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ABSTRACT

The paper is an attempt to verify empirically aistad multimodal
approach to pronunciation training developed byy&riKoztowska
(2015). It reports on a phonodidactic experimemtied out with two
groups of Polish secondary school intermediatenkxar of English
and demonstrates that the tested procedure isnhotl effective that
the traditional imitation tasks and more attractivethe participants,
as shown in a post-test questionnaire study.
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1. Introduction

Contemporary studies on teaching English pronuiociato second
language learners (e.g. Kenworthy 1987, Pennindt@#i7, Morley
1991, Brown 1992, Dalton and Seidlhofer 1994, Célercia et al.
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1996, Kelly 2000, Hewings 2004, Fraser 2006, Gilb2008,
Rogerson-Revell 2011 — to mention only several ¥etdwn book-
length publications) abound in numerous interesiidens, meant to
improve the quality of phonodidactic instructiorhelauthors of these
and many other works introduce and discuss vaitmil traditional
as well as innovative pronunciation teaching aralnimg techniques.
The former include, for instance, phonetic drills many kinds,
imitation activities which make use of tongue terst poems, songs
and minimal pairs, employing phonemic transcriptisaund charts,
articulatory descriptions and elements of contvasiphonetics etc.
The latter involve, for example, developing in s native-like
articulatory setting (Jenner 1997, Mompean-Gonzalz803),
appealing to different channels of perception amdcgssing of
information, employing relaxation and drama voicechniques,
pronunciation games, computer-assisted pronunaidtiaining and
many others.

While numerous phonodidactic proposals have beefopvard in
the recent years, their effectiveness in the proiation teaching and
learning process, however, has rarely been suliggcempirical
verification. In other words, it is not always aleshether some new
and interesting ideas are indeed pedagogicallyfipgstand bring the
desired improvement in learners’ pronunciation. sThesue is
particularly important in a typical school contéxtcountries such as
Poland in which only a limited amount of time isvdeed to
pronunciation instruction (Wrembel 2002, Szpyra4¢aska 2008).
In this situation it is of primary importance faaichers to focus on the
use of those techniques which yield the best resather than waste
precious classroom time on attractive, but ineffectasks. Before,
however, informed decisions can be made in thigpeds the
effectiveness of various instructional procedurdesutd be tested in
specific educational settings and with differemtds of learners.

Szpyra-Koztowska (2015), in an attempt to answer question
how to teach English pronunciation in a way thaidgh effective and
at the same time attractive, which is both leafriendly and teacher-
friendly, develops a holistic multimodal approacto tEFL
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phonodidactics arguing that it should cater fordetus’ different

learning styles by combining elements of auditoayticulatory,

cognitive and multisensory training. She provides @mpirical

evidence, however, to show that this proposal de@d superior to
other approaches, in particular to the traditicevadl commonly used
type of instruction (see below) which relies heawh aural and oral
training, with little or no use of other learningdalities.

The present study attempts to verify the effectdgs of the
approach under discussion. It is a report on aerxgent, carried out
with 28 Polish teenage intermediate learners oflismgwho, for the
period of three months, were taught selected aspettEnglish
pronunciation in two ways: in Group A mainly theaditional
‘intuitive-imitative’ activities (Celce-Murciaet al 1996) were
employed while in Group B the holistic multimodgbpaoach was
adopted. The experiment aimed at answering thewaolly research
guestions:

e Which procedure, i.e. an ‘intuitive-imitative’ amarch or a

holistic multimodal training brings better improvent in
Polish learners’ English pronunciation?

« How do students with different learning styles eadd the

holistic multimodal training?

A comment on the choice of the ‘intuitive-imitagivactivities,
juxtaposed with a multimodal approach in this stuslyin order.
Although, as mentioned earlier, a variety of pranation teaching
techniques have been suggested in the literaturethé Polish
educational context the traditional imitation tasksstitute the basis
of phonetic training and are the most frequentlyd(aften the only)
employed types of pronunciation activities (seg, 8Vrembel 2002,
Szpyra-Koztowska 2008). According to Celce-Muretaal (1996: 2),
“an Intuitive-Imitative Approach depends on theriea’s ability to
listen to and imitate the rhythms and sounds ofttiget language
without the intervention of any explicit informatig*

! Celce-Murciaet al. (1996: 2) contrast it with an analytic-linguistipproach which
“utilizes information and tools such as a phonatjghabet, articulatory descriptions,
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2. A holistic multimodal pronunciation teaching

Szpyra-Koztowska (2015) argues that effective pnmmation

instruction should be holistic and should develogdearners, to use
Dalton and Seidlhofer's (1994) terms, ‘sounds iee thody’ and

‘sounds in the mind.” Toward this purpose, she ps@s a holistic
multimodal approach to phonetic training which camels elements of
auditory, articulatory, cognitive and multisensargining. The four
components of this approach can be briefly chariaet as follows:

Articulatory training traditionally employed in phonetic
instruction, is aimed at the formation of new madtabits needed to
pronounce new sounds and sound sequences. Diffiypes of drills
should be employed e.g. using minimal-pairs (wenkl and
sentence-level drills), contextualized minimal paitongue twisters
and developmental approximation drills (Celce-Mat al 1996) in
order to achieve automaticity in the productionfafeign sounds.
Drills must be followed, however, by communicatiweriented
activities in which the drilled items appear inaiety of meaningful
contexts. Communicative pronunciation activitieshiechh focus on
meaningful practice are necessary to foster phoregtiry over’ from
the classroom to real-life situations (Morley 1994h important part
of articulatory training consists in developing l@arners native-like
articulatory setting, which helps them to improte guality of their
English pronunciation (Jenner 19%%yiccinski 2006).

Auditory training also found in traditional instruction, is needed
foster learners’ comprehension of spoken Englishwedl their
phonetic progress. It should initially involve basasks such as, for
instance, sound discrimination, noticing variousnutic features of
L2 and differences between sounds and prosodierpattof L1 and
L2. At more advanced levels students’ receptivdisskiught to be

charts of the vocal apparatus, contrastive infoionatand other aids to supplement
listening, imitation, and production. It explicitipforms the learner of and focuses
attention on the sounds and rhythms of the targeguage.” In the holistic

multimodal approach, intuitive-imitative techniquese part of articulatory and

auditory training, and analytic-linguistic acti@s belong to cognitive training.
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developed in order to improve their comprehensidndifferent

accents of English. An important principle of EFliudents’

pronunciation training should be the maximizatidrpbonetic input,
i.e. surrounding them with sounds of English baththe classroom
and outside it in an attempt to imitate at leasttigiyy natural

conditions of learning.

Articulatory and auditory training belongs not ynto the
traditional pronunciation teaching, but also cdog#s an
indispensable component of the multimodal appraadbocated by
Szpyra-Koztowska (2015). Nevertheless, in her psapdwo other
types of training occupy a prominent position.

Cognitive phonetiand phonological trainingshould complement
articulatory and auditory instruction in order tohance learners’
understanding of the basics of L1 and L2 phonedind phonology
through developing their phonetic metacompetence rarsing their
phonological awareness (Celce-Muretaal. 1996, Wrembel 2005). It
involves providing students with explicit informati on selected
aspects of L1 and L2 sound articulation and prasqaoperties,
comparing L1 and L2 sound systems (contrastiveyaisd| discussing
particularly important aspects of phonetic and phogical
interference from L1 on L2. Learners can also gejuainted with
various elements of the phonological system of 4it&h as selected
phonotactic constraints and phonological processes, compare
them with those of L1 (Szpyra-Koziowska 2002). Algem-solving
approach to these issues is advocated as bendbiciahternalizing
theoretical knowledge. This type of training is tadarly important
in the case of adult learners who need to undetstdrat they are
required to do. Thus, we promote conscious promtioci learning
and agree with Fraser (2006: 4), who argues thantmciation is a
cognitive skill...[which] involves both ‘knowing’ timgs about
language and being able to do things physically whe body.” Also
Moyer (2013: 3) maintains that “phonology is unigcempared to
other language realms because it relies on botlombetsed and
cognitive skills for perception and production.”
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Multisensory training(e.g. Celce-Murciaet al. 1996, Wrembel
2010) caters for the needs of students with differkearning
modalities (auditory, visual, tactile and kinesttiend complements
other types of instruction. It activates variousirshels of perception
in the course of holistic phonetic training andegrates auditory,
visual, tactile and kinesthetic learning by emphaydifferent kinds of
multisensory reinforcement. Due to it multimodair®ers acquire L2
pronunciation easier and faster as it allows fdtebecomprehension
and deeper processing of information. Moreovemadtkes phonetic
training more attractive and motivating to studerits observed by
Sankey, Birch and Gardiner (2010: 854), “studentgjaged in
learning that incorporates multimodal designs, wrage, outperform
students who learn using traditional approachels siitgle modes.”

Szpyra-Koztowska (2015) argues that the most #¥eghonetic
activities are those which incorporate several &imd multimodal
reinforcement, meant to benefit different types le&rners. Ear
training is particularly beneficial to auditory tears, phonemic
transcription and other visual aids (sound chadiagrams, head
cross-sections etc) appeal primarily to visual stusl while various
games involving movement and the use of props dsasedrama-
related activities are ideally suited to the kihest learning style.
Since in all instances the formation of the Engésind system in the
learners’ minds should be aimed at, cognitivelyellaactivities like
introducing elements of phonology or games whiciserdanguage
awareness are also advocated. Thus, ideally, varteghniques
should be employed in the course of holistic phiengtining and
applied to each phonetic issue which is being te&¥hile individual
elements present in this approach are well-knowd have been
postulated separately in various publications on gliEh
phonodidactics, it is an attempt to develop andgrate them into a
coherent method to be applied in EFL phonetic tngithat makes it
novel.
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3. Study

Below we present some relevant details regardiegetperiment: its
participants and their learning styles, the diatingzassage, the pre-
experimental recordings and their results, and ¢x@erimental

training.

3.1. Participants

The participants were two classes of 16 year-oldlesits of both

sexes (28 altogether) attending a senior secorstdryol in Stalowa

Wola and taught English by one of the authors (8si&k). The

students represented the pre-intermediate to iewate level of

general English proficiency, as shown by regulaal@ation tests

carried out by their teacher. The same cannot Ik aaout their

English pronunciation, assessed by the experingragrvery poor,

due to the almost total neglect of phonetic tragran the earlier stages
of their education.

Prior to the experiment, they were asked tmplete Learning
Styles Modality Preference Inventdrjn order to determine their
strength in the visual, auditory, kinesthetic/tgcthodalities.

Let us characterize different kinds of leasnefiefly.

Visual learnersneed to see something in order to understand and
remember it. Typically they have to take notes wamile everything
down.

Auditory learnersactivate mainly their aural channel so they have to
hear what they are to learn. Oral lectures andrd@ngs appeal to
them far more than written materials.

Kinesthetic / tactile studentdearning is largely enhanced through
body movement and a sense of touch.

The following modalities were identified amathg students.

2t is available at

https://api.ed2go.com/CourseBuilder/2.0/images/ressfprod/hss-
O/LearningStyles.pdfThis test has been selected for our study omarfy available
options mainly because of its fairly simple fornmida of questions to be responded
to, suitable for intermediate learners.
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Table 1. Strongest modalities of 28 participants

Strongest modalities Number of participants
visual
auditory
kinesthetic
visual-kinesthetic
visual-auditory
auditory-kinesthetic

l_\
PR BN |o

Table 1 shows that among 28 students the largesipgare visual-
kinesthetic (13), kinesthetic (7) and visual (53rteers, while those
with the strongest auditory modality constitute earity (3 pupils).

These results coincide with those found in othardiss (e.g.
Bukowski 2003) and suggest that basing pronunciatraining on

aural input only is of a limited appeal to learnefth a weak auditory
modality.

3.2 The diagnostic passage

For the purposes of the experiment a diagnosticsgues (see
Appendix 1), suitable for intermediate learnerseirms of vocabulary
and grammar, was written by the experimentersotitained several
words and phrases (see Appendix 2) with many oenues of each of
the tested phonetic features (specified below). #ayds judged by
the teacher to be unknown to the students werdapight to them
before the recording was made.

3.3. The pre-experimental recording
In each class 5 pupils were randomly selected Her subsequent
recordings (both pre-experimental and post-expeartialp They were
given the diagnostic passage to read silently. Néndy were
individually recorded in a secluded room, in strigee atmosphere. It
was explained that the recordings were needed &wearch
concerning difficulties of Polish students with Ealy pronunciation.
The following aspects of English pronunciatidmown to be
problematic for Polish learners, were selectedtlierpurposes of the
experiment: the interdental fricatives, the palatealars, the regular
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forms with the inflectional(e)d endings, strong and weak forms of
modal verbsdan, could, must, shoyldnd word stress in items with
stress-neutral suffixes (e.@ng,-ed, -ness, -ment, -er, }y

The interdentals, absent in Polish, are conynoeplaced by
Polish learners with either the dental plosivesl/ipr the labio-dental
fricatives /f, v/ (less frequently with dental #2) (e.g.mother[maver]
| [mackr]). English palatoalveolars i.ef,/3, f, d3/ are usually
substituted by Poles with their Polish postalveagquivalents. The
final consonant in the regular past tense suffixycally devoiced
(e.g.moveds usually pronounced as [muft] asdrtedpronounced as
[sortit]), in agreement with the Polish rule of Final @bent
Devoicing. Additionally, the selection of the sylla and nonsyllabic
allomorphs is also problematic to many learnersy.(¢udged
frequently mispronounced ad&@dsit]). As Polish has no weak forms,
and no stress-neutral affixes, these phenomenalsoea source of
pronunciation difficulties. Typically Poles empleyrong forms only
(e.g.l can go['aj 'ken 'gow]) and tend to stress penultimatdatjés,
e.g.fasci'nating, tole'rate§gSobkowiak 1996).

The analysis of the pre-test recordings has shbtannone of the
five aspects of English pronunciation tested irs thiudy has been
acquired properly by the 10 recorded participahtss means that the
selected features found in the diagnostic items fggpendix 2) were
not pronounced correctly by them and were rendémetypically
Polish ways specified abovélhe same observation holds true of the
participants from Group A and Group B.

3.4. Experimental phonetic training
Within the three-month experimental period Groupad Group B
were taught five phonetic issues, specified inise@.3.
« Group A- was taught pronunciation by means of imitation
activities only

® The recordings were assessed by the experimeatetisorily. In cases of doubt
spectrographic analysis was employed.
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e Group B — was taught pronunciation holistically, in a
manner described below

In both groups the same amount of time was deviotgdonunciation
training, i.e. about 10 minutes per lesson (3 tim@geek). For reasons
of space limitations all the activities employed time course of
phonetic training cannot be described here in d&alow we present
the employed approach only to two selected isstes:interdental
fricatives and inflectional endings.

3.4.1. The interdental fricatives

A problem notoriously difficult for many foreigndeners of English is
the pronunciation of the interdental fricativesseitt in the majority
of languages. We adopted the following procedurdetich these
sounds in the experimental group.

First, some sound discrimination tasks werg@leyed. In one of
them learners placed the following phonetic symbats separate
cards, with the interdentals marked with a diffé@lour: /t, d, f, v, s,
Z,0, d/. Then the teacher read a list of minimal paingch begin with
these consonants, eft — thin, sink — think, ten — then, tank — thank,
day — they, tree — thre@fter listening to each pair the students raised
the appropriate two symbols representing the sotirsheard. If the
answers were incorrect, the teacher repeated a giged pair.

Next the teacher read a variety of words wlifferent consonants
and the pupils’ task was to raise a card with thadcription symbols
representing the interdentals if such a sound wasd in a given
item, e.g.bass, bathe, Beth, mother, mutter, frill, thrilkttier, fuss,
butter, bother, brotherThe words with the ‘th’ consonants were then
repeated (chorally and individually).

A game-like multimodal activity followed. Theacher prepared
several cards with nouns containing interdentalghvivere familiar
to the learners, e.garth, thief, birthday, father, weather, clothés.
selected student presented the content of a gieem by means of
gestures or drawings. The remaining learners trieduess which
word it was with a prompt that it comprised a ‘tonsonant, and
repeated the item after the teacher. Body movemands gestures
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were also employed to express the meaning of sedhsvashank,
think, throw, thread, bathe, breatle more difficult nouns likelepth,
length, width, strength.

The next task required students to write sentewtgsh contained

as many words with the interdentals as possilie, e.
His mother, father and brother gave him three thiieg his thirtieth birthday.
| think this thin thief with bad teeth was not asahhy as he thought.

The most interesting sentences were then selegtguiils for oral
practice.

Then a simplified articulatory description léaed. The teacher
explained in Polish the difference in the articwiatof the relevant
fricative pairs: /f, v/, Is, z/ an®/ &/ by showing that in the first case a
gap occurred between the lower lip and the upphtén the second
between the tip of the tongue and the back of thgeun teeth (in
Polish) and the alveolar ridge (in English) and tbe English
interdentals the tip of the tongue is usually ptabetween the upper
and the lower teethThe students were encouraged to use mirrors to
observe the action of visible articulators.

Next, the relevant sequences of fricatives, /i/, /s/, ©/ and /V/,
Iz, 18/, were practiced in minimal pairs, efig. — sin — thin, sing —
thing, fought — thought, sink — think, mouse — imout

Subsequently, the instruction focused on ftiflerdnces between
the interdentals and the corresponding Polish yssii.e. Bb/ and
P/t/, E I8/ and P/d/, with an explanation that tonpunce B/, the
learners can first produce Polish /t/ and then ramibe tip of the
tongue from the upper teeth slightly to form a dmarrowing
through which the air should be pushed out. Theesamas done with
regard to E/&/ and P/d/. Bilingual near minimal rpawere then
employed for practice, e.g.tink‘plaster’ — E think, P tam ‘there’— E
thumb,P tyk ‘tick’ — E thick, Ptryl ‘trill’ — E thrill, P pat ‘stalemate-
E path

4 It is possible to pronounce the consonants intipresiso in some other ways (see
Cruttenden 2008), but the interdental articulatothe easiest to show and practice.
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3.4.2. Inflectional endings
The students first listened to pairs of presensdeand regular past
tense verb forms, such agant — wanted, work — worked, clean —
cleanedand repeated them first chorally, then individually

Also, the participants were asked to prepare ségets of cards of
three different colours with /t/, /d/ andl/ written on them.

t d d

Other cards contained different regular verbs emndina variety of
consonants and vowels, ewant, work, mend, pick, die, love, join,
wash, watch, judge, paint, rob, sail, enjoy, decilge students’ task
was to match the verbs with the appropriate endayggutting paper
cards from the two sets together. Then the proatioci of regular
past tense forms was practiced.

The next step involved problem solving. The pgtats were
asked to formulate the rule responsible for th&itisgtion of the three
inflectional suffixes. The first issue to determiwas the occurrence
of the syllabic (/) versus nonsyllabic endings (/t/ and /d/). Ferrth
the conditions on the attachment of the voiced \avideless suffixes
were specified. This was combined with an explamatoncerning
word final obstruent devoicing in Polish and ladksach process in
English.

Finally, the teacher produced a sentence in thegmt tense with
some verbs from the pool and indicated a studewt wdis to change
it into the past tense at the same time showingctr@ with the
appropriate ending to the rest of the class, e.g.

Teacheri pull and push very hard. Student:He pulled and pushed
very hard

Teacher:l mend and paint it all day. -Student:He mended and
painted it all day.

The teacher also asked a series of questions theeas to which
required the use of past tense forms, e.qg.

What did he cook? Why did they move here? Whatadighaint?
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3.5. The post-experimental recording

After three months ten students from Group A andu@rB recorded
earlier were re-recorded while reading the samgnaistic passage to
which they had no access during the experimentadghe

3.6. The questionnaire

After the experiment the pupils in both groups wasked to complete
a gquestionnaire meant to examine their assessrhérg experimental
phonetic training, its attractiveness and effectags.

4. Results

Below we present the results of 10 participants fidmn the
experimental Group B, 5 from the control Group Ahovwere
recorded prior to the experiment. As mentionedeictisn 3.3., in all
cases the pre-experimental recordings showed 0%hefcorrect
rendition of the tested features in the diagnostems. The
percentages in the tables below indicate the copreniunciation of a
given feature after the experiment.

Table 2. Results of the experimental group.

Infl. Word | Overall

th end. | Pal.alv | S/WF | stress| progress
P1 80% 80% 100%| 100% 409 80%
P2 100% 40% 100% 80% 809 76%
P3 100% | 100%| 100%| 100% 100y 100%
P4 40% 60% 60% 60% 609 56%
P5 80% 100%| 100% 80% 80% 88%

mean | 80% 76% 92% 84% | 72% 80%

The mean progress made by the experimental grooprato a very
high figure of 80%. The biggest improvement conserthe
pronunciation of palatoalveolars (92%), the smalle®rd stress
(72%).

Table 3 shows the results of the control group.
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Table 3. Results of the control group.

Infl. Word | Overall
th end. | Pal.alv| S/WF | stress| progress
P1 40% 60% 0% 40% 80% 44%
P2 40% 20% 0% 20% 40% 24%
P3 60% 80% 60% 60% 609 64%
P4 80% 20% 40% 20% 809 48%
P5 40% 60% 0% 40% 60% 40%

mean | 52% 48% 20% 36% 68% 44%

In this case the mean progress was 44%, which igmgmessive
achievement, but not when compared with the twichigh result of
the experimental group. The greatest improvemecuroed in the
case of word stress (68%), the smallest (20%) waitpard to the
palatoalveolars.

These results clearly indicate that the holistidtimodal approach
to phonetic training is more effective than thediianal ‘intuitive-
imitative’ procedure, particularly in the case dfidents with the
dominant visual and kinesthetic/tactile learningest, who constitute
the majority of learnersThus, what matters is not only the amount of
time devoted to pronunciation practice, but theiahoof proper
instructional procedures.

Interestingly, the best and the worst mean resuksexactly the
opposite; in the control group the biggest progess made with
regard to the proper placement of word stress — 68280 in the
experimental group), while the pronunciation of gbehlveolars
improved only by 20% (92% in the experimental gnouphis
suggests that the effectiveness of different tewctéchniques largely
depends on specific aspects of pronunciation.

5. The questionnaire
After the experiment Group B was asked to complateshort
questionnaire in which the pupils evaluated thetimoldal phonetic

® It should be added that the high results obtaindmth groups can also be attributed
to the fact that the recordings were made direzfigr the end of the experiment. A
delayed post-test would be needed to see how duilablresults of the training are.



Verifying a holistic multimodal approach to pronuation training 195

training they had received. Below we include a cee of
representative opinions.

The first question was as follows: “Do you thinkuy English
pronunciation has improved in the course of thimitng?” Almost all
the participants (12 out of 13) were of the opintbat due to the
multimodal training their English pronunciation imped and only
one learner chose the “I don’t know” option.

The second question, i.e. “Which activities haweu yfound
particularly useful?” was meant to elicit the peigants’ opinions on
specific activities employed in the course of phandraining.
Interestingly, cognitive and multimodal activitiefjut not the
traditional articulatory and auditory tasks werg¢enf mentioned as
particularly effective. The pupils regarded phondtanscription as
the most useful technique by commenting on it m fiillowing way:
“Due to learning phonetic symbols | can find in iatidnary how a
word is pronounced.” “I liked writing words in tracription and then
pronouncing them aloud. | can remember them bttsgway.”

Other cognitive activities were also positivelyakated, e.g. “I
liked all tasks in which we compared the pronunaratof similar
English and Polish words and explained the diffeesti “I had no
idea there are simple and useful rules how to prmoe ‘edwards’
(words with the -ed ending).”

These were multisensory activities, however, whiebeived the
most enthusiastic comments, e.g. “It was fun toirsifront of the
mirror and watch my tongue while pronouncing ‘th"l enjoyed
raising cards with /t/, /d/ andid/ when different verbs were
pronounced by the teacher.”

Finally, many pupils expressed their general views the
multimodal training, e.g. “I really needed all tkoactivities. Now |
feel more confident when | speak English.” “I had iea that
learning English pronunciation could be so cool.”

Negative comments were infrequent and concerneéividual
learner’s dislike of specific activities (e.g. ‘hibk there were too
many activities with the -ed ending”), which, irew of their different
learning styles, was to be expected.



196 Jolanta Szpyra-Koztowska, Stawomir Stasiak

6. Conclusion

The results of the experiment reported in this pajgnonstrate that
the holistic multimodal approach to phonetic tragivhich involves
articulatory, auditory, cognitive and multisensa@sgtivities is more
effective than the traditional ‘intuitive-imitativetasks since the
former caters for the needs of students with difiedearning styles
while the latter is suitable mainly for auditory ateers. As
kinesthetic/tactile and visual learners outnumhselitary ones, and all
students employ more than one modality in the iegriprocess, a
holistic multimodal training is superior to insttion which focuses
on one channel of perception and processing ofnmddon only. This
means that the choice of proper instructional pitaces is of primary
relevance to the effectiveness of pronunciatioctire.

The post-experimental questionnaire carried outorgm the
participants revealed their very positive reactibmghe multimodal
training they had received. It was evaluated asonbt effective, but
also attractive and stimulating interest in acaugriproper English
pronunciation.
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Appendix 1. The diagnostic passage

Arthur, his brother and their father and motherpwiere both advertising managers,
moved to another town last year. His mother wasereellent organizer so they
quickly sorted out and packed their stuff, loadeithito a van and sent it to their new
place, which had already been prepared for thenceSihen Arthur’s life changed a
lot, but he adjusted fast to the new situationfdimd his new school challenging, but
also a hit terrifying. His maths teacher Mr Jones wery strict. On the first day of

school he said to his thirty three pupils: “You matop being childish and should
work hard. You can learn here many absolutely feggig things: how to do addition,

subtraction, multiplication and division. Your déwement and progress will be

constantly watched and judged carefully. No laznesguld be tolerated. You must
accept the new rules. You should and you can.”

Appendix 2. A list of items employed in the expegimx

1. The interdental fricativesArthur, brother, father, both, another, mother,
maths, thirty, three, things

2. The palatoalveolarsnanagers, adjusted, situation, teacher, Jonesdisthi]
addition, subtraction, multiplication, division

3. Inflected verbs: moved, sorted, packed, loaded, prepared, changed,
adjusted, watched, judged, tolerated

4. Strong and weak formgou must stop, you should work hard, you can learn
here, could be tolerated, must accept, you should,can

5. Word stress:advertising, managers, organizer, challenging, iiagting,
terrifying, absolutely, development, constantljeitated



