Jenkins 2000: 40).

To avoid the misunderstanding of the conversation between the speaker and the
listener, non-native speakers need to become conscious of the patterns of word stress
and they need to practise them. In fact, learners’ mistakes in the placement of stress in
complex words may be due to the fact that they are unaware of the rules of complex
word stress, for this reason, the full explanation of the rules is needed to allow learners
correct their mistakes (Hedge 2000: 288). Jenkins (2000) distinguishes between the
features of pronunciation which are learnable among those which are teachable.
English word stress is recognized to be a teachable feature because of the clear-cut,
generative nature of its rules (2000: 02). The rules of word stress are very important;
this is why the teacher should not pass by simply because they are of a significant use
(Kelly 2000: 68). Indeed, making learners aware of the rules of word stress, in general,
and making them aware of the patterns of complex word stress, in particular, help
them improve the production and the perception of complex word stress. However,
teaching the theoretical aspect of word stress alone does not seem to be sufficient, this

is why it needs the practical aspect.
2.2.3. Other Functions of Word Stress

In addition to its principle function which is allowing speakers understand each
other when communicating, word stress in English has the function of distinguishing
the verbs from the nouns in noun-verb pairs. This function is a lexical distinction
(Clark and Yallop 1990: 278). There are different lexical words in English which have

the same spelling and the same pronunciation. Some words may be nouns and verbs at
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the same time; they are derived from the noun-verb pairs. If such a word is written in
isolation, the reader will not be able to distinguish the grammatical category to which
the word belongs, unless if the word is written in a sentence. Besides, if a word is said
in isolation without being stressed, the listener cannot distinguish whether the word is
a verb or a noun, except when the word is said in a sentence where grammatical
category will be easy to be distinguished. On the contrary, stressing the right syllable
when producing the noun-verb pair words in isolation allows the listener to distinguish
whether the word is a noun or a verb. In other words, when noun-verb pair words are
produced in isolation with stress on the right syllable, the listener will be able to
identify if the word is a noun or a verb with no need to be said in a sentence. However,
to be able to distinguish a noun from a verb among noun-verb pairs, the non-native
speaker has to know which stress placement pattern distinguishes a noun from a verb,
where here appears the role of the rule instruction and the consciousness-raising

activities to be important.

Another function of word stress is an instrumental function (Giegerich 1992: 181).
The present function of word stress is to maintain the rhythm in connected speech. If
the last word in a sentence, for instance, is stressed, the listener finds it easy to
understand what is coming next. Indeed, stress in a spoken discourse has the function

of organizing the information (Clark and Yallop 1990: 178, Gee 1999: 102).
2.3. The Consciousness-Raising Activities

The consciousness-raising activities involve techniques which encourage learners to
pay attention to language forms in the relief that an awareness of form will contribute
indirectly to language acquisition. The awareness-raising activities focus on specific
aspects of a language. They provide learners with guidelines and activities which
encourage them to think about a specific aspect of a language and to draw their own

conclusions about how the language works (Willis and Willis 1996: 63).

One of the characteristics of consciousness-raising activities is the fact of isolating a
specific language feature for focused attention (Ellis 1993, cited in Willis and Willis
1996: 64). Any existing language is rich with its different aspects (morphology,
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phonology and syntax). Thus to allow learners acquire a foreign language there must
be a focus on a specific aspect which they should be exposed to, followed by
practising that aspect through the written and the spoken tasks. When the teacher
observes that the learners have acquired the language aspect, he/she moves to another

aspect to make them focus on.

To make the consciousness-raising activities successful, foreign learners have to be
provided with data which illustrate the targeted feature (Ellis 1993, cited in Willis and
Willis 1996: 64). If learners are in a process of acquiring a specific language feature,
the role of the teacher is to bring them the illustration concerning this aspect from
texts. The illustrations can facilitate the acquisition of the language aspect, as it can put
the foreign learner in the appropriate context. The aim of providing learners with

illustrations is, in fact, to enable them communicate accurately.

After raising the learners’ awareness of a specific language feature, and after
providing the necessary illustrations, the role of the learners in this stage is to make
hypothesis about the language aspect (Ellis 1993, cited in Willis and Willis 1996: 64).
Consciousness-raising is explained by the fact of encouraging learners to notice
particular language features. The consciousness-raising activities encourage learners to

draw conclusions from what they have noticed.

The aspects of the awareness-raising activities are allowing learners to focus on a
specific language phenomenon and providing them with the necessary illustrations to
facilitate the acquisition, which goes hand in hand with the aim of the present
investigation. The principles of consciousness-raising activities can be successfully
realized with the help of the teacher by implementing the most appropriate approach to

language teaching.
2.4. PPP Approach to Teaching vs SLA Approach to Learning

A debate among applied linguists was raised on whether a foreign language
acquisition is affected by rule instruction, or whether there is no effect of rule

instruction on language acquisition. The first view was supported by the PPP approach
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to language teaching, whereas, the contrasting view found supports among SLA

researchers.
2.4.1. PPP Approach to Teaching

PPP approach to teaching involves three phases which are presentation, practice and
production. The PPP approach is defined as “A focused presentation stage is followed
by practice activities. These practice activities are designed to enable learners to
produce rapidly and easily the material which has been presented” (Skehan 1996: 17).
Skehan’s (1996) definition of the PPP approach indicates that the first procedure of the
PPP approach is to present the language aspect which the learners have to focus on.
The first stage includes the explanation of the rules. After presenting and explaining
the language phenomenon, learners are required to practise all that they have learned

in order to use and to produce the language freely, fluently and flexibly.

The PPP approach to teaching is known for the role which the teacher plays to make
its principles successful. The teacher has a clear, professional role which is organizing
the operation of the different stages of the approach. The teacher is in charge of the
proceedings (Skehan 1996: 17). The teacher has the role of controlling everything; he
is the one who presents the aspects of the language, and he is the responsible for
providing learners with the activities which will be practised. The teacher organises
the activities in a way to allow learners produce the language accurately and fluently.
In fact, the lessons are ordered by the teacher or by syllabus writers followed by an

evaluation of what was taught (Skehan 1996: 17).

Learning under the PPP approach is ‘focused on rules which are then automatised as
a set of habits’ (Skehan 1996: 17). The PPP approach to teaching allows learners to
come across the rules which explain the language phenomenon. After a sufficient
amount of time of exposure to language rules, learners will acquire the rules
automatically. Ellis (1990) points out that instruction is more effective on the rate and
on the level of second/foreign language acquisition than the exposure does (1990:

131). A number of studies were done to test the effect of instruction on language
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acquisition. They almost achieved that rule instruction is a more effective way of

learning English for adults than trying to learn it in the street (1990: 131).

The PPP approach to teaching was massively criticised because of a set of reasons.
There is a belief that the rule instruction, which the PPP approach advocates, does not
have any effects on language acquisition. Besides, Skehan (1996) observes that
focusing on a specific language form leads to the automatization of learning, while
learning a language involves the internal processes (1996: 18). Moreover, the teacher
in the PPP approach is criticized as not being able to control the learning process. Any
approach to teaching should not ignore the learners’ contribution to learning. Learners
make inferences, hypotheses and generalizations about the language system (Skehan

1996: 18).

Despite the deficiencies which the PPP approach has shown, its implementation in

language teaching is still satisfactory for the role which the teacher plays.
2.4.2. SLA Approach to Learning

SLA is a new approach to learning which appeared in recent years. SLA researchers
claim that teaching does not and cannot determine the way the learners’ language will
develop (Ellis 1985, 1994 cited in Skehan 1996: 19). Language learning is operated by
natural (mental) processes. This means that without the instruction of a language rules,
learners can learn the foreign language because they are borne ready to learn any

language, but there is a need of just being exposed to the target language.

In acquiring an aspect of a foreign language, the learner goes through a series of
stages, which indicates that the acquisition does not go directly to the target language
(Hedge 2000: 11). ‘It is through a hypothesis making and hypothesis testing learners
make sense of the language input and impose a structure on it’ (Hedge 2000: 11). The
SLA approach supporters believe that learners acquire the structure of a language by
being exposed to, with no need to an explicit explanation of rules. Since there is no

rule instruction, learners will hypothesize and generalize the rules according to the
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input. Rule hypothesis will never be correct, learners make mistakes for this reason
they test their rules each time. Learners, in acquiring a foreign language, pass through
different stages until they approximate the rules of the target language. This

developing system is known as ‘interlaguage’.

A major concern of SLA research is to take into account such changed views and to
explore their implications for language teaching. SLA approach advocates the view
that teachers should provide learners with varied input, which will automatically
develop the learners’ language system without language focused instruction (Krashen

1985).

As a criticism to SLA approach to learning, research has established the effect of
instruction on language acquisition. Long (1983, 1988), for instance, has demonstrated
that instruction does have an effect on language acquisition (cited in Skehan 1996: 19).
Long (1983, 1988) emphasises that instructed learners make faster progress than
uninstructed learners, and they reach higher levels of achievement. However, they
acquire a language in their own way, following their own developmental sequence, not
a sequence which is imposed by a teacher (Longl1983, 1988, cited in Skehan 1996:
19).

Through the contrasting views of SLA approach and PPP approach we can conclude
that language acquisition is a mixture of internal factors with external factors which
are surrounding the learners. Experiments have shown the important role which the
rule instruction plays in facilitating the acquisition of a specific aspect of a language.
However, the language acquisition cannot occur without the mental processes of the
learner. Learners are equipped naturally with processes which make them ready to
acquire any language, that are helped by the external factors surrounding the learner.
Indeed, the role of the teacher appears important in providing learners with the

necessary materials and his role is reinforced by explaining the materials.
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Teaching word stress (complex word stress) is highly rule governed, for this reason,
implementing the PPP approach helps foreign learners to acquire this aspect
successfully. In teaching word stress, the first aspect which the teacher has to equip
learners with is all the possible rules of word stress. The teacher has to present the
rules to the learners by explaining each rule, followed by the illustration with specific
words according to each rule. After the rule instruction phase, learners have to practise
the rules through the spoken and the written activities to confirm that the learners have
acquired all the patterns of word stress (complex word stress). In fact, the practice
phase does not only ensure that learners have acquired the stress placement of the
foreign language, but it has also a role in allowing learners produce words with correct
stress placement. The excessive production of word stress aims to help learners use

what was learned when communicating.

Conclusion

Acquiring the correct placement of stress in a foreign language, mainly in English,
1s a crucial factor for achieving a successful communication. English native speakers
rely very much on the placement of stress to identify the meaning of the word. If the
foreign learner misplaces the stress on English complex words, the meaning of the
word will be distorted and the communication will be broken down, this is why,
acquiring the patterns of word stress is necessary to preserve intelligibility between
speakers and listeners. The acquisition of complex word stress requires two essential
factors; the internal factors with which the learners are equipped and the external
factors which are represented in the exposure to the target language and the rule
instruction which the teacher provides, in addition to the activities which the learners

are required to practise.
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Chapter Three

Research Methodology and Design

Introduction

The present chapter exposes the method chosen to accomplish this research and the
reasons behind its choice, also, it presents the subjects with whom the experiment
was conducted, the materials and the procedures. A number of justifications are put
forward to explain the choice of the subjects, their number and the rationale behind
the chosen materials and the chosen procedure. In addition, the present chapter

presents the method through which the data was analysed.

The main purpose of the present study is to assess the extent to which the rule
instruction and the awareness-raising activities of simple word stress and complex
word stress can improve learners’ ability to perceive and produce stress in complex
words. To accomplish the purpose of this study, it seems important to answer the

research question and refuse or accept the research hypotheses.
3.1. Statement of Research Question and Research Hypotheses
3.1.1. Research Question

The present study attempts to investigate the effect of the rule instruction and the
consciousness-raising activities of stress in simple words and in complex words on

the EFL learners’ ability to perceive and produce stress in complex words.
The present study adopts the following research question:

Do instruction and the awareness-raising activities of simple word stress and of
complex word stress have an effect on EFL learners’ perception and the production

of complex word stress?

Through the research question, we seek to find out whether the explanation of all
the possible rules of simple word stress and of complex word stress, with all the

exceptions that these rules bear and whether the activities practised concerning each
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rule help the learners of English as a foreign language to improve their perception and

their production of stress in morphologically complex words.

The above explanations of the research question will be summarized in the

following research hypotheses.
3.1.2. Research Hypotheses

Ho: Rule instruction and awareness-raising tasks of stress in simple words and in
complex words result neither in a better perception nor in a better production of

complex word stress.

Hi: Rule instruction and consciousness-raising tasks of simple word stress and of
complex word stress lead to a better achievement in the perception of complex word

stress.

H2: Rule instruction and awareness-raising activities of stress in simple words and in

complex words result in a better production of complex word stress.
In what follows comes the experimental design of this research.

3.2. The Choice of Method

The method chosen for conducting the present study is the true-experimental
method. The experimental research deals with measurable phenomena (Bell 1999: 14).
It is a quantitative research which involves data collection procedures that result
primarily in numerical data (D{Jrnyei 2007: 26). To collect data in an experimental
research there must exist two groups randomly chosen; an experimental group and a
control group. Subjects have to be randomly selected because this selection might give
both high aptitude students and slow students in both groups (Nunan1992:26). If the
students are not selected randomly, high aptitude students will be in one group and
slow students will be in another group, this is why the random selection of the sample
is advocated. In fact, the non-randomized selection of the subjects affects the lack of
the internal validity since the conclusions of the causal relationship between variables

are difficult to be drawn. The experimental group receives a treatment full of
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instruction and awareness, whereas the control group should not receive any kind of
treatment. To conduct a successful experiment, both groups must be tested before
starting the experimental treatment. After the instruction period the two groups will be
subjected to a post-treatment test to allow conclusions to be drawn about cause and

effect relationship of the phenomenon (Bell 1999: 14-15).

Nunan (1992) claims that the reason behind carrying out the experimental method is
exploring the strength of relationships between variables (1992: 25). Ellis (2008)
observes that most researches in L2 phonology are theory driven i-e, researchers drive
a theory and test it through an experiment (2008:103) The hypotheses are postulated
and the research is structured in such a way as to enable the hypotheses to be tested
(Bell 1999: 25) aiming to test the effect of rule instruction and awareness-raising
activities on helping learners improve the production and the perception of stress in
complex words. This cause/effect relationship can only be tested by conducting an
experiment. Indeed, the experimental research is used to allow the manipulated
independent variable the rule instruction and the awareness-raising activities of
stress in simple words and in complex words to have its effects on the dependent

variable the perception and the production of complex word stress.

The experimental research may face some intervening variables which destruct the
validity of the research. In this study, two intervening variables exist. The first
intervening variable is the varied regional accents of the subjects’ mother tongue
which affect their pronunciation of English. The subjects of this study come from
different regions of Algeria, therefore, they have different accents with which they
pronounce their native language, which might affect negatively the pronunciation of
English prosodic features. Unfortunately, this intervening variable could not be

controlled.

The second intervening variable which threatens the validity of this study if it is not
controlled is the amount of the subjects’ exposure to spoken English. To control this
variable a pre-treatment-questionnaire is administered to forty students. As a result, the
students who have a high amount of exposure to spoken English were excluded from

the participation in this investigation, because it is believed that they might notice the
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correct production of stress of some complex words through the high amount of their

listening to the spoken English.
3.3. Subjects

The sample with whom the experiment was conducted are Algerian second year
students of English as a foreign language in the English department, of the University
of Algiers.

The subjects are students of the classical system. They are chosen because according
to the classical system syllabus for teaching pronunciation, the deeper teaching of
aspects of phonology starts from the second year. M aking learners aware of the
correct use of complex word stress right from their first encounters with it will result

in good achievements in the ability to perceive and to produce complex word stress.

The subjects of this investigation are composed of twenty two male and female
students. The sampling of the subjects was based on their answers to the pre-treatment-
questionnaire. Their age ranges from nineteen (19) to twenty two (22). The subjects
came from different social background and regional background. The latter forms a
threat to the validity of the present investigation. In fact, some of the twenty two came
from the western part of Algeria, others came from the East and the rest came from the
north. The accents of the native language of the subjects were, then, characterized by
its variation. As a consequence, the accent with which English as a foreign language is
produced is varied according to the different native accents of the students. These
different accents may have their effects on the validity of the present study since it
may happen that even with the consciousness-raising tasks and even with the training
on the correct production of complex words, the subjects cannot produce correctly the
stress on complex words because of the transfer of the accent of their native language
on the prosodic features with which the foreign language is produced. As a result, the
different regional backgrounds form a threatening variable on the study which cannot

be controlled.
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The students chosen for this investigation differ in their educational backgrounds
because of their different fundamental educational streams (natural sciences, exact
sciences, human sciences, arts and languages....). The subjects have background
knowledge of English pronunciation system because they have been studying English
for at least six (6) years. However, their proficiency level in distinguishing the patterns
of stress placement in English complex words appeared limited. The selection of the
subjects of this study was randomized because the method adopted for this research is

the experimental method.

3.4. Data Gathering Tools

For collecting the data necessary for our research, two main data gathering tools
were used; questionnaires and tests. They have provided us with useful insights about
the research questions and the research hypotheses which were formulated at the

beginning of this work.
3.4.1. Questionnaires

The questionnaires have the benefit of providing useful information about a large
population in a relatively short time. Questionnaires are useful in collecting
information about the role which the awareness-raising plays in resolving the problems

of complex word stress placement.
3.4.1.1. Questionnaires Design

The questionnaires were designed in a way to fit with the needed information which
the present research is investigating. The questions selected for the questionnaires

correlate with the objectives of the present research (Bell 1999: 119).

The wording of the questionnaires of the present study was selected carefully to
avoid ambiguity and imprecision. The questions are precise and clear. They are asked
in a way to avoid double questions (Bell 1999: 123); this means that each question

seeks to find answers about only one specific item (information).
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3.4.1.2. Question Types

There are two major questions that most researchers use; open ended questions and
closed questions. Open or verbal questions can appear in a form of a word, a phrase or
an extended comment (Youngman (1986) cited in Bell 1999: 119). They provide
useful information about the studied phenomenon, but their analyses can pose
problems, for this reason the closed questions are preferred. Closed questions are those
which provide choices for the respondents to select from. They are structured
questions. The more structured a question is, the easier it will be to analyse (Bell 1999:
119). On this issue, Nunan (1992) observes that “responses to closed questions are

easier to collate and analyse” (1992: 143).

Most of the items of the questionnaires of the present study are closed. This type of
questions was chosen because their analyses will not pose problems. The questions
used in this work vary between scales and list questions. However, in the post-
treatment-questionnaire some open questions were included aiming to give the

subjects more freedom to express their attitudes towards the treatment.

3.4.1.3. Piloting the Questionnaires

The questionnaires were piloted before being handled to the subjects. They were
administered to some students who were not involved in the research and who
constituted a small group which is similar to the group that formed the sample of this

study.

The objective of piloting the questionnaires before administering them to the
participants who are involved in the experiment was to check the clarity of the
questions and the instructions and to check the necessary amount of time which the

respondents needed to complete the questionnaires (Bell 1999: 127-128).

In the present investigation, the questionnaires are divided into two types; a
questionnaire implemented prior to the experiment and another distributed when the
treatment ended. Through each questionnaire we wanted to find out specific

information.
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3.4.1.4. Pre-Treatment Questionnaire

This questionnaire was handled before the experiment started aiming to sample the
participants who could be involved in the present investigation. The objective of using
a questionnaire before starting the experiment was to avoid the effect of the
intervening variables on threatening the validity of this study. The intervening variable
of this study which needed to be put under control was the daily amount of time of the
participants’ exposure to spoken English outside the university. For this purpose, the

pre-treatment- questionnaire was divided into two parts.

The first part of the pre-treatment-questionnaire involves question 1 (see appendices
3 and 4). Through this part we intended to identify the learners who used to listen to
higher amount of time to spoken English. The category of students (mentioned
previously) was excluded from the participation in the present experiment since they
formed a threat to the validity of the present research. By sampling the participants
who would be involved in the experiment, the role of the first part of the pre-
treatment-questionnaire ended and it became not necessary to analyse the responses of
this part since this part is not considered as a tool to gather data for answering the

research question or for accepting or rejecting the research hypotheses.

The second part of the pre-treatment-questionnaire includes items 2, 3, 4 and 5. The
responses to these four questions provide us with useful insights on the subjects’ level
(experimental group) in placing stress when hearing simple and complex words and
when producing simple and complex words. They are useful because they reveal the
subjects’ level before the treatment has started. The answers of the respondents will be
compared to their answers at the end of the experiment to observe whether the
intervention program helped the subjects improve their perception and their production

of complex word stress.
Items 2 and 4

Through these two questions, we seek to find out the relation between the
production and the perception of simple word stress and the production and the

perception of complex word stress. In other words, through the questions 3 and 5 we
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wanted to achieve the effect of subjects’ level of stress placement in simple words on
the placement of stress in complex words before the treatment took place. After the
treatment period ended, the same questions were asked to observe whether the same
ability of perceiving and producing simple word stress, before the treatment started,
will be kept the same at the end of the experiment, and they were asked in order to
compare this ability with the ability of perceiving and producing complex word stress

before and after the treatment.
3.4.1.5. Post-Treatment-Questionnaire

The aim of this questionnaire is to examine any significant impacts of the
awareness-raising activities on the improvement of the subjects’ perception and
production of complex word stress. Besides, this questionnaire seeks to find out any
possible improvements in simple word stress’ perception and production which will be

compared with the perception and the production of complex word stress.

The post-treatment questionnaire i1s divided into four sections, each provides
necessary information helping to answer the research question and to accept or reject

the research hypotheses.
Part one: items 1, 2 and 3.

The aim of including this part in the present questionnaire is to observe whether
after the instruction learners have become aware of the importance of learning

pronunciation.

Item 1: through the present item we aimed to know on which scale learners place the
importance of learning English pronunciation. The answers of the respondents indicate

whether learners have become aware of the importance of pronunciation in speech.

Item 2: this question goes deeply into observing the subjects’ awareness of the
importance of mastering complex word stress placement. It is a list question with two

items: yes/no.
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If the answer of the respondents was yes, the subjects were required to specify for

which skill the mastery of complex word stress is important; listening or speaking.

Item 3: the objective of this question is to identify the role of the consciousness-
raising tasks and the explicit explanation of rules on the acquisition of the rules of

stress in complex words.
Part Two: Items 4 and 5.

The objective of including this part in the post-treatment questionnaire was to find
out the impact of the rule instruction and the awareness-raising activities of simple
word stress and of complex word stress on complex word stress perception and
production. The items 4 and 5 are list questions with yes/no items. The respondents
were asked to select one item. If the item no was chosen in one of the two questions or
in both questions, the respondents were asked to give verbal justifications to their
choice. The aim of justifying the no choice was find out why the experiment could not

be successful in improving the perception and the production of complex word stress.

The second part of the post-treatment-questionnaire appears clearly that it looks for
answers to the research question of the study. In fact, since it is not easy to rely only
on the results of the tests to answer the research question, this part helps to find
answers on the impact of the rule instruction and the awareness-raising activities of
stress in simple words and in complex words on perceiving and on producing stress in

complex words.
Part Three: Items 6 and 7.

These questions were asked to find out the effect of the awareness tasks and the rule
instruction of simple word stress on improving the ability to perceive and produce
correctly stress in complex words. In other words, during the treatment period, the
subjects (experimental group) were made aware of the patterns of stress in simple
words, not with the objective of knowing only how the regularities of simple word
stress function, but also with the objective of helping them acquire the patterns of

complex word stress and become able to perceive and produce complex word stress
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correctly. Indeed, it appears clearly that this work has noticed that one of the reasons
which makes learners not being able to produce and perceive correctly complex word
stress 1s their misplacement and misuse of stress in simple words. This is why; it was
observed that making EFL learners aware of the patterns of stress in simple words will

help improving them to perceive and produce correctly stress in complex words.
Part Four: Items 8,9, 10 and 11.

The last part of the post-treatment-questionnaire has the role of knowing the
proficiency level of the students concerning the perception and the production of word
stress after the intervention program ended. The four questions which are used in this
part were asked in the pre-treatment-questionnaire and they were re-asked in the post-
treatment-questionnaire. The repetition of the same questions in the two questionnaires
aimed to compare the level of the participants in the study, before the treatment began,
with their proficiency level in the same aspects of language after the treatment ended.
If any improvement appears in the subjects’ ability of perceiving and producing
complex word stress after the treatment ended, it will be concluded that the experiment
had the major role in improving the perception and the production of complex word
stress. In fact, the items 9 and 11 will help to answer the research question of the

present study, and they will help to accept or reject the research hypotheses.
3.4.2. Tests

Looking for answers to the research question, the researcher cannot rely on one data
gathering tool. Triangulation of research tools can preserve the reliability of the
research. The questionnaires are said to be useful because they are reliable since all the
respondents are asked the same questions at the same time. However, not all
respondents will be objective in answering the questions. This is why; the responses of
the subjects will be compared to their results in the tests for the sake of increasing the

reliability of the present study.
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3.4.2.1. Pre- and Post-Treatment-Tests

Both the control group and the experimental group were subjected to pre-post-
treatment tests. The pre-tests were administered before starting the treatment. The
subjects were tested before the treatment started to confirm that the two groups had the
same level of proficiency in relation to the production and the perception of complex
word stress (Nunan 1992: 27). After the experimental treatment ended, the two groups
were retested in order to check the effect of the awareness-raising activities on the
improvement in the ability to perceive and produce complex word stress. In fact,
another reason for using the pre-test is to compare its scores with the scores of the
post-test. Any difference appearing between the two groups at the end of the

experiment will be attributed to the awareness-raising activities.

To achieve the purpose of the study, the perception and the production tests were

used.
3.4.2.2. The Perception Test (Pre- Post-Treatment)

The perception test includes a list of disconnected words to which production the
subjects were asked to listen and to place stress on the appropriate syllable of each
word. The words used in the perception test are selected from Hancock’s (2003) book.
They are divided into morphologically simple words and complex words, which are
derived from the simple words. The words used in this test are organized into different
groups. Each group consists of a simple word and all the complex words which are

possible to be derived from the simple word.

There exist groups of complex words which are formed by the root words adding to
them the stress-neutral prefixes and suffixes. Other groups consist of complex words
being morphologically built by including the stress-shifting suffixes to simple words.
The perception test involves the two different types of stress-shifting suffixes. It was
designed with the aim of checking whether the subjects were aware of the patterns of
simple word stress, and whether they were aware of the changes that some suffixes
might bring to the stem. In fact, the perception test was designed in a way to compare

the learners’ ability of recognizing the placement of stress in complex words before
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the treatment started, and to compare this ability with their ability in the same aspect
after making the learners aware of the patterns of complex word stress and after

making them conscious of the phonological function of each type of suffixes.
3.4.2.3. The Production Test (Pre- Post-Treatment)

The production test was in a form of a set of isolated words selected with care to fit
with the aim of the present research. The production test includes one task (activity)
which asked the subjects of both groups to produce all the words involved in the task
by placing stress correctly on the appropriate syllables. The production test did not
include sentences or other combination of words because the present research is
intended to examine the effect of awareness-raising activities on the perception and on

the production of stress in complex words in isolation.

Similar to the perception test, the present test includes two morphological types of
words; some simple words and many complex words which are derived from the
simple words used in the test. The purpose of including simple words in the test is to
observe whether the learners were aware of the patterns of stress in simple words, and
whether they were aware of how the simple word stress placement patterns sometimes

change when the simple words are modified with some suffixes.

The complex words used in the pre- post-treatment production tests show a variety
of types of affixes. The production test contains complex words formed by the stress-
neutral suffixes. The latter refers to the category of suffixes which do not change the
placement of stress in the root word when the suffixes modify it. The purpose of using
this type of suffixes was to find out how far, before the treatment, the subjects
misplaced the stress on complex words with the focus on the extent to which the
students were unconscious that there are some suffixes do not change the placement of
stress when they modify the simple word. Learners might place stress correctly on
simple words, but when they produce the complex words which are derived from the
simple words (knowing that the complex words deriving from the simple words

consist of stress-neutral suffixes) they, in many cases, place stress not on the correct
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syllable (ie- the original syllable) but on another syllable unaware that the suffixes

used in the complex words are stress-neutral suffixes.

Another category of suffixes that the production test involves are the stress-shifting
suffixes. The production test uses the two different types of stress-shifting suffixes
which are; suffixes carrying primary stress themselves and suffixes which are not
stressed but which determine the placement of stress in complex words. The inclusion
of types of stress-shifting suffixes aims to identify the level of the subjects’
consciousness of the function of each category of suffixes before the treatment, and to

test whether this consciousness has been raised after the experimental treatment.
The practical explanation of the present study is presented in the following section.
3.5. Procedure

3.5.1. Starting the Experiment

The true-experimental method requires an experimental group and a control group.
As explained, the twenty two students were divided into two groups; each group
consisted of eleven students. Before starting the experiment, the pre-treatment-
questionnaire was handled to the subjects. In addition, both groups were put under a

teacher-made production pre-test and a perception pre-test.
3.5.1.1. The Pre-Treatment-Questionnaire and Sampling the Subjects

Through the pre-treatment-questionnaire we aimed to sample the participants who
should be involved in the experiment. The experimental group received the pre-
treatment-questionnaire which consists of two parts, while the control group received
the pre-treatment questionnaire which has one part. In fact, the pre-treatment-
questionnaire of the control group is similar to the first part of the pre-treatment-
questionnaire of the experimental group. The purpose of including this part in the pre-
treatment-questionnaire was to identify the students who would participate in the
experiment, while the second part of the experimental group’s questionnaire had the
aim of observing the improvement of the experimental group in the perception and in

the production of complex word stress after the intervention programme.
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The pre-treatment questionnaire was handled to forty students selected randomly
from the same class, aiming to choose thirty students who would participate in the
investigation. Twenty students were considered as members of the control group. They
received the questionnaire with one part. The objective of including this part was to
select the students with less exposure to spoken English. The other twenty students
received the same part of the questionnaire to get at the same objectives, in addition,
they were required to answer the four questions of the second part of their
questionnaire in order to allow the researcher get findings on their proficiency level in
the perception and in the production of complex word stress before the treatment
started and to compare their levels after the treatment by using the same questions in

the post-treatment-questionnaire.

As a result, sixteen students from both groups were excluded and twenty four
students were chosen to the participation in the research. However, because two
students in both groups were not regular, their exclusion from the research was
inevitable. As a consequence, the sample ended up with twenty two learners; eleven

students in each group.
3.5.2. Pre-Treatment-Tests (Production and Perception)

3.5.2.1. Production Pre-Treatment-Test

After sampling the subjects, the members of both the experimental and the control
groups were required to test their production before the experimental treatment started.
The subjects were gathered together to be tested. The experimental group was the first
to take the test. Each learner entered alone to the classroom to produce the words for
the sake of avoiding imitation of the production of the words, which would decrease

the validity of the research.

The objective of testing the production of the subjects before the experimental
treatment started was to compare their pre-production-test scores with their post-

production-test scores.
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3.5.2.2. Perception Pre-Treatment-Test

After testing the production of complex word stress of the two groups, their
perception of stress in complex words was retested. Unlike the production test, to test
the perception of the learners, the two groups were gathered together in a language
laboratory. They were asked to listen to the production of a list of words. The listening
was done by using a CD player. While the learners were listening to the words, they
were using a written answer sheet, which involved the list of words which they were
asked to listen. At the same time of listening to the words, the learners were asked to

place stress on the right syllables of the words according to what they heard.

The subjects listened to each word individually. There was a short break of time
between the words in order to give the learners time to organize their answers. After
listening to all the words, the CD was played for the second time to give the learners

the opportunity to catch up what they missed.

Similar to the aim of the production pre-test, the objective of testing the subjects’
perception of stress in complex words was to be able to compare their perception of
complex word stress before the treatment with their perception of complex word stress
after the treatment through the objective test scores. The comparison of the learners’
performance before the treatment with their performance after the treatment allows
finding answers to the effect of the awareness-raising activities and the rule instruction

on the perception and on the production of complex word stress.
3.5.3. The Intervention Program

Just after the administration of the pre-treatment research tools, the experimental

group was put under treatment, whereas, the control group was not.

The instruction phase came in a form of seven lessons, divided into introducing the
syllable, the principles of stress and providing the rules of simple word stress and

complex word stress.
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3.5.3.1. Introducing the Syllable

The reason for starting the instruction with the syllable was the important role which
knowing what the syllable is plays in stress placement. In fact, stress is known to be a
feature of the whole syllable not of one vowel sound or of one consonant sound.
Another reason for including teaching the syllable in the instruction program was the
subjects’ unconsciousness of what the syllable is and their unawareness of the possible
components of the syllable. As a result, the first lesson involved the definition of the

syllable and the possible types of the syllable.

The full explanation of the types of the syllable and the components of the syllable
was followed by written and oral tasks. In the written task, the learners were given a
list of monosyllabic and polysyllabic words. They were asked to divide each word into
syllables (in possible cases) and to find out how many syllables each word includes.
After correcting the written task, all the learners were asked to produce the words

orally.
3.5.3.2. Definition and Features of Word Stress

After paying full attention to the types and the components of the syllable, and after
paying attention to the division of the word into syllables, and after working hard to
help learners become aware that stress is put at the beginning of the syllable not at its
middle or at its end, the next step was raising the learners’ awareness of what stress is,

in general, and what word stress is, in particular.

Before introducing the different aspects of word stress, the subjects were asked oral
questions on what stress is and on what the different features of stress are. However,
their answers showed their limited competence in identifying the different features
which allow the stressed syllables to be distinct from the unstressed syllables. This is
why, a definition of stress was provided, in addition, a full attention to the different
characteristics of stressed syllables which could be noticed from the perception and the

production views was paid.
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Learners were provided with a list of words, and then they were asked to stress the
right syllables of the words. The written placement of stress on the words showed the
subjects’ proficiency level concerning the placement of stress in English words before
they were submitted to the treatment. While, through the placement of stress on the
words orally we aimed to observe their ability to produce the stressed syllables using

the different characteristics of stress.
3.5.3.3. Simple Word Stress

Following the full attention of word stress, the learners were made aware of the two
different types of word stress, starting by simple word stress. The stress in simple
words was sub-divided into three lessons relying on the number of syllables which the

simple words involve (adapted from Roach 1991).

Starting by monosyllabic words, the subjects were made aware that every
monosyllabic word has to be stressed. Oral activities were of great interest to train the

subjects on how to produce correctly the stressed syllables.

The following lessons were dealing with stress in bi-syllabic words and stress in
three syllable words. Each of the two lessons was sub-divided into three sections
dealing with the different grammatical categories of the words. The stress patterns of
each grammatical category of two syllable words and of three syllable words were
introduced to the subjects. An excessive explanation of the rules took place, followed
by written and oral activities, through which the subjects were asked to stress the
words on the right syllables; in addition, they were trained on how to produce the

stressed syllables orally.

The belief that the misplacement of stress in simple words leads, to an extent, to the
misplacement of stress in complex words had the effect on raising the learners’
awareness of the patterns of simple word stress. Thus, to raise the learners’ awareness
of complex word stress we needed first to raise their consciousness of stress in simple

words.
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3.5.3.4. Complex Word Stress

The awareness-raising activities concerning complex word stress are divided into;
the introduction of complex word stress, the stress-neutral suffixes and the stress-
shifting suffixes (adapted from Brookes1994, Giegerich 1992, Hancock 2003,
Kenworthy 1987). The stress-shifting suffixes are sub-divided into suffixes carrying
primary stress themselves and suffixes which determine the placement of stress in the

root word.

The participants in the experimental group were made conscious of the different
functions of suffixes. All the possible rules of suffixes were introduced to the learners,
followed by illustrations to the rules, and then followed by intensive oral and written
practices to each rule. Moreover, the subjects were provided with a list of complex
words (adapted from Hewings 2004). They listened to the pronunciation of the
complex words, then, they were required to pay attention to the placement of stress, to
the way the native speakers stress the syllables, and finally they were asked to place
stress on the appropriate syllable of each complex word to check their ability to
perceive correctly the placement of stress in each word and to observe whether they

benefited from the awareness-raising activities.

3.5.4. Post-Treatment-Tests (Production and Perception) and Post-

Treatment Questionnaire

Two weeks after the experimental treatment finished, the subjects’ perception and
production of complex word stress were retested using the same words of the pre-
treatment-tests and using the same procedures. The words chosen for the post-tests are
similar to the words used in the pre-treatment-tests to enable us observing the learners’
improvement in the ability to place stress on the right syllables when producing and
when perceiving the same words. By changing the words in the post-treatment-tests
(production and perception), for instance, the learners might place stress on the new
words correctly by chance, or because they are more familiar with the new words than
with the old words. Indeed, since we observed their weakness in placing stress

correctly in most complex words in the pre-test, the improvement in placing stress on
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the same words after the treatment can be said to be due to the consciousness-raising

activities.

After testing the learners’ production and perception of complex word stress, the
participants in the experimental group were asked to answer the questions of the post-
treatment-questionnaire. As it was explained previously, the objective of using the
post-treatment-questionnaire was to observe any impacts of the awareness-raising

activities on the perception and the production of complex word stress.
3.6. The Period of the Experiment

The present investigation was undertaken during the second semester (April-June)
of the academic year 2011. Three months were the total period of the experiment.
Three weeks were devoted to the administration of the pre-treatment-questionnaires
and to the pre-production test and the pre-perception test. The last three weeks were
devoted to the administration of the post-treatment-questionnaires and to the post-

production and the post-perception tests.

The instruction period lasted three weeks beginning immediately after the pre-tests
were administered. Each class was limited to three hours, twice a week, whereas, in
the last week, the subjects were taught for one time only. After the instruction period
ended and before administering the post-treatment research tools, two weeks were off

because of the academic examinations of the second term.
3.7. Method of Data Analysis

The experimental research is a quantitative research which involves data collection
procedures that result primarily in numerical data. The numerical data requires

statistical analysis.

The tests designed for the present investigation consist of 40 isolated words for the
perception test and 37 disconnected words for the production test. The tests were
corrected and the means were calculated. The means of the two groups in the pre-tests
were calculated and the means of the two groups in the post-tests were calculated and

compared using specific statistical analysis.
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3.7.1. T-test

To analyse and compare the test scores of two different groups, and to compare two

test scores of the same group it is necessary to use the t-test (D[ Irnyei 2007: 215).

Two types of the t-test are observed to exist; comparing the results of the same
group before and after the treatment and comparing the results of the same test
designed for two different groups. The former type of the t-test is called paired-
samples t-test (D[ Irnyei 2007: 215), as it is also referred to by Hatche and Lazaraton
(1991) repeated-measures design (1991: 287), whereas, the latter is named by
DlIrnyei (2007) independent-samples t-test (2007: 215), while Hatche and Lazaraton
(1991) name it between-groups designs (1991: 287).

The present work has used the second type of the t-test, which is the independent-
samples t-test, aiming to compare any significant difference between the experimental
group and the control group after the treatment. The independent-samples t-test was
used to determine whether the means of the experimental group differed significantly
from the means of the control group before and after the treatment. The objective of
using the t-test in comparing means of the two groups before the treatment is to
confirm that the two groups did not have widely differing means before the treatment,
which indicates that the two samples did not come from two different populations

(Nunan 1992: 29).

It is necessary to use the t-test because two means can appear numerically different
or similar, but to conclude that they are statistically similar or different can only be

achieved by using the t-test (Hatche and Lazaraton 1991: 265).

To test the effect of the independent variable rule instruction and consciousness-
raising activities of simple word stress and of complex word stress on the
dependent variable the perception and the production of complex word stress and
to analyse any significant difference between the experimental group and the control

group, the following t-test formula was used:
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Xe—XcC

- s(xe—xc)

dif ference between 2 sample means

tobs=

standard error of difference between means

To calculate the standard error of difference between means, the following

procedure is needed to be used:

’se2 sc?
s ( Xe- Xc )= ;-I‘E

To conclude,

Xe— XC
tobs= =
sde? sdc

ne nc

Statistics and Terms

Xe = the mean of the experimental group.

Xc = the mean of the control group.

sde = the standard deviation of the experimental group.
sdc = the standard deviation of the control group.

ne = number of the subjects of the experimental group.

nc = number of the subjects of the control group.
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The results which will be obtained from the t-test formula of calculation will be
used to reject or accept the null hypothesis of the present study. Indeed, the tobs (the
observed value of t) will be compared with the tcrit (the critical value of t) which is

needed to reject the null hypothesis.

The critical value of t (tcrit) is achieved by looking for the value which correlates
with the appropriate degrees of freedom (df) (see appendix 7 which shows the possible
critical values in relation to the different degrees of freedom) (Hatche and Lazaraton

1991: 262).
3.7.2. Alpha Decision Level

There is always the possibility that the difference between the means of the
experimental group and of the control group is in error. In many cases, the difference
might occur by chance; this is why, it is important to investigate the probability which
claims that rejecting the null hypothesis will be an error (Brown 1988: 115). In fact,
when the probability of a given study is found to be less than 1 percent (1/100)
(p<.01), for instance, it will be impossible to reject the null hypothesis (Ho).

The alpha decision level of the present research is set at (p<.05), which refers to the
statistical test is non-directional (two tailed), which explains that there is no logical or
theoretical reason to expect one of the means to be higher than the other (Brown 1988:
159). Establishing the alpha decision level at (p<.05) means that if the results are less
than 5 percent (5/100) (p<.05), the correlation of data is due to chance alone and the
rejection of the (Ho) will be an error, but if the correlation of data is greater than 5
percent (p>.05), it can be concluded that (95/100) are due to other factors rather than
chance, such as the explicit instruction and the awareness-raising activities (Brown

1988: 116).
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3.7.3. Strength of Association: eta?

When the null hypothesis is rejected, the strength of association is needed to be used
to show that there exists the effect of the independent variable on the dependent

variable (Hatche and Lazaraton 1991: 265-266).

The measure of strength of association is called eta squared (). Its formula comes as

follows:

(Hatche and Lazaraton 1991: 266).

The advantage of using the strength of association measures is found in the crucial
role which it plays in the interpretation of the results. If the association is less than
10%, we must be conservative about the findings and about the effect of one variable
on the other and it will be concluded that other factors were intervening in the
research. On the other hand, if the association appears to be 50% or more, the results
of the study will be said to be accounted to the experimental treatment (Hatche and

Lazaraton 1991: 267).
Conclusion

Through this chapter we have presented the practical part of this research. It began
by presenting the research question and the research hypotheses. It explained further
the reasons which led to conduct the experimental research. The choice of method was
followed by exposing the set of procedures and tools which were used to achieve the
aim of the present investigation. The last point which this chapter discussed is the

method which was chosen in order to analyse the collected data of this research.
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Chapter Four
Data Presentation and Discussion

Introduction

This chapter presents the results of the experiment which we have undertaken. The
aim was to seek information about the effect of rule instruction and consciousness-
raising activities of stress in simple words and in complex words on EFL learners’

perception and production of complex word stress.

Our data are presented in the form of tables. An analysis of the subjects’ scores on
the tests and of the percentages is provided in relation to the literature which deals
with the importance of raising the foreign learners’ awareness of the patterns of word
stress. In addition to the analysis of the subjects’ scores on the tests, an analysis of the

subjects’ answers to the questionnaires will be provided.
4.1. Pre-tests

Before the experimental treatment started, the perception and the production
abilities of the experimental group and of the control group were tested to find out

whether there will be any difference in the same abilities in the post-tests.
4.1.1. Results of the Perception Pre-test

The following table presents the subjects’ scores obtained in the perception test

before starting the experiment:
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Table 1

Number

of Experimental group | Control group

students
1 10.5 11.5
2 9.5 13
3 7 10
4 8 12.5
5 9.5 11
6 6 9
7 10.5 5
8 14 7.5
9 16.5 5.5
10 13 6.5
11 7.5 12

Xe=10.18

Xc=9.40

sde=3.21

sdc=2.88

ne=11

ne=11

df=20

significance level = .05

terit = 2.08

tobs = 0.60

p=0.60<2.08

Comparison of the control group’s and the experimental group’s results of

the perception pre-test
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Symbols and Terms

Xe = the mean of the experimental group.

Xc = the mean of the control group.

sde = the standard deviation of the experimental group.
sdc = the standard deviation of the control group.

ne = number of the subjects of the experimental group.
nc = number of the subjects of the control group.

df = degrees of freedom.

terit = the critical value of t.

tobs = the observed value of t.

To analyse the difference in the perception of complex word stress between the
experimental group and the control group before the treatment started the t-test was
used. The null hypothesis (Ho) which appears to correlate with the difference between
the experimental group and the control group in the perception of complex word stress
before the treatment began is: there is no difference between the experimental
group and the control group in the perception of complex word stress before the
treatment began. The critical value of t which is needed to reject the present Ho is set
at (p<.05) which is fixed in the present work to be 2.08. In fact, this critical value of t
is obtained by comparing the degrees of freedom (df) of the present study which is 20
with (p<.05) in the t-test table (see appendix 7).

In order to reject the present Ho the observed value of t (tobs) has to be greater than
the critical value of (terit). In the present investigation, the hypothesis which claims the
non-difference between the experimental group and the control group before the
treatment began cannot be rejected because the (tobs) is less than the (tcrit):

p=tobs 0.60<tcrit 2.08. p= n.s which stands for non-significant difference.

The conclusion which is drawn from the present analysis is that the level of both the

experimental group and the control group in recognizing the placement of stress when
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hearing complex words before the experimental treatment took place did not differ.
Both groups were of approximately the same ability of recognizing the placement of

stress when hearing complex words.
4.1.2. Results of the Production Pre-test

The following data are obtained from the subjects’ scores in the production test

which was taken before the treatment began:

Table 2

Number

of Experimental group | Control group

students
1 5.5 8
2 4.5 7.5
3 2 6
4 8 7
5 7.5 8.5
6 7 6
7 11 6.5
8 9.5 10
9 9 7
10 7.5 8.5
11 5.5 4
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Xe=7

Xc=7.18

sde=2.51

sde=1.6

ne=11

nc=11

df=20

significance level = .05

terit = 2.08
tobs = 0.20
p=0.20<2.08

Comparison of the control group’s and the experimental group’s results of

the production pre-test

The main objective of analysing the scores of the experimental group and the
control group in the production pre-test is to examine the difference between the
control group and the experimental group in the ability to produce complex word
stress before starting the treatment. The null hypothesis which correlates with the
present case is: there is no difference between the experimental group and the
control group in the production of complex word stress before the treatment

started.

The acceptance or the rejection of the Ho depends on the observed value of t. In
fact, to reject the Ho, the (tobs) has to be greater than the (tcrit) which is fixed in the
present study to be 2.08 regarding the (df) of the present work, whereas, the refusal of
the Ho demands the (tobs) to be less than the (tcrit).

In the production pre-test case, the achieved (tobs) is 0.20 for this reason; the
rejection of the Ho is not possible to be realized. In fact, the (tcrit) needed for the
rejection of the Ho is 2.08 while the present (tobs) is 0.20, which indicates that the
(tobs) 1s less than the (terit):
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P=tobs 0.20<tcrit 2.08. p= n.s which stands for non-significant difference.

The conclusion which can be drawn from the preceding analysis is that the ability of
the experimental group in producing complex word stress did not differ from the same
ability of the control group before the treatment took place. Indeed, it can be
concluded that before the treatment began, both groups were of approximately the

same ability of producing stress in complex words.

The non-significant difference between the means of the control group and of the
experimental group in the perception pre-test and in the production pre-test indicates
that both groups were from the same population and they had the same level of
proficiency before conducting the experiment. In other words, the analyses of the
results of the production and of the perception pre-tests of the two groups reveal that
both groups did not have widely differing means, which allows us to conclude that the
members of the experimental group and the members of the control group did not

come from two different populations (Nunan 1992: 29).

Since the analyses of the scores of the perception pre-test and of the production pre-
test proved that the ability of recognizing the placement of stress when hearing and
when producing complex words were the same for the experimental group and for the
control group, it can be said that any significant difference appearing between the
experimental group and the control group in the production and in the perception of
complex word stress after the treatment will be attributed to the effect of the
awareness-raising activities and the rule instruction of simple word stress and of

complex word stress.
4.2. Post-Tests

After the experimental treatment ended, the participants in the experimental group
and in the control group were subjected to a perception and a production post-

treatment-tests aiming to examine the effect of the awareness-raising activities on the
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perception and on the production of stress in complex words. The tests were completed

and the means were calculated.

The post-test results are divided between the results of the perception test and the
results of the production tests. In the light of the results obtained from our study, we
shall attempt to answer the research question and we will either accept or reject the

research hypotheses.
4.2.1. Results in Relation to the Research Question

The present work is concerned with one research question which will be answered

through the scores of the post-tests and through the answers to the questionnaires.

RQ: Do rule instruction and awareness-raising activities of simple word stress and of
complex word stress have an effect on the improvement of the perception and the

production of complex word stress?

To answer the above research question, two research hypotheses were adopted,

which need to be answered.
4.2.1.1. Results in Relation to H1

H1: Rule instruction and consciousness-raising tasks of simple word stress and of
complex word stress lead to a better achievement in the perception of complex word

stress.

In order to answer the research question of the present study, the analysis of the
difference in the mean scores between the experimental group and the control group in

the perception post-test is inevitable to be made, this is what the table below presents.
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Table 3

Number

of Experimental group | Control group

students
1 16 10.5
2 14 12.5
3 14 11.5
4 14.5 12.5
5 16 13.5
6 12.5 11
7 16 13
8 17 9.5
9 19 16
10 14 8.5
11 12.5 14

Xe=15.04

Xc=12.04

sde=1.97

sde=2.13

ne= 11

nc= 11

df= 20

significance level = .05

terit = 2.08

tobs = 3.44

p=3.44>2.08

=0.37

Comparison of the results of the control group and of the experimental group

in the perception post-test
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In order to accept or reject the first research hypothesis both the mean scores of the

perception post-test and the observed value of t were calculated.

To accept or reject the first research hypothesis we need first to compare the
observed value of t with the critical value of t. The latter represents the t critical which
is used for the rejection of the null hypothesis. The null hypothesis which correlates

with the research question comes as follows:

Ho: Rule instruction and awareness-raising tasks of stress in simple words and in
complex words result neither in a better perception nor in a better production of

complex word stress.
Answering the perception part separately, we can formulate the following Ho:

Ho: Rule instruction and awareness-raising tasks of stress in simple words and in

complex words do not result in a better perception of complex word stress.

The t critical needed for the rejection of the Ho is set at p<.05 which is 2.08. In order
to accept the Ho, the (tobs) must be less than the (tcrit) (ie-(tobs) < (tcrit)), whereas,
rejecting the Ho needs the (tobs) to be greater than the (tcrit) (ie-(tobs)> (terit)). The
(tobs) of the perception post-test is 3.44 which means that the (tobs) is greater than the
(terit). P= 3.44>2.08. p= s.d which stands for the significant difference between the
experimental group and the control group in the ability to perceive complex word
stress. In fact, due to the awareness-raising activities and the rule instruction the
experimental group has shown superiority over the control group in the ability to

perceive stress correctly in complex words.

Since the independent-samples t-test indicated the difference in the ability to
perceive complex word stress to be significant between the experimental group and the
control group, the Ho is rejected and the Hl1 is accepted claiming that the rule
instruction and the consciousness-raising activities led to a better achievement in the

perception of stress in complex words.
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Through the results of the perception pre-test the members of the experimental
group and of the control group have shown to have approximately the same level in

perceiving stress in complex words. The scores and the mean scores of both groups
were low; Xe = 10.18, Xc = 9.40. The mean scores indicated that the subjects, before

the treatment began, were observed to lack the ability of recognizing the placement of
stress in complex words when they heard the words. After listening to the production
of the words in the perception pre-test, some participants in both groups placed stress
on all the words which they had on the answer sheet, but most of them misplaced the
stress on the majority of the words. The subjects were placing stress randomly on the
words without being conscious of the patterns which underlie complex word stress,
and without being able to recognize the role which some suffixes play in determining
the placement of stress in complex words. Other participants, on the other hand,
stressed some words and left others unstressed, which shows their inability to perceive
the correct placement of stress in morphologically complex words, and which shows

that they did not acquire the rules of complex word stress.

When the subjects’ perception of stress in complex words was retested, the
experimental group appeared to be significantly different from the control group. The

mean of the experimental group was higher than the mean of the control group;
Xe=15.04, Xc = 12.04. The significant difference between the two groups was a result

of the awareness-raising activities and the rule instruction which the experimental

group received.

Since the independent samples t-test ended up with the improvement of the
experimental group in the perception of complex word stress, it can be concluded that
the awareness-raising activities and the rule instruction of stress in simple words and
in complex words were the major factors which affected the improvement in the
ability to perceive complex word stress, and they were the major factors which
affected the superiority of the experimental group over the control group in the ability
to perceive complex word stress. However, what can prove that the experimental
group’s improvement in perceiving complex word stress is a pure result of the

awareness-raising activities and the rule instruction?

79



When rejecting the null hypothesis, it becomes necessary to use the strength of
association because it can identify the effect of the independent variable on the
dependent variable (Hatche and Lazaraton 1991: 265-266). The strength of association
examines the extent of the relation between the variables of the study. Indeed, after
rejecting the null hypothesis, the strength of association will be used to find out
whether the changes which appeared on the dependent variable, after the treatment, are
pure results of the treatment or whether they are due to other factors intervening in the
investigation. If the results of the strength of association are more than 10%, the
variability will be accounted to the intervention programme, whereas, if the
association 1s less than 10%, we have to be more conservative about the relation
between the independent variable and the dependent variable because other factors

will be said to be intervening in the research.

The association achieved between the awareness-raising activities and the rule
instruction and between the improvement in complex word stress perception is a
strong association because =0.37, which refers to the variability of the present
dependent variable to be accounted to the explicit instruction and to the consciousness-
raising tasks which the learners received during the intervention programme. These
findings help to interpret the results concerning the improvement in the perception of
complex word stress to be considered as being affected by the classroom intervention.
These findings seem to coincide with Kelly’s (2000) findings that the rules of word
stress are of a great importance and that teachers should not pass by simply because

they are helpful for the acquisition of word stress placement (2000: 68).
4.2.1.2. Results in Relation to H2

H2: Rule instruction and awareness-raising activities of stress in simple words and in

complex words result in a better production of complex word stress.

The answer to the first part of the research question of this study was provided by
answering the first research hypothesis. To complete providing information
corresponding the research question, it is necessary to analyse the results obtained

from the production post-test in order to answer the second research hypothesis.
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To confirm or to refute the H2, an analysis of the difference between the mean
scores of the experimental group and of the control group in the production post-test is

necessary to be made, this is what the following table provides:

Table 4

Number

of Experimental group | Control group

students
1 14.5 5
2 13.5 8.5
3 14 6.5
4 12.5 8.5
5 13.5 8
6 14 6
7 14.5 7
8 14 10.5
9 15.5 12
10 12.5 11.5
11 12 7.5
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Xe=13.68
Xc=8.27
sde=1.02
sdc=2.24
ne= 11
nc= 11
df= 20
significance level = .05
terit = 2.08
tobs = 7.41
p=7.41>2.08
=0.73

Comparison of the results of the control group and of the experimental group

in the production post-test

The above table provides the analysis of data in relation to the production part of the
research question. In order to answer the second part of the research question, a
comparison between the observed value of t and the critical value of t was inevitable to
be made. Through this comparison, we can either accept or reject the null hypothesis.

The null hypothesis of the present study comes as follows:

Ho: Rule instruction and awareness-raising tasks of stress in simple words and in
complex words result neither in a better perception nor in a better production of

complex word stress.

Since the perception part was positively answered and since the present analysis
deals with analysing the results of the production post-test, we reduce the Ho to deal

with the production part as follows:

Ho: Rule instruction and awareness-raising activities of stress in simple words and in

complex words do not result in a better production of complex word stress.
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The objective of analysing the mean scores of the experimental group and of the
control group in the production post-test is to examine the difference between the
experimental group and the control group in producing complex word stress after the
intervention programme ended. The difference between the experimental group and
the control group depends on the superiority of the observed value of t over the critical
value of t. After the statistics were done, the tobs was achieved to be 7.41. Since the
tobs is much greater than the tcrit (7.41>2.08), the null hypothesis is rejected and the
H2 is accepted. This information may be presented in the simple statement as follows:
P=7.41>2.08. p= s.d which stands for significant difference between the experimental

group and the control group in the ability to produce complex word stress.

The results of the production pre-test allowed us to conclude that both groups had

approximately the same ability of producing stress in complex words. The mean scores
of both groups were very low; Xe= 7, Xc= 7.18. The two mean scores indicated that

both groups lacked the ability of recognizing the placement of stress in complex
words, and they indicated that they lacked the ability to produce complex word stress
correctly. In fact, when all the participants were asked to produce a list of complex
words, before the treatment began, they were not only able to place stress on the right
syllable of most of the words, but they were not able, also, to pronounce the words
correctly. The subjects, before the treatment, had serious problems of recognizing the
correct placement of stress which led to the mistaken production of complex words, in

addition, the subjects had problems with the production of vowels and consonants.

When the intervention programme ended, the subjects’ production of complex word
stress was retested. Through the analysis of the results, the experimental group

appeared to be significantly different from the control group. The mean of the

experimental group was much higher than the mean of the control group; Xe= 13.68,

Xc=8.27, which was a result of the awareness-raising activities and the rule instruction

which the experimental group received.

By analysing the results of the production post-test we concluded with the

superiority of the experimental group over the control group in producing complex
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word stress, which appears to be a result of awareness-raising activities and rule
instruction that confirms H2. However, is the superiority of the experimental group
over the control group in the production of complex word stress at the end of the

experiment a consequence of the rule instruction and the awareness-raising activities?

Since we have accepted H2, it becomes necessary to use the strength of association
which can show that there is an effect of the independent variable the rule instruction
and the awareness-raising activities of stress in simple words and in complex
words on the dependent variable the production of complex word stress (Hatche and
Lazaraton 1991: 265-266). If the results of the association are less than 10%, it will not
be possible to claim that the improvement and the superiority of one group over the
other are due to the treatment, but it will be claimed that other factors came to play.
But if the association is more than10%, we can claim that the association between the
variables is strong. In the case of the production post-test, the association is 0.73,
which tells us that 73% of the variability of the dependent variable is accounted to the
treatment and which tells us that the association between the dependent variable and

the independent variable is very strong.

The association findings led to confirm H2 by claiming that the improvement of the
experimental group in the production of complex word stress was affected by the rule
instruction and the awareness-raising activities of the patterns of simple word stress
and of complex word stress, which confirms Kelly’s (2000) findings that making
learners aware of stress, then asking them to practise tasks in which they are required
to find out the stressed syllables will help them to be more able to work towards using

stress appropriately when speaking (2000: 67).
4.3. Results of the Pre-Treatment Questionnaire

The pre-treatment questionnaire was initially administered to twenty students from
whom the members of the experimental group were selected. The objective of using
the questionnaire before the treatment started was to compare the subjects’ own
assessments of their production and their perception of simple and complex word

stress, before the treatment, with their own assessments of the same abilities after the
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treatment, and to observe if any improvement in the perception and the production of

complex word stress will appear at the end of the experiment.

Item 1: In listening to the production of simple English words, how good is your

recognition of stress placement on the right syllable?

The following data are obtained from the experimental group members’ answers to

the second question of the pre-treatment-questionnaire (see appendix 4):

Table 5
very bad bad notbad | good very good | total
N 2 6 3 11
P 18.18 54.54 27.27 100%

Learners’ own assessment of the perception of simple word stress before

the treatment

Symbols and Terms

N= number of answers.

P= percentage.

The present item intended to observe the subjects’ ability of recognizing the
placement of stress in simple words when they heard the words before the treatment
took place. The objective of identifying the learners’ level before the treatment was to
observe whether there will be an improvement in perceiving simple word stress at the

end of the experiment.

The findings show that 6 learners representing the highest percentage of 54.54%
believed that their ability of perceiving the correct placement of stress in simple words
was neither bad nor good but rather not bad. This indicates that their own assessment
of their ability of recognizing the placement of stress in simple words was positive, to
an extent. 3 respondents representing the percentage of 27.27% considered their
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recognition of stress placement when they heard simple words as good. These learners
believed that they were able to recognize the stress placement on the right syllable
when they heard simple words at the beginning of the experiment. On the contrary,
only 2 respondents, out of 11, believed that their recognition of stress placement when
hearing simple words was bad, which indicated that they were not conscious of the
patterns of simple word stress, even though they had been learning English for at least
six years, and which made it necessary to raise their awareness of the patterns of

simple word stress.

Item 2: In listening to the production of complex English words, how good is your

recognition of stress placement on the right syllable?

The table below presents the learners’ answers concerning their recognition of stress

placement when hearing complex words.

Table 6
very bad bad notbad | good very good | total
N 2 3 5 1 11
P 18.18 27.27 45.45 9.09 100%

Learners’ own assessment of the perception of complex word stress before

the treatment

This item was included in the pre-treatment-questionnaire in order to have an image
on the subjects’ level in perceiving stress in complex words before the treatment
began. Their level in the present stage will be compared with their ability in perceiving

complex word stress when finishing the treatment.

As we can see, 5 respondents out of 11 representing the majority with a percentage
of 45.45% assessed their perception of stress in complex words to be not bad. They
believed that they could, to an extent, recognize the placement of stress when they
heard complex words. Only 1 participant assessed his perception of complex word
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stress as good. On the contrary, 45.45% represent the respondents who lacked the
confidence to recognize the placement of stress in complex words and who thought
that they were not able to perceive stress correctly in complex words. This percentage
was divided between the learners who considered their ability to perceive complex
word stress as bad (27.27%) and the learners who assessed their perception of complex
word stress as very bad (18.18%). This concludes that before the treatment, a
significant number of students were not conscious of the placement of stress when

they heard complex words.

Answers to items 1 and 2 indicate that the learners were better in perceiving simple
word stress than in perceiving complex word stress. In fact, only 2 learners assessed
their ability to perceive simple word stress as bad, whereas, 5 learners out of 11 who

felt that they lacked the ability to perceive complex word stress .

Item 3: When producing simple English words, how good is your ability to place
stress on the right syllable?

The table below presents the learners’ ability of producing simple words focusing

on correct stress placement.

Table 7
very bad bad notbad | good very good | total
N 1 9 1 11
P 9.09 81.81 9.09 100%

Learners’ own assessment of the production of simple word stress before

the treatment

It appears clearly from the above table that the majority of respondents representing

the percentage of 81.81% felt that they were not bad in producing simple word stress,
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which indicates that before the treatment the learners thought that they were conscious
of the placement of stress in simple words. In addition, 1 learner who represents the
percentage of 9.09% believed that he was good in placing stress on the right syllable
when producing simple words. The same percentage, on the contrary, represents the
respondent who considered himself as being bad in producing simple words with

correct stress placement.

Item 4: When producing complex English words, how good is your ability to place
stress on the right syllable?

The following table shows the data obtained from the subjects’ answers on the fifth

question of the pre-treatment-questionnaire (see appendix4).

Table 8
very bad bad not bad | good very good | total
N 6 4 1 11
P 54.54 36.36 9.09 100%

Learners’ own assessment of the production of complex word stress before

the treatment

The table above shows that the highest number of respondents (6) lacked the ability
of producing stress correctly in complex words. This reveals that they were unaware of
the patterns of complex word stress, and it indicates their serious need for an
intervention program full of awareness-raising activities on complex word stress. The
remaining respondents were divided between those who considered their ability as
being not bad (36.36%) and the one who believed that he was good in placing stress

when producing complex words (9.09%).

The answers to items 3 and 4 reveal that even though the learners were good, to an
extent, in the production of simple word stress, most of them were bad in producing
complex word stress. 9 learners out of 11 claimed that their ability to produce simple

88



word stress was no bad, while 6 learners out of 11, which represented the majority,

thought that they were bad in producing complex word stress.

It can be concluded from the analysis of the four items of the pre-questionnaire that
the learners were superior in perceiving and producing stress in morphologically
simple words than in perceiving and producing complex word stress. This concludes,
that even though some learners were able to perceive and produce simple word stress,
they were not able to perceive and produce complex word stress correctly, this is why,
the learners needed to be made aware of the patterns of complex word stress by

focusing on the different morphophonological types of affixes.
4.4. Results of the Post-Treatment Questionnaire

Through its name, we understand that the present questionnaire was administered to
the members of the experimental group at the end of the experiment. The answers to
the present questionnaire show that the majority of learners have become more aware
of the importance of pronunciation, as they have become conscious of the patterns

which underlie complex word stress.

The post-treatment-questionnaire is divided into four sections; each provides the
necessary information which helps to answer the research question and which helps to

accept or reject the research hypotheses.

Items 1, 2, and 3 are general questions. They look for answers on the importance of
learning pronunciation. Items 4 and 5 seek to find out the impact of the awareness-
raising activities on the improvement in the perception and in the production of
complex word stress. Items 4 and 5 are useful to answer the research question.
Through the third part of the post-questionnaire, which involves items 6 and 7, we try
to find answers on the impact of being aware of simple word stress on raising their
awareness of complex word stress. Indeed, the third part of the present questionnaire
has to do with the effect of raising the learners’ awareness of the patterns of simple
word stress on the perception and the production of complex word stress. The last part
of the questionnaire, which includes items 8, 9, 10 and 11, deals with the subjects’

own assessments of their abilities of perceiving and producing simple and complex
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word stress. Its role is to compare the learners’ proficiency level concerning the
perception and the production of stress in complex words before and after the
treatment. In addition, it may help to answer the research question as it helps to accept

or reject the research hypotheses.

Item 1: How important is learning English pronunciation?

Table 9
unimportant | not very | neutral important | very total
important important
N 11 11
P 100 100%

Learners’ attitudes towards the importance of learning English pronunciation

The answers corresponding to the first item show that all the respondents have
become aware of the importance of learning English pronunciation. It can be noticed
that none of them neglected the importance of pronunciation. This indicates that all the
members of the experimental group are conscious of the role which pronunciation
plays in preserving intelligibility of the target language. The enhanced consciousness
of the importance of pronunciation can be considered to be a result of the intervention
program which involved an explanation of the impact of the correct pronunciation,

among them word stress, on understanding and transmitting the oral message.
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Item 2: Is it important to master the placement of stress in complex words?

Table 10
yes no total
N 11 11
P 100 100%

Learners’ attitudes towards the importance of mastering complex

word stress placement

Through the present question, we seek to know whether the members of the
experimental group have become aware of the important role, which mastering the
patterns of placing stress in complex words, plays in understanding the spoken
discourse. All the members answered positively which proves that none of them
neglected the important role that mastering complex word stress rules can play in
preserving intelligibility between non-native speakers with native speakers, or between

non-native speakers themselves.

_ If yes, for what skill is it more important to master the placement of stress in

complex words? (they had more than one possibility to select).

Table 11
listening | speaking total
N 6 10 16
P 37.5 62.5 100%

Learners’ attitudes towards the important skill for mastering complex

word stress

It appears from the table above that 10 answers out of 16 representing the majority
of answers with a percentage of 62.5% believe that mastering the placement of stress

in complex words is more important for speaking. The respondents consider the

91



production of stress in complex words as being more important than the perception of
complex word stress. When learning the foreign language pronunciation, most learners
give more importance to the production aspect. In fact, they give more importance to
how the sounds and the words are produced. The most noticed phenomenon which
most language departments witness is the fact that foreign learners aim to imitate
native speakers’ pronunciation when speaking. Learners are more careful on how they
produce complex words with correct stress than on noticing the placement of stress

when they hear the complex words.

Item 3: Do you think the rule instruction and the consciousness-raising tasks of simple

word stress and of complex word stress facilitated acquiring the rules of complex word

stress?
Table 12
yes no total
N 11 11
P 100% 100%

Learners’ beliefs towards the impact of the treatment on the acquisition

of complex word stress rules

The present question is a general question; it looks for answers on the impact of the
rule instruction and the awareness-raising activities on making the acquisition of the
rules of complex word stress easy. All the respondents believed that the classroom
instruction helped them acquire the patterns which underlie stress in complex words.
The experimental treatment, in fact, was full of theoretical explanation about the rules
of simple word stress and complex word stress (see appendix 6), followed by the
practice phase which allowed learners- according to their responses to the present
question- acquire the patterns of complex word stress. These findings seem to confirm
Jenkins’ (2000) hypothesis which claims that since word stress is of a clear cut,

generative nature of its rules, it has to be taught to foreign learners to guarantee the
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acquisition of its rules (2000: 02). In addition, Ellis (2008) observes that English
phonology is a closed system (2008: 103), which means that acquiring the patterns of
the closed system can be realized through explicit rule instruction and through

consciousness-raising activities (Ellis 1993, cited in Willis and Willis 1996).

Item 4: Do you consider that the rule instruction and the awareness-raising activities
of stress in simple words and in complex words were beneficial in improving your

perception of complex word stress?

Table 13
yes no total
N 11 11
P 100% 100%

Learners’ attitudes towards the impact of the awareness-raising activities

on the perception of complex word stress

Item 5: Do you consider the rule instruction and the consciousness-raising activities of
stress in simple words and in complex words were beneficial in improving your

production of complex word stress?

Table 14
yes no total
N 11 11
P 100% 100%

Learners’ attitudes towards the impact of the awareness-raising activities

on the production of complex word stress

The respondents’ answers to items 4 and 5 show that the perception and the
production of all the participants have improved due to the intervention program which

was full of explanations about the rules of simple and complex word stress, and which

93



involved the spoken and the written tasks according to each rule. None of the
respondents claimed that the rule instruction and the activities were not beneficial in
improving the perception and the production of complex word stress, which is an
additional factor to reject the null hypothesis of the present study. The positive
answers to the questions 4 and 5 are, in fact, important to answer the research question
by claiming that the rule instruction and the awareness-raising activities of simple
word stress and of complex word stress had an effect by making the learners more
confident in producing and perceiving complex word stress. In addition, the answers to

the two present items help to accept the first and the second research hypotheses.

Item 6: How effective were the consciousness-raising tasks and the rule instruction of

simple word stress in improving your perception of complex word stress?

Table 15
not neutral | effective very total
effective effective
N 2 7 2 11
P 18.18 63.63 18.18 100%

Learners’ attitudes towards the degree of effectiveness of the instruction of

simple word stress on the perception of complex word stress

Through the answers to the present item, we aimed to find out whether being able to
place stress on simple words has any recognizable effect on the ability to perceive
stress on morphologically complex words. 81.81% represent the learners who confirm
the hypothesis which claims that the explicit explanation of the rules of stress in
simple words followed by the written and the spoken activities of stress in simple
words have an effect on improving the perception of complex word stress. Indeed,
they believe that including the consciousness-raising tasks concerning stress in simple
words was effective for the improvement of complex word stress perception. What can
be noticed, also, is that none of the participants answered that there was no effect of

simple word stress awareness activities on the perception of complex word stress,
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which indicates that including simple word stress in the treatment was of significant

use.

Item 7: How effective were the consciousness-raising tasks and the rule instruction of

simple word stress in improving your production of complex word stress?

Table 16
not neutral | effective very total
effective effective
N 3 7 1 11
P 27.27 63.63 9.09 100%

Learners’ attitudes towards the degree of effectiveness of the instruction of

simple word stress on the production of complex word stress

Analysing the answers to the present item provides us with insights on the effect of
the rule instruction and the consciousness-raising activities on improving the ability to

produce stress in complex words.

The consciousness-raising tasks and the explicit explanation of rules of simple word
stress were effective and helpful to improve the ability to produce stress correctly in
complex words, because most of the respondents answered positively. 7 learners
believed that simple word stress awareness-activities were effective in improving the
perception of complex word stress. Besides, one participant in the treatment
considered that the consciousness-raising activities are not just effective but very
effective in increasing the chances to produce stress in complex words more correctly.
None of the learners denied the direct impact of the explicit explanation of the rules of
simple word stress and the simple word stress awareness-activities on the production

of stress in complex words.
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As it was expected, the answers to items 6 and 7 reveal the direct impact of raising
the awareness of simple word stress on improving the abilities of perceiving and
producing complex word stress. The majority of learners show how effective being
able to place stress correctly on simple words can lead to being able to perceive and
produce stress in complex words. If the learners were not made aware of the patterns
of simple word stress, they would place stress on complex words randomly. For this
reason, the learners, during the intervention program, were made conscious of simple
word stress patterns and of the three different types of affixes which affect the stress-
shift in the simple words (see page 31). On the other hand, being aware of the function
of the stress-neutral suffixes, for instance, without being able to place stress correctly
on simple words will not give any significant results. The responses to items 6 and 7
do not indicate that the learners have become aware of the patterns of simple word
stress only, but they reveal, also, that the experimental group has become more

conscious of the rules of complex word stress at the end of the experiment.

Item 8: In listening to the production of simple English words, how good is your

recognition of stress placement on the right syllable?

The table below presents the learners’ proficiency level in perceiving simple word

stress when the treatment ended.

Table 17
very bad bad notbad | good very good | total
N 8 2 1 11
P 72.72 18.18 9.09 100%

Learners’ own assessment of the perception of simple word stress after

the treatment

Before the treatment began, the learners involved in the experimental treatment
were required to answer the pre-treatment-questionnaire which involved four questions

that are similar to items 8, 9, 10 and 11 of the present questionnaire. In the pre-
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treatment-questionnaire, the first item, which is similar to the present item, took a
middle side. This means, most learners assessed their own ability to perceive simple
word stress as being not bad, except for 2 respondents who believed that they were bad
and 3 learners who thought that they were good. At the end of the experiment, the

learners were asked to re-assess their ability to perceive simple word stress.

Results show that 8 learners representing the majority with a percentage of 72.72%
believed that their perception of simple word stress has become not bad. They believed
that, when the treatment ended, they could, to an extent, recognize the placement of
stress when they hear simple words. 2 learners (18.18%) felt that they have become
good in perceiving simple word stress, while 1 learner believed that he has become
very good in recognizing the correct placement of stress when he hears the

morphological simple words.

It appears clearly from table (17) that the responses were positive. As it was
expected, none of the participants ignored the impact of the intervention program on
improving their ability to perceive simple word stress, since none of the respondents
assessed his ability to be bad or very bad. In fact, when the learners were required to
justify their own assessment of their perception of simple word stress, the great
majority agreed on the positive impact of the explicit instruction and the activities of
simple word stress on improving their ability to perceive simple word stress. A
participant judged his recognition of the placement of stress when he hears simple
words as being not bad, justifying that by claiming: ‘because I have learnt where to put
stress on simple words’. Another learner who assessed his ability to be very good
agreed with others on the fact that the rule instruction and the awareness-raising
activities of simple word stress helped to improve the perception of simple word stress
by pointing out: ‘because we studied a lot and we did many of simple words especially
in exercises’. On the other hand, four learners justified their limited ability to perceive
simple word stress to be due to the fact that they are not native speakers and they are
not used to listen to simple English words every day. On the same issue, Jenkins
(2000) pointed out that English word stress is highly rule-governed, for this reason,

foreign English learners have problems in acquiring these rules (2000: 40). Jenkins
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drew attention to the complexity of the rules of word stress, particularly true for simple

word stress (2000: 39).

Item 9: In listening to the production of complex English words, how good is your

recognition of stress placement on the right syllable?

The following table shows the learners’ own assessment on their ability to perceive

complex word stress when the treatment ended.

Table 18
very bad bad not bad | good very good | total
N 8 3 11
P 72.72 27.27 100%

Learners’ own assessment of the perception of complex word stress after

the treatment

In the pre-treatment-questionnaire, 45.45% of the total percentage represented the
negative responses towards the ability to perceive stress in complex words. This
percentage was divided between 18.18% which represented the learners who
considered their perception of complex word stress as being very bad, whereas 27.27%
was the percentage which represented the learners who felt that they were bad in
recognizing the stress placement when they heard complex words before the treatment
took place. However, only one respondent assessed his perception of stress in complex
words to be good, and the remaining respondents thought that they were not bad in

perceiving complex word stress.

In the post-treatment-questionnaire, the same question was asked aiming to induce
any recognizable improvement after the treatment took place. An improvement in the

ability to recognize the placement of stress when hearing complex words is observed
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among the participants, since they reported that their confidence in placing stress in
complex words has increased. None of them assessed his ability to perceive complex
word stress as bad or very bad. This means that none of the learners neglected the
strong effect of the rule instruction and the awareness-raising activities on improving
their ability to perceive the stress in complex words. In fact, 8 learners believed that
their ability to recognize the stress placement when hearing complex words has
become not bad, which is a result of the effort made during the intervention phase,
according to the justification of most of them. A respondent, for instance, justified his
scaling as not bad to be a result of the classroom intervention by saying: “before, I
confused where to put stress, but now with application of the rules I can do so”.
Another respondent believed that the lessons, which were included in the experimental
treatment, were very useful since he can recognize the placement of stress in complex
words. 3 respondents considered their ability to perceive complex word stress as good.
They believed that the explicit classroom intervention, which they were submitted to,
was the main factor that helped them to become good in recognizing the exact
placement of stress when hearing the morphological complex words by justifying, for

instance “because we practised a lot and studied a lot, we did our effort for it”.

Item 10: When producing simple English words, how good is your ability to place
stress on the right syllable?

The following table presents the learners’ own assessment on their ability to

produce simple word stress.

Table 19
very bad bad notbad | good very good | total
N 1 10 11
P 9.09 90.90 100%

Learners’ own assessment of the production of simple word stress after

the treatment
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It appears clearly from the table above that a very significant improvement in the
production of simple word stress took place at the end of the experiment. 10 learners
representing the majority with the percentage of 90.90% believe that their ability to
produce simple words with correct stress placement has become good, whereas, only

one learner considered his production of simple word stress to be not bad.

Comparing their production ability of simple word stress after the treatment with the
same ability before the treatment took place, a huge difference can be observed. In
fact, before the treatment started, most of the participants in the investigation
considered their production of simple word stress as not bad (see page 87), 1 learner

felt that he was bad and another believed that he was good.

The great improvement in the production of simple word stress is a result, according
to the respondents, of the explicit explanation of all the possible rules of simple word

stress and a result of the tasks which were done during the classroom intervention.

Item 11: When producing complex English words, how good is your ability to place
stress on the right syllable?

The following data present the learners’ own assessment on their ability to produce

complex word stress.

Table 20
very bad bad notbad | good very good | total
N 8 3 11
P 72.72 27.27 100%

Learners’ own assessment of the production of complex word stress

after the treatment
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From the table above, we can notice that the learners’ production of complex word
stress has improved in comparison to their assessment of their production of complex
word stress at the beginning of the experiment. In the pre-treatment-questionnaire, the
majority of respondents considered their production of complex word stress as being
bad. On the contrary, when the same question was re-asked at the end of the
experiment, the confidence of placing stress on the right syllable when producing
complex words has increased. 8 respondents believed that they have become able to
produce complex word stress, while the 3 remaining respondents felt that they have

become good in producing complex word stress.

Most respondents who believe that their production of complex word stress has
become not bad reported that their ability has improved, but they still have some
difficulties in placing stress correctly on all complex words. They confirm the role
which the consciousness-raising activities and the rule instruction played in helping
them improve their production ability; however, they did not believe that they have
become perfect in producing complex word stress because they are not native
speakers, and because English stress patterns are difficult to be acquired by non-native
speakers, which confirms Jenkins’ (2000) findings that English word stress is tightly
linked to rules which are difficult for the foreign learner to acquire. On the other hand,
the learners who believe that they have become good in producing stress correctly in
complex words agree that their improvement is a pure result of the great effort which

was made during the classroom intervention period.
4.5. Summary of the Results

The results of the independent samples t-test in addition to the answers of the post-
treatment-questionnaire provide more insights on the impact of the explicit classroom
intervention, which the participants in the treatment were submitted to, on the

production and the perception of stress in morphologically complex words.
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4.5.1. Discussion of the Results in Relation to H1

H1: Rule instruction and consciousness-raising tasks of simple word stress and of
complex word stress lead to a better achievement in the perception of complex word

stress.

The first hypothesis was concerned with the impact of the explicit explanation of the
rules of word stress and the activities on recognizing the placement of stress on the
right syllable when hearing complex words. In order to accept or reject the present
hypothesis, the necessary data was gathered using two experimental research tools

which are; tests and questionnaires.

Both tools were administered to the learners before and after the classroom
intervention took place. The results of the tests and the questionnaires were collected
and compared. In addition, a comparison of the results of the tests between the
experimental group and the control group was made. The comparison indicated a
significant difference between the performance of the two groups in the perception

post-test and it revealed the superiority of the experimental group over the control

group.

Before starting the treatment, the learners participating in the experimental group
were required to answer the items of the pre-treatment-questionnaire. Through their
responses, we could observe their weakness in perceiving the correct placement of
stress in complex words, because there were learners who believed that they were very
bad and others who felt that they were bad at recognizing the placement of stress in
morphologically complex words. In fact, the highest percentage (45.45%) represented
the learners who assessed their ability to perceive complex word stress as bad and very
bad. The weakness in the ability to recognize the correct stress placement when
hearing complex words before starting the treatment was confirmed by the results of

the perception pre-test. The means of the experimental group and of the control group
in the perception pre-test were relatively low; Xe = 10.18, Xc = 9.40. The means of

both the experimental group and of the control group revealed that the learners lacked

the ability to perceive the stress correctly when they heard complex words. In addition,
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the results of the perception pre-test made it clear that the two groups had
approximately the same proficiency level of perceiving complex word stress. When
the intervention program ended, the members of the experimental group proved that
they have become conscious of the patterns on which the placement of stress, when

hearing complex words, relies.

The improvement of the experimental group in the perception of complex word
stress is shown by the results of the perception post-test and by the answers to the post-
treatment-questionnaire. When the treatment ended, the perception ability of the
experimental group and of the control group was retested. The mean of the

experimental group is observed to have improved in comparison to the mean of the
control group; Xe =15.04, Xc = 12.04. The t-test results concerning the perception

ability show the superiority of the experimental group over the control group, and they
show that the difference between the means of the two groups was significant. The
mean of the post-test of the experimental group has widely improved in comparison
with its mean in the pre-test. There was an improvement in the ability to perceive
complex word stress in the post-test among the experimental group participants; and
the fact which explains the superiority of the experimental group over the control
group could not be due to chance, it could be rather ascribed to the explicit explanation
of the rules of word stress which was followed by the written and the spoken activities,
which confirms HI. In addition, through their answers to the post-treatment-
questionnaire, the members of the experimental group made it clear that they have
improved in the perception of complex word stress, which is a result of the awareness-
raising activities and the rule instruction of stress in morphologically simple and
complex words. Items 4, 6 and 9 show how the learners’ ability in perceiving complex
word stress has improved due to the explicit teaching of the rules of simple word stress
and of complex word stress and due to the practice phase which the learners were
submitted to, which confirms Kelly’s (2000) finding that teaching the rules of complex
word stress is very important for the acquisition of the patterns of complex word
stress. Acquiring the patterns of complex word stress has helped the learners not only

to know the appropriate placement of stress in complex words, but it has allowed them
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to understand speakers when they listen to them. The improvement in the ability of

perceiving complex word stress will help learners to avoid problems of intelligibility.
4.5.2. Discussion of the Results in Relation to H2

H2: Rule instruction and awareness-raising activities of stress in simple words and in

complex words result in a better production of complex word stress.

The second research hypothesis of the present work aimed to find out any
recognizable impact of the rule instruction and the consciousness-raising activities on
improving the ability to produce stress in complex words. Similar to the first research
hypothesis, accepting or rejecting the second research hypothesis depends on the
results of the independent samples t-test and on the participants’ responses to the
questions of the post treatment-questionnaire. The analysis of the post-test results of
both the experimental group and the control group has indicated a significant
difference between the performances of the two groups in the production of complex

word stress.

In the production pre-test, the means of both the experimental group and the control
group were very low; Xe =7, Xc = 7.18. This inability to place stress correctly on

complex words and the inability to produce complex word stress correctly was
reinforced by the experimental group’s answers to the items of the pre-treatment-
questionnaire. In fact, through the pre-treatment-questionnaire, the learners involved in
the experimental group were required to assess their ability to produce complex word
stress. A number of learners representing the majority with a percentage of 54.54%
assessed their own production of stress in complex words as bad. This indicated that
before the treatment most of the members of the experimental group were unaware of
the patterns of complex word stress, which result in their unawareness of the patterns
of complex word stress and of the production of stress in morphologically complex

words.

At the end of the experimental treatment, the production ability of complex word
stress of both groups was retested. Through the results of the post-test we can observe
an improvement in the experimental group’s ability to produce complex word stress.
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Indeed, the mean of the experimental group in the pre-test was 7, but in the post-test it
had increased since it became 13.68. On the contrary, the results of the production
post-test of the control group did not change widely from the one of the pre-test
because its mean in the pre-test was 7.18, while its mean in the post test was 8.27.
There was no significant difference between the experimental group and the control
group in the production pre-test because the tobs was less than the tcrit. However, the
difference between the results of the experimental group and the control group in the
production post-test was significant because the tobs was 7.41 which was much greater
than the tcrit (2.08). The significant difference is observed to be a result of the
intervention programme which the members of the experimental group were submitted
to. Greater emphasis on the aspects of word stress and on the patterns which underlie
the stress in complex words, during the treatment, led to the improvement in the results

of the learners in the post-test.

The impact of the rule instruction and the consciousness-raising tasks on the
production of complex word stress is apparent not only in the results of the test, but
also in the respondents’ answers to the post-treatment-questionnaire. In the post-
treatment-questionnaire, the learners were required to answer items which asked about
the impact of the explicit instruction of rules of word stress on the production of
complex word stress, as they were asked to assess their own ability of producing stress
in complex words. Answers to items 5, 7 and 11 show clearly that the rule instruction
and the consciousness-raising activities were not only beneficial in improving the
learners’ recognition of the patterns of complex word stress but they were also
effective in helping them produce correctly complex word stress. These findings
coincide again with Kelly’s (2000) findings that making learners aware of stress
followed by the practice on this point will help them to become more able to use it
appropriately when speaking (2000: 67). However, in their justifications of their own
assessment of their ability to produce complex word stress, some of the learners
expressed the difficulty of acquiring all the rules of complex word stress, which is an
obvious matter according to Jenkins (2000) who points out that the patterns of English
word stress are difficult to be acquired by English as a foreign language learners

(2000: 39)
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Conclusion

The present chapter was presented in two correlated stages; the presentation of the
research data stage and the discussion of the data stage. The first stage provided the
results of the data which were collected in this work. The data presentation was
supported by using tables. While, the second stage discussed the results obtained from
the data in relation to what was found, on the one hand, and in relation to the literature

relating to those aspects, on the other hand.

With the help of data analysis, we discovered that the spoken and the written tasks,
in addition to the explanation of the rules of word stress could solve, to a significant
extent, the difficulties of the perception and the production of stress in complex words.
Besides, the practice phase has shown its effectiveness in improving the ability of
recognizing the placement of stress in complex words as well as improving the
abilities of producing and perceiving complex word stress. As a result, the positive
findings are aimed to be applied in teaching pronunciation patterns to Algerian

learners, which the following chapter is going to discuss.
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Chapter five
Implications for Teaching

Introduction

Through the results obtained from this investigation, important features for teaching
pronunciation appeared, which are assumed to be of a crucial role for developing
pronunciation acquisition if they are implemented in teaching the features of

pronunciation for Algerian learners of English as a foreign language.

This chapter presents the expectations which implicate how the teaching of
pronunciation has to be. It, also, provides the essential factors which the teaching of

pronunciation has to focus on.
5.1. Teaching Pronunciation for Preserving Intelligibility

The pronunciation aspects are important features on which the transmission of the
spoken discourse relies. Word stress is an aspect of pronunciation which has proved to
be a crucial factor for preserving intelligibility and understandability between speakers
and listeners. Through the correct perception of the placement of stress in simple
words and in complex words, listeners can get at the meaning of the word as they can

understand the meaning of all the words in the connected speech.

Word stress is a pronunciation feature which has the major role in affecting
intelligibility (Kenworthy 1987: 14). It has been mentioned previously, in the present
work, that native speakers of English rely very much on the stress patterns of the word
in order to become able to recognize its meaning. If a speaker misplaces stress in a

complex word, for instance, listeners cannot get at the meaning of the word.

Since the theoretical part of the present work has proved how effective the correct
recognition of the placement of stress on perceiving and on producing complex words,
and since the present investigation has proved how can the correct perception and the
correct production of complex word stress preserve intelligibility, the implication

which can be drawn from such findings is changing the way of teaching complex word
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stress by focusing on the possible advantages which can be derived from acquiring the

patterns of complex word stress.

The traditional teaching of word stress (both simple and complex words), which is
still used in this department, is aimless. There is no inclusion of the reasons behind
which the acquisition of the patterns of complex word stress is important. By adopting
the traditional teaching of pronunciation, learners are not made conscious of the
importance of acquiring the prosodic features, among them complex word stress.
Learners, in fact, are not made conscious that the correct acquisition and the correct
production and the correct perception of complex word stress can preserve
intelligibility of the conversation. Learners are not made aware that if one of them
produces complex words with incorrect placement of stress, or if one of them does not
stress the complex words at all, listeners will not be able to understand him which

might lead to the breakup of the communication.

The old teaching of complex word stress used to focus on presenting the rules,
followed by submitting the learners to written activities. This method of teaching
complex word stress does not motivate the foreign language learners to acquire the
rules of complex word stress because it does not provide them with convincing reasons

for acquiring the patterns of complex word stress.
5.2. Teaching Pronunciation for Communication Purposes

Learning any foreign language has to focus on the communication purpose. The
teaching of the aspects of any language should aim to develop the communicative
competence. For this reason, the teaching of pronunciation has to focus more on
teaching the aspects which help to achieve a successful communication. It must focus,
in fact, more on aspects of phonology without ignoring the segmental features.
Complex word stress is a suprasegmental feature. Its correct use is believed to
contribute in achieving a successful communication. On the contrary, producing
complex words without stress or with misplaced stress may distort the intended

meaning of the word (Naiman 1992: 163).
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Through the present work, we discovered how important it is to acquire the correct
placement of complex word stress for keeping the flow of communication going on
and for achieving a successful communication. This is why, it is assumed that
pronunciation curriculum designers should focus more on the suprasegmentals, among
them complex word stress, rather than on the segmental aspects of pronunciation, as
they should involve the theoretical aspect which explains the communicative role

which the suprasegmentals play.

The old teaching of pronunciation has focused widely on teaching the segmental
aspects of pronunciation more than the suprasegmentals. Even when it deals with the
suprasegmentals, the traditional teaching of pronunciation does not explain the main
reason for acquiring the suprasegmentals. Complex word stress is an aspect of
pronunciation which contributes widely in achieving a successful communication
between the participants in the speech because its correct perception and production
can preserve intelligibility between speakers and listeners. The preceding section has
discussed the influence of the correct recognition of the placement of stress in complex
words on avoiding unintelligibility between speakers and listeners. By being

intelligible, the oral communication can be described as successful.

The implication, which may be drawn from the findings of the present research, is
changing the spirit of the pronunciation class. The pronunciation class has to move
from the old class which deals with the explanation of the pronunciation aspect
towards a class that should include the theoretical part, which is explained in the
instruction of the rules of the language phenomenon, and which should be followed by
the practise stage without ignoring the fact of making learners aware of the reasons
which lie behind learning this aspect. The reasoning, which accompanies the learning
of the language aspect, motivates learners. Learners will become aware that they are

learning a language phenomenon with a specific purpose.

In the case of teaching complex word stress, the rules of complex word stress have
to be presented to the learners by the teacher, and then the learners have to practice
each rule. However, before the instruction phase takes place, the teacher should

explain to English foreign language learners the reasons which lie behind the necessity
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of acquiring the patterns of complex word stress, as he must explain why it is
important to perceive and produce stress correctly in complex words. Learners need to
be made conscious of the role which the recognition of the placement of stress in

complex words plays in facilitating communication.
5.3. Implications for the Teaching Activities

Through the experiment, we observed that the teaching activities of complex word
stress should be applied to each rule of complex word stress individually, in addition,

they should be divided into the production activities and the perception activities.
5.3.1. Practising the Rules of Complex Word Stress

As it was pointed out in different sections of the present work, the stress in complex
words has different rules. The rules vary between the patterns of stress-shifting
suffixes and stress-neutral suffixes. Each type of suffixes has different patterns of
stress placement, which the learners have to be made conscious of. The role of the
teacher, when teaching such rule fixed aspect of English pronunciation, is to explain
the functioning of each rule, following that by providing the necessary examples to

illustrate the rules in order to facilitate the learning process.

After the presentation stage, there comes the practice phase which involves
activities that are appropriate to each rule. As it has become known, suffixes are the
morphemes which can affect the change in the placement of stress in the root word, for
this reason, the teaching activities should focus more on the complex words which are
morphologically constructed by suffixes. Nevertheless, since the effect of the
morphological construction (suffixes) of complex words on the placement of stress
varies, the tasks should be designed according to each category of suffixes. In other
words, if the rules of stress-neutral suffixes are presented, the tasks have to include
complex words which are built by the stress-neutral suffixes. On the contrary, when
stress-shifting suffixes are presented, the activities have to deal with the complex
words which include the stress-shifting suffixes. When all types of suffixes are dealt
with, it becomes necessary to design tasks involving complex words that are

constructed by stress-neutral suffixes and complex words which are built by the stress-
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shifting suffixes (Hancock 2003, see appendix 6, the last type of exercises) as it
becomes easy to observe the learners’ ability at distinguishing the difference between

the stress-neutral suffixes and the stress-shifting suffixes.

5.3.2. Production and Perception Activities

Through the experiment which we have conducted, we noticed that the written tasks
which are concerned with the recognition of stress placement in complex words are

useful but they are insufficient.

Through the theoretical teaching, learners are made aware of what complex word
stress means, and they become conscious of the features of word stress. However, the
theoretical instruction is not sufficient to make learners skilled in how to produce the
stress syllables in complex words, as it is not sufficient to make them competent in
finding out the placement of the stressed syllable when they hear the complex words.
In order to increase the proficiency level of producing the stressed syllables correctly
in complex words, and in order to become able to distinguish the stressed syllables
from the unstressed syllables, the teaching activities should include the perception and

the production activities.

Learners need to be involved in oral tasks where they are given a list of complex
words, and they will be asked to produce them by stressing the appropriate syllable in
each word. Similar to the production tasks, the perception tasks, in this case, are meant
to teach learners how the stressed syllable is produced, how it should sound, the
features with which the stressed syllable is produced and how the stressed syllable is
perceived by the listener. The perception activities should require learners to listen to a
list of complex words, and they should ask them to find out the stressed syllable in
each word. The perception activities allow observing the level of learners’

consciousness towards the distinction of the features of stress.
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The theoretical teaching of the rules of complex word stress placement seems not to
be sufficient alone, because learners need to practise what they have learnt. The
written tasks which require learners to place stress on the appropriate syllable in
complex words play a significant role in allowing EFL learners to understand the rules
of complex word stress on one hand, and they contribute in memorizing the rules on
the other hand. However, what guarantees the correct perception and the correct
production of complex word stress are the tasks which ask learners to perceive and to
produce complex words. This is why, pronunciation teaching syllabus should include
perception and production activities as essential parts to improve the EFL learners’
perception and production of complex word stress. In addition, the impact which can
be drawn from this experiment is the importance of the production tasks since they
help learners improve their production ability of stress, in general, and they increase
the production ability of complex word stress, in particular. Besides, the perception
activities showed their effectiveness in helping learners improve their ability of

perceiving complex word stress.
5.4. Limitations of the Study

Two issues which the present work aimed to obtain were; the wide number of the

participants and the big amount of time.

Through the big number of participants in the experiment, the analysis of data of the
research can end up with undoubted results either positive or negative. The wide
number of subjects guarantees the variation between high aptitude learners and low
aptitude learners, as a consequence, the results of the experiment are more trustful. On
the contrary, if the number of the subjects is small, we may not have many high
aptitude learners in the research, and there may not be many low aptitude participants
in the research, which was the case of the subjects of the present research. The number
of the subjects of this research is small, which was a result of the answers to the pre-

treatment-questionnaire.

Before the experiment took place, we aimed to select 30 participants in order to

conduct the experiment. Hoping to control the intervening variable of the research, we
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administered the pre-treatment-questionnaire before the treatment began. Its role was
to find out the learners who would participate in the experiment. Through the answers
to the questionnaire, we ended up with 12 learners in the experimental group and 12
learners in the control group. We started the treatment with 12 learners, but because 1
participant was not regular, we were obliged to exclude him from the research, thus the
number of the participants involved in the experimental group was 11 and the number
of the participants involved in the control group was 12. However, since Bell (1999)
has noticed that both the experimental group and the control group of any research
have to be matched in sex, proficiency level and in number, a learner from the control
group was excluded, what made the subjects of the present work to be limited to 22

participants, which is not a very big number.

The second limitation of the present research was the lack of time which was
devoted to the treatment. In order to achieve more positive results of the experiment,
the members of the experimental group have to be exposed to the targeted language
phenomenon for a sufficient amount of time. Before the experiment took place, we
planned to expose the members of the experimental group to the different aspects of
word stress for more than 25 hours. However, because of some problems which we
witnessed in the University of Algiers (2) during the academic year 2011, the
investigation stopped for a long period, as a result the hours devoted to the treatment

were diminished.
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General Conclusion

This research presents mostly an experiment which was undertaken in the English
department of University of Algiers 2. The aim of conducting this experiment was to
examine the effect of consciousness-raising activities and rule instruction of both
simple word stress and complex word stress on the Algerian English as a foreign
language learner’s perception and production of stress in morphologically complex
words. This research was considered to be worth investigating because the problems of
complex word stress’ acquisition, perception and production are widely spread among
EFL learners. In addition, this research was worth investigating because it is believed
that the incorrect perception and production of stress in complex words lead to
increase unintelligibility between speakers and listeners, which can break up the

conversation.

The acceptance of the research hypotheses (1 and 2) and the refusal of the null
hypothesis are results of the tools which were used to collect data for the research. In
fact, it was mentioned in this work that in order to accomplish the aim of the present
research, the experimental method was undertaken which is a quantitative research and
which requires quantitative data gathering tools. As a result, the tools which were used
to gather the data were the tests and the questionnaires. The tests and the
questionnaires completed each other, because the information which could not be

grasped by the tests could, on the contrary, be obtained by the questionnaires.

When the experiment ended, the data were collected and analysed. The results
achieved indicated that Ho was rejected and H1 and H2 were not rejected. This means
that the rule instruction and the consciousness-raising activities of simple word stress
and of complex word stress were beneficial in improving EFL learners’ perception of
complex word stress (H1), as well as, they were helpful in increasing the confidence in
the ability to produce complex word stress (H2). These satisfactory results return back
to the correct choice of the approach to teach the rules of word stress. Teaching the
rules of word stress needed presenting the rules to the learners, practising the rules and
producing what was learnt. This means that the PPP approach was needed to confirm
that the awareness of the rules of complex word stress was presented to the learners,
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and to confirm that the learners practised and produced each rule of word stress, which
helped the learners to be able, to a significant extent, to perceive and produce complex

word stress at the end of the experiment.

We aim to implement the satisfactory findings, which have been achieved in this
research, in teaching complex word stress, in particular, and in teaching all other
aspects of pronunciation, in general. It is required from pronunciation syllabus
designers to give more attention to the importance of learning complex word stress,
rather than on teaching the aspects of word stress themselves, because it is assumed
that explaining the role of the correct perception and the correct production of complex
word stress will motivate learners to acquire the patterns of complex word stress.
Besides, we hope from teachers to work hard to raise the learners’ consciousness on
the rationale behind acquiring complex word stress’ patterns, as they are expected to
implement the PPP approach which seems to be more suitable for teaching complex

word stress.

To end up, this research started by posing a problem of whether the rule instruction
and the activities which are used to raise learners’ consciousness of simple word stress
and complex word stress are useful for improving EFL learners’ perception and
production of stress in complex words. Several procedures were passed by in order to
solve this problem starting by selecting the most appropriate research method, the
subjects and the tools, in order to obtain the necessary data to solve the problems

which were set up at the beginning of this study.

By the end of the experiment, it became noticed the effectiveness of the classroom
intervention in improving the perception and the production of stress in complex
words. This effectiveness was reinforced by the results of the tests and by the answers
to the questionnaire. As the results appeared, the problem which has been set up at the
beginning of this study was solved by claiming that the rule instruction and the
consciousness-raising activities could increase the ability to perceive and produce
stress in complex words. We aim from the causes which led to achieve these
satisfactory findings to be implemented in the teaching of the pronunciation of English

as a foreign language. In addition, the findings of this research show the necessity to
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focus, when teaching pronunciation, on phonological features of pronunciation more
than focusing on phonetics, because the suprasegmental aspects are the only aspects

which affect intelligibility of speech.
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Appendix 1 (perception test)

Instruction:

Below there is a list of words which you are going to listen to their pronunciations.
Listen to the words carefully, after each listening to each word put stress on the

appropriate syllable of the word according to what you have listened.

Educate, education, electric, electrician, decorate, decoration, music,
musician, communicate, communication, scientist, scientific, atom, atomic,
artist, artistic, child, childhood, childish, childishness, childless, believe,
believer, believable, unbelievable, unbelieving, enjoy, enjoyable, unenjoyable,
enjoyment, care, careful, carefully, careless, carelessness, carer, caring,
uncaring,  photograph,  photography, photographic, economy, economics,
economical, national, nationality, nationalize, nationalization, civil, civility,

civilize, civilization.

(adapted from Hancock 2003)

122



Appendix 2 (production test)

Instruction :

Read the following words silently, and then produce them loudly by putting stress on

the right syllables. The loud production of the words has to be in a normal rate

(i-e not very fast and not very slow).

Comfort, roman, diagnose, tattoo, glory, masquerade, revolt, advertise, diagnosis,
comfortable, reflex, employ, glorify, proverb, romanesque, employee, invisible,
opportune, philosophy, nation, compete, national, reflexive, measure, revolution,
advertisement, competition, proverbial, measurable, philosophic, invisibility,

nationalize, competitive, philosopher, nationalization, opportunity, philosophical.

123



Appendix 3(Pre-treatment questionnaire A)

University of Algiers 2

Faculty of letters and languages Number :
Department of English

A questionnaire prepared by Mrs F. Daghi.

Questionnaire to students.

Dear students, you are kindly invited to answer a set of questions. This questionnaire is a
data gathering tool for a research conducted to get the degree of magister. Please answer the

questions as honestly as possible, and make sure that your contribution is kept anonymous.

The instruction:

Put a cross on the right answers. Please, note that there is only one right answer for each
question.

1) Do you listen to spoken English outside the university?

yes |:| no I:I

If yes, give an approximate amount of your listening:

Less than 2 hoursaday[ | 2hoursaday [ | 4 hours a day [ ] more [ ]

Please say on which of the following means of media you do your listening?

radio [ | TV[ ]

Thank you for your collaboration
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Appendix 4 (pre-treatment questionnaire B)

University of Algiers 2
Faculty of letters and languages Number :
Department of English

A questionnaire prepared by Mrs F. Daghi.

Questionnaire to students.

Dear students, you are kindly invited to answer a set of questions. This questionnaire is a
data gathering tool for a research conducted to get the degree of magister. Please answer the

questions as honestly as possible, and make sure that your contribution is kept anonymous.

The instruction:

Put a cross on the right answers. Please, note that there is only one right answer for each

question.

1) Do you listen to spoken English outside the university?

yes |:| no I:I

If yes, give an approximate amount of your listening:

Less than 2 hoursaday[ | 2hoursaday [ | 4 hours a day [ ] more [ ]

Please say on which of the following means of media you do your listening?

radio |:| TV |:|

2) In listening to the production of simple English words, how good is your recognition
of stress placement in simple words?

Very bad Bad Not bad Good Very good
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3) In listening to the production of complex English words, how good is your recognition

4)

of stress placement in complex words?

Very bad

Bad

Not bad

Good

Very good

When producing simple English words, how is your ability to place stress on the right

syllable?

Very bad

Bad

Not bad

Good

Very good

5) When producing complex English words, how is your ability to place stress on the

right syllable?

Very bad

Bad

Not bad

Good

Very good

Thank you for your collaboration.
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Appendix 5 (post-treatment questionnaire)

University of Algiers 2
Faculty of letters and languages Number:
Department of English

A questionnaire prepared by Mrs F. Daghi.

Questionnaire to students.

Dear students, you are kindly invited to answer a set of questions. This questionnaire is a
data gathering tool for a research conducted to get the degree of magister. Please answer the

questions as honestly as possible, and make sure that your contribution is kept anonymous.

The instruction:

Put a cross on the right answers. Please, note that there is only one right answer for each

question.

1) How important is learning English pronunciation for you?

unimportant not very neutral important very

important important

2)Is it important for you to master the placement of stress in complex words ?

yes |:| no I:I

If your answer is ‘yes’, for what skill it is more important to master the placement of
stress in complex words? If the mastery of it in the two skills is important for you, you

can select them both.

speaking |:| listening |:|
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3) Do you think the rule instruction and the consciousness raising tasks of simple
word stress and of complex word stress facilitated acquiring the rules of complex word

stress ?

yes[ | no[ |

4)Do you consider that the rule instruction and the awareness raising activities of
stress in simple words and in complex words were beneficial in improving your

perception of complex word stress ?

yes |:| no |:|

If your answer is ‘no’ justify why.

5) Do you consider that the rule instruction and the awareness raising activities of
stress in simple words and in complex words were beneficial in improving your

production of complex word stress?

yes[ ] no[ |

If your answer is ‘no’ justify why.

6) How effective were the consciousness raising tasks and the rule instruction of

simple word stress in improving your perception of complex word stress?

not effective neutral effective very effective

128



7) How effective were the consciousness raising tasks and the rule instruction of

simple word stress in improving your perception of complex word stress?

not effective neutral effective very effective

8) In listening to the production of simple English words, how good is your

recognition of the placement of stress on the right syllable?

Very bad Bad Not bad Good Very good

Justify why.

9) In listening to the production of complex English words, how good is your

recognition of the placement of stress on the right syllable?

Very bad Bad Not bad Good Very good

Justify why.
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10) When producing simple English words, how good is your ability to place stress on

the right syllable?

Very bad Bad Not bad Good Very good

Justify why.

11) When producing complex English words, how good is your ability to place stress

on the right syllable?

Very bad Bad Not bad Good Very good

Justify why.

Thank you for your collaboration.
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Appendix 6

Lesson one: the Syllable

Introduction

Any word can be divided into one or more syllables. Phonetically speaking, the

syllable is described as consisting of a centre, which appears in 4 cases:

1-The centre of a syllable comes in the form of isolated sounds, preceded and followed

by silence. It can be a single vowel in isolation like:

Ah /[0:/,0h/ /,or eh/ /. As it can appear in the form of isolated consonant sounds

like: / / which refers to an agreement, and / / which is used to ask for silence.
2-Some syllables have more than just silence preceding the centre of the syllable.
Eg:key/ /,go/ /,my/ / know/ /,more/ /.

The sounds which precede the centre of the above syllables are called onset.

3-Other syllables may have no onset but a coda. The coda is the consonant sound

which follows the centre:

Eg:is/ /,if/ /,egg/ /,ice/ /.

4-Some syllables can be composed of onset +peak (the centre of the syllable)+coda :
Eg:ten/ /,nose/ /, mouth/ /.

The division of the word into syllables:

Mum one syllable.
Mother two syllables: mo+ ther.
Grandmother three syllables: grand+mo-+ther.
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The division of the word into syllables has a relation with the pronunciation of the

word, not with the written form of the word.

For example, according to the written form, the word chocolate is divided into 3

syllables: cho+co+late.
However, in the spoken form it is divided into 2 syllables only: / /.
Written: dif+fe+rent.
Example2: the word different
Spoken: / . /.
Written: in+te+re+sting.
Example3: the word interesting

Spoken:/ . . /.

Taskl1:

Divide each of the following words according to the number of its syllables.

Mother, childish, brother, helpful, silent, courage, smooth,
amazing, discourage, tree, general, secretary, nineteen,
change, roses, knows, hated, played, missed, machine,
communication, communicate, geography, history,
communicative, mathematics.

Task2:

Pronounce the above words loudly.
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Lesson two: Word Stress

Word stress refers to certain syllables in the word bear stress. If the word contains
one syllable, i-e if the word is a monosyllabic word, the stress automatically falls on

that syllable.

But if the word contains two syllables and more syllables, one of these syllables
bears stress. Stress in English is variable, this means, it can fall on the first syllable, on
the second syllable, on the third syllable, or on the fourth syllable ...etc. Stress in
English is unpredictable; it is not similar to the stress in the French language, for
instance, where the last syllable is always stressed. Stress in English does not have a

predictable or a definite place.

What are the stressed syllables?

Stressed syllables are the syllables which are produced with more prominence than
unstressed syllables. Stressed syllables are more prominent because they are louder,

stronger, and longer than unstressed syllables.
Loudness:
Louder syllables are produced with more muscular energy than unstressed syllables.
This is why; the stressed syllables are heard to be slightly louder.
Length:

If one syllable is heard to be longer than an unstressed syllable, it is that syllable

which is stressed.
Strength:

Stressed syllables contain longer vowels, diphthongs, or triphthongs (which construct

the strength of the peak). Whereas, weak syllables contain weak vowels which are
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mainly; / , , and syllabic consonants/ (taking into account that schwa is considered
as the weakest vowel). If any syllable contains one of the previously mentioned

sounds, it will be considered as a weak syllable, in comparison to other syllables.
Stress in two syllable words:

In bi-syllabic words either the first or the second syllable takes stress.
Stress in longer words:

Longer words tend to have three syllables and more.

Stress in longer words may have two levels (degrees) ; primary stress and secondary

stress.
Primary stress:
Primary stress refers to the syllable in the word that is the most stressed.
Primary stress is marked by a small vertical line above the stressed syllable.
Example: [ljeopardy .
"JMonarchy.
Secondary stress:

Refers to a syllable in a word which is stressed to a certain extent but not as strong as
the primary stress. They are stronger than unstressed syllables but weaker than

primarily stressed syllables.
Example: [lrevolllution.

There must be unstressed syllables between the primary stress and the secondary

stress.

Most unstressed syllables are weak syllables. They are weak because most of them
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consist of the weakest vowels which are; / o, [1 , [1 and the syllabic consonant/.

Neither the primary stress nor the secondary stress has a fixed position in syllables in

English words.
Examples:
Primary stress:  [lanswer, belgin,

Secondary stress: [Irevo[llution, deJvelllopmental.

Taskl1:

Indicate the place of primary stress and of secondary stress in the following words, and

then produce them loudly:

Imagination, congratulations, deviation, deviationist, devotee,
dialectic, diagnostic, floriculture, himophilia, occidental,
pencillin.

Task2:

Put stress on the following words, and then produce them loudly:
Photo, shopping, imagine, imaginary, wise, cooking, drive, lazy,
helplessness, congratulate, attitude, promise, promotion, aware,

awarcncss.
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Lesson three: Simple word stress.

Simple word stress refers to the stress that falls on simple words. Simple words are
words which are morphologically constructed of one grammatical unit, i-e one free
morpheme. The free morpheme is the grammatical unit that can stand alone and that

gives meaning by standing alone.
Examples: child, home, sun, morning, kitchen, feel, syllable...etc.

The above words are considered as simple words because they do not include affixes

(prefixes and suffixes).

Simple words can be composed of one syllable, two syllables, three syllables or

more.
Stress on monosyllabic words:

Monosyllabic words are not considered as having word stress, because each word

consists of one syllable, which will automatically bears stress.

Examples: child, home.....etc.

Task:
Transcribe the words below, and then produce them loudly by stressing them.
Hope, smile, speak, think, teach, eye, thought, nose, ear,
phoned, be, am, has, have, out, yes, no, sun, rise, fall, cloud,
snow, rain, Hi, can, do, move, drive, eat, killed, plays, car,
dropped, sky, train, flat, door, eyes, kind, mouth, bridge, bus,
blood, flood, fruit, cloud, rose, fun.

In addition to the listening activity N 46 (Hewings 2004).
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Lesson four: Stress on bi-syllabic words.

Bi-syllabic words are the words which consist of two syllables. Bi-syllabic words

can be verbs, nouns, or adjectives.
2 syllable verbs:
In bi-syllabic verbs either the first syllable or the second syllable is stressed.

e If the second syllable of the verb consists of a long vowel, a diphthong or if it
ends with more than one consonant, that syllable will be stressed.
Examples: allrrive, as[Jsist, atl/tend.

e If the final syllable contains a short vowel, or one (or no) consonant, the first
syllable will be stressed.
Examples: [lenter, [Janswer, [Jopen.

e If the final syllable consists of the diphthong / o[ /, that syllable will be
unstressed.

Examples: [Ifollow, ['borrow.

Some exceptions to the above rules are due to the complex morphological
construction of the verbs.
Examples: [lpermit - per+mit.
2 syllable nouns:
e If the second syllable has a short vowel, the first syllable will be stressed, and if
the first syllable has a short vowel the second syllable will be stressed.
Examples: [’money, [Iproduct.

esltate,  delJsign.
2 syllable adjectives:
The same rule of 2 syllable verbs can be applied on 2 syllable adjectives.

Examples: [llovely, dillvine, [I hollow.
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Exceptions: [Thonest.
Iperfect.

Some word forms be nouns or verbs, the placement of stress in each pair of noun-verb

allows to make a distinction in the class of the word.

e If the word is a noun, the first syllable is stressed.
Example:  [record.
e Ifthe word is a verb, the second syllable takes the stress.

Example:  relJcord.

Other examples of the words of the same category are; contrast, desert, export,

object, present, produce, protest, rebel, report.

However, in the following words the stress is at the same place whether the words

are nouns or verbs; [lanswer, [Ipicture, plIromise, rel Iply, [Jtravel, [1visit.
N B: adverbs and prepositions behave the same as verbs and adjectives.

Taskl:

Distinguish the nouns, the verbs and the adjectives among the words below.
Pretty, handsome, holly, enter, attack, promise, baby, perfect, begin,
machine, arrest, attend, contain, supply, forbid, support, survey, suspect
valley, valid, holy, value, photo, horror, happy, forget, happy, concept,
camel, devil, combine, wonder, record, answer, present, produce, drama,
habit, phoneme.

Task2:

Stress the above words according to the rules that you have learned.
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Task3:

Produce the above words loudly by placing stress on the right syllable.
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Lesson five: Stress on three syllable words.

1)Verbs:

If the last syllable consists of a short vowel or only one consonant, stress will
fall on the penultimate syllable( the one before the last).

Examples: enlIcounter, delltermine.

If the last syllable consists of a long vowel or a diphthong or more than one
consonant, that syllable will take stress.

Examples: enter'tain, ascer'tain.

2)Nouns:

If the last syllable contains a short vowel or the diphthong /o[l /, and if the
penultimate syllable contains a long vowel or a diphthong or more than one
consonant, the stress will not fall on the last syllable but it will fall on the
penultimate syllable.

Examples: millmosa, polltato, dilJsaster.

If the second and the third syllables consist of short vowels, no diphthongs and
if they consist of no more than one consonant the stress will fall on the first
syllable.

Examples: 'quantity, 'cinema.

On the whole, most of the above rules show that if a syllable has more than one

consonant, a long vowel or a diphthong, it is stressed. However, three syllable simple

nouns have different rules:

If the final syllable has a long vowel, two consonants or more or a diphthong
stress will fall on the first syllable because the last syllable will be quite
prominent.

Examples: [Jintellect, [Istalactite.

3)Adjectives: they have the same rule ( the above rule).

Examples: [Joppurtune, [Iderelict.
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Taskl1:
Among the words below, distinguish the nouns from the verbs and from the adjectives.
Quality, introspect, calorie, energy, skeleton, medicine, tomorrow,

tomato, tragedy, understand, criterion, adventure, adjective, penetrate,
exercise, continue, category, calendar, calculate, canopy, furniture,
analyze, appendix, mathematics, singular, consonant, entertain,
institute, appreciate, opportune, cinema, determine, speculate, energy,
poetry, contemplate, immigrate, penetrate, infiltrate.
Task 2:
Put stress on the appropriate syllable in each word among the above words according
to the rules .
Task3:
Produce the above words loudly by stressing the right syllables.

In addition to the listening activity N 47 (Hewings 2004).
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Lesson six: Stress in complex words.

Stress in complex words refers to the complex words which bear stress. As
opposed to simple words, complex words are composed of more than one
morphological unit, this means, the complex words are composed of one free

morpheme and one or more bound morphemes.

Bound morphemes are the morphemes which cannot stand alone. Bound

morphemes in English are represented by affixes: prefixes and suffixes.

Bound morphemes are divided into two types which are; inflectional bound

morphemes and derivational bound morphemes.

The inflectional bound morphemes: when linked to the stem, they indicate the

grammatical function of the stem.
Examples:

The ‘s’ of the plural and of the third personal singular pronoun in the present tense,
the ‘ed’ of the past tense, and the ‘ing’ of the present participle, and the possessive

case ( ‘s).

All the three affixes do not have any effect on the placement of stress when added to

the word. For example;  [Jwork— [1works, [Tworked , [Iworking.
The girl’s bag.

The derivational bound morphemes: these morphemes, when linked to the word,

change the grammatical category of the word.
Prefixes like ‘un’, ‘dis’, refer to the opposition in the word’s meaning.
Derivational morphemes derive adjectives from verbs.

Example: help— helpful.

They derive, also, adverbs from adjectives by adding a set of suffixes.
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When the derivational morphemes (affixes) modify the root word, they will have a
great effect on the pronunciation (stress) of the word. These affixes which affect the
shift in aspects of the pronunciation of the root word are suffixes, whereas the prefixes
do not bring any change to the placement of stress of the stem when they modify it.
Prefixes are known as never taking stress except for some prefixes like: [Idislocate,

[Ibicycle.

Some suffixes bring changes in the placement of stress within the original word

when the modify it. These suffixes are called “ stress-shifting suffixes’.

Other suffixes do not have any kind of effect on the placement of stress in the

original word when they modify it, and they are labeled ‘stress-neutral suffixes’.
Stress-neutral suffixes:

This kind of suffixes do not carry primary stress themselves, and they do not bring

any change in the placement of stress within the word.

Examples:

able: [Imeasure — [Imeasurable.
ably: [Iprobable — [Iprobably.
age: Janchor — [Janchorage.
er: drlleam — d[Jreamer.
ment: [Ipunish — [] punishment.
less: Thelp — Uhelpless.

ness: "kind — [kindness.

y: [fun — [Ifunny.

al: [Irefuse — [Irefusal.
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en: [Iwide — [Twiden.

ful: lwonder — [Iwonderful.
ish: "ldevil — [Idevilish.

ly: "hurried — [Jhurriedly.
ous: _Jcourage — [Icourageous.
fy: glllory — glllorify.

wise: [like — [likewise.
Task]1:

Read silently the pair of words mentioned in the above examples, and then produce

them loudly by putting stress on the right syllables.
Task2:
Stress the right syllables in the pair of words below and then produce them loudly.
Aware— awareness.
History — historical.
Tender — tenderness.
Simple — simplify.
Entertain — entertainment.
[11 — illness.
Speak — speaker.
Engage — engagement.
Power — powerful — powerless.
Hide — hidden.
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Arrange — arrangement

Harm — harmful— harmless
Conscious — consciousness

Child —childless —childlessness
Horror — horrible

Respect — respectful — respectfully
Quick — quickly

Danger— dangerous

Poison — poisonous.

In addition to the listening task N 27 (Hewings 2004).
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Stress shifting suffixes:
Suffixes carrying stress themselves:

These suffixes represent strong endings and they will carry stress themselves. In
this case if the root word contains more than one syllable, there would be a secondary
stress in most cases. With suffixes carrying primary stress, the complex word will have
its primary stress on the last syllable, while the secondary stress will not be placed on
the last syllable of the root word, i-e not on the syllable which precedes the suffix, but

rather on earlier syllables.
Examples:
ese: Jallpan — Japallnese.
JChina — ChilInese.
Journallese.
ain: enter[ltain, ascer[Jtain, re[lmain.
ee: obsten[/tee, emplollyee, refellree, refullgee.
ette:  cigallrette, servil lette.
esque: grolltesque, pictul resque.
eer:  auctiolIneer, volun[iteer.
ade:  lemolInade, masquellrade.
00: bam[Iboo, tallttoo, water[]loo.
oon:  balllloon.
‘fy’, ‘ise’ and ‘ate’ are from this category if they are linked to one syllable word:
delIfy, baplltise, infl!late.

escence: remil Jniscence.
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osis: tubercul/losis.

tis: conjunctil lvitis.

Task1:

Read the above complex words loudly and stress the right syllables.
Task2:

Put stress on the following words, and then produce them loudly.

Portugal, Portuguese, evacuate, evacuee, cartoon, shampoo, usher, usherette,

maintain, romanesque.
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Lesson seven: Suffixes influence stress shift in the root word.

Although some suffixes do not carry primary stress themselves, they can
determine the place of stress within the original word. They affect stress to change its
place from a specific syllable in the simple word to move to another syllable when the

word becomes complex.
Primary stress occurs immediately before the suffix:
ion:  rellvolt — revolllution.

Instilltute — instil]tution.

1Perfect — perlifection.

If the second (weak) suffix is added to the new complex word, the primary stress

will remain in its place.

10: Jratio, [Ipatio.

1a: padolphilia.

ial: [Iproverb — prollverbial.

ian: ‘Jlibrary — lib[]rarian.
Pho(netics — phone!(ltician.

ious:  [Isuspect — suslIpicious.

10t1: [Isuper — sullperior.

ic: [ldrama — dralJmatic.
[1Linguist — lin[Jguistic.
PholJtograph — photog[Iraphic.

ish: as[Jtonish, de[Jmolish, dilJminish.

it: el Ixhibit, imp[llicit.
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ity: am[biguity, invisil[bility.
CICivil — cillvility.

itive:  comlIpetetive, [Isensitive.

ve: [reflex — refllexive.
Impressive.

itude:  [Jattitude, inglratitude.

itant: [Iparticipant, conllcomitant.

iable:  nellgotiable.

ify: i[]dentify.

iar: fal imiliar.

ible: im[Ipossible.

graph:  [Iphoto — pholltograph.

logy:  phollnology.

logist:  philllology — philllologist.

ual: [Thabit — hallbitual.

uous: [ super — sullperfluous.

al: monulJmental.

Primary stress occurs two syllables before the suffix: in this category the root word

should contain two syllables.

ous: unallnimity — ulJnanimous.
ism: Jcommunism.
ize: allpology — allpologize.
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1Civil — [Icivilize.
ate: Jappreciate.
Task 1:

Read the words mentioned in the examples, and then produce them loudly trying to

stress the right syllable in each word.
In addition to the listening task N 28 (Hewings 2004).
Task 2:
Put stress on the following words and then produce them loudly.
Imagine, imagination, congratulate, congratulation, irony, ironic,
ironical, radio, politics, politician, injure, injurious, tranquil,
tranquillize, horror, horrify, horrible, glamour, glamorous,
median, infectious, supercilious, geography, geographic,
magnet, magnetic.
Task 3:
Put stress on the following pair of words and then produce them loudly.
Electric, electrician. Educate, education. Decorate, decoration. Music, musician.
Communicate, communication. Scientist, scientific. Artist, artistic. Public, publicity.
Climate, climatology. Astro-, astronomy. Chemist, chemistry.
Task 4:
Consider and explain the change of stress placement in each group of words below.

Civil, civility, civilize, civilization. Photo, photograph, photography,

photographic. Human, humanity, humanitarian. Economy, economics, economical.
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Appendix 8:Learners’ performance in the production test
Production pre-test

Experimental group
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Production pre-test

Control group
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