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ABSTRACT
HILE : ENGLISH MAJOR’ STRESS ASSIGNMENT TO ENGLISH
LOANWORDS
BY : LAMPOON MEEPARP
DEGREE : MASTER OF ARTS
MAJOR : TEACHING ENGLISH AS A FOREIGN LANGUAGE
CHAIR : SIRINTIP BOONMEE, Ph.D.

KEYWORDS : STRESS ASSIGNMENT / ENGLISH LOANWORDS

The purpose of the study was to investigate 1) how Thai university English
majors assign primary stress in English loanwords of two and three syllables, 2) the
English loanwords and stress patterns most problematic to the learners, and 3) the
relationships between the production of the words in sentences and the words in
isolation.

Twenty-nine English and Communication majors at Ubon Ratchathani
University were asked to take two word stress production test tasks: word-in-context
task and word-in-isolation task. Each task comprised of 30 disyllabic loanwords and
30 trisyllabic loanwords, totaling 60. First, the participants individually performed
word-in-context task and then word-in-isolation task. Both tasks were recorded and
stored in a digital file format (.mp3) then analyzed by phonetic data analysis software
called Praat to determine how the target words were stressed.

The results showed an overwhelming preference for the first syllable in
disyllabic words. Error analysis also showed that the students tended to stress on the
last syllable in trisyllabic words. It was also found that disyllabic words where primary
stress falls on the second syllables were the most difficult to the students. Pearson’s
correlation coefficient (rxy = 0.69) revealed a positive relationship between the stress
production in the word-in-context task and the word-in-isolation task. That is, those
who performed well in the first task tended to perform well also in the second task.
The results also indicated that the word-in-context task was significantly more difficult

than the word-in-isolation task, suggesting a task effect.
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CHAPTER 1
INTRODUCTION

This chapter introduces the rationale, purposes of the study, research
questions, scope of the study, significance of the study, and definitions of the key

terms.

1.1 Rationale

It is widely accepted that pronunciation is one of the most important parts of
oral communication. Its importance becomes apparent in second language
communication because “there is a threshold level of pronunciation for nonnative
speakers of English; if they fall below this threshold level, they will have oral
communication problems no matter how excellent and extensive their control of
English grammar and vocabulary might be” (Celce-Murcia, Brinton & Goodwin, 1996,
p. 7). Educators, recently, seem to be awakened in promoting the notion that
“intelligible pronunciation is an essential component of communicative competence”
(Morley, 1994, p.1).

Today, many language classes mainly focus learners’ attention on using the
target language to communicate effectively rather than instruction of discrete
grammatical items. This pedagogical focus causes a major shift in teaching
pronunciation for nonnative speakers of English. To help ESL/EFL learners acquire
intelligible pronunciation, suprasegmental features of pronunciation such as rhythm,
stress and intonation need to be incorporated in the teachers’ practice rather than a
mere discussion of segmentals or individual speech sounds (Brown, 2000).

When it comes to suprasegmental issues, researchers have found that

incorrect stress is one of the most important, most serious errors affecting

intelligibility (Dickerson, 1992; Hahn, 2004; Pennington, 1996; Roach, 2000).



Moreover, it has been found that focused teaching of suprasegmental
features like stress can help learners become more intelligible (Derwing, Munro, &
Wiebe, 1998; Pennington, 1996). This idea well supports the concept that it is
worthwhile to teach or focus on this aspect of pronunciation—stress.In the context of
English learning in Thailand, although in the past recent years, Thai students have
more exposure to English both inside and outside classrooms thanks to the advances in
media and technology, which allow learners to have access to English, the vast
majority of Thai learners of English still have great difficulties in the feature of
pronunciation under the study—word stress. Many EFL researchers and educators
have investigated suprasegmental pronunciation problems of Thai learners of English
(Aungcharoen, 2006; Bourjan, 2003; Chomphuboot, 2005; Chuleethongrerk, 2006;
Jarusan, 1997; Kanoksilapatham, 1992; Netsawang, 1999; Saknukulpaisan, 2003;
Vairojanavong, 1984; Varasarin, 2007). They found that English word stress is
problematic to their students/participants, especially in terms of stress placement. It is
suggested that, as a shift in stress position in a word can change its meaning, English
stress patterns should be emphasized in order to improve learners’ communicative
skills.

However, most studies conducted in Thailand have examined the stress
problems of Thai EFL students/speakers in Bangkok. While some of the results were
explained in terms of relationship between characteristics of central Thai and English,
much still has to be done to confirm or discount the claims made by those studies. To
add to this existing knowledge, the present study seeks to investigate students at Ubon
Ratchathani University which is in the Northeast of Thailand.

Furthermore, few studies have explored the relationship between word
stress production in isolation and in context (Chuleethongrerk, 2006). So far, the
results of the studies are inconclusive. The current study therefore attempts to continue
this strand of research.

Another motivation for the present study is that no studies in the Thai
context have dealt with English loanwords which have consistently been adopted in
the Thai language through mass media, e.g., radio, television, newspapers and the
Internet. When those words were first adopted into Thai, their pronunciation was

adapted in terms of both segmental and suprasegmental features partly due to the



influence by Thai (Kenstowicz & Suchato, 2005; Panlay, 1997). Thai learners of
English have been familiarized with the adapted pronunciation of these words in Thai.
It would be fruitful to examine whether they have problems producing these
loanwords in isolation and in context in terms of word stress when these words are
presented in the English mode, not as Thai loanwords of English origin.

This study aims to determine the patterns in which university students
assign stress to English loanwords, word stress patterns most problematic to learners,

and the relationship of word stress production of the words in isolation and in context.

1.2 Purposes of the Study

This study aims to investigate:

1.2.1 The patterns in which Thai university English majors assign primary
stress to English loanwords of two and three syllables,

1.2.2 The loanwords and stress patterns most problematic to the learners,

1.2.3 Potential differences and/or similarities between the production of the

words in isolation and the words in sentences.

1.3 Research Questions

1.3.1 How do Thai EFL learners assign primary stress in English loanwords
of two and three syllables?

1.3.2 With which loanwords and which patterns do they have problems
most?

1.3.3 Are there any relationships between the production of the words in

isolation and the words in sentences?

1.4 Scope of the Study

This study investigates the pronunciation of English major freshmen in the
Faculty of Liberal Arts of Ubon Ratchathani University, Thailand. The study focuses

on stress patterns in English loanwords with two and three syllables.



1.5 Significance of the Study

The results of this research would help teachers identify potential problems
in stress assignment. They would be beneficial to pronunciation teaching to improve
learners’ production, which in turn would help them orally communicate better in
English. The results of this study would likely help teachers plan their lessons
accordingly. For example, the results would be guidelines for teachers in designing

instructional materials.

1.6 Definitions of key terms

In this study the terms are operationally defined as follows:

Stress refers to “the emphasis placed on a particular syllable by pronouncing
it more loudly or forcefully than those surrounding it in the same word” (Longman
Dictionary of Contemporary English, 2009, p. 1745). In this study stress refers to
primary stress only.

English loanwords refer to the words which are borrowed from English and
are used in Thai. For the purpose of this study, only loanwords found in major Thai

dictionaries are qualified for the analysis.



CHAPTER 2
LITERATURE REVIEW

This chapter offers a discussion of English word stress in terms of its
definition, its importance, and its patterns, Thai stress patterns, English loanwords in

Thai, EFL word stress problems and previous studies.

2.1 What is Stress?

Stress is defined as the emphasis given to a particular syllable of a word or a
certain syllable in a word receiving the special attention. Speakers assign stress by
pronouncing the target syllable louder, longer and higher in pitch than other syllables
in polysyllabic words. In terms of airstream mechanisms in the production of stress, a
stressed syllable requires extra air pressure reaching the vocal cords, caused by more
muscular energy than is used for unstressed ones (Francis, 1989). Apparently, it is
clearly pronounced that makes the vowel full and pure (Underhill, 2005; Wenxia,
2003). Many experts have agreed that three factors contribute to the prominence of
syllables in words (Ashby & Maidment, 2005; Ball & Rahilly, 1999; Collins, 2003;
Hewings, 1993a, 1993b; Hewings & Goldstein, 1999a, 1999b; Kelly, 2000; Kreidler,
1997; Lane, 1997; Miller, 2006; Morley, 1979; Pennington, 1996; Roach, 2000, 2001;
Wells, 2008). They are volume, length and pitch movement. These factors result in the
following acoustic characteristics:

(1) the vowel in the syllable is longer;

(2) the syllable is a little louder; and

(3) the syllable is usually higher in pitch.

Apart from the three variables above, Anderhill (2005) also adds two more
variables: clarity of articulation and a visual clue of larger movements of jaws, lips

and face muscles.



Stress in traditional classification is divided into four major categories:
primary, secondary, minor prominence and non prominence (Gimson & Cruttenden,
2001; Hewings, 1993b). For pedagogical implication, the differences among these
categories are primarily determined by pitch change and vowel quality in words.
Because of its pedagogical importance (Pennington, 1996), this study aims to

investigate only primary stress.

2.2 The Importance of Stress

In English, stress is phonologically crucial because incorrect stress affects
intelligibility—the ability to be understood. For example, the word innocence
pronounced with the stress on the second syllable sounds like in no sense and when
the stress falls on the last syllable, the utterance could be audibly perceived as in a
sense (Dauer, 1993). Stress shift can alter the meaning of an utterance because
incorrect stress also changes the vowels carrying such stressed syllable (Gilbert, 1993,
1994, 2000; Hahner, Sokoloff, & Salisch, 2002; Wells, 2006). Moreover, at the
discoursal level, unintelligible utterances resulting from wrong stress placement can
lead to communication breakdown because different word and phrase stress can
contribute to different meanings (Dauer, 1993; Gilbert, 1994). Thus, incorrect
placement of stress among EFL or ESL learners is a problem which needs to be

handled as a serious matter.

2.3 English Stress Patterns

This study adopted the acoustic-based approach to English stress. It
followed the view that there are three major acoustic cues for stress: pitch, intensity,
and duration (Beckman & Edwards, 1994; Ladefoged, 2003; Nguyen & Ingram, 2005;
Sluijter, 1995). Therefore, only acoustic criteria based on the three factors were used
to determine whether or not a syllable in question was stressed.

The literature of acoustic research on English stress demonstrates
conflicting accounts as to the relative importance of acoustic cues for stress. While
some researchers argue that pitch is the most powerful cue (Fry, 1958; Lieberman,
1960 as cited in Okobi, 2006), others suggest otherwise, arguing for the most
dominating roles of either pitch or duration (Chun, 2002; Okobi, 2006). Although the



acoustic approach has some drawbacks as one might think that perceptually those
syllables may not “sound” equally stressed, perceptual judgment be it by native
speakers or trained phoneticians was not feasible given the context of this study
because of time constraints and the absence of native speakers who were willing to
participate in the research.

The following section offers a pedagogical classification of stress of di- and
tri-syllabic words which were the focus of this study.

2.3.1 Two-syllable Words

The majority of high frequency two-syllable words have a stress on
the first syllable (Cinthia, 2002; Morley, 1979). The following are examples from four
word groups:

a) base words e.g. éver, after, manage, listen, spécial, fAmous, sélad,
déllar, cdpy, fashion, fiinction, party, ricket, virus, téffee, ténnis, tixi, spénsor, séda,
céma

b) compounds e.g. passport, bréakfast, mdybe, sémewhere, sémeone

¢) suffixed words e.g. 4rtist, useful, clinic, pléstic, séxy,

d) proper names e.g. Jéhnson, Richard

Fewer than 20 percent of high frequency two-syllable words have a
stress on the second syllable (Morley, 1979). Note that the second syllable of these

words is not a suffix.

Examples:
succéss evént afraid awdke agdin
about befére because until apart

Additional word group in this category includes borrowed words and

S0me proper names.

Examples:
trombdne shellac machine guitdr cassétte
hotél cigdr cemént Eldine Jodnne
In disyllabic verbs, stress tends to fall on the last syllable.
Examples:

design explain promote remove salute



There are a few exceptions, recognizable by their endings. The
exceptions to this rule are those verbs that end in —er and —ish. These endings form a
group of disyllabic verbs with stress on the first syllable e.g. béther and puinish.

In addition to these, words with certain endings like —oon, —oo0, —ique,
—tain (especially verbs), —ee and —ade also fall into this patterns.
Examples:
cartéon shampéo technique contdin trainée pardde

2.3.2 Three-syllable words

There are generally four stress patterns for tri-syllabic words: with
stress on the first, on the second, on the third and on either the first or the last ayllable.
Some general rules are identified to help determine where stress falls on words
(Brown, 2005; Burzio, 1994; Collins & Mees, 2008; Cruttenden, 2001; Dauer, 1993
Dickerson, 1977, 1987, 1992; Dickerson & Finney, 1978; Hancock, 1998, 2003;
Hewings & Goldstien, 1999; Kelly, 2000; Kreidler, 1989, 1997, 2004; Lane, 1997;
Morley, 1979).

Stress on the first syllable

In words with three syllables, stress can be determined by their
endings. Certain suffixes, such as, —ical, —itive, —itude,~ity, —ate, -ize/ise and —ify have

fixed stress patterns. Words with these endings carry stress on the first syllable.

Examples:
physical positive attitude quélity publicize récognize
stimulate Operate mdodify clarify drganize

Trisyllabic nouns that have the second and the third syllables as weak
ones are stressed on the first syllable.
Examples:

mégahertz  cdravan madrathon oxygen conference

vitamin Catholic békery battery célorie



Stress on the second syllable
If a three-syllable word has the letter i (not pronounced as an extra
syllable) in the last syllable, and a palatal or palatalized onset: /{/, /3/, /t{/, /d3/, /y/
before the letter i, the stress is on the second syllable (Morley, 1979).
Examples:
official corruption suggéstion  familiar opinion
Another group of words in this pattern includes loanwords from
Spanish/Italian/Portuguese with a final open syllable (ending with a vowel) spelled
with —a, —o, —i.
Examples:
mosquito tomaéto bandna papaya spaghétti saldmi
In addition to these, words with roots/root-like syllables in the middle

also follow this pattern.

Examples:

unwanted recycle computer depdsit devélop discrédit
Words that end with suffixes like —al, —ic also follow this stress

pattern.

Examples:

arrival propdsal eléctric gymnastics  Olympic

Trisyllabic nouns that have the last syllable as a weak one are stressed
on the second syllable.
Examples:
appéndix bacillus horizon transistor eléctron 04sis
Stress on the third syllable
Words of three syllables with certain suffixes (e.g. —eer, —ese, —aire,
and —ee ) carry stress on the last syllable.
Examples:
enginéer Japanése milliondire  employée
Additional words with this pattern are verbs that have roots/root-like

syllables at the end.
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Examples:
disappdint  disappéar overcome introdice understand
Stress optionally on the first or the third syllable
There are some words of three syllables that can be correctly stressed

on either the first or last syllable.

Examples:
magazine gasoline cigarette
magazine gasoline cigarétte

The last two patterns described above were not included in the study

because there were not sufficient English loanwords with these patterns in Thai.

2.4 Stress in Thai

Although this study was not designed to test any hypothesis regarding the
role of Thai, as an L1, on the learners’ interlanguage system of stress, it is still fruitful
to discuss phonetic characteristics of Thai stress, which may interact with learners’
interlanguage stress. Such discussion may shed light on the interpretation of the results
of this study.

In general, unlike English, stress in Thai is not contrastive in terms of word
meaning. Lexical tones, on the other hand, significantly change the meaning of Thai
words. In Thai, a disyllabic word is commonly stressed on the last syllable (Gandour,
1976; Peyasantiwong, 1986; Nahthong, 2001; Warotamasikkhadit, 1967, 1970, 2002;

Wong-Opasi, 1992) e.g. /ka:n'ba:n/ *homework’. However, sometimes, more than one
syllable is stressed in words of more than two syllables e.g. / pra?'t¢"a: son'k"r8?/

‘public welfare’.
According to Warotsikhadit (2002), Thai di- and tri-syllabic words have

different stress patterns as illustrated in the following table.
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Table 2.1 Thai stress patterns of di- and tri-syllabic words

Syllable No. | Stress Patterns Examples Meaning

2, 1) Unstressed-Stressed Tnea enormous

/p"ar'sdm/

2 2) Stressed-Stressed Faifin swarm (with)
/'ydia?'yia?/

3 3) Stressed-Unstressed-Stressed 51075 government
/'rattcd'kam/ service, official

3 4) Unstressed-Stressed-Stressed #igns ceremony,

/philthilka:nf pl'OtOCOl

When stress is placed on a different syllable in Thai words, the utterance
merely sounds strange, but does not change the meaning of the word. Therefore, it is
possible for inexperienced Thai students not to be aware of the significance of stress

placement when pronouncing English words.

2.5 English Loanwords in Thai

English words began to enter the Thai language system in the reign of King
Rama IV and English loanwords became more widespread in the reign of King Rama
V (Nacaskul, 1979). Thanks to technological advancements, a large number of English
loanwords have poured into Thai through such mass communication media as
television, movies, and the Internet. The English loanwords in Thai have been used in
different fields including sciences, food and drinks, clothes and fashion, game and
gambling, persons and positions, measurement, education, art, and recreation
(Nacaskul, 1979). When these words entered Thai, they were phonologically adapted
to conform to different features of pronunciation in Thai both at the segmental and
suprasegmental levels including syllabification and tone choices (Gandour, 1979;
Kenstowicz & Suchato, 2005; Panlay, 1997). Such adaptation has rendered these

words phonetically distinct from its English original version.
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2.6 EFL Word Stress Problems

EFL learners whose L1 suprasegmental feature —word stress— is different
from English can experience difficulties in placing stress in words (Anani, 1989;
Archibald, 1998; Avery & Ehrlich, 1994; Baker & Goldstein, 1990a, 1990b; Collins &
Mees, 2006, 2008; Hahner, Sokoloff, & Salisch, 2002). Some notable problems are as

follows:

(1) Stressing final syllables of words, e.g., French, Farsi, Thai and Lao
learners.

(2) Stressing the second-last syllable, e.g., Spanish, Portuguese, Polish, and
Welch speakers.

(3) Stressing all the syllables and failing to reduce unstressed syllables, e.g.,
Italian, Chinese, Vietnamese and Greek learners. Unstressed syllables seem to be
given equal weight.

(4) Stressing English syllables or words by high pitch (not including
duration), e.g., EFL learners from languages of origin like Hindi, Hebrew, J apanese
and Korean. They fail to distinguish the length and loudness of vowels in English
stressed syllables from unstressed ones. That makes their speech sound too even.

(5) Stressing too many syllables, e.g., Arabic, Chinese speakers.

(6) Using a high pitch with unstressed syllables, e.g., Swedish, Norwegian,
Danish speakers.

(7) Stressing the first syllable of words or phrases, e.g., Czech speakers.

(8) Stressing the syllables with long vowels or diphthongs, e.g., Jordanian
learners.

As shown above, non-native speakers of English display different problems
regarding stress. Some problems are characterized by shifting of stress location, vowel

quality, inability to assign proper cues to stress, and so on.

2.7 Previous Studies

Some Thai researchers have carried out studies investigating word stress
placement of EFL learners/speakers. They claimed that Thai, as the native language,

influenced the participants’ proficiency in word stress placement in English. They also
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went on to claim that English word stress misplacement led to misunderstanding in
oral communication. In what follows, examples of these studies are described.
Aungcharoen (2006) carried out a study to investigate word stress
perception and production of 12" —grade students at Benchamaratcharungsarit School
in Chachoengsao province. The participants were divided into four groups by their
gender and proficiency: (a) 40 male students with high proficiency in English, (b) 40
male students with low proficiency in English, (c) 40 female students with high
proficiency in English, and (d) 40 female students with low proficiency in English.
Data were obtained through word stress perception and production tasks. The
participants were asked to listen to a word list pronounced by a native speaker of
English and to mark the stressed syllable for each word they heard. Then, they read the
same word list for the production task. Pearson’s correlation coefficient and the /-test
were used to test the research hypotheses. The results supported the hypotheses that
there was a positive relationship between the students’ word stress perception and
production skills and that the students scored significantly higher on word stressed on
the ult (last syllable) than those stressed on the penult (second-last syllable) or the
antepenult (third-last syllable). The results also showed that the students with high
proficiency in English outperformed their low proficiency counterparts in word stress
perception and production tasks, which supported the hypotheses. However, the results
did not support the hypothesis that females scored higher on the word stress perception
and production tests than did males. This result indicated that female and male
participants’ word stress perception and production skills did not differ.
Saknukulpaisan (2003) investigated stress patterns of English words with
two-to-five syllables pronounced by 30 Thai sales representatives and 30 secretaries in
three Japanese trading companies. All of the participants had more than 2 years of
work experience. They were asked to pronounce the word list containing 15 words
with 2 syllables, 15 words with 3 syllables, 15 words with 4 syllables, and 15 words
with 5 syllables. The results of the study showed that words with four and five
syllables were the most problematic to the participants. Most participants explained
that they did not know the correct stress placement of polysyllabic words and they
paid no attention to stress patterns. They tended to imitate stress patterns from their

customers and suppliers. Some participants complained their university did not
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provide pronunciation course about stress pattern practices. This study has shown the
number of syllables was a factor in determining the degree to which Thai speakers
produce word stress correctly.

Bourjan (2003) conducted a study to investigate problems with English
word stress placement of Thai grade 12 students. Ten Mattayomsuksa in
Mahasarakham were asked to read word lists containing polysyllabic words including
verbs, nouns, adjectives, and adverbs. The results of the study showed that the students
had problems with word stress in all lexical categories under investigation. The author
concluded that probable cause may be an influence of Thai because a number of
students placed primary stress on more than one syllables in polysyllabic words, which
was claimed to be a characteristic of Thai.

Chuleethongrerk (2006) examined the ability to assign primary stress to
disyllabic words. The participants were fourth-year students of English Business
Communication at Siam University, They were asked read aloud words in two
context: in isolation and embedded in a reading passage. The results revealed that
disyllabic words with the stress on the second syllable were stressed more correctly
than those with the stress on the first syllable. Words in isolation were stressed more
correctly than their counterparts embedded in context.

Jarusan (1997) conducted a study to investigate the relationship between the
perception and production of English word stress by native speakers of Thai. Eighty
students studying at Rangsit University took part and were divided into four groups
based on their self-reported experience with English and listening ability: (a) high
English experience, (b) low English experience, (c) strong listening ability and (d)
weak listening ability. All the participants were given a four-part English word stress
test. First, the participants read unknown words in the word list. Second, they
identified the primary stressed syllable of nonsense words pronounced by a native
speaker of English. Third, they pronounced and marked the primary stressed syllable
of the unknown words. Fourth, the participants pronounced the same target words for
the second time. A Pearson’s Correlation coefficient (rxy) was used to analyze the
relationship between word stress perception and production. The results of the study
revealed a medium positive relationship between word stress perception and

production (rxy = 0.32) at the significant level of 0.01. That is, students who correctly
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identified the primary stress of each word were likely to produce the primary stress on
the correct syllable of each word. However, the majority of the participants placed the
primary stress on the last syllable of each word, which was incorrect in most cases.
The author concluded that the problem of English word stress misplacement resulted
from a transfer from Thai.

Sasi-Smit (2005) conducted a study to investigate whether incorrect of
English word stress affects comprehensibility and stress patterns of Thai speakers of
English. The participants of this study were 30 staff members of a shipping company
who were divided into two groups by their frequency of communication with English
native speakers. The instrument included a set of questions on the background
information of the subjects, production tests and comprehensibility judgment on the
production test results. The participants were asked to pronounce the list of target
words. The words were tri-syllabic words with three different stress patterns: the stress
on the first, the second and the last syllable. The results showed that the target words
with the stress on the third syllable were the most difficult for the participants. The
researcher suggested that there was no interference from Thai stress patterns. The
other results showed that the pronunciation of the participants was comprehensible by
three native speaker judges. However, the researcher did not claim the speakers’
proficiency but argued that familiarity with Thai speakers’ pronunciation of English
facilitated the native speakers” comprehensibility.

In summary, this chapter has shown that stress placement is a common
problem among learners of English. Research has been conducted which documented
the nature and explanation regarding such a problem. As shown above, the most
common explanation for stress problems among Thais was L1 transfer although those

studies were not designed to test such hypothesis.
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CHAPTER 3
METHODOLOGY

This chapter describes in detail the subjects, instruments, data-gathering

procedures and data analysis employed in the present study.

3.1 Subjects

Twenty-nine English major freshmen at the Faculty of Liberal Arts, Ubon
Ratchathani University, Thailand, participated in the study. The data from the
participants were collected at the end of the second semester of the academic year
2009. Their participation was voluntary, and they were financially compensated for
the time they devoted to the study. Of these, 7 were males and 22 were females. Their
age ranged between 17 and 20 years old. The first-year students were chosen for this
study because they were new to intensive English instruction at the faculty. Tapping
into their pronunciation ability will be fruitful to the design of the phonetics course
which they need to take as one of the program requirements. At the time the data were
being gathered, these students had taken two English fundamental courses: Foundation
English for Liberal Arts Students and English for Liberal Arts Students. In both
courses, they studied weekly with native English speakers for 6 hours and 4 hours with
Thai instructors. Therefore, they spent at least 10 mandatory hours studying intensive

English. The instruction, however, did not explicitly focus on pronunciation training.

3.2 Instruments

3.2.1 Pronunciation Task
In order to obtain stress samples from the students, the researcher
designed a pronunciation task in which each student would pronounce identical target
words in two different contexts: in isolation and in a sentence. In what follows the
researcher described the word lists for the task and the procedures used to obtain the

speech sample,
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Word lists. There were two lists. The first list contained 60 English

words written in sentences, and the other list comprised the same words in isolation

(See Appendix B). These words were chosen because they exist in Thai as loanwords

from the English origin. In choosing the words, the researcher searched for English

loanwords in two most-referenced Thai dictionaries: the Thai Dictionary (the Royal

Institute, 1999) and the Dictionary of New Words (the Royal Institute, 2007). To

maximize the generalizability power of the study, I purposively searched for words

with two and three syllables each of which had two stress patterns. This yielded four

distinct categories of target words based on their syllable counts and stress patterns as

follows:

(1) disyllabic words with stress on the first syllable,
(2) disyllabic words with stress on the last syllable,
(3) trisyllabic words with stress on the first syllable, and

(4) trisyllabic words with stress on the second syllable.

Table 3.1 Target words with different stress patterns

Patterns
No. | No 2 No. 3 No. 4

1 | clinic 16 | balloon 31 | bakery 46 | bacillus

2 | coma 17 | cartoon 32 | battery 47 | commando
3 | copy 18 | cement 33 | calorie 48 | computer

5 | fashion | 20 | cocaine 35 | Catholic 50 | discredit

6 | function | 21 | guitar 36 | conference | 51 | electron

7 | party 22 | hotel 37 | dinosaur 52 | gymnastics
8 | plastic 23 | offside 38 | dynamite 53 | oasis

9 | racket 24 | promote 39 | hamburger | 54 | Olympic
10 | sexy 25 | salute 40 | marathon 55 | recycle

11 | soda 26 | shampoo | 41 | megahertz 56 | romantic

4 | sponsor | 19 | cigar 34 | caravan 49 | corruption
12 | taxi 27 | shellac 42 | microphone | 57 | spaghetti
13 | tennis 28 | technique | 43 | nicotine 58 | tornado

14 | toffee 29 | trombone | 44 | oxygen 59 | torpedo

15 | virus 30 | unseen 45 | vitamin 60 | transistor
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Each category consisted of fifteen words. Therefore, the total number
of target words was 60. These words were typed (1) as a list of words embedded in a
sentence to be used as a reading script for the first read aloud task and (2) as a list of
isolating words used as a script for the second read aloud task. The stress patterns
would be called word group for easy reference and discussion.

Demographic questionnaire. To safeguard the interpretation of the
results, a demographic questionnaire was designed to collect some background
information of the students. This questionnaire comprised questions on the
participants’ educational background including their experience abroad, their
participation in English activities such as English camps or clubs, how they practice
their English, and what their English pronunciation problems are.

To eliminate a possibility of misunderstanding due to the student’s
limited knowledge of English, the questionnaire was written in Thai. To assist the
students with questionnaire completion, all the questions asked in the questionnaire
were explained and the participants were allowed to ask for clarification when they
were in doubt. Once again, the information gathered through this questionnaire would
only be used to explain outliers, if any, only.

Recording procedures. Each student met with the researcher
individually for a recording session. First, the students were given task directions in
which they were explicitly told that they were to read aloud words in English, that they
were expected to pronounce them with the stress patterns which they thought the
words should receive, and that they could take as much time to practice pronouncing
the words. The rationale behind this approach was that the students would be given the
opportunity to deliver the best pronunciation they could under the least amount of
fatigue. After the orientation, the students were given the list of target words
embedded in sentences. When ready, the students put on a head-mounted microphone
adjusted to a position appropriate for voice recording. The microphone was connected
to a desktop computer running sound recording and editing software called Adobe
Audition (Version 3.0). The actual recording started when the student began reading
out loud each word until he/she finished the entire list of 60 words. For the second task,
the students were given a list of the same target words in isolation. The rest of the

recording procedure followed the same steps used in the first task. On the average,
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the total time spent on each recording session was 20 minutes. The recording gained
from all 29 students were then excised and stored as individual sound files. These

sound files were 3,480 in number (29 speakers x 60 words x 2 tasks).

3.3 Data analysis

Recall that this study followed the acoustic approach to the study of stress
described in the previous chapter. Thus, the production results were analyzed
accordingly. The following section will provide a detailed description of the analytical
procedures employed to answer each research question.

To answer the first research question about how the learners assign stress to
the target words, the criteria for determining primary stress were established based on
the acoustic properties of the learners’ pronunciation. Then stress assignment patterns
were identified in terms of whether the placement was correct or not. In cases where
misplacement occurred, the errors were noted.

To determine primary stress, the recorded data were measured for intensity
(loudness), duration (length), and frequency (pitch) as they were acoustic cues for
stress. As mentioned before, there is no consensus among phoneticians as to the
relative dominances of each cue. For this reason, without compromising the analysis
of the data, this study has opted to take the majority rule. By this rule, all syllables in
the word in question would be measured for pitch, intensity, and duration. Any
syllable with the highest values of measurement for at least two out of the three
parameters would be marked as receiving the primary stress. In cases where more than
one syllable fit the criteria, all of them would be considered to bear the primary stress.
With these criteria, the participants’ recordings were then analyzed by the software for
phonetic data analysis called Praat developed by Boersam and Weenink (2001) under
the thesis advisor’s supervision. Praat was used to locate the stressed syllable(s) in
each target word, for it can illustrate pitch levels in hertz (Hz), intensity (volume) in
decibels (dB), sound waveform with measurement of duration in milliseconds (ms),
and the overall spectrographic qualities of each word (See Figure 3.1 and Figure 3 2).
These measurements of the three key features were taken, ranked, and used to

determine stress syllables.
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intensity track
spectrogram

pitch track

Figure 3.1 The word coma pronounced by a native speaker of American English

Figure 3.2 The word soda correctly pronounced by a participant

With respect to the second research question concerning relative difficulty
of stress placement among the target words, the words were first ranked for their
success rates. To do this, each word was assigned a score based on whether or not it
received correct stress placement. The criteria for grading the recorded words were
adopted from those used in Aungcharoen’s study (2006). A correct assignment of
stress for each token was worth one point. The student would receive one point for
each token if and only if they stressed on the correct syllable; additional primary stress
on any other syllable nullified the gained point. Any of the following pronunciation
errors results in 0 for the token in question: stress on a wrong syllable;
mispronunciation to the extent that changed the original number of syllables in any
shape or form (either diphthongization or vowel lengthening); or a complete failure to
correctly pronounce any segment in the target token. This scoring criterion allowed
each student to have a maximum of 120 points (60 tokens x 2 tasks) and a minimum of
0. The production scores for the students were then tallied and analyzed for means,

standard deviation, and other relevant inferential statistics in order to answer the
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research question. These scores were used to do the following analyses: 1) to
determine how difficult the target words are to the other words under study and 2) to
compare the distribution of scores across the four word groups. It is important to note
that these pronunciation scores termed “success rates” do not imply the speakers’
pronunciation knowledge; it simply reflects the degree to which the speakers
pronounced the word correctly. In addition to this, relative degree of difficulty in
terms of stress was determined by a set of criteria adopted by Bourjan, (2003). They
were described as follows.

(1) If the percentages of the students who assign the primary stress to the
correct syllables in words range from 0 to 30%, it means the students have got
problems on stress with a very high degree of seriousness.

(2) If the percentages of the students who assign the primary stress to the
correct syllables in words range from 31 to 50%, it means the students have got
problems on stress with a high degree of seriousness.

(3) If the percentages of the students who assign the primary stress to the
correct syllables in words range from 51 to 70%, it means the students have got
problems on stress with a moderate degree of seriousness.

(4) If the percentages of the students who assign the primary stress to the
correct syllables in words range from 71 to 100%, it means the students have got
problems on stress with a low degree of seriousness.

To answer the third research question about whether or not there is any task
effect on the learners’ stress assignment, a one-way repeated-measure ANOVA
analysis was conducted on the students’ mean stress placement scores (as described
above) for each task. This is to determine whether there was any significant difference
in the student’s performance on each task condition. The results of the analysis will be

presented in the next chapter.



CHAPTER 4
RESULTS AND DISCUSSION

This chapter presents the findings and discussion. Recall that the
participants of the study were 29 English Major Freshmen from the Faculty of Liberal
Arts, Ubon Ratchathani University. Data from this study were obtained through word
stress production tests taken by the participants. The tests yielded 3,480 speech tokens
(60 words x 2 conditions x 29 speakers). Of these, 1,740 were tokens produced in

isolation and another 1,740 in context (embedded in sentences).

The finding sections will offer answers to individual research questions

reiterated below.

(1) How do Thai EFL learners assign primary stress to English loanwords
of two and three syllables?

Correct stress placement. A description of the learners’ stress assignment
would not be complete without describing the degree to which they correctly placed
stress on the target tokens. As Table 4.1 has shown, the students’ performance was
above average; they correctly assigned stress 56.15% of the time. They were most
successful with the first word group containing disyllabic words with the target stress
on the first syllable and were least successful with the second word group containing

disyllabic words with the target stress on the second syllable.
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Table 4.1 Distribution of tokens by stress placement types

Word Group
Category 1 2 3 4 Total Percent
Correct placement® 742 373 414 425 1954 56.15
Incorrect placement
Stress shift 110 422 419 417 1368 | 39.31 (94.54)**
Syllabic addition 1 35 1 0 37 1.06 (2.56)**
Multisyllabic stress 10 13 3 4 32 0.92 (2.21)**
Syllabic deletion 0 0 1 9 10 0.29 (0.69)**
Total (incorrect placement) 121 470 426 430 1447 n/a
Incomprehensible tokens 7 27 30 15 79 2.27
Total 870 870 870 870 3480 100 (100)

Note. *The correct placement for the first and third word groups is on the first syllable
while that for the second and fourth word groups is on the second syllable.
**The numbers in parentheses refer to the percentages of particular error types

based on the total number of errors.

Incorrect stress placement. Table 4.1 also shows that incorrect placement
appeared in 1,447 tokens (excluding incomprehensible cases) or 43.85% of the entire
corpus. The most common stress placement problem was stress shift which accounted
for 39.31% of all tokens, and as much as 94.54% of all placement errors. Stress shift
here refers to cases where the speakers stressed on the wrong syllable instead of the
target one when only primary stress was assigned to only one syllable in the entire
word. For instance, they stressed on the second syllable when the correct one was the
first.

The next erroneous assignment pattern was syllabic addition whereby an
extra syllable was added to the target words. Although this error is not in itself a stress
problem, adding an extra syllable affects the order of the syllable receiving stress and
may alter the vowel quality of adjacent syllables. Anyway, although this error type
was ranked second in number, these cases only accounted for 2.56 percent of all errors.
However, it is interesting to note that this type was highly common among the second
word group containing disyllabic words. A look at the target words suggests that it
was possible that the learners did not know the words as they were spelled in English.
Thus, they may have guessed how they should be pronounced based on the

orthography. Take the words tech.nique and co.caine as an example (orthography is
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used for a simple illustration). A learner re-syllabified them as fech.ni.que and
co.ca.ine despite the fact that these words were relatively common loanwords in Thai.
If this was the case, English orthography may have added to the pronunciation that the
learners have.

Another assignment pattern is multisyllabic stress which accounted for 2.21
percent of all errors. Therefore, this problem was not considered to be very
problematic to the learners in this study. In multi-syllabic stress cases, instead of
assigning primary stress on just one syllable, the speakers put acoustically equal
weight of stress on two syllables. Note that such cases were observed in both di-and
tri-syllabic words although they occurred more much frequently in disyllabic words
(Group 1 and 2). In case of tri-syllabic words, it is interesting to note that none of the
learners assigned primary stress on all three syllables, which could have required an
extra articulatory effort. However, it is acknowledged that one might argue on the
theoretical ground that equal weight of stress on all syllables of a particular word can
be taken as evidence for the lack of primary stress on that word at all because the term
primary implies a relative prominence of a syllable. For this reason, disyllabic words
receiving stress on both syllables (measured by acoustic signals suggesting full
articulation of the target words) were regarded as carrying only stress but not primary
stress. It is therefore acknowledged here that the acoustic measurement alone turns
out to be a limitation in itself and does not suffice to help us fully understand the status
of stress in English. However, as uncommon as it may be, the presence of so-called
multisyllabic stress calls for some explanations. The first possible reason for this is
that the learners simply “play safe” by assigning relative weight to all syllables
because they did not know what the primary stress for the target words were. Another
possible explanation was that they have not gained the control of their articulation. It
was also possible that they knew which syllable should carry the most weight but they
were not able to deliver such articulation. This is common among adult learners whose
phonetic system is fossilized. Further studies with large corpuses of data may confirm
or refute these explanations.

The least common type of error was syllable deletion, which accounted for

0.69 percent of all errors. Unlike the previous three types of errors, this type was not
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deemed problematic to the learners. However, of the 37 erroneous tokens of this type,
35 tokens, or 94.5 percent occurred in the second word group.

Incomprehensible cases. The rest of the problem cases include renditions of
the words which were audibly incomprehensible, so they were noted but not
acoustically analyzed.

Preference for the first syllable. A remarkable characteristic of the
production results was that the participants generally preferred to assign primary stress
on the first syllable. As indicated in Table 4.2 below, regardless of the number of
syllables of the target words, correct stress placement falls on either the first or second
syllable only. Given this condition, if all speakers had correctly stressed all target
words, this would have resulted in a maximum of 1,740 correct tokens for words with
stress on the first syllable (15 tokens x 2 word groups x 29 speakers) and another

1,740 correct tokens for words with stress on the second syllable. See Table 4.2 below.

Table 4.2 Participants’ pronunciation patterns across tasks

Pronunciation Disyllabic words Trisyllabic words Total
patterns Tokens | Percent | Tokens | Percent | Tokens | Percent
1st syllable 1164 66.9 648 37.24 1812 52.07
2nd syllable 483 27.76 588 3379 1071 30.78
3rd syllable 0 0 439 78,23 439 12.62
More than 1 syllable 23 1.32 9 052 32 0.92
Add 1 more syllable 36 207 1 0.06 37 1.07
Delete 1 syllable 0 0 10 0.57 10 0.29
incomprehensible 34 1.95 45 2:59 78 2.27

However, it was found that the entire production corpus contained 1,812

tokens with stress on the first syllable (showing 72 tokens, or 4.1%, more than

expected) and 1,071 tokens with stress on the second syllable (showing a robust

number of 669 tokens , or 39.45% , fewer than expected). Note that these numbers
were based on overt cases of first and second syllable stress placement only; cases of
primary stress placement on two syllables where either the first or second syllables
received primary stress were not counted as part of this group. Even so, this strongly

suggests that the participants showed a bias toward the first syllable and against the
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second syllable. As bias may be a confounding factor, the success rates must be
carefully interpreted as one cannot rush into a conclusion that the speakers “know”
how to pronounce words with the first and third patterns (with stress falling on the first
syllable) and “does not know” how to pronounce words with the second and fourth
patterns (with stress falling on the second syllable). The high and low success rates
may simply have resulted from elements of guessing in combination with genuine
knowledge of how certain words are pronounced. Unfortunately, it must be recognized
that the demographic questionnaire failed to address the question of whether or not the
speakers know the target words, it is therefore suggested that further steps be made in
the form of follow-up interviews, for example, to determine whether the speakers
know the target words. Erroneous cases of the first syllable placement were interesting
because it is not a characteristic of Thai. This could be an indicator of an
overgeneralization of their observation that high-frequency words in English tend to
carry the primary stress on the first syllable (see the literature review section in
Chapter 2). If this is truly the case, this error is not necessary a negative as it shows
that the students analyze their input, generate a rule, and apply it, thus a case of
interlanguage development. However, this observation must be taken as anecdotal at
best because of the small corpus in this study.

Despite the limitation of the questionnaire recognized above, that the
participants favored the first syllable and strongly disfavored the second syllable
requires some explanation. While it is possible that the speakers simply guessed, it is
also possible that the speakers’ guessing was also rule-governed. If that was the case,
such rule must have favored the first syllable and operated in a somewhat context-
dependent manner. That is, while the rule was predominantly applied in di-syllabic
environments, its use in tri-syllabic environments dropped dramatically.

Stress on the third syllable. While the cases for stress on the first and second
syllables have been extensively discussed above, cases for stress on the third syllable
(which are cases of wrong placement) should also be noted here. Recall that none of
the target words carries stress on the third syllable, but the production results in Table
4.2 showed that stress-on-the-third-syllable cases were relatively common with 439

out of 1,740 tri-syllabic tokens, or 25.23% of the entire corpus.
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In addition to the observations above, results and discussions regarding

individual word groups are provided below.

Table 4.3 Participants’ pronunciation of disyllabic words in the first word group

Pronunciation
patterns In context In isolation
tokens tokens
(435) % (435) %
Ist syllable 352 80.92 390 | 89.66
2nd syllable 69 15.86 41 | 943
both syllables 9 2417 1 0.23
add 1 more syllable 0 0 i 0.23
delete 1 syllable 0 0 0 0
incomprehensible 5 1.15 2 0.46

For the disyllabic words with the first stress pattern—the stress on the first
syllable, most participants placed the stress on the correct syllables for both in context
(80.92%) and in isolation (89.66%). According to Table 4.3, the participants better
pronounced the words in isolation than the ones in context. Some of the words
(15.86% in context and 9.43% in isolation) were stressed on the second syllables. A
few words (2.07% in context and 0.23% in isolation) were stressed on both syllables.
Only one word was pronounced with one extra syllable by one participant. Few words

(1.15% in context and 0.46% in isolation) were mispronounced in terms of segmentals.
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Table 4.4 Participants’ pronunciation of disyllabic words in the second word group

pronunciation
patterns in context in isolation
tokens tokens
(435) % (435) %
1st syllable 220 50.57 202 | 46.44
2nd syllable 171 39.31 202 46.44
both syllables 10 2.30 3 0.69
add 1 more syllable 16 -+ 19 4.37
delete 1 syllable 0 0 0 0
incomprehensible 18 4.14 9 2.07

For the words of two syllables with the stress on the second syllable,
39.31% of the words in context were correctly stressed while almost half of the words
in isolation (46.44%) were stressed on the correct syllables. Like the words in pattern
one, their word stress performance in task two was relatively better than in task one. It
should be noted that with a low average success rate of 42.88%, the participants
showed a tendency to stress on the first syllable (50.57% in context and 46.44% in

isolation).
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Table 4.5 Participants’ pronunciation of tri-syllabic words in the third word group

pronunciation
patterns in context in isolation

tokens tokens

(435) % (435) %
Ist syllable 199 45.75 215 | 49.43
2nd syllable 70 16.09 93 21:38
3rd syllable 145 33.33 114 25.52
1st and 2nd syllables 0 0 0 0
2nd and 3rd syllables 1 0.23 0 0
1st and 3rd syllables 4 0.92 0 0
add 1 more syllable 1 0.23 0 0
delete 1 syllable 0 0 1 0.23
incomprehensible 15 3.45 15 3.45

The pronunciation of tri-syllabic words with stress on the first syllable was
as follows. Nearly half of the tokens (45.75% in context and 49.43% in isolation) were
correctly stressed. Several (16.09% in context and 21 .38% in isolation) received the
stress on the second syllables. One third of the words in context (33.33%) and one
fourth of the words in isolation (25.52%) were stressed on the third syllables. Only one
word was stressed on both the second and the third syllables by one participant. Few
(0.92% in context) were stressed on both the first and the third syllables. One word in
context was pronounced with one extra syllable by one participant while one word in
isolation was pronounced with one syllable deleted by one participant. The rest (3.45%

both in context and in isolation) were segmentally mispronounced.
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Table 4.6 Participants’ pronunciation of tri-syllabic words in the fourth word group

pronunciation
patterns in context in isolation

tokens tokens

(435) % (435) %
Ist syllable 131 30.11 103 23.68
2nd syllable 170 39.08 253 58.62
3rd syllable 121 27.82 62 14.25
1st and 2nd syllables 0 0 1 0.23
2nd and 3rd syllables 0 0 0 0
1st and 3rd syllables 3 0.69 0 0
add 1 more syllable 0 0 0 0
delete 1 syllable 5 1.15 4 0.92
incomprehensible 3 1.13 10 2.30

For the fourth word group where the words of three syllables have stress on
the second syllables, more than one third of the words in context (39.08%) were
correctly stressed while more than half of the words in isolation (58.62%) were
stressed on the right syllables. Nearly one third of the words (30.11% in context) and
almost one fourth (23.68% in isolation) were stressed on the first syllables. More than
one fourth (27.82% in context) and several (14.25% in isolation) were stressed on the
third syllables. Only one word in isolation was stressed on both first and second
syllables by one participant. Few words in context (0.96%) received stress on first and
third syllables. Few (1.15% in context and 0.92% in isolation) were pronounced with
one syllable deleted. Few (1.15% in context and 2.30% in isolation) were segmentally
mispronounced.

In summary, although the students” performance passed a 50-percent mark,
such performance could only be characterized as above average. In terms of errors, the
most common type was stress shift which dominated all other errors in all word groups
(thus all four stress patterns). However, it was observed that certain error types tended

to cluster in one category. But because of the small list of target words, these errors
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could have been attributed by particular target words which were more difficult than
others. This note should therefore be observed in conjunction with the answer to the

second research question below.

(2) With which loanwords and which patterns do the students have problems

most?

This question essentially seeks to identify word groups and stress patterns
most problematic to the speakers. To answer the question, the data were obtained from
the set of scores and percentages of the problems on stress. Table 4.7 shows that the
second word group appeared to be the most problematic to the students with the lowest
success rate of 42.87 while the first word group ranked the highest in terms of success
with a rate of 85.29.

Table 4.7 Students’ average success rates by word groups

Word group | Success rate
1 85.29
2 42.87
3 47.59
4 48.85

Regarding individual words most problematic to the students, all 60 words
were ranked on a scale of seriousness of error based on the criteria described in
Chapter 2. Table 4.8 exclusively shows relative degree of difficulty of words
pronounced in sentences. Note that the percentage shown indicated a success rate

which is presented in the reverse order of the degree of seriousness.



Table 4.8 Students’ success rates on the loanwords in sentences

G. Words % Seriousness | G. | Words %o Seriousness
2 | shellac 0.00 very high 3 | caravan Stz moderate
4 | commando 3.45 very high 3 | dynamite 55.17 | moderate
2 | technique 3.45 very high 2 | unseen 58.62 moderate
4 | bacillus 10.34 very high 3 | oxygen 58.62 moderate
3 | hamburger 13.79 very high 1 | racket 58.62 | moderate
4 | tornado 13.79 very high 2 | salute 58.62 moderate
4 | torpedo 13.79 very high 3 | battery 62.07 moderate
3 | microphone | 17.24 very high 2 | trombone 62.07 | moderate
2 | promote 17.24 very high 3 | bakery 62.07 | moderate
4 | spaghetti 20.69 | very high 3 | Catholic 62.07 | moderate
2 | cocaine 20.69 very high 2 | hotel 62.07 | moderate
4 | oasis 20.69 very high 1 | soda 65.52 moderate
3 | megahertz 24.14 very high 3 | vitamin 65.52 | moderate
2 | cement 24.14 |  very high 1 | virus 65.52 | moderate
4 | Olympic 27.59 | very high 4 | electron 72.41 low
2 | offside 31.03 high 1 | sexy 75.86 low
2 | guitar 31.03 high 1 | sponsor 75.86 low
4 | transistor 34.48 high 1 | tennis 79.31 low
3 | nicotine 34.48 high 1 | fashion 79.31 low
3 | conference 3793 high 1 | taxi 79.31 low
2 | cigar 44.83 high I | function 79.31 low
3 | marathon 44.83 high 2 | cartoon 7931 low
3 | dinosaur 44.83 high 4 | corruption | 82.76 low
2 | balloon 44.83 high 1 | copy 86.21 low
4 | recycle 48.28 high 4 | gymnastics | 86.21 low
4 | computer 48.28 high 1 | clinic 89.66 low
2 | shampoo 51.72 moderate 1 | toffee 93.10 low
4 | romantic 51.72 | moderate 1 | party 93.10 low
3 | calorie 51.72 moderate 1 | plastic 96.55 low
4 | discredit 51.72 moderate 1 | coma 96.55 low

G. = word group

32
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Table 4.8 shows the most problematic words to the students were shellac,
commando, technique, bacillus, hamburger, tornado, torpedo, microphone, promote,
spaghetti, cocaine, oasis, megahertz, cement and Olympic. This group included seven
words in the fourth group, five words in the second, and three words in the third. The
words with high degree of seriousness were offside, guitar, transistor, nicotine,
conference, cigar, marathon, dinosaur, balloon, recycle, and computer. This group
comprised four words in the third, four words in the second and three words in the
fourth group. Note that none of these words belong to the first word group. But given
that the students seemed to be biased toward marking stress on the first syllable to
begin with, one cannot conclude with confidence that they knew how to pronounce
words in the first group. Contrary to the overall picture in which disyllabic words were
a little more difficult than tri-syllabic words as shown in Table 4.7, Table 4.8 suggests
that among difficult words themselves tri-syllabic words are more difficult in terms of
stress than their disyllabic counterparts. This could mean a few things. First, tri-
syllabic words are one syllable longer. If the students did not know the target words
and merely relied on guessing the stress pattern of those words, their chance of
stressing on the correct syllable was reduced from 50 percent in disyllabic words to 33
percent in tri-syllabic words. Added to the problem could be that even if they knew the
words as Thai loanwords orally, they may have not recognized their English
orthographic forms. If this was the case, the students may have somehow used
orthography to guide their pronunciation, which proved to be misleading in cases

where incorrect re-syllabification occurred.
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Table 4.9 Errors in the most problematic words in sentences

words Ist | 2nd | 3rd | >1 | add 1 | delete 1 | incomprehensible
shellac 29 0 0 0 0 0 0
commando | 10 1 18 0 0 0 0
technique 14 1 0 2 9 0 3
bacillus 20| 3 4 1 0 0 1
hamburger e 14 | 10 0 0 0 1
tornado & 4 17 1 0 0 0
torpedo 12 4 11 1 0 0 1
microphone | 5 1 23 0 0 0 0
promote 23 5 0 1 0 0 0
spaghetti 13 6 9 0 0 0 1
cocaine 12 6 1 1 7 0 2
oasis 11 | 6 8 0 0 4 0
megahertz 7 7 14 1 0 0 0
cement 16 7 0 0 0 0 6
Olympic 20 8 1 0 0 0 0

Table 4.9 shows the error patterns among the words in sentences which
were deemed most problematic to the students. The words the students tended to stress
on the first syllables were shellac, bacillus, promote, spaghetti, cocaine, oasis, cement,
and Olympic. The students were more likely to stress hamburger on the second
syllable. The words commando, tornado, microphone, and megahertz were preferred
to be stressed on the third syllables. Primary stress assignment on more than one
syllables in one word was observed in tfechnique, bacillus, tornado, torpedo, promote,
cocaine, and megahertz. Added syllables were seen in fechnique and cocaine (See
Figures 4.1 and 4.2). The word oasis was pronounced with one syllable deleted (See
Figure 4.3). Errors in terms of segmental feature were made by the students in the
words fechnique, bacillus, hamburger, torpedo, spaghetti, cocaine, and cement. For

example, some students pronounced /'kement/, and /ke'ment/ for cement, /ba'kilas/
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for bacillus, /'tf1gai/, /'kiga:/, and /'saiga:/ for cigar, /'damamit/ for dynamite,

/'nikota1/ and /naiko'ti:n/ for nicotine.

Figure 4.1 Spectrogram of fechnigue pronounced by a participant

Figure 4.2 Spectrogram of cocaine pronounced by a participant

Figure 4.3 Spectrogram of oasis pronounced by a participant

Recall that the most common error type for the target words as a group was
stress shift, but the analysis of highly difficult words in sentences showed an emerging
pattern. That is, in addition to stress shift, stress-on-the-last-syllable was also relatively
common. As the literature review has shown, stressing on the ultimate syllable is
common in Thai. While the design of this study does not allow for a transfer-based

explanation, it does show a pattern consistent with Thai.



Table 4.10 Students’ success rates on loanwords in isolation

G. Words % Seriousness | G. Words % Seriousness
2 | technique 6.90 very high 3 | bakery 68.97 moderate
4 | bacillus 13.79 | very high 4 | transistor 68.97 moderate
3 | hamburger | 13.79 | very high 1 | virus 68.97 moderate
2 | shellac 20.69 | very high 3 | battery 72.41 low
3 | microphone | 24.14 | very high | 2 | unseen 72.41 low
2 | cocaine 27.59 | veryhigh | 2 | balloon 75.86 low
4 | commando | 27.59 | very high 3 | oxygen 75.86 low
4 | torpedo 27.59 | wvery high 4 | romantic 75.86 low
4 | tornado 31.03 high 2 | salute 75.86 low
3 | caravan 34.48 high 1 | soda 75.86 low
3 | conference 34.48 high 2 | cartoon 79.31 low
2 | guitar 34.48 high 4 | computer 79.31 low
3 | nicotine 34.48 high 4 | electron 79.31 low
4 | oasis 34.48 high 1 | tennis .31 low
2 | cement 37.93 high 3 | vitamin 79.31 low
2 | cigar 37.93 high 1 | taxi 82.76 low
3 | megahertz 37.93 high 4 | gymnastics | 86.21 low
3 | dynamite 41.38 high 1 | racket 89.66 low
2 | offside 41.38 high 1 | sponsor 89.66 low
2 | promote 41.38 high 1 | toffee 89.66 low
2 | hotel 44.83 high 1 | copy 93.10 low
2 | shampoo 48.28 high 1 | plastic 93.10 low
4 | spaghetti 48.28 high 4 | recycle 93.10 low
3 | Catholic 51.72 | moderate 1 | sexy 93.10 low
3 | marathon 51.72 | moderate 1 | clinic 96.55 low
2 | trombone 51.72 | moderate 1 | coma 96.55 low
3 | dinosaur 55.17 | moderate 4 | corruption | 96.55 low
4 | Olympic 55.17 | moderate 1 | fashion 96.55 low
4 | discredit 62.07 | moderate 1 | function 100.00 low
3 | calorie 65.52 | moderate 1 | party 100.00 low

G. = word group
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According to Table 4.10, the most problematic words in isolation were
technique, bacillus, hamburger, shellac, microphone, cocaine, commando, and
torpedo. This group of words contained three words with the fourth group, three words
in the second group, and two words in the third group. The words with high degree of
difficulty were tornado, caravan, conference, guitar, nicotine, oasis, cement, cigar,
megahertz, dynamite, offside, promote, hotel, shampoo, and spaghetti. This group
consisted of seven words in the second group, five words in the third group, and three

words in the fourth group.

Table 4.11 Errors in the most problematic words in isolation

words 1st | 2nd | 3rd | >1 | add 1 | delete 1 | incomprehensible
technique 17 2 0 0 8 0 2
bacillus 17 4 6 0 0 0 2
hamburger 4 20 5 0 0 0 0
shellac 23 6 0 0 0 0 0
microphone | 7 3 19 | O 0 0 0
cocaine 10 8 0 0 9 0 2
commando | 10 8 10 | 0 0 0 1
torpedo 12 8 9 0 0 0 0

According to Table 4.11, technique, bacillus, shellac, cocaine, and torpedo
were stressed on the first syllables by most of the students. Most of the students
stressed hamburger on the second syllable. The words microphone and commando
were preferred to be stressed on the third syllables. Extra syllable addition was found
in technique and cocaine. Segmental errors were made in technique, bacillus, cocaine,
and commando. In sum, the errors in the words in isolation were relatively similar to
the ones in sentences, but less frequent.

The results also indicated that most words which were deemed highly
difficult in isolation were still highly difficult in context. However, their difficulty
rankings shifted to some degree. Interestingly, some of these words, such as
microphone, technique, and hamburger are relatively common in daily life. This

shows that familiarity can be false friends when it comes to pronunciation in the target
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language. In other words, these words, when used in Thai, receive a different stress
placement than when they are used in English. In Thai while microphone and
hamburger are stressed on the last syllable, fechnique is stressed on the first. This
difference may have confused the speakers as to which syllable should receive primary

stress when pronounced as English words.

(3) Are there any relationships between the production of the words in

isolation and the words in sentences?

One dimension of performance difference reported here was the speakers’
degree of correct stress placement for words in isolation and in context. Table 4.12
shows a distribution of the students’ mean scores across the two tasks. Recall that for
each task, the students can score a maximum of 15 points for each task (thus 30 points
for both tasks combined). The information on this table elaborates on the results

discussed in Table 4.7 shown earlier.

Table 4.12 Mean and standard deviation scores across tasks

Tasks Group 1 Group 2 Group 3 Group 4

Mean | S.D. | Mean | S.D. | Mean | S.D. | Mean | S.D.
In context 12.14 | 2774 590 | 1.88| 6.86| 346| 5.86| 2.12
Inisolation | 13.45| 1.99| 6.97| 293 | 7.41| 2.85| 8.79| 2.46
Total 2559 | 426 | 12.86 | 4.06 | 14.28 | 5.53 | 14.66 | 4.09

The average success rate for words in isolation was 36.62, while that for
words in context was 30.76. The standard deviation for words in isolation was 5.08,
while that for words in context was 6.85. A Pearson’s correlation coefficient between
the two tasks was 0.69 at a significant level of 0.01. This is the indicator that there was
a positive relationship between the two tasks. The results showed the students who
performed well on task one also did well on task two. A one-way repeated measure
ANOVA was conducted on the speakers’ success rates with the task conditions as
within-subject factors. The ANOVA revealed a significant difference in success rates
between both tasks F(1, 59) = 34.65, p = 0.0001. This result suggests that the speakers

had more trouble placing stress in the word-in-context than the word-in-isolation task.
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For this reason, further analysis on the nature of stress placement was examined and
described below.

With respect to characteristics of pronunciation patterns across task
conditions, observations regarding their similarities and differences are as offered
below.

As for the first word group—disyllabic words with the stress on the first
syllable, it was found that the speakers favored the first syllable in both conditions,
although their degree of preference for such syllable was higher in the word-in-
isolation task. In terms of errors, their stress placement on the second syllable is the
most frequent in both tasks, but they had a tendency to do so more in the word-in-
context task than in the word-in-isolation task. Also observed was the speakers’ stress
on both syllables, which was predominantly in the word-in-context task. Addition of
one more syllable to the target word showed only one occurrence in the word-in-
context task. Incomprehensible cases followed the same pattern. That is, they were
more common in word-in-context than word-in-isolation task. In summary, although
types of errors are relatively similar across both tasks, they were more frequent in the
word-in-context than the word-in-isolation task. Figure 4.4 shows the pronunciation of

disyllabic words with the stress pattern 1.
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Figure 4.4 Pronunciation of disyllabic words in the first group (stress pattern 1)
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For disyllabic words with the stress on the second syllable, the students still
tended to mark primary stress on the first, especially for words in context. The number
of tokens in isolation pronounced with the first and the second syllable is the exact
same (202 tokens). Some tokens of the words were stressed on both syllables while
some segmental errors were also made. In a similar fashion, they were more frequent
in sentences than in isolation. However, addition of one more syllable to some target
words was found more in word-in-isolation task than the words in context. Figure 4.5

illustrates the pronunciation of disyllabic words with the stress pattern 2.
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pronunciation patterns
Figure 4.5 Pronunciation of disyllabic words in the second group (stress pattern 2)

As for tri-syllabic words with the stress on the first syllable—stress pattern
3, almost half of the tokens were stressed on the correct syllables in both tasks. Similar
to previous patterns, the performance on words in isolation was slightly better than
that for words in context. Errors like stress on the third syllables were seen more than
stress on the second syllables. The stress on the third syllables was more frequent in
words in context. The opposite is true of stress on the second syllables. Cases of
multisyllabic stress were found only in the words in context. Only one token in
isolation was pronounced with one syllable deleted. Segmental errors in this group of
words were the same in terms of frequency in both tasks. Figure 4.6 depicts the

pronunciation patterns of tri-syllabic words in the third word group.
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Figure 4.6 Pronunciation of trisyllabic words in the third group (stress pattern 3)

In tri-syllabic words with the stress pattern 4—stress on the second syllable,
more than half in the words in isolation were stress on the correct syllables which was
better than words in context. The stress on the first syllables was more frequent in the
word-in-context than in the word-in-isolation task. The same is true for cases of stress
on the third syllable. Only one case of stress on the first and the second syllables
occurred in the words in context, not in the words in sentences. The number of tokens
pronounced with one syllable omitted was about the same in both tasks, while
segmental mistakes were seen more in the word-in-isolation than the word-in-context

task. Figure 4.7 displays the pronunciation of the words in the fourth group.
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Figure 4.7 Pronunciation of trisyllabic words in the fourth group (stress pattern 4)
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That the students had more difficulty stressing words in context than in
isolation could have come from the context itself. That is, the reading task was
designed in such a fashion that each word was embedded in a unique sentential
contexts. Adding to the fact that the students did not need to process additional
information in their word-in-isolation task while they had to process more information
in the word-in-context task, the students had to also face with individual pieces of
information in the context-based task. Those pieces of information, be they syllabic,
segmental, or semantic, may have caused a considerable amount of processing load
and fatigue. As a result, the students did not perform as well as the word-in-isolation
task.

Additional observations

The information obtained through the questionnaire revealed that students
had about the same English background. That is, they neither did they have experience
abroad nor did they attend an English immersion/bilingual program. All of them
attended local ordinary high schools. All the participants regarded word stress an
important aspect of pronunciation and oral communication. Most of them tried to use
English outside the class. For example, they chatted through Skype (an Internet-based
telephone system) and other channels with their English-speaking friends and they
tried to watch English in its original language version. They also listened to English
songs to practice pronunciation. When they were not sure about word stress placement
in new words, they asked native speakers and/or consult dictionaries both conventional
dictionaries and online ones. This is an indicator that all of the participants in the
present study were motivated and attentive to improve their pronunciation and

speaking skills.



CHAPTER 5
CONCLUSION

5.1 Conclusion

The purpose of the study was to investigate a) how Thai university English
majors assign primary stress in English loanwords of two and three syllables, b) the
English loanwords and stress patterns most problematic to the learners, and ¢) the
relationships between the production of the words in isolation and the words in
sentences.

The results revealed that the students showed a strong tendency to stress the
first syllables of disyllabic words. Therefore, the students made more mistakes in
terms of stress placement in the words with disyllabic words where the correct stressed
syllables fall on the second syllables. As for the tri-syllabic words with the stress
pattern 3—the stress on the first syllables, the participants stressed the first syllables
which was correct. However, a number of students stressed on the third syllables and
the second syllables, which was incorrect. When it comes to tri-syllabic words with
stress on the second syllables, the majority of the students stressed on the correct
syllables especially in the words in isolation. The errors the participants made in this
pattern included the stress on the first and the third syllables respectively. Additional
errors found in this study were stress on more than one syllable, syllable omission,
syllable addition, and segmental mistakes.

The words in context that were the most problematic to the students were
shellac, commando, technique, bacillus, hamburger, tornado, torpedo, microphone,
promote, spaghelti, cocaine, oasis, megaheriz, cement and Olympic. The words in
isolation which were the most problematic to the participants included technique,
bacillus, hamburger, shellac, microphone, cocaine, commando, and torpedo. When it
comes to the stress patterns, disyllabic words where primary stress falls on the second

syllables were the most difficult to the students.
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The results revealed a positive relationship between the stress production in
the word-in-context task and the word-in-isolation task. That is, those who performed
well in the first task tended to perform well also in the second task. The results also
showed the word-in-context task was significantly difficult than the word-in-isolation
task.

In conclusion, the students delivered their stress production at an above
average level, passing at the average success rate of 56.15 percent. This is not a good
indicator given the fact that they are English majors at the undergraduate level and
with a good amount of self-reported practice in English. A close look at their errors
shows an overwhelming preference for the first syllable in disyllabic words, which is
not a characteristic of Thai and may reflect interlanguage development rather than L1
transfer. Another important observation is the students’ tendency to stress on the last
syllable in trisyllabic words, which only happens in erroneous cases. This could have

been a result of L1 transfer as discussed earlier.

5.2 Limitations of the Study

In addition to those limitations discussed earlier along with the discussion of
results, the following are mentioned below.

First, the word stress production tasks in the study were read-aloud to
investigate the tendency of which syllables the participants acoustically marked
primary stress. It is a highly controlled task. The production gains do not reflect with
the speakers might produce in natural speech.

Second, the results of this study must be taken as representatives of the
students under investigation; they may not be generalizeable to other participant
groups. Due to some problems with the design, several observations must also be
taken as anecdotal.

Third, not all the target loanwords are familiar to the participants. They
were purposively to match the syllable structures under investigation. Extraneous
factors such as knowledge (or lack of it) of the target words and the students’ degree

of familiarity with the words in Thai cannot be ignored.
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5.3 Recommendations for Further Studies

Recommendations for further studies are as follows:

(1) Despite a challenge in feasibility, further studies should see to observe or
even elicit natural speech in order to compare the patterns of stress found with the
ones observed in this study.

(2) Future studies may further conduct a follow-up investigation on transfer
and developmental issues discussed in this research. In doing so, they need to be
designed in such a way to prove transfer and/or interlanguage development.

(3) Based on this study’s limitation in the word-in-sentence task, further
studies may seek in investigate target words embedded in the same carrier sentence to
ensure that the participants are not affected by the different degrees of difficulty of the

contexts themselves.

5.4 Implementations of the study

The results of the study revealed some information about the students’ word
stress production skill which may be useful to English pronunciation teachers.
Activities or materials to help students improve their skills in word stress production
should be based on the learners needs. The results of this study could be served pre-
course diagnostic assessment (Celce-Murcia, Brinton & Goodwin, 1996; Goodwin,
Brinton & Celce-Murcia, 1994,), and it will be used indeed in the English phonetics
course at the Faculty of Liberal Arts, Ubon Ratchathani University. As demonstrated
in this study, simple acoustic phonetic software like Praat can help teachers analyze
acoustic signals of students’ speech production by displaying suprasegmetal features
including stress and intonation (Chun, 2007; Ladefoged, 2003; Molholt, 1992). This
makes it possible to provide visual feedback both from teachers and their peers (Chun,
2002). Also, students can monitor their speech production and assess their own
progress by themselves (Derwing, 2008). Unstressed syllables should also be
introduced and pointed out in class in order that learners can perceptually and
productively differentiate stressed and unstressed syllables (Underhill, 2005; Wenxia,
2003). In reality, we English teachers cannot teach all the words with their stress
patterns. Some rules or guidelines or even some observations to generalize stress

patterns can be helpful for learners (Burzio, 1994; Hewings, 1993b;
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Poedjosoedarmo, 2003; Prator, 1971; Kreidler, 1989, 1997, 2004; Wennerstrom, 2001;
Warotamasikkhadit, 2002). Specifically, those observations regarding the students’
common error patterns discussed in this study can be used to help pronunciation
teachers tackle specific problems. The results of this study may also be used to remind
teachers of English that suprasegmental pronunciation even among words which
should be familiar to the students is not necessarily an easy task which can be taken

for granted.
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Background and Attitudes towards Pronunciation of English and
Communication Majors at Ubon Ratchathani University
Please answer the following questions by writing in the blanks and ticking the
appropriate box(es).
1. Sex [] Male L] Female
G BEE 0 i years old
3. Primary school [J English program  [J Ordinary program

4. Secondary school [ English program [ Ordinary program

6. Have you ever been overseas?

OJ Yes. [J No. If your answer is “No”, please skip to no. 8.

7. Which countries have you been to? What was your purpose and how long did you

stay there?

H. LHEVE BEEH 10, o s vrensnsonsumavanmmssmessnssissin My PUTDOSE WaS ©oopos s sy
have been there for .................. month(s)/year(s).

B. Phavebesniien. oo wnaumosemenss s ssvss My purpose was ..................
have been there for .................. month(s)/year(s).

8. How often do you speak English with foreigners?
........... time(s) per [ Week
L1 Otlier, please Stale.. o srsm svsm it i ste o

For how long each time?...........cccceuevvvuvennnne. hour(s)

seae
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9. How do you improve your English pronunciation?

[J Speak with other English teachers [J Speak with other students

[0 Speak with native speakers L] Watch English sound-track movies
[J Listen to and sing English songs [J Reading book aloud
L] OFhict: pleast sttt o oo moriaonms core ven 555 E99s smv sy e Sre B s s s R v a5 e

10. Do you think that word stress is important to your speaking for being understood?
J Yes. [ No.

11. Do you think that you have word stress problems?
[ Yes. ] No.

12. What are yours strategies to stress syllables correctly?

......................................................................................................
......................................................................................................
......................................................................................................
......................................................................................................
......................................................................................................
......................................................................................................
......................................................................................................
......................................................................................................

......................................................................................................

Thank you very much for your time and cooperation.
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Words in Sentences
Instructions: Read aloud each sentence only once.

WO S o B T e

A can of soda would be nice.

Cover the food in plastic wrap immediately.

Don’t forget to recharge the battery after use.

Easy Listening FM 95.5 megahertz is my favorite station.
He doesn’t need a microphone during the class.

He left his cigar on the table.

He runs a marathon because he enjoys it.

He used to play trombone with a jazz band.

He usually sneaks out unseen during the night.

. He’s on tour to promote his new movie.

. Her husband joined a commando unit last month.

. Humans need oxygen like other animals.

. I bought a bottle of shampoo for you.

. I don’t think she is sexy in that dress.

. T haven’t used my transistor for a long time.

. I love spaghetti with mushrooms.

. I ordered a hamburger with cheese.

. I think there is a clinic on the corner.

. T usually take vitamin pills when I feel tired.

. I’m not a romantic kind of guy.

. It is a good idea to recycle waste material.

. It is necessary to have computer skills for the job.

. Kids might copy their friends easily.

. My brother worked at a bakery last summer.

. My friends play tennis every day in the evening.

. My parents are Catholic like their parents.

. My sister hid her toffee in the kitchen.

. Nobody has seen a dinosaur in reality.

. People can’t stop smoking because of nicotine in cigarettes.
. People cut calorie intake to lose weight.

. People use lacto bacillus for yoghurt production.

. Scarves are in fashion again this year.

. She has been in a coma since the accident.

. She has been practicing for the Olympic Games next year.
. She is trying to learn a new technique without help.
. She put her racket on the sofa.

. She takes a taxi to work every day.

. She wants to learn gymnastics at school.

. That was just to discredit the Prime Minister.

. The machines did not function properly yesterday.

. The new virus is very dangerous.

. The paint with the shellac can last longer.

. The player was in an offside position.

. The police arrested him selling cocaine to teenagers.

The powerful tornado destroyed all the houses in this area.



46.

47
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The students tied the balloons with rubber bands.

. Their kids love to watch cartoons after school.
48.
49.
50.
51.
52.
53.
54,
55,
56.
57.
58.
59,
60.

They formed a caravan of almost a thousand camels.
They have to stay in a hotel at the moment.

They sleep on the cement floor every night.

They stood in line to salute their commander.

This chapter explains electron energy in detail.

This is a peaceful oasis in the middle of desert.

Two people were hurt in a dynamite blast yesterday.
We are going to join a party tomorrow evening.

We have corruption problems in our country.

We have to attend a conference tomorrow afternoon.
We need more sponsors for the show.

We play the guitar together in the evening.

With the shape of torpedo, dolphins can swim very fast under water.




Words in isolation

Instructions: Read aloud each word only once.

1. bacillus 31. microphone
2. bakery 32. nicotine
3. balloon 33. oasis

4. battery 34. offside

5. calorie 35. Olympic
6. caravan 36. oxygen
7. cartoon 37. party

8. Catholic 38. plastic

9. cement 39. promote
10. cigar 40. racket
11. clinic 41. recycle
12. cocaine 42. romantic
13. coma 43, salute

14. commando 44, sexy

15. computer 45. shampoo
16. conference 46. shellac
17. copy 47. soda

18. corruption 48. spaghetti
19. dinosaur 49. sponsor
20. discredit 50. taxi

21. dynamite 51. technique
22. electron 52. tennis
23. fashion 53. toffee

24. function 54. tornado
25. guitar 55. torpedo
26. gymnastics 56. transistor
27. hamburger 57. trombone
28. hotel 58. unseen
29. marathon 59. virus

30. megahertz 60. vitamin



