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This master's thesis examines Finnish EFL (English as a foreign language) teachers' perceptions and 
attitudes about the prosodic features of English, and the importance of these features for English 
learners in Finland. Prosodic features such as intonation and word stress have been sometimes 
neglected in English teaching, or regarded as less essential compared to other parts of the language. 
One of the principal goals of this thesis is to investigate whether teachers in Finland share this view, as 
well as discuss the challenges they see in teaching English prosody. The theoretical framework of the 
thesis consists of theory on English prosody and its communicative functions, as well as second 
language acquisition and language learning. 

An electronic questionnaire for EFL teachers in Finland was used as a data collecting method. The 
23 respondents of the survey indicated their opinion on 23 statements and provided longer responses 
to four open-ended questions. The results of the survey were correspondingly analyzed combining 
quantitative and qualitative research methods. The group of respondents displayed a certain 
demographic heterogeneity, as their teaching experience varied from nine months to 32 years, and they 
had worked on several different levels of education. 

The results of the study indicate that English teachers in Finland generally regarded intonation both 
as an essential part of English communication, and as a valuable feature for learners. Many 
respondents acknowledged that learners who speak Finnish as their first language may experience 
challenges in learning English intonation and stress due to the differences in the prosodic systems of 
the two languages. In addition, young age of learners was frequently seen as an advantage in the 
acquisition of prosody, whereas difficulties were anticipated in the acquisition for older learners. Most 
respondents evaluated the teaching materials of their students as adequate for learning about intonation 
and stress, although the results for these questions displayed responses for the contrary as well. 
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Tämä Pro Gradu -tutkielma tarkastelee suomalaisten englanninopettajien käsityksiä englannin kielen 
prosodisista ominaisuuksista, sekä näiden ominaisuuksien tärkeydestä englannin kielen oppijoille 
Suomessa. Prosodisia ominaisuuksia, kuten intonaatiota ja sanapainoa, on usein laiminlyöty 
englanninopetuksessa, tai niitä on pidetty vähemmän tärkeinä muihin kielen ominaisuuksiin verrattuna. 
Yksi tämän tutkimuksen pääasiallisista tavoitteista on selvittää ovatko opettajat Suomessa myös tätä 
mieltä, sekä tarkastella haasteita, joita he näkevät englannin kielen prosodian opettamisessa. 
Tutkielman teoreettinen viitekehys koostuu teoriasta koskien englannin kielen prosodiaa ja sen 
viestinnällisiä toimintoja, sekä toisen tai vieraan kielen omaksumista ja kielenoppimista. 

Tiedonkeruuvälineenä tutkimuksessa käytettiin suomalaisille englanninopettajille suunnattua 
sähköistä kyselylomaketta. Kyselytutkimuksen 23 vastaajaa ilmaisivat mielipiteensä 23 väittämään ja 
kirjoittivat pidempiä vastauksia neljään avoimeen kysymykseen. Näin ollen kyselyn tulokset arvioitiin 
yhdistämällä määrällisiä ja laadullisia menetelmiä. Vastaajaryhmä osoittautui monimuotoiseksi, sillä 
heidän työkokemuksensa opettajana vaihteli yhdeksästä kuukaudesta 32 vuoteen, ja he olivat 
työskennelleet monilla eri koulutusasteilla. 

Tutkimuksen tulokset osoittavat, että englanninopettajat suomessa yleisesti pitivät intonaatiota sekä 
merkittävänä osana englanninkielistä viestintää, että tärkeänä sisältönä oppijoille. Moni vastaaja 
tiedosti, että suomea äidinkielenään puhuvat oppijat voivat kokea vaikeuksia opetellessaan englannin 
kielen intonaatiota ja painotusta näiden kahden kielen välisistä prosodisista eroista johtuen. Lisäksi 
oppijoiden nuorta ikää pidettiin etuna prosodian omaksumisessa, kun taas vanhempien oppijoiden 
kohdalla ennustettiin ongelmia. Valtaosa vastaajista arvioi oppilaidensa käyttämien oppimateriaalien 
olevan kelvollisia välineitä intonaation ja painotuksen oppimiseen, mutta tästä asiasta oli havaittavissa 
myös vastakkaisia näkemyksiä. 
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1 Introduction 

Prosodic features of language – such as intonation and stress – hold a unique position in the 

acquisition process of any language. Even before learning to identify and produce vowel and 

consonant sounds, infants often both perceive and replicate changes in pitch and amplitude 

(Chun 2002, XIII). However, even after vowels and consonants (and with them, entire words) 

are introduced into a child's linguistic repertoire, the presence of the already familiar prosodic 

features does not disappear. In English, intonation and stress serve as features which 

complement the segmental features (i.e., vowels and consonants) to, for example, create new 

meanings, organize information, display the speaker's perspective or attitude, and to establish 

conversational cues for the interlocutors. In other words, the prosodic features are an important 

tool for spoken communication. 

It could be assumed that because of the early acquisition process of prosodic features and 

their conversational value for English, it would be considered an essential feature for learners 

of English as a second or a foreign language. Due to globalization and the influence of 

anglophone societies and their cultural and economic power, English has become the default 

medium for international communication, with its international users outnumbering users of 

English who speak it as their mother tongue. And yet, the actual situation points to the contrary, 

as many linguists have observed that very little emphasis is given to the importance of teaching 

these features, or their teaching has been avoided altogether (Chun 2002, XIII; Lengeris 2012, 

25‒26). 

Although there is ample literature on the significance of prosodic features for verbal 

communication in English, as well as studies on L2 English speakers’ prosodic performance, 

research on prosody teaching specifically remains shallow, which to some extent may be a 

logical conclusion of the abovementioned undervaluing of its importance. Many studies 

introduced later in this thesis have examined classroom practices regarding pronunciation 
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teaching and teacher cognitions about pronunciation teaching, yet prosody is often mentioned 

in passing or omitted altogether in them. Furthermore, English pronunciation teaching in 

Finland has likewise been studied very little, and in these previous studies, teachers’ own 

perceptions and attitudes towards the matter have not been discussed. 

This thesis aims to examine Finnish EFL teachers’ perceptions regarding selected 

prosodic features of English – intonation and stress – and their role in teaching and learning. 

The study is carried out as a questionnaire-based survey research, combining both quantitative 

and qualitative research methods. 23 teachers participated by filling an electronic questionnaire 

in which they were asked to indicate their beliefs and attitudes to several statements and 

questions regarding EFL teaching and prosody. The results from the questionnaire are analyzed 

to answer the following research questions:  

1. What kind of attitudes do English teachers in Finland have towards English 

intonation? 

2. How important is it for Finnish students to learn English prosody according to 

English teachers in Finland? 

3. What kind of challenges do English teachers in Finland see in teaching and 

learning prosody? 

4. How do English teachers in Finland evaluate their own training in prosody-related 

issues? 

The theoretical background of the study consists of literature on English intonation and 

stress, and second language acquisition. Thus, the study pertains to the research fields of 

phonology, communication, as well as second language acquisition and language teaching. By 

answering the research questions, the thesis attempts to account for the research gap mentioned 

above, revealing teacher cognitions and attitudes towards prosody, which is something that has 

not been extensively studied thus far. Moreover, the results of the study will be discussed to 

potentially find reasons for the lack of English prosody teaching in Finland, which was 

discovered by Tergujeff et al. (2011) and Tergujeff (2012). The contents and results of the two 

studies will be introduced in subsection 2.3.2. 
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This thesis consists of six chapters. After this introductory chapter, the theoretical 

framework of the study is established in chapter 2. Chapter 3 introduces the research data and 

the method of research. The results of the study are displayed in chapter 4, after which the 

results will be further discussed in chapter 5. The concluding chapter discusses the limitations 

of this study and any implications for future research. 
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2 Theoretical framework 

This chapter introduces the theoretical framework for the study. To begin with, the different 

functions of English prosody will be discussed. Then, learning English as a second or a foreign 

language will be considered, including goals of learning, and aspects which affect the learning 

process. As a continuation, the themes of the first two sections will be combined in order to 

reflect upon the role of prosody in international English learning. To conclude the chapter, 

factors concerning English teaching and learning specifically in Finland will be examined.  

2.1 English prosody 

This section will discuss some basic aspects of English prosody, first and foremost intonation, 

followed by discussions on sentence stress and word stress. In this study, the use of these terms 

follows the definitions and hierarchy established by Chun (2002, 3–10). Prosody and prosodic 

features are used as a more general “umbrella-term”, or hypernym. More specific features 

which fall under this category are intonation, rhythm, and stress, which is furthermore divided 

into sentence stress and word stress. While a distinction is made between these co-hyponyms 

of prosody, they should not be considered as entirely separate and individual parts of prosody, 

as will be explained below. Moreover, the terms suprasegmental features and suprasegmentals 

are used interchangeably with prosody, especially when making comparisons with segmental 

features, i.e., vowel and consonant sounds.  

2.1.1 Intonation 

Intonation refers to pitch variation in speech, and it is frequently described as the “melody of 

speech” (Wells 2006, 1). While this description of melody is a fitting one, a key difference 

between speech and musical melody is that pitch and variation in speech are relative rather than 

absolute. Even though pitch and pitch variation can be measured in Hertz, there are no specific, 

absolute values for the melody of any language, but rather, the pitch of each individual speaker 
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varies due to their physical properties, age, gender, etc. Additionally, neither intonation nor 

pitch are universal across all languages, and contrasts between the intonational systems of 

different languages are sometimes stark. 

Intonation in English is often described as a marker of attitudes and emotions (Wells 

2006, 11), as well as a grammatical marker which distinguishes between sentence types. As 

Chun (2002, 52) states, “in English, statements, wh-questions, commands, and exclamations 

traditionally are described as having falling intonational patterns and yes-no questions as 

having typically rising patterns”. While both statements are true, and both functions essential, 

the reality of the matter is far more complex. 

According to Halliday and Greaves, the English intonational system consists of five pitch 

contours, or tones (2008, 44). The tones are numbered 1–5; tone 1 is falling, tone 2 is sharp 

rising (and sometimes preceded by a sharp fall), tone 3 is level rising, tone 4 is fall rising, and 

tone 5 is a rise falling tone.  

 

        (Halliday & Greaves 2008, 45) 

In addition to these simple tones, tones 1 and 3 as well as tones 5 and 3 can be combined to 

form the compound tones 13 and 53 (ibid.). 
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The use of a specific tone can create meaning both logically and interpersonally (ibid. 

47). Tones 1 and 2 are the most common ones; the falling tone 1 is used in standard declarative 

utterances, while tone 2 usually has an interrogative function, and is used especially with yes-

no questions. Tones 3 and 4 are used, for example, to indicate grammatical relation between 

two clauses, as in the following two examples from Halliday and Greaves (ibid.): 

// 3 you buy the tickets // 1 and I’ll pay for the dinner // 

// 4 if you buy the tickets // 1 I’ll pay for the dinner // 

In these examples, the double forward slashes indicate tone group boundaries, while the 

number indicates the tone. Here, the combination of a level-rising tone followed by a falling 

tone in the first example creates the logical meaning of coordination, while a fall rising tone 

combined with a falling tone in the second example indicates subordination. What is interesting 

is that, as Halliday and Greaves (ibid.) note, there is a certain redundancy in the use of these 

tones, as coordination in the first example is additionally indicated by the grammatical structure 

and the coordinative conjunction “and”, whereas in the second one, the grammatical structure 

indicates subordinance (if X, then Y). While it could be argued that intonation is redundant in 

logical or obvious cases such as these, it is important to acknowledge that the redundancy and 

obviousness immediately disappear if the tones of the respective phrases are reversed. If the 

first example phrase was uttered using the tones of the second phrase, the likely interpretation 

for the relation of the clauses would be subordinance rather than coordination (ibid. 47–48). In 

other words, the tones dictate the relation over the grammatical structure in this case. 

For the interpersonal meanings of tones, Halliday and Greaves use the same utterance “I 

like it” for all five tones to exhibit the differences in meaning (ibid. 50): 
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Utterance Tone Meaning/function 

“I like it.” 1 (Falling) Neutral statement 

“I like it.” 2 (Sharp rising) Defensive/challenging 

“I like it.” 3 (Level rising) Indifferent, uninterested 

“I like it.” 4 (Fall rising) Reserved 

“I like it.” 5 (Rise falling)  Enthusiastic 

 

In these examples, the utterance is used to indicate the speaker’s perception about a painting. 

Tone 1 is the standard neutral statement or response and requires no further discussion. Tone 

2 would likely be used in a situation where the speaker has been previously assumed to not like 

the painting. While it was earlier stated that tone 2 is often used as an interrogative, here it is 

not used to indicate any kind of uncertainty. Tone 3 indicates that while the speaker states 

liking the painting, they might not feel interested enough about the matter to have a strong 

opinion for or against. Tone 4 is used to display some level of reservedness on behalf of the 

speaker, and these types of utterances are usually followed by a clause starting with “but”, such 

as “I like it, but I would not buy it”. Finally, tone 5 emphasizes the utterance, meaning that the 

speaker really likes the painting a lot. As can be seen from these examples, the use of tones 

adds ample meaning to utterances, something which cannot be deducted from the grammatical 

structures of the utterances alone. 

Outside of grammar, intonation is sometimes described as a marker of attitudes and 

emotions. The attitudinal functions of intonation should not be seen as entirely separate from 

the grammatical functions. In fact, the one thing the previous examples from Halliday & 

Greaves perhaps most display is the difference in the speaker’s attitude towards the painting, 

yet they classify it as a part of lexicogrammar. As Couper-Kuhlen states, it is a “fundamental 

mistake” to consider the attitudinal and grammatical functions of intonation as “discrete and 
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non-overlapping” (1986, 182). This means that grammatical functions should not be considered 

entirely free of attitudes, nor should attitudinal functions be considered “purely attitudinal” 

(ibid.). 

The link between grammar and emotional functions of intonation, however, has been 

questioned, and precisely because of this, emotional and attitudinal functions should be 

separated from each other, rather than paired together. Quoting and translating Lieb, Couper-

Kuhlen states that an “angry person does not raise his voice in English or in German but simply 

in anger” (1986, 173), leading to the conclusion that emotion-triggered pitch variation is an 

impulsive physiological reaction, whereas the expression of attitude by intonation is something 

deliberate and cognitive (ibid. 174). 

Additionally, the functions and significance of intonation in relation to discourse have 

been discussed. Discourse has been described as “anything [in language] beyond the sentence” 

(Tannen et al. 2015, 1), and as “language in use” (Brown & Yule 1983, 1). Logically, then, 

discourse intonation deals with functions beyond the sentence level, to establish coherence in 

longer discourses (Chun 2002, 56). Some of these functions are establishing information focus, 

marking sentence boundaries, as well as conversational conventions such as introducing a new 

topic or maintaining a current one, and signaling conversational turns (ibid.). The first one, 

information focus, requires some closer inspection, as its realization in phonology is not 

restricted to simple pitch movement. 

Information focus refers to the act of making certain parts of speech more prominent than 

others. This prominence is indicated through a heightened pitch, as well as an increase in the 

duration and amplitude of the focused word or words. The phrase “My father's name is John” 

would likely be uttered as a standard declarative sentence, i.e., using the falling tone 1 

introduced above. However, since John is the focus of information in the phrase, this fall occurs 

on the word John, while the preceding part of the phrase would be uttered somewhat 
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monotonically. The point of focus is called the tonic element (Halliday & Greaves 2008, 56), 

or pitch accent (Chun 2002, 7). Information focus is used to differentiate between old or given 

information, and new information (Chun 2002, 58; Halliday & Greaves 2008, 56), and in 

English, new information is most often introduced in sentence-final positions. 

Focus and its location can, however, change. The same example phrase functions 

perfectly well if the point of focus is on the word ‘father’, i.e., “My father’s name is John”. But 

since the emphasis and the new information it conveys are on a word which is in non-final 

position, the sentence carries a special, or marked focus (Halliday & Greaves 2008, 56). 

Consider the following conversation: 

A: Is your brother’s name John? 

B: No, it's James. My father’s name is John. 

Here, speaker B does not emphasize the name John, since it has already been mentioned in the 

conversation, and thus treats it as given information. Instead, speaker B emphasizes the word 

‘father’ to create contrast with the previously introduced word ‘brother’, and this kind of 

marked focus is called contrastive focus. The marked version of the sentence would likewise 

be uttered with a falling tone, but the fall would occur on the word ‘father’. 

Halliday & Greaves (2008, 54) call this organization of information tonicity. A closely 

related term which is often used is sentence stress, referring to the stressed or emphasized 

words within a sentence. Chun (2002, 7–9) uses the term stress to refer to all prominence, while 

reserving the term accent to mean pitch accent, i.e., any prominence where pitch is involved. 

A similar usage of terms will be applied in this thesis. The term intonation is used to refer to 

pitch movement, while sentence stress is used to refer to prominent words in sentences, 

phrases, and utterances. The same division between intonation and sentence stress is used in 

many studies later introduced in sections 2.2 and 2.3, as well as in the questionnaire of the 

current study. However, despite this division the prosodic elements of intonation or pitch 
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movement, and sentence stress or information focus should not be seen as independent and 

entirely separate phenomena, but as something that affect and complement each other. 

2.1.2 Word stress 

As established previously, sentence stress is used to emphasize new and essential information 

within a sentence. Stress additionally occurs on a smaller level, within individual words. Word 

stress refers to the stressed or emphasized syllables of words. Avery and Ehrlich (1997, 66) 

differentiate three distinct word stress categories for English: major stress, minor stress, and 

unstressed. In the English word distant [ˈdɪstənt], the first syllable receives major stress, while 

the second syllable remains unstressed. Additionally, in the three-syllable word acrobat 

[ˈækɹəˌbæt], major stress likewise falls on the first syllable, minor stress on the final syllable, 

while the second syllable is unstressed. A key difference between sentence stress and word 

stress is that unlike with sentence stress, the location of word stress is not subject to change, 

meaning that the first syllable of DIStant must always be the stressed syllable, and emphasizing 

the second syllable (disTANT) would be considered an error in pronunciation (ibid. 67). A 

slight exception to this is homonymous noun-verb pairs where stress determines the word class 

of the word. When the word insult receives word stress on its first syllable (INsult), it is a noun, 

whereas stressing the second syllable makes it a verb (inSULT). 

While there are some rules and presumptions regarding word stress placement in English, 

word stress is notable for its irregularity. Some 90 per cent of two-syllable nouns in English 

have word stress on the initial syllable, while more than 60 per cent of two-syllable verbs are 

stressed on the final syllable, as exemplified by the two forms of insult above (ibid.). Although 

these percentages are high, especially with disyllabic nouns receiving word-initial stress, it 

should not be taken as a general rule, nor should it be assumed that stress shift occurs with 

every word that is both a noun and a verb. The word request functions as an example of both a 

noun where stress falls on the second syllable, and a noun-verb pair without stress shift. 
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Moreover, suffixation may result in the location of stress changing in words with Greek, Latin, 

or French origin (Kreidler 2004, 79). In the word PHOtograph, word stress falls on the first 

syllable, but adding a suffix creates a stress shift, moving the major stress to the second or the 

third syllable, e.g., phoTOgraphy or photoGRAphic (Avery & Ehrlich 1997, 69; Kreidler 2004, 

79). In addition to this irregularity and lack of clear-cut rules regarding word stress, the 

orthographic system of English makes no distinctions between homonymous words with 

differing word stress, unlike languages such as Spanish, where stress rules are quite strict and 

diacritical marks are used to indicate deviance of these rules and to differentiate between words 

which otherwise would be homographic (e.g., hablo ‘to speak’ 1st-sg. present vs. habló ‘to 

speak’ 3rd-sg. simple past). 

Additionally, word stress is of relevance to sentence stress since English employs a 

bottom-up method of assigning information focus. In situations where information focus is on 

a multisyllabic word, the pitch accent is located on the stressed syllable of the word (Gordon 

2013, 88). Accordingly, a misplaced word stress on the word which receives information focus 

will lead to a misplaced pitch accent as well.  

2.2 Second language acquisition and English in international contexts 

This section focuses on second language acquisition and foreign language learning in general, 

the role of prosody in learning English in contexts other than as a first language, as well as 

factors affecting language learning, such as learner age and language transfer. To begin with, 

some terminology needs to be established and explained. Second Language Acquisition 

(henceforth SLA) is a term used when discussing the process of acquiring or learning an 

additional language that is different than a person’s mother tongue. Two other closely related 

terms in this study are English as a Second Language, or ESL, and English as a Foreign 

Language, or EFL. The key difference between these two terms is the context and setting in 
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which the acquisition takes place. In much of linguistic research, ESL is used to describe 

situations where the learner of English lives in an English-speaking country, where as EFL 

describes situations where this is not the case. For example, a German-speaking person who 

resides in the United Kingdom is likely to learn English as a second language, whereas a 

German-speaking person in Germany would learn it as a foreign language. Cook (2008, 12) 

uses the term SLA to mean all language learning regardless of the context, meaning that both 

ESL and EFL would fall under the broader term SLA, and the same approach is assumed in 

this thesis. However, in some instances it is necessary to differentiate between ESL and EFL, 

as some research which focuses specifically on learning taking place in English-speaking 

countries may not be entirely relevant to the current study. Additionally, the term L2 speaker 

will be used in this thesis to refer to a speaker who does not speak the language in question as 

a first language, regardless of the speaking and learning environment they are in, and regardless 

of how many languages they speak. 

Two additional terms are ELF and EIL. The first one, English as a Lingua Franca, is 

used to both describe the role of English as a lingua franca and especially as a term for a specific 

variety of English which serves as a medium of international communication. The second term 

English as an International Language very closely resembles this latter distinction of ELF. 

However, when discussing the context in which English is used, English as an International 

Language differs from English as a Foreign Language in that EFL studies usually assume that 

one party of a conversation is an L1 English speaker and the other an L2 English speaker, while 

EIL describes situations in which neither party is an L1 speaker. The terms ELF and EIL are 

further discussed in subsection 2.2.2. Before any discussion on the role of prosody in these 

numerous contexts and varieties of English, it is necessary to examine the goals of SLA. 
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2.2.1 The goals of Second language acquisition 

The reasons for learning a second or a foreign language, and the goals attempted to reach via 

the learning process, are varied and many. Some of them, as Cook states (2008, 211), are quite 

self-explanatory and obvious, such as the need for a person to learn the local language after 

permanently relocating to a different country. Cook categorizes between central goals, which 

mainly consider ESL contexts; international goals, which deal with contexts such as EFL and 

ELF; and individual goals, which can be tailored according to the specific needs of the 

individual learner (2008, 205). Some of the goals listed by Cook for the international goals – 

which are relevant to our context of teaching English in Finland – are learning a language in 

order to obtain a career which requires it, obtaining access to higher education and/or research 

and information, as well as knowing a language for travelling purposes. Even without analyzing 

these reasons more deeply it is evident that the goals listed do not, and will not, pertain to all 

learners. 

While curricula dictate certain criteria for learning that every student needs to fulfill, 

some of the students will not need to know the target language as much or as well as others. In 

other words, while the curricula are uniform frameworks for all learners, the goals of learning 

are not. This is perhaps even more true to the individual goals of a learner, which stem from 

the students’ own interests and attitudes (Cook 2008, 209). Some may wish to learn a language 

in order to learn about different cultures, others might treat it as a form of cognitive practice, 

and then there are some who see language lessons simply as language lessons, i.e., another 

academic school subject (ibid. 209–210). As the learners’ personal goals vary, certain aspects 

and parts of the target language may be more important to some learners than others. It is the 

teachers’ job, however, to implement the crucial parts in their teaching. 

In ESL and EFL teaching, pronunciation has sometimes been restricted to merely 

teaching the sounds in isolation, or it has been avoided altogether. Chun (2002, 81) mentions 
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that a possible reason for this avoidance is the shift from linguistic form towards 

communicational competence and “getting the message across”, yet this seems counter-

productive since more accurate phonological performance would likely be a factor that helps 

getting that message across. While historically pronunciation teaching has focused on the 

teaching of segmental sounds, Chun argues that prosodic or suprasegmental features are 

essential, if the goal of the learners is to achieve a “near-native” or “socially acceptable” 

pronunciation (ibid. 82–83). But since obtaining a near-native phonological performance is not 

a realistic or even a desired goal for many learners, the importance of prosody in situations 

where communication and mutual intelligibility are valued over nativelikeness should be 

discussed. 

2.2.2 English as a Lingua Franca & Intelligibility 

A large proportion of studies on English as a Lingua Franca (ELF) acknowledge that 

historically, native or “standard” varieties of English have been established as the normative 

models against which the English of all learners, regardless of their L1, is compared. Moreover, 

for many ELF researchers this should not be the case, and not every nook and cranny of English 

is equally important or useful for international communicators. Seidlhofer (2011, 87‒88) states 

that English has been likened to the game of chess, in that even if a player does not use all of 

the more extravagant maneuvers of the game, they are still playing chess, as long as they 

conform to the basic rules regarding acceptable moves in the game. Similarly, then, some rules 

and aspects of English are essential for ELF communication for the language of this 

communication to be considered English, while others are not. Many linguists have attempted 

to outline what these essential parts are, or ought to be, in grammar, vocabulary, as well as 

phonology. 

Jennifer Jenkins, who has done extensive work on English as a Lingua Franca, has 

compiled what she calls the Lingua Franca Core, a selection of elements essential for ELF 
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(2009, 12–13). Jenkins considers some specific consonant sounds such as /θ/ and /ð/ to be less 

important, as they are not likely to cause confusion or ambiguity on behalf of the hearer, while 

other sounds are important to learn in order to differentiate between minimal pairs, for example. 

As for suprasegmental or prosodic elements, Jenkins considers nuclear or sentence stress as 

essential for ELF intelligibility, whereas the importance of word stress and intonation is lower 

(ibid.). These considerations require some commenting. 

Firstly, nuclear stress is separated from pitch movement and the direction of pitch 

movement, and thus sentence stress and intonation are seen, to some extent, as distinct 

phenomena. Secondly, Jenkins’s argument against the importance of intonation stems from 

previous research, where focus has been mainly on the attitudinal functions of intonation (2000, 

43–44). Additionally, she claims that many interlocutors, including L1 speakers, are sometimes 

unable to perceive the direction of pitch movement (ibid.). These observations lead to her later 

concluding that intonation, at least in terms of pitch movement, is not a crucial part of English 

communication and that its significance for L2 learners should not be overvalued, since even 

the importance of the rising intonation contour of yes-no questions is questioned (ibid. 152). 

Here, however, Jenkins seems to overlook the effect of L1 transfer on behalf of the learners. 

Compared to English, questions in languages such as Spanish and French lack the use of both 

auxiliary verbs and reverse word order when making questions, meaning that the only way to 

distinguish between a spoken declarative sentence and a spoken interrogative sentence is 

through the use of intonation. Since speakers of these languages are likely to transfer some 

features of their L1 into their English performance, being aware of the functions and 

significance of rising contours would help interlocutors of different L1 backgrounds, even if 

L1 Spanish and French speakers constitute only a minor part of international English speakers. 

In other words, awareness regarding the rising intonation of yes-no questions should be 

considered beneficial, if not essential, for ELF. 
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Instead of accent reduction and native-like oral performance, Jenkins promotes 

intelligibility as an essential goal of learning for ELF and EIL (English as an International 

Language) speakers. However, she displays certain criticism towards prosodic features being 

more essential for intelligibility than segmental features (ibid. 135) and claims that word stress 

errors always occur in combination with a segmental error, thus devaluing the importance of 

word stress in itself (ibid. 150), although acknowledging, as we have established in subsection 

2.1.2, that a mislocated word stress on the nuclear word leads to a mislocated nuclear stress 

(ibid. 151). Because of this, it is necessary to examine research where the connection between 

intelligibility and suprasegmental features have been studied. 

Anderson-Hsieh and Koehler (1988) studied the foreign accent and speech rate of three 

English speakers whose L1 was Chinese. The three speakers were evaluated in terms of their 

accentedness by the authors. Furthermore, 224 subjects completed listening comprehension 

tasks read by the three L1 Chinese speakers and a control speaker (L1 English). The subjects 

additionally evaluated the speaking rate and foreign accent of the speakers, as well as 

completing a questionnaire which measured their own attitudes towards foreign accents and 

international students and faculty at their university (1988, 574). The results show that the 

subjects performed best in the comprehension tasks read by the L1 Chinese speaker who was 

evaluated to have the best pronunciation out of the three. Additionally, one speaker committed 

more prosodic errors when increasing his speech rate from regular to fast, while the 

corresponding rate increase led to another speaker committing more segmental errors. These 

segmental errors did not display to have as strong hinderance as the prosodic deviations, 

leading the authors to conclude that suprasegmental errors may have a stronger effect on 

intelligibility than segmental errors (ibid. 585). In a subsequent study, the authors found that 

“while deviance in segmentals, prosody and syllable structure all showed a significant 

influence on pronunciation ratings, the prosodic variable proved to have the strongest 
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influence” (Anderson-Hsieh et al. 1992, 529–530), however identifying the need for further 

research on which exact prosodic features most affect judgments of pronunciation. 

Moreover, Tracey Derwing and Murray Munro have conducted a series of studies on the 

relationship between intelligibility, comprehensibility, and accentedness of L2 English. They 

make a distinction between intelligibility, the listener’s ability to decipher what was said 

(Munro & Derwing 1995a, 76); and comprehensibility, the listener’s subjective evaluation of 

how difficult it is to understand the message being conveyed (Derwing et al. 1998, 396). 

Finally, accentedness refers to the listener’s subjective evaluation of to what extent L2 speech 

differs from L1 norms (ibid.). In two quite similar studies, intelligibility was measured by 

subjects transcribing voice recordings spoken by both L1 English speakers and L1 Mandarin 

speakers. Additionally, the subjects rated the comprehensibility and accentedness of the 

speakers on a 9-point scale (Munro & Derwing 1995a; 1995b). Although the intelligibility 

scores for the L1 Mandarin group were worse than for the L1 English control group, even the 

Mandarin scores were quite high (1995b, 294), and moreover, the comprehensibility ratings 

varied across the 9-point scale rather evenly, while accent ratings skewed towards heavy 

accentedness (1995a, 82; 1995b, 298). Furthermore, even some speakers whose 

comprehensibility ratings were 1 or 2 (very easy to understand) were deemed having very 

strong foreign accents (1995b, 299). These results show that while the foreign accented English 

of L1 Mandarin speakers was harder to understand according to the L1 English listeners, 

accented speech is not an impediment for intelligibility nor for comprehensibility. 

Finally, Derwing et al. examined the improvement in comprehensibility, accentedness, 

and fluency between three different learner groups (1998). One group received instruction 

specifically in segmental sounds, another received pronunciation instruction more “globally”, 

including general speaking habits and prosodic instruction, and the final group received no 

pronunciation-specific instruction. All groups were evaluated by a group of L1 English-
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speaking ESL teachers. In reading individual sentences, both the segmental group and the 

global group showed improvement in both accentedness and comprehensibility (Derwing et al. 

1998, 403). However, when reading longer narratives, none of the groups displayed any change 

in accentedness, and the global group was the only one which showed an improvement in 

comprehensibility and fluency (ibid.). In the light of these results, Derwing et al. conclude that 

both segmental and suprasegmental instruction should be provided for ESL students (ibid. 

407). 

While the studies above offer some support for the importance of prosodic features in 

intelligible speech, they all share a slight shortcoming from an ELF perspective. All the speech 

samples in the tests were evaluated by L1 speakers of English, and while these listeners 

undoubtedly are the authorities in what sounds foreign or intelligible to themselves and what 

does not, the same samples could be rated differently by L2 speakers of English of various L1 

backgrounds. Jenkins states that L1 speakers are more intelligible than L2 speakers only for 

other L1 speakers (2000, 159), and calls for a change in evaluation in pronunciation testing, 

which is often performed from an L1 speaker perspective (ibid. 212–215). However, there 

seems to be no studies where L2 speakers would have evaluated the intelligibility of other L2 

speakers of English as of yet. 

2.2.3 Critical Period Theory and Language transfer 

The Critical Period Theory (CPT) or Critical Period Hypothesis (CPH) refers to the assumption 

that language learning becomes more difficult or even impossible after a certain biological age 

is reached, as neural plasticity in the brain decreases (Cook 2008, 147). The critical period is 

claimed to be set between the age of two and early teenage (ibid.). While this hypothesis has 

been widely accepted in language teaching, research has proven that the matter is not clear cut. 

Moyer (2004, 18) indicates that for the hypothesis to be proven true, a steep drop-off in the 

ability to attain a new language after this critical age or period should be notable, and moreover, 
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that this drop-off should be universal, i.e., occurring with each individual learner. Lengeris 

(2012, 27) adds depth to Moyer’s deduction, stating that for the hypothesis to be valid, not only 

should all post-critical-period learners fail to acquire a native-like L2 performance, but also all 

learners whose acquisition begins before the period ends should correspondingly succeed. Yet 

ample research points in the opposite direction. 

Although Cook (2008, 148) introduces some studies where a correlation between the age 

of onset of acquisition (AOA) has been found, these kinds of results are far from universal. 

Snow and Hoefnagel-Höhle (1977) compared the performance of two groups of L1 English 

speakers of different ages performing Dutch sounds in order to find an age-related advantage 

for one of the groups. Tested in three different intervals, the adult group initially outperformed 

the group of children and youth aged 3 to 15, while this younger group ultimately did better 

than adults some 10-11 months after the acquisition began (1977, 362–363), yet even after this 

period, there was not a significant age-related difference in performance. The authors conclude 

that these results do not support the critical period theory. In another study, Snow and 

Hoefnagel-Höhle inspected the performance of the same subjects in other parts of language, 

such as vocabulary, syntax, and morphology (1978). The same pattern of adults initially 

performing better and younger learners later catching up was found, but additionally, the older 

groups of learners, especially teenagers of 12 to 15 years old, clearly outperformed the younger 

learners, thus debunking the claim of a critical period at ages 2–12 (1978, 1125). In part, these 

two studies lead to Cook’s conclusions that “adults start more quickly and then slow down”, 

and that although “children start more slowly, they finish up at a higher level” (2008, 149). 

While the differences between the 1977 study and the 1978 study by Snow and 

Hoefnagel-Höhle merits a small amount of support for the claim that phonology could be 

something that requires an early age of onset, other studies have found otherwise. In two 

separate studies, Bongaerts et al. (1995; 1997) examined the critical period theory specifically 
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in the pronunciation performance of late L2 learners of English. In the first study, all English 

learners whose L1 was Dutch had started to learn English at or around the age of 12, and none 

of them had visited English-speaking countries before the age of 15 (Bongaerts et al. 1995, 37). 

Two groups were made for the L1 Dutch speakers: one consisting of highly successful learners 

of English, and another consisting of “more heavily accented” learners. In addition, there was 

an L1 English-speaking control group. The evaluations of four judges whose L1 is English 

revealed that, for the judges, the more successful Dutch group was indistinguishable from the 

English control group in terms of pronunciation (ibid. 44). The writers state that while this does 

not prove the age-related effects in L2 pronunciation acquisition to be non-existent, it does 

suggest that any potential difficulties caused by later learning can be overcome by other factors 

(ibid.). 

To account for some of the shortcomings of the 1995 study, Bongaerts et al. conducted a 

similar subsequent study with more judges, some of whom were experienced in English 

Language Teaching and phonetics (1997, 455). Out of the 11 successful late L2 learners, five 

received scores comparable to the L1 English control group (ibid. 460). While the performance 

of the successful late learners’ group is not as strong as in the first study, the results of this 

research additionally support the evidence against the impossibility of post-adolescence 

acquisition. In addition, the highly successful group also seems highly motivated, and 

motivation has been found to be as important as the age of onset in other studies. 

Moyer states that language acquisition after early childhood is a “personal and social 

process” (2004, 11–12), and calls for other factors than age of onset to be considered in SLA 

research. In her 1999 study, she concluded that professional motivation plays an important part 

in language acquisition, and that the age at which one is exposed to a language cannot solely 

account for one’s phonological performance and accentedness (Moyer 1999, 96). Additionally, 

the subjects who stated having received instruction and feedback in stress, rhythm, and 
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intonation performed better than those who had not received such training, indicating a need 

for more suprasegmental training in language instruction (ibid. 99). 

Finally, language transfer from L1 has been shown to affect the acquisition of an 

additional language. Ortega-Llebaria and Colantoni (2014) studied the production of English 

intonation patterns between a group of L2 learners whose L1 was Chinese, another group 

whose L1 was Spanish, and a control group of L1 English speakers. The two groups of L2 

learners performed evenly in imitation tasks, but in answering questions where they were 

required to indicate contrast by making use of intonation, Mandarin speakers’ performances 

resembled those of the control group, whereas the Spanish group displayed a clear L1 transfer 

(Ortega-Llebaria & Colantoni 2014, 349). Even though Ortega-Llebaria and Colantoni do not 

specifically discuss the CPH in their study, the results suggest transfer having a stronger effect 

than age of onset and length of residency. The Spanish group, based on the background data, 

seemed more immersed into an English-speaking environment, had more experience with the 

language, and their AOA was generally younger (ibid. 339), yet their transfer effects were 

stronger than those of the less experienced Mandarin speakers. 

2.3 Prosody in ESL and EFL studies 

This section introduces some recent research discussing teachers’ perceptions about 

pronunciation in EFL learning and teaching and examines to what extent prosodic elements are 

discussed in these studies. Overall, there are practically no studies which would focus on 

teachers’ attitudes towards prosodic elements alone, and prosody is often mentioned rather 

briefly in studies related to the role of pronunciation in EFL teaching. Common themes in 

previous research are the intelligibility of speech, the role of native and foreign accents, the 

role of intonation, and teachers’ competences and training in pronunciation teaching.  
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2.3.1 Nativelike speech, foreign accents, and intelligibility 

Bøhn and Hansen (2017) examined Norwegian EFL teachers’ cognitions about pronunciation, 

particularly studying what kinds of things these teachers consider important when evaluating a 

student’s oral performance. The study combined interviews with 24 teachers and a 

questionnaire which was filled by another 46 teachers.  As a background and a starting point 

for the study, it is established that intelligibility is valued over native accents, as the authors 

see native-like speech as an unrealistic or unnecessary goal for Norwegian learners of English 

(Bøhn and Hansen 2017, 56–57). 

The results of the study reflect the established background, and unintelligible speech was 

deemed more likely to lower the score of an oral examination than speaking with a foreign 

accent. However, there is a notable division in the teachers’ attitudes and evaluations regarding 

the necessity of a native accent for receiving good marks in an oral test, as in both the interviews 

and the questionnaire the respondents showed attitudes both for and against it (ibid. 60–61). 

One of the teachers interviewed in the study, a native speaker, stated that as long as the words 

are pronounced in a way that is understandable, they do not expect the Norwegian learners to 

copy their native accent (ibid. 62). Conversely, one teacher argued that the closer the student’s 

performance is to a 6, which is the highest possible mark, the more native-like their 

performance should be (ibid. 60). 

While the results on native accents did not show a clear preference towards one direction 

or another, the questions on intelligibility did, as clear pronunciation was a recurring theme 

among the interview informants, and most questionnaire respondents considered difficulties in 

understanding what a student is saying as something which would instantly lower the student’s 

score (ibid. 62). These results indicate that for some teachers, native accents and native-like 

speech are directly connected to intelligible speech, while for others it is possible to be 

intelligible even with a foreign accent.  
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Two other studies examining EFL teachers’ beliefs and attitudes regarding pronunciation 

more generally, and not restricted to evaluations of learners’ performances, showed a slightly 

clearer trend against the importance of native-like speech. Georgiou (2019) conducted a survey 

on 98 Greek-Cypriot EFL teachers to discover their cognitions about English pronunciation. 

The EFL teachers in Cyprus were divided into three groups according to their age. All three 

groups mainly disagreed with the statement “only a native speaker can teach pronunciation” 

(Georgiou 2019, 542), with the oldest group of teachers showing the most positive attitudes 

towards a foreign accent not being a problem for intelligibility (ibid.). Buss (2016) performed 

a similar study with 60 EFL teachers from Brazil. The Brazilian teachers showed an even 

stronger trend against native preference, as 82% disagreed with the statement “the best person 

to teach pronunciation is a native speaker” (2016, 630), and only 9% agreed that the goal of 

pronunciation teaching should be eliminating a foreign accent (ibid.). 

To contrast the three studies introduced above, one study conducted in Hong Kong 

displayed a clear preference towards teachers who speak English as a first language. Bai and 

Yuan (2019) discovered that both in previous studies and in the results of 16 written reflections 

and follow-up interviews, native speaker status was sometimes considered more important than 

pronunciation-specific teacher training. Moreover, the results show that many teachers 

considered native-like performance to be an important goal for pronunciation teaching (Bai & 

Yuan 2019, 141). 

These results are likely due to the specific situation in Hong Kong. While the study states 

that the teachers are specifically EFL teachers, history and politics make the role of English 

very different than, for example, the EFL context in Finland, or in the countries mentioned in 

the studies above. As a former British colony, many of the teachers in Hong Kong consider 

English and especially British English to be a highly prestigious and desired variety (ibid. 140). 

Furthermore, in 1997 a Native English Teacher Scheme was started in order to help and 



 24   

 

encourage schools to hire native English teachers (NETs) to teach English (ibid. 135), and often 

it is these NETs who teach pronunciation, while local teachers usually teach other parts of 

language such as grammar (ibid. 139). 

As all the studies mentioned here were conducted in EFL contexts, they are all, at least 

to some extent, relevant for the present study. However, the results of this study are expected 

to reflect the results of Bai and Yuan the least, since English does not have a similar historical 

status in Finland as it does in Hong Kong, nor are there many teachers who speak English as 

their mother tongue in Finland, at least on comprehensive school level. The similar school 

systems of Finland and Norway could suggest that Bøhn and Hansen’s results are a close point 

of reference, but since Finnish and Norwegian as languages are quite different, variables such 

as transfer effect could lead to dissimilar results. Language transfer from Finnish to English is 

discussed further in subsection 2.4.2. 

2.3.2 Role of prosodic elements 

Prosodic elements are sometimes considered secondary to segmental features in EFL studies, 

but fortunately, there are some mentions of them in the studies introduced above. Bøhn and 

Hansen are aware of Jenkins’s Lingua Franca Core, as they cite it as a part of their background 

discussion. The results of their study, however, do not entirely reflect the same order of 

importance. For Norwegian EFL teachers, segmental features, i.e., vowel and consonant 

sounds, were the most important feature for an oral skills evaluation, after which word stress 

was seen as the most important prosodic feature, followed by sentence stress, with intonation 

seen as the least essential (2017, 63–64). A crucial note by Bøhn and Hansen is that due to an 

error in their questionnaire, intonation-related questions were deemed vague, and the results 

should be treated accordingly. Yet the whole questionnaire design seems slightly flawed, as 

the respondents were asked to state their perceptions towards the statements on a scale of 1–5, 

with 1 meaning ‘strongly disagree’, 5 meaning ‘strongly agree’, and 3 meaning ‘neither agree 
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or disagree’. The neutral option makes it possible for a respondent to avoid a question 

altogether, especially in cases where they either do not know or do not care much about the 

subject. Indeed, option 3 was the most frequently chosen option for questions regarding 

intonation, thus leaving the results shallow and disappointing. As Bøhn and Hansen state, their 

study leaves room to further examine intonation in particular (2017, 66). Furthermore, the 

statements in the questionnaire describe scenarios where an error in a particular feature would 

potentially lower the student’s performance score from the highest mark to the second highest, 

and there is virtually no discussion about situations regarding students of lower proficiency. 

While the study of Greek-Cypriot teachers by Georgiou (2019) scarcely mentions 

prosodic elements separately, the survey conducted by Buss has an abundance of specific 

information. The Brazilian EFL teachers surveyed by Buss generally taught more segmental 

than suprasegmental features (Buss 2016, 624), and out of the relevant suprasegmentals, word 

stress was the most common one to be taught, and sentence stress the least, with intonation 

falling in between (ibid. 625). Segmentals and suprasegmentals were generally seen as equally 

difficult to teach (ibid. 628–629), however intonation was considered the fourth most difficult 

feature and the most difficult suprasegmental feature for learners, yet it was only the ninth most 

frequent feature to be taught (ibid. 628; 632). These results seem to be a clear indication of the 

undervaluing of the importance of intonation, but also of sentence stress, which was deemed 

essential for intelligibility by Jenkins (2009, 12–13).  

Finally, in a study conducted in the exact same EFL context as the present one, Tergujeff 

(2012) examined the classroom activities and specifically pronunciation teaching methods of 

four EFL teachers in Finland by observing the classroom activities of each teacher for 6–9 

lessons. Tergujeff acknowledges the lack of teaching prosodic elements in the background of 

her study (2012, 599), and quoting a previous study, notes that most of the Finnish learners of 
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English stated never or rarely having received instruction related to intonation, and none stated 

having received it often (Tergujeff et al. 2011, 65–66). 

While teaching methods themselves are not essential information for the present study, 

an important observation can be drawn from Tergujeff’s results: out of the several methods 

used by the four teachers, none are related to intonation or other suprasegmental features 

(Tergujeff 2012, 605). Occasionally, when instructing students to read longer passages out 

loud, the teachers reminded the students to “remember intonation up and down”, which seems 

vague and oversimplified as an instruction. Many teachers frequently corrected the 

pronunciation of their learners in terms of segmentals (ibid. 603), which hints at a demand and 

desire towards intelligibility, but as we have discussed above, prosodic features are relevant 

for intelligibility as well, and focus on these features was nowhere to be found. 

2.3.3 Teachers’ training and competence 

Lengeris (2012, 25) states that although an accurate performance in any L2 requires knowledge 

and training in both segmental sounds and prosody, segmental sounds often receive the bulk of 

the attention in classroom teaching. The studies introduced above are in line with this 

statement, as they indicate that pronunciation and especially prosodic features do not receive 

sufficient attention in EFL teaching. Lengeris continues by proposing that teachers’ own lack 

of suprasegmental abilities may be a factor which leads to them avoiding prosody teaching 

(ibid. 26). Because of this, it should be asked whether even aspiring teachers of English learn 

enough about prosody, especially teachers who themselves have learned English as a second 

or a foreign language. Hypothetically, if prosody does not receive attention in teaching 

curricula, it could be considered of little importance in teacher training. Conversely, if prosody 

is not seen important in teacher training, graduated teachers may avoid teaching a skill they do 

not themselves master. In either hypothetical case, a lack of interest on one end leads to a lack 

of interest in the other, creating a self-feeding cycle of nescience. 
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In her 2011 article, Baker studied and examined the beliefs and practices of ESL 

instructors regarding pronunciation teaching, with emphasis on prosody. Baker’s own 

pronunciation teaching journal was used as study material to form interview questions, after 

which five instructors from three different levels of ESL instruction (beginner, intermediate, 

advanced) were interviewed. The six study subjects – five interviewees plus Baker herself – 

also varied in their level of education, as two had a certificate in TESOL (teaching English to 

speakers of other languages), three had a master's degree in either TESOL or applied 

linguistics, and one had a PhD in linguistics (Baker 2011, 270–271). 

One of the more intriguing findings of the study was that one of the interviewees differed 

from the others notably. The interviewee with the pseudonym Laurie was the only one who 

stated not attending TESOL-related conferences on a regular basis. She had the lowest degree 

of education, showed a lack of interest towards reading pronunciation-related journal articles 

compared to the other interviewees, and was the only one who had not received any specific 

training in phonology and pronunciation methodology. Additionally, she had little knowledge 

about English prosody, which led to her avoiding prosodic elements in teaching (ibid. 270; 

275).  

All other instructors displayed an interest towards pronunciation and stated that 

segmental features were not valued over prosodic elements in their own degree studies (ibid. 

276). This had led to them prioritizing prosodic elements such as sentence stress, intonation, 

and rhythm in their own teaching. While the attitudes towards prosody were positive, some 

concerns were raised as well. All the less experienced teachers expressed some uncertainty on 

how to approach teaching pronunciation to ESL learners (ibid. 279), with one informant 

reflecting on difficulties the learners may encounter, but which are outside of the curriculum 

(ibid. 280). Overall, four of the five interviewees called for more focus on prosodic elements 
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in ESL teaching – all except Laurie, who did not have much knowledge on the matter to begin 

with. 

The findings introduced above are interesting, and some of them can be used as a base 

for forming statements and questions for the survey. However, as Baker’s study involves 

teachers with L1 English background, and an ESL context where English is the dominant 

language of the society, some things are not readily transferrable to an EFL situation. For 

example, one respondent stated that it was necessary to teach prosody to her students, because 

the goal for at least some of the students was to matriculate into a university, where they would 

need to be able to communicate with native-speaking professors (ibid. 283). In English teaching 

in upper secondary schools in Finland, the goal may be the same, but the need for prosody 

instruction could be converse. As Finnish students are required to pass their matriculation 

examination in order to apply to a university, they may want to focus on the features of English 

which are essential for the exam, which does not include any type of an oral skills evaluation. 

Even then, similar trends can be found from pronunciation-related studies in EFL 

contexts. Georgiou found that Cypriot EFL teachers generally wanted more pronunciation 

exercises in the textbooks and more support from the Ministry of Education and the teaching 

curricula, with younger teachers additionally hoping for more seminars on pronunciation 

(2019, 543). Buss (2016) did not discuss teaching curricula extensively in her study, but her 

results indicate the perceived and self-reported competences of the Brazilian teachers. Less 

than a third of the respondents had completed training in teaching L2 pronunciation 

specifically, as most had only done a course on English phonology and phonetics (Buss 2016, 

531). While 64.3% stated their comfort in their own ability in teaching both segmentals and 

suprasegmentals, over 90% wished for more training on the matter, and over 70% stated that 

there are not enough training possibilities where they live (ibid.). 
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2.4 Finnish context 

This section discusses the EFL context of the present study, examining Finnish prosody in 

order to discover any potential challenges or transfer effects, as well as the Finnish national 

school curricula to see what is said about prosodic features there. 

Foreign language learning in Finland starts at a young age. Effective since 2020, the 

national curricula dictate the teaching of mandatory A1-level foreign languages to begin in the 

second half of the first grade of comprehensive school, when pupils are seven years of age. As 

many students at this age have not yet learned to read and write very well, early language 

teaching is realized by playfulness and spoken interaction (POPS 2019). There is some variety 

in the languages chosen as the A1 foreign language. For example, the city of Tampere offers 

seven A1 languages across all of its schools for the pupils and their parents to choose from, 

and while normally children are placed into schools according to geographical proximity, the 

choice of language allows them to attend schools further away in order to guarantee the 

“language path” they have chosen (Aamulehti). English is offered as an A1 language in all 

schools in Tampere, and if a language other than English is chosen as the A1 language, learning 

English will begin in the third grade as a mandatory A2-level language. Conversely, some cities 

have opted against this freedom of choice, as was the case in Vantaa, the fourth most populated 

city in the country, where it was decided that only English was offered as the A1 language 

(Vantaa).  

2.4.1 Finnish national curricula 

The Finnish national core curricula for both comprehensive and upper secondary education 

were studied to discover to what extent prosody and features of prosody are mentioned in the 

sections describing English teaching. The curricula are extensive, containing detailed 

information about the goals of learning for each school subject, as well as some specifics 

regarding the contents of teaching. However, it was soon discovered that the level of detail of 
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these contents varies between subjects, and with languages, there are less details of contents 

compared to science subjects. The word prosody, for example, does not appear at all in either 

of the curricula. 

In the Finnish national core curriculum for comprehensive schools (POPS 2014), 

intonation is mentioned within one of the central content areas of learning for A-level English 

in grades 3–6 and for B2-level foreign languages in grades 7–9, where it is stated that 

“pronunciation as well as word and sentence stress, rhythm of speech, and intonation are 

observed and practiced abundantly” (POPS 2014, 220; my translation). What is interesting is 

that the prosodic features of stress, rhythm, and intonation are all mentioned and grouped 

together, which is logical considering the interlinked relation of these features, as discussed 

before. However, the construction “as well as” (Finnish sekä) between pronunciation and the 

prosodic features indicates that these features are perceived as something separate from 

pronunciation, rather than a part of it. It could then be inferred that in the context of the 

curriculum, pronunciation only refers to segmental features. 

As for the goals of learning listed in the curriculum, no prosodic features are mentioned 

specifically, and pronunciation is mentioned in only one of the goals for grades 3–6 and grades 

7–9 respectively. As a goal for developing language skills and the skill to produce texts for 

grades 3–6, it is said that the goal is “to provide the student with opportunities to produce 

speech and writing while expanding subject areas, and additionally paying attention to central 

constructions and the basic rules of pronunciation” (POPS 2014, 223). To receive a mark of 8 

on a scale of 4–10, the student is expected to be able to “apply some of the basic rules of 

pronunciation to expressions that have not been practiced” (ibid.). The corresponding goals 

and expectations are similar for students in grades 7–9, as teaching should “guide the student 

to produce both spoken and written text for different purposes, ranging from general subjects 

to subjects which are meaningful for the students themselves, while paying attention to variety 
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in constructions and guiding towards good pronunciation”, and to receive an 8, a student should 

be able to “apply several basic rules of pronunciation to expressions that have not been 

practiced”. (ibid. 352). Overall, pronunciation and prosodic features especially receive little 

attention in the comprehensive school curriculum. 

The national core curriculum for upper secondary education follows this trend even more 

clearly. None of the prosodic features mentioned thus far appear in the text which describes the 

goals of learning and the contents of specific courses of English. However, there are a few 

mentions in the description chart for the proficiency levels of developing language skills, which 

is modeled after the Common European Framework of Reference for Languages. Intonation is 

mentioned as a part of text production skills for levels B2.1, B2.2, and C1.1: 

B2.1: Pronunciation is clear, the primary stress of words is on the correct syllable, and 

speech includes some of the typical intonation models of the target language. 

B2.2: Pronunciation is very clear, the primary stress of words is on the correct 

syllable, and speech includes some of the typical intonation models of the target 

language. 

C1.1: Pronunciation is natural and effortless to listen to. The rhythm of speech and 

intonation are typical of the target language.  

      (LOPS 2015, 247–249, my translation) 

While sentence stress is not mentioned at all in the upper secondary curriculum, the mention 

of primary stress (Finnish ‘pääpaino’) refers to the concept of word stress. A new national core 

curriculum for upper secondary education was established in 2019 and came to use starting 

August 1st, 2021. However, there seem to be no changes made from the previous curriculum 

on the part of the details discussed here (LOPS 2019). 

The mentions of the prosodic elements in the two curricula reveal a certain discrepancy. 

Grades 3–6 are the only group for which intonation and word and sentence stress are explicitly 

mentioned as a part of the curriculum. Students of this level are evaluated according to the 

developing language skill level of A2.1, yet these prosodic elements are not considered a 

required part of the linguistic repertoire until the level of B2.1, which is the level with which 
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upper secondary school students are expected to evaluate their own foreign language 

performance. It seems reasonable to introduce such important communicational elements early 

on in teaching, but the curricula do not explicitly indicate any instructed development of these 

skills after grades 3–6. 

2.4.2 Prosody in Finnish 

As a part of a larger project examining intonation in multiple languages, Iivonen (1998) 

introduces some characteristics of prosody in Finnish. Word stress in Finnish is very 

predictable, and as Iivonen states, primary stress always occurs on the first syllable of a word 

(1998, 318). This is a clear distinction between Finnish and many other languages, such as 

English, where, as we have discussed earlier, primary word stress often occurs elsewhere. 

Secondary stress in Finnish may appear with longer words and with compounds (ibid.), which 

in Finnish are most often written as single words, unlike in English. When speaking, the 

secondary stress falls on the first syllable of each part of the compound, and in some rare cases, 

the indication of stress may help distinguish between two different words or compounds which 

are orthographically identical (ibid. 326–327). Iivonen additionally says that compared to 

English, Finnish use of stress is manifested more in the duration of a syllable and less in the 

melody of speech, and that overall, stress is expressed and indicated rather weakly (ibid. 318–

319). This is logical since the regularity of primary stress placement makes emphasizing (or at 

least overemphasizing) the stressed syllable redundant. 

The differences between the stress systems, and especially the predictable nature of word 

stress in Finnish may result in difficulties in the acquisition of a word stress system of a 

language such as English. Peperkamp & Dupoux (2002) compared three languages where stress 

is non-contrastive – i.e., changing the location of word stress does not change the meaning of 

the word – to examine awareness about the existence of word stress, as well as potential stress 

“deafness”. The subjects in the test were L1 speakers of three different languages: Finnish, 
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Hungarian, and Polish. The word stress systems of these language differ: like Finnish, 

Hungarian has word-initial stress except for words beginning with additional function words, 

in which case stress is placed on the second syllable. In Polish, however, stress is always on 

the penultimate syllable of the word, including when words receive additional morphological 

suffixation. Peperkamp and Dupoux hypothesize that Finnish and Hungarian speakers are more 

prone to stress deafness than Polish speakers because the word stress system in Polish makes 

its speakers more aware of the phenomenon (2002, 212‒213), and the results of the study 

confirm the hypothesis (ibid. 229). In the light of these results, Finnish learners may experience 

challenges in perceiving the complex word stress of English. 

In terms of pitch movement, the standard non-emphatic declarative utterances in Finnish 

somewhat resemble the corresponding utterances in English, as declaratives involve a 

descending intonation in both languages. In Iivonen’s example (1998, 320), the stressed 

syllables of each word include a rise-fall in both frequency and amplitude. A notable difference, 

however, is that final rises in Finnish are rare, even in interrogative utterances (ibid. 321–322), 

and this includes interrogatives which lack any auxiliary question words or suffixes, i.e., 

interrogatives which grammatically resemble declarative sentences (ibid. 323). The final rise 

does however appear in echo questions (ibid.). Finally, contrastive stress works quite similarly 

in Finnish and English, as can be seen in the following examples from Iivonen, where the 

stressed syllables are capitalized, and contrastive focus is marked with ″: 

MATti otti ″Omenan. (contrasted selection) 

(Matti took an APPLE; not an orange.) 

MATti ″EI ottanut Omenaa. (contrasted negation) 

(Matti DIDN'T take an apple.) 

MATti ″OTTI omenan. (contrasted affirmation) 

(Matti DID take an apple.) 

     (Iivonen 1998, 325, original emphases and translations) 
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Although Finnish lacks an equivalent for the auxiliary verb do in these sentences, the patterns 

of contrastive focus are similar, as contrast is indicated by an increase in pitch (ibid.). 
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3 Data and method 

This chapter will introduce the research process, the research questions, the collected data and 

the questionnaire, and the demographic profile of the teachers who served as respondents for 

the questionnaire. 

3.1 Research process and research questions 

The study is conducted as a survey research, consisting of an online questionnaire which 

combines multiple-choice and open-ended questions, and thus quantitative and qualitative 

research. The respondents are EFL teachers in Finland and were recruited by sharing the 

questionnaire on the electronic mailing lists of The Federation of Foreign Language Teachers 

in Finland (SUKOL) and The Association of Teachers of English in Finland (Suomen 

englanninopettajat ry) between April and May 2021. Since the initial recruitment process 

yielded less respondents than what was hoped, additional respondents were searched for and 

found in two groups designated for English teachers in Finland on the social media platform 

Facebook in August 2021. 

The research questions for the study are: 

1. What kind of attitudes do English teachers in Finland have towards English 

intonation? 

2. How important is it for Finnish students to learn English prosody according to 

English teachers in Finland? 

3. What kind of challenges do English teachers in Finland see in teaching and 

learning prosody? 

4. How do English teachers in Finland evaluate their own training in prosody-related 

issues? 

3.2 Questionnaire 

The questionnaire for this study consists of 23 multiple-choice statements and four open-ended 

questions, divided into four sections by themes. The statements were graded with a four-point 
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Likert scale with the choices “strongly disagree”, “somewhat disagree”, “somewhat agree”, 

and “strongly agree”, with some questions having an additional fifth choice, in case if the 

respondent did not have experience of the stated situation. The first section tracks teachers’ 

perceptions about native accents and nativelike speech, foreign accents, and the goals of 

teaching. The second section discusses the role of intonation in spoken English communication. 

The third section investigates teaching English prosody in Finland and any potential problems 

in teaching, as well as the usefulness of study material for teaching prosody. The final section 

inspects teachers’ perceptions about the role of prosody in their degree studies. Before 

answering the questionnaire, teachers were prompted to read the instructions for the survey, 

and to give some basic demographic information about themselves, such as their age, first 

language, teaching experience, and professional training and degree level in English. A 

stylistically simplified version of the full questionnaire can be found in the appendices.  

Upon completion of the first version, the questionnaire was proof-read by two peers, and 

later sent to two professional teachers for piloting. Pilot respondent 1 (PR1) considered the 

questionnaire to be clear and well-structured, and they only had trouble answering a question 

regarding their degree studies, stating that they were completed too long ago to remember. PR2 

filled the questionnaire and had no additional comments, and it was assumed that they as well 

deemed the questionnaire adequate. 

3.3 Respondents 

The respondents participating in the study are professional English teachers in Finland. Having 

been graduated with a degree in languages and/or pedagogy and having obtained at least six 

months of work experience in teaching English was deemed as a requirement for the 

respondents. The 23 respondents were asked about their age, gender, first language, the level 
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of education on which they are currently working and have previously worked, and the timing 

of their degree studies. 

The ages of the respondents varied between 25 and 65 years old, with the mean age being 

39.9 years old. Professional experience ranged from 9 months to 32 years, with the mean among 

the group being roughly 11 years and 5 months. Additionally, the group had obtained their 

respective degrees between the years 1989 and 2020. In terms of experience, the group of 

respondents proved to be heterogeneous, as the most experienced teacher had obtained their 

degree before the youngest respondent was born, and their years of teaching outnumbered the 

age of the youngest respondent. 

The gender and first language of the respondents displayed more homogeneity, as 19 of 

the 23 respondents were women, two were men, and the remaining two wished not to disclose 

their gender. Apart from one native speaker of English, all respondents spoke Finnish as their 

mother tongue. To maintain the integrity and anonymity of the respondents, the responses of 

the sole L1 English speaker were not singled out from the others. Additionally, because of the 

unbalanced gender division within the group, gender was not considered a factor in the 

analysis. 

At the time of answering the questionnaire, most of the respondents were working either 

in a comprehensive school (8 responses for both years 1–6 and years 7–9) or in upper secondary 

education (7 responses). Few respondents worked at vocational schools, polytechnic institutes, 

or in adult education, while none worked at universities. Moreover, two respondents were not 

currently working as a teacher. The numbers for previous work experience resemble those of 

current positions, and over half of the respondents has had experience in comprehensive school 

teaching. The overall numbers for both past and present work positions of the respondents are 

displayed in Figure 1 below. It should be noted that the respondents were able to provide 
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multiple answers to both statements, and three respondents stated having current teaching 

positions on multiple levels of education. 

 

  

0 5 10 15 20

Not currently working as an English teacher

Other adult education

University

University of applied sciences/Polytechnic institute

Vocational school

Upper secondary school

Comprehensive school, years 7-9

Comprehensive school, years 1-6

Figure 1. The teaching positions and experience of the 23 respondents

Previous work experience Current teaching position
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4 Results 

The results of the survey are introduced in this chapter, which is divided into four sections 

according to the four parts of the questionnaire. Each section first introduces the multiple-

choice statements and the quantities of the responses before moving to analyzing the responses 

to the open-ended questions, starting with the part which measured the respondents’ 

perceptions about accentedness and meaningful goals for learners. The 23 statements and their 

responses are numbered with Roman numerals (I–XXIII), while Arabic numerals in 

parentheses are used to list the examples drawn from the responses to the open-ended questions. 

4.1 Questionnaire part 1: Native and foreign accents and goals of learning 

Before analyzing teachers’ attitudes towards prosody, more general questions and statements 

regarding the goals of teaching and learning English should be used to establish a basis for the 

respondent group. The five statements and one open-ended question in the first section of the 

questionnaire deal with native and foreign accents, grammatical form, communicative value, 

and the teacher's status as a speaker of English. 

I. It is important for a TEACHER of English to sound native-like 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

6 8 7 2 

 

 

The first statement already displays some variation in the attitudes. Most teachers seem 

to think that sounding native is an important feature for an English teacher, although it should 

be noted that both of the somewhat-options were more popular than the extremes. Even then, 

many teachers whose first language is not English believe that they need to sound like it is. 

II. It is important for a LEARNER of English as a foreign language to learn how to 

speak English without a foreign accent 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

0 8 10 5 
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The attitudes towards the accents of learners are more lenient. The two middle options are again 

the two most popular ones, but this time the teachers mostly disagree with the statement, and 

not a single respondent agreed strongly. Learners, then, are not expected to acquire the same 

native-like performance that is expected of their teachers. 

III. It is important for a LEARNER of English as a foreign language to learn how to 

speak English that is grammatically correct 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

2 17 4 0 

 

 

Teachers’ attitudes towards grammatical form are more favorable than towards dropping a 

foreign accent. The extremes are again in the vast minority, but most teachers agree that 

grammar plays an important part in language learning.  

IV. It is important for a LEARNER of English as a foreign language to learn how to 

speak English so that the message they are communicating is understandable 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

23 0 0 0 

 

 

The responses to the fourth statement are quite telling and require little commenting: 

understandability is of utmost importance for a learner of EFL. 

V. Oral English skills and pronunciation are something that should only be taught 

by someone who speaks English as their first language 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

0 2 8 13 

 

 

It is evident that few teachers consider English being the L1 a requirement for a teacher in 

Finland. Slightly surprisingly, two respondents somewhat agreed with the statement, even 

though all but one respondent do not speak English as their first language, meaning that at least 

one teacher is in a sense conflicted with their attitude and their own status as an EFL speaker. 

These five statements together display a very general insight to the respondents’ 

perceptions of the performance and status of the teacher, and about what the learners should 
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learn. The first statement regarding the accent of the teacher showed the most variation, as it 

was the only one where all four options were present. A small majority agree that a teacher 

should sound native-like, but for most this does not mean being a native speaker per se. The 

three statements regarding important features for the learning of English display a hierarchy 

where comprehensibility of the message is of the utmost importance, followed by grammatical 

form, with not sounding foreign being the least important. 

For the open-ended question of the first section, the respondents were asked if they 

considered learning a native-like way of speaking English valuable for a learner of English in 

Finland. These answers largely reflect the results from statements II–IV. Some teachers did 

value native-like ways of speaking as a goal of learning: 

(1) Yes, foreign people understand you easier and often you also understand better 

what other people are saying. -R2 

(2) Depends on the goals the learners have set to themselves. As a teacher I'd say it is 

highly valuable as oral skills are more important than writing skills nowadays. -R3 

Respondent 2 is under the impression that nativelikeness equals intelligibility and 

comprehensibility. While this may be true in situations where an L2 user is communicating 

with an L1 interlocutor, the benefit of obtaining a native-like way of speaking declines when a 

conversation involves multiple L2 speakers. As Jenkins points out, when English is used in 

international contexts, L1 speakers are more intelligible than L2 speakers only to other L1 

speakers (2000, 159). 

Most respondents, however, did not consider native accents as valuable goals, but agreed 

with respondent 2 above about the importance of intelligibility and comprehensibility. 

(3) It is not. English is a global language with many accents and dialects. Non-native 

Englishes are part of the puzzle, and there is no reason why the background of the 

speaker should not be heard. The most important thing is always to be understood, 

and that's why language should be grammatically correct to that extent at least that it 

can be understood. -R15 

(4) Might be, might not be. I teach in a vocational school, most of my students are 

going to need English with customers who are not native speakers themselves. Thus, 
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for them, effective communication is much more valuable than sounding like a native, 

or grammatical correctness. -R13 

Unlike Respondent 2, the two teachers in examples (3) and (4) see comprehensibility as 

something separate from native accents, indicating that in their minds, comprehensibility is 

achievable even if an L2 speaker has a “foreign” accent. Interestingly, example (3) displays a 

view that comprehensibility to some extent stems from grammar and grammatical correctness, 

while the respondent in example (4) makes a clear distinction between grammatical correctness 

and effective communication. 

Another recurring theme in the responses for this question was ELF and International 

English. Henceforth, any italicized quotes have been translated from Finnish, and any brackets 

are used to specify concepts and to correct minor spelling errors. 

(5) Since English is a global language I think it is more important to be able to convey 

your message than to sound like a native. -R4 

(6) International English is a whole concept apart. -R9 

(7) …English is a lingua franca, and in English learning and language skills, 

comprehensibility and getting the message across is important, not so much how a 

specific word is pronounced. -R11 

These responses further support the views that comprehensibility is important, and that it does 

not require a native-like output. In addition to the respondents’ awareness and 

acknowledgement of ELF, some respondents problematized the terms “native accent” and 

“native-like”, and questioned the conception of foreign English accents being in any way 

inferior to native accents. Similar views are often a starting point in ELF research. A full list 

of responses to all open-ended questions is provided in Appendix 2. 

Overall, the results in the first section of the questionnaire show that English teachers in 

Finland are aware of the heterogeneity of English and its users around the world and seem to 

thrive for comprehensible communication. 
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4.2 Questionnaire part 2: The role of intonation in English 

The second section of the questionnaire deals with general issues regarding intonation in 

English and Finnish, and its importance for communication and comprehensibility. 

VI. Intonation is a significant part of spoken communication in…  

Language Strongly agree Somewhat agree Somewhat 

disagree 

Strongly 

disagree 

English 15 8 0 0 

Finnish 3 7 11 1 

 

 

In the first statement of this section, respondents indicated their view about the 

importance of intonation for both English and Finnish. All respondents agreed that intonation 

is significant for spoken English intonation, with roughly 65% agreeing strongly. The values 

for Finnish, however, are noticeably different, as half of the teachers somewhat disagreed with 

the statement, and only three of those who did see intonation significant for spoken Finnish 

agreed strongly. Moreover, only four respondents valued English and Finnish intonations as 

equally important. It should be noted that one respondent did not provide an answer for Finnish 

intonation. The results for statement VI show that teachers in Finland generally consider 

intonation as more prevalent and important in English than in Finnish. This means that, from a 

language teaching perspective, teachers may treat intonation as a relatively new language 

feature when teaching it to L2 learners of English whose L1 is Finnish. 

VII. Intonation is NOT significant for the comprehensibility and/or intelligibility of a 

spoken utterance in English 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

0 0 14 9 

 

 

The seventh statement is similar to the previous one, but in reverse. Here, teachers were asked 

to state their views towards English intonation specifically in terms of comprehensibility and 

intelligibility. The results also reflect those of the previous statement, as none of the 

respondents thought that intonation is not significant for comprehensibility and intelligibility. 
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These results are interesting considering the results of the previous section, where all 

respondents valued comprehensibility and communicativeness highly, with a few additionally 

mentioning the status of English as a global and international language. These results to some 

extent go against Jenkins's theory on EIL and ELF, since she likewise promotes 

comprehensibility and intelligibility, yet does not include intonation in her Lingua Franca Core 

(2009, 12–13). Either the teachers answered the statement with an L1 performance in mind, or 

they do consider intonation as relevant for international users as well, thus disagreeing with 

Jenkins. 

VIII. For communicative purposes, learning the vowel and consonant sounds of 

English is more important than learning the intonation patterns 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

3 12 5 3 

 

 

Even though statement VIII displays a wide range of variation, a clear majority of the 

respondents believe that segmental features are more important than pitch movement for 

communication. While segmental accuracy being a benefit for intelligibility cannot be denied, 

these results slightly undermine the importance of prosodic features for intelligibility, as 

discussed in subsection 2.2.2, and the communicational functions of intonation introduced in 

subsection 2.1.1. 

The open-ended question of the second section, “Do you think learning to understand 

and produce English intonation is valuable for a learner of English in Finland? Why/why not?”, 

yielded almost exclusively affirmative answers. There is variety in the reasoning of the 

answers, and different functions of intonation were mentioned. The attitudinal function 

appeared recurringly in the responses: 

(8) It is definitely valuable and should be paid more attention to. However, I think it's 

not as important as a matter of intelligibility but as a matter of fluency. Finnish 

learners often speak English slow [and monotonously] in comparison with 

natives, which may make us sound bored, sad or angry. So, you can be 100% 
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understood based on the words and grammar you use, but misunderstood by the way 

you speak. This seems to be particularly difficult to understand for adult learners. -R1 

(9) You sound f*ing boring and bored w/o it. -R9 

(10) Sure, it's valuable. It makes the speaker's English easier to understand and can 

sound more polite. -R13 

In addition to the attitudinal function, Respondent 13 in the example above states that 

intonation makes speech more understandable. Comprehensibility and communicative value 

were noted by other respondents as well, even if they did not consider intonation essential:  

(11) It is important, of course. Intonation affects comprehension and being 

understood, especially when communicating with native speakers, but faint intonation 

in my opinion is not an impediment for communication. -R11 

(12) It is important, helps getting the message across. -R7 

(13) It is as intonation plays an important role in successful communication. -R14 

Moreover, two respondents explicitly mentioned the link between intonation and meaning, or 

the grammatical function: 

(14) The meaning of a sentence can change depending on the intonation so I think 

that it is important to understand and produce correct intonation. -R4 

(15) yes, it's important to make a difference betw. questions and statements for 

example -R6 

Overall, teachers in Finland regard intonation as an important part of spoken English 

communication and seem to be aware of the multiplicity of its functions. Based on previous 

research, this is an interesting and slightly surprising finding. Consider the following response 

to the open-ended question: 

(16) This matter is so self-evident that it is almost insulting to ask about it. Of course 

intonation is a completely central issue to be learned. -R16 

While this kind of enthusiasm and positive views and attitudes towards intonation are evident 

throughout the responses, they create a certain discrepancy with Finnish national curricula, 

where intonation is scarcely mentioned, and perhaps even more clearly with the study by 

Tergujeff et al. (2011), where Finnish learners of English stated receiving very little instruction 
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in intonation. Despite many teachers considering intonation to be important, segmental features 

were valued over it by many in statement VIII, and it is possible that this is reflected in how 

these teachers use their time in classroom teaching. We will turn to more specifics about 

teaching intonation and any challenges related to it in the next section of the questionnaire. 

4.3 Questionnaire part 3: Challenges in teaching intonation 

The third section of the questionnaire, titled “Challenges in teaching and learning”, contains 

statements about potential challenges in teaching prosodic features of English, including issues 

such as language transfer, learner age, learner proficiency, and study materials. 

As it was assumed that Finnish is the first language for most of the learners the teachers 

work with, respondents were asked to evaluate the potential transfer effect from Finnish to 

English, and the level of difficulty it causes for learning. 

IX. The differences between Finnish and English make learning English intonation 

difficult 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

6 11 6 0 

 

 

X. The differences between Finnish and English make learning English word stress 

and sentence stress difficult 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

7 14 2 0 

 

 

Both pitch variation and stress were deemed difficult to learn due to the differences between 

the two languages, with stress being evaluated slightly more difficult than intonation. The 

differences in intonation and stress have additionally been acknowledged by the respondents 

in the open-ended questions of the previous section. Since intonation and stress are a difficult 

and a relatively unfamiliar issue for a learner of English whose L1 is Finnish, it could be 

expected that a lot of time is spent to learn and practice them. Yet, as mentioned before, 

previous research indicates the contrary (Tergujeff et al. 2011; Tergujeff 2012). 
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Since the Critical Period Theory of language learning is a prevalent part of SLA studies, 

and the results and conclusions of studies related to the critical period are varied and sometimes 

disputed, it should be asked from the teachers whether they consider it relevant for learning 

prosodic features, especially since properties of pronunciation have yielded different results 

than other features of language in these studies. 

XI. It is difficult to teach intonation to younger learners (e.g., primary or 

comprehensive school students), because they may not understand the 

conversational meaning behind intonation 

Strongly 

agree 

Somewhat 

agree 

Somewhat 

disagree 

Strongly disagree No experience 

with said age 

group 

2 5 5 7 4 

 

 

While the complex conversational functions of intonation might be hard to grasp for a young 

learner of English, Finnish teachers mostly did not see this as an obstacle, since roughly 63% 

of the 19 respondents who had experience with the relevant age group disagreed with the 

statement, and additionally, most of those who disagreed did so strongly. However, the matter 

is not clear cut, as two respondents strongly agreed with the statement. 

XII. It is difficult to teach intonation to older learners (e.g., upper secondary students 

and adults), because they may be unable to produce prosodic elements that are 

new or unfamiliar to them 

Strongly 

agree 

Somewhat agree Somewhat 

disagree 

Strongly disagree No experience 

with said age 

group 

4 7 5 1 6 

 

 

More advanced age of the learner, on the other hand, seems to be somewhat of a hindering 

factor for teaching intonation according to Finnish teachers. Six respondents did not have 

experience teaching the relevant age group. Of the remaining 17 respondents, some 65% agreed 

with the statement, although it should be noted that this time there was also one respondent 

who disagreed strongly. These responses suggest that Finnish teachers mainly believe that 
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learners who have passed the critical period of language learning have a lesser ability to acquire 

prosodic elements. 

There has been some discussion regarding learner proficiency and its effect on learning 

prosodic features of a language. Gut (2003, 149) found that acquiring prosodic features proved 

difficult or nearly impossible for L2 German learners of low proficiency, and although Bøhn 

& Hansen (2017) investigated the importance of prosodic features for evaluating a learner’s 

oral performance, these hypothetic learners were assumed to be highly proficient, as the 

questions involved situations where a lack of a specific feature could result in the evaluation 

being lowered from the highest marks to the second highest. For these reasons, the Finnish 

teachers in this study were asked to indicate their views about less proficient learners acquiring 

intonation. 

XIII. Teaching intonation to less proficient learners is redundant 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

0 5 12 6 

 

 

XIV. Teaching intonation to less proficient learners is confusing for the learners 

themselves 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

1 10 5 7 

 

 

The two statements regarding learners of low proficiency display prominent differences. 

Roughly 78% of the respondents did not consider intonation to be redundant, even for less 

proficient learners. For the statement regarding intonation being potentially confusing, those 

who disagreed still maintain the majority, but much more narrowly. Moreover, there is more 

variation in the responses for statement XIV, and the responders felt slightly more strongly 

about the statement, as those who strongly disagreed outnumber those who only somewhat 

disagreed, and additionally, there is one respondent who strongly thought that intonation indeed 

is confusing for learners of lower proficiency. While the responses for statement XIV alone are 
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so varied that making any conclusions is difficult, the results of the two statements together are 

telling: the vast majority of teachers think that intonation is worth teaching, even if it is difficult 

or confusing, and regardless of the proficiency of the learner. 

Statements XV and XVI were near opposites of each other and dealt with intonation and 

its conversational and communicational meaning and value.  

XV. Learners should be aware of the intonation and the “speech melody” of English, 

even if they do not know or understand the conversational meanings that 

different intonation patterns have 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

7 13 2 1 

 

 

XVI. Learners should be aware of the intonation and the “speech melody” of English 

ONLY IF they are also aware of the communicational effects that intonation has 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

1 3 13 6 

 

 

As the statements are near opposites, so are their results. The overwhelming majority agreed 

that learners need to know about English intonation and how it sounds, regardless of whether 

they know of the complex conversational functions of it. 

Because intonation and other prosodic features were scarcely mentioned in Finnish 

national curricula, it is of relevance to see whether the trend extends to EFL textbooks, which 

for comprehensive and upper secondary levels in Finland are compiled based on the curricula. 

XVII. The textbooks my students currently use provide helpful information for 

learning English intonation 

Strongly 

agree 

Somewhat agree Somewhat 

disagree 

Strongly disagree Students currently 

not using 

textbooks 

3 12 3 2 3 
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XVIII. The textbooks my students currently use provide helpful information for 

learning English word stress and sentence stress 

Strongly 

agree 

Somewhat agree Somewhat 

disagree 

Strongly disagree Students currently 

not using 

textbooks 

3 11 5 1 3 

 

 

Although there was a lack of emphasis towards prosodic features in the national curricula, 

teachers generally seem to think the textbooks used by their students are useful for learning 

intonation and stress. While on the surface level the responses to the two statements seem near 

identical, a closer look showed that some respondents valued their textbooks better for learning 

intonation than stress, and others vice versa. The answers to statements XVII and XVIII were 

additionally examined according to the level of education on which the respondents were 

currently working. Due to the small number of respondents and the variety in the teaching 

positions the respondents possess, the numbers of teachers in each specific level of education 

are too small for any major conclusions to be drawn. However, it is noteworthy that out of the 

six respondents who stated working in upper secondary education and whose students 

additionally used textbooks, only one somewhat disagreed with statement XVII, and none 

disagreed with statement XVIII, meaning that while the curriculum for upper secondary 

education displays little emphasis on prosodic elements, upper secondary school textbooks do 

seem to provide instructions and exercises on the matter. 

Explicit and implicit teaching and learning of intonation is a frequently discussed subject 

in SLA research, as some think it is picked up by the learners more or less automatically when 

acquiring other parts of language (cf. Jenkins 2000, 152). The statement regarding the explicit 

teaching of intonation turned out to be one of the more divisive ones. 

XIX. Intonation is something that cannot be taught explicitly, but must be acquired 

naturally 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

2 6 9 6 
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Most respondents disagreed with statement XIX, meaning they thought it was possible to teach 

intonation specifically. However, this was not a clear-cut majority, as there were those who did 

agree with the statement, and two of them did so strongly. The variation in the responses to this 

statement indicates that the benefit of explicit teaching of intonation seems to be a matter of 

personal beliefs and perceptions. The attitudes of the small majority who agreed with the 

statement could, to some extent, explain the evident lack of prosody-related instruction 

observed by Tergujeff (2012): it is hardly surprising that a teacher would avoid teaching 

intonation in class, if they believe it cannot be explicitly taught in the first place. 

Many different themes arose in the responses for the open-ended question of the third 

section (“At your current level of teaching English, how should intonation be taught in your 

opinion, or should it be taught at all at this level? Do you see any benefits or challenges in 

teaching intonation at this level specifically?”). Since the respondents were asked to answer 

the questions with their current level of teaching in mind, learner age was frequently mentioned 

in the answers. The open-ended responses reflected the results of statements XI and XII, as 

those who worked with older learners anticipated challenges: 

(17) It should be taught. Some adult learners might feel shy or lack confidence or 

somehow find the learning of intonation unimportant, and this can have an effect on 

their learning. -R15 

(18) I think intonation should be taught at all levels of learning. There are challenges 

but they should not be ignored. My last job (I retired 3,5 months ago) was at an 

adult education centre where I put a lot of efforts on teaching intonation from 

the very beginners to advanced learners. Understanding is a great challenge to 

adult learners and teaching intonation helps understanding, too. -R8 

(19) by listening and speaking. my elderly adult learners find it difficult to change 

their normal speaking patterns. -R6 

(20) I aim at paying my students’ attention to intonation all the time, with the 

intention of training their ear to notice it both when they listen and speak. I teach 

adult learners, so it's possible to include some theory in the teaching as well, but it’s 

not very natural that way. -R1 
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According to the respondents, the challenges adult learners face are lack of confidence in 

producing intonation (17); understanding, for which the respondent sees intonation to be 

helpful (18); and adjusting previously learned speaking patterns (19). However, in (20) the 

respondent sees additional benefit in learners being adults, as it makes including theory-based 

teaching possible, even if it is not regarded as natural. 

Outside of adult learners, some teachers saw challenges with teaching intonation even to 

upper secondary level learners: 

(21) Intonation should definitely be taught at upper secondary school. The challenge 

is that the students have already been learning English for 7 years when they start 

studying at upper secondary school, and may not have practiced pronunciation and 

intonation at all earlier.  It is rather difficult to get rid of the old habits after so many 

years. -R14 

While in (19) the advanced age of elderly learners was deemed an obstacle for changing 

patterns, the respondent in (21) feels similarly about upper secondary school students. This 

suggests that it is not necessarily the age of acquisition of the language that makes learning 

intonation difficult, but rather the point at which it is introduced. Learning about intonation for 

the first time after 7 years of L2 learning is, according to this respondent, too late. 

To support these findings, the teachers of lower levels saw benefits in the younger age 

and earlier acquisition process of their learners: 

(22) When you start with learners who are young enough (and this goes for all of 

pronunciation), learning intonation is easy and natural: Repeating after audio, 

playing with intonation, exaggerating etc. With slightly older learners you pay 

attention to rules and practice intonation, for example “Wow. Wow? Wow?!” etc. 

With even older learners, i.e., lower secondary students you introduce more 

complicated intonation that appears on the recordings of the textbooks, and practice 

them in different ways. Teaching intonation in my opinion is really fun and 

interesting, and students always get excited about it. -R16 

(23) … I believe that learners will catch a lot of things by ear (especially with 

primary school 1st to 3rd graders this is noticeable, for example when repeating 

words and phrases after the teacher or a recording). -R12 

(24) To those who English is difficult or almost impossible to learn, intonation doesn't 

matter. The younger the students are, the more easily they learn pronunciation 

on all of its levels. And some teenage students just do not care and are not interested 
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in learning anything because they “already know as much as they ever need to know”. 

Then there are those students who are good at English and like to practise different 

things, like intonation. -R3 

The three responses above support introducing intonation in the early stages of learning 

English. In (22), the teacher describes early learning as a basis for later, more complex and 

advanced learning. The respondent in (24) did not value intonation as important for learners of 

lower proficiency, and additionally stated that lack of motivation was a hindering fact for 

teenage learners. Even then, they agreed that younger age would be a benefit in learning 

intonation. 

Combined, the results regarding statements XI and XII about learner age, statements XV 

and XVI about learning intonation with and without the knowledge and context of 

communicational effect, and the open-ended responses suggest that learning intonation is most 

productive when attention is paid to intonation early on in teaching. Younger learners are more 

apt to acquire the production of intonation and are then able to connect the previously learned 

pitch movement patterns into different communicational functions in the later stages of their 

learning process.  

4.4 Questionnaire part 4: Teachers’ perceptions of training 

The final section of the questionnaire consists of statements and questions regarding the 

training and information the teachers have received obtaining their degrees and after it, 

focusing on the role of prosodic elements. 

XX. In my degree studies, I have received enough information about English 

intonation and its communicative value 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

11 8 4 0 
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XXI. In my degree studies, I have received enough training in how to teach prosodic 

elements of English 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

6 2 10 5 

 

 

Most teachers thought that the amount information they have received about intonation 

in their studies has been adequate, as the overwhelming majority agreed with statement XX, 

and most of them strongly. The next statement, however, shows that the bulk of this 

information may be rather theory-oriented, as over half of respondents considered their training 

in teaching prosodic elements insufficient. 

Since many of the teachers in Baker (2011) had stated following prosody-related journals 

and studies, it should be asked from if teachers in Finland have expanded their knowledge 

through similar methods after their degree studies. The results for these questions are very 

divided, and thus, seem to be subjective and individual.  

XXII. I have received information about English intonation and its communicative 

value after my degree studies (from for example seminars and conferences, 

research articles). 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

3 8 6 6 

 

 

XXIII. I have received information about teaching methods and materials for teaching 

prosodic elements after my degree studies (from for example seminars and 

conferences, research articles) 

Strongly agree Somewhat agree Somewhat disagree Strongly disagree 

2 8 6 7 

 

 

The apparent lack of information received after the teachers’ respective degree studies could 

be explained by the high amount of information received during the studies, yet it should be 

noted that only one of the four respondents who disagreed with statement XX had received 

information on intonation even after their studies. 
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The final open-ended question of the survey was “Describe briefly how the prosodic 

elements of English were discussed in your degree studies. Is there something that was not 

discussed at all, but you have learned later in, for example, seminars or working life?” As the 

most experienced respondents had completed their studies well before the change of the 

millennium, many had trouble remembering the specifics of their degree studies. 

As for those who did remember more about their studies, many responses describe 

receiving instruction on intonation but not on how to teach it, reflecting the results of statements 

XX and XXI. 

(25) In my degree studies teaching foreign languages were taught on a general level 

so I have not received any formal education on how to teach specifically the 

prosody elements of English. -R4 

(26) As far as I can remember we were taught the prosodic elements but not how 

to teach them to our students. In seminars there were some lecturers who focused 

on prosodic elements. -R8 

(27) The prosodic elements were discussed in length during my studies, but teaching 

them was never discussed. I felt a little disappointed, to be honest. -R18 

A few respondents stated learning about prosody in seminars after graduation or through work 

life: 

(28) …I guess I attended some phonetics courses, and I minored in general 

linguistics. It's also something I've learned ‘by doing’, i.e. along the way when 

teaching and reflecting on my teaching experiences. In general, I've noticed that 

the Finnish way of teaching and learning English pays very little attention to the 

prosodic elements of English. -R1 

(29) I cannot say there were no discussion about this matter as I took my basic studies 

[in] 2009–2010, I don't remember what was discussed and what not. The text and 

exercise books we use at our school include a good amount of [exercises] about 

intonation etc. and those have helped me in my teaching. -R3 

(30) Studied over 1-2 courses that discussed pronunciation in general. I have 

deepened my knowledge in seminars and working life. -R10 

Some of those who stated having received a lot of intonation-related instruction in their studies 

further described their studies in the open-ended question: 

(31) We had a very good teacher at Turku University, we practiced intonation very 

thoroughly. I can remember this pronunciation course very clearly, during which we 
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practiced intonation. I still appreciate the course very much, it was one of the most 

useful courses during university. -R15 

(32) Our faculty at Turku [university] had a phonetics specialist, Pekka Lintunen, and 

he offered a lot of insight into the topic of pronunciation, intonation and stress 

patterns. -R5 

(33) we had a course in pronunciation. our teacher had herself written a book on 

pronunciation. we practised pronunciation in a language lab, rhythm, intonation, 

stress... -R6 

(34) English Pronunciation 1 and 2, English Phonetic. Great courses and I did my 

bachelor’s and master’s theses on pronunciation as well. Too bad those courses no 

longer exist in Oulu and the absolute LEGEND Ian Morris-Wilson has retired. -R20 

These responses give light to the effect that university lecturers and instructors have on their 

students. While many stated not remembering how prosodic features were discussed in their 

studies, the four respondents quoted above speak highly of the instruction they have received 

on the matter, with some additionally mentioning the names of their instructors who are 

specialized in pronunciation-related issues. These results are somewhat in line with Baker 

(2011), in that those who had received specialized instruction in prosody valued it higher than 

those who had not, and it seems that university lecturers play an important role in highlighting 

the importance of the prosodic elements of English. 
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5 Discussion 

While the first section of the questionnaire did not directly answer any of the research questions 

of the study, it served as a way to establish the respondents’ perceptions regarding important 

aspects of foreign language teaching, and their attitudes towards teachers’ accents. The three 

statements regarding important aspects for learners displayed, as expected, a clear preference 

towards understandable communication, followed by grammatical correctness, with accent 

reduction being the least important. This hierarchy indicates that according to the respondents, 

accentedness is not an impediment for intelligibility and comprehensibility, reflecting the 

results of the studies by Derwing and Munro introduced in subsection 2.2.2.  

Even though a clear majority of the respondents did not agree that only a teacher who is 

a native speaker of the target language should teach English pronunciation, most did agree that 

a teacher should sound like an L1 speaker. For a learner, on the other hand, nativelikeness was 

not seen as a necessity. Some comparisons can be drawn between these results and those from 

Buss (2016). For example, 82.1% of the teachers whose L1 was Brazilian Portuguese believed 

that a native speaker was not the best person to teach pronunciation (Buss 2016, 630), and 

78.6% did not see eliminating a foreign accent as a viable goal for learning (ibid.). However, 

Buss’s respondents additionally highlighted the importance of maintaining a national identity, 

as over half agreed that some Brazilian individuals refuse to change their pronunciation because 

of this (ibid.). This is something which was scarcely mentioned by Finnish EFL teachers, as 

although accentedness was generally not seen as a problem, L1 background was mentioned 

only once in the responses for the first open-ended question, and even then, Finnish was not 

explicitly mentioned: 

(35) … English is a global language with many accents and dialects. Non-native 

Englishes are part of the puzzle, and there is no reason why the background of the 

speaker should not be heard. -R15 
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In a certain sense, teachers believe that learners should aim somewhere between sounding 

Finnish and sounding native, since some of the “Finnishness” was seen negatively, as in the 

following answer to the second open-ended question (Do you think learning to understand and 

produce English intonation is valuable for a learner of English in Finland? Why/why not?): 

(36) Because Finnish has very poor intonation. We don’t want to move that poor 

intonation into English, where it's more important. -R20 

The first research question of the study was “What kind of attitudes do English teachers 

in Finland have towards English intonation?”, and the statements and questions in the second 

part of the questionnaire provided information on the matter. Overall, intonation was 

considered significant for spoken English communication on its own, as well as more important 

when compared to the role of intonation in Finnish. In spite of this, segmental features were 

deemed more essential for communicative purposes by the majority of respondents. This is an 

interesting finding, since variation in vowel or consonant sounds does not technically convey 

any of the communicational functions that intonation does, as introduced in section 2.1. It 

seems that this statement has been answered with chiefly intelligibility and comprehensibility 

in mind, and although this study focuses on the suprasegmental features, here it is necessary to 

discuss the differences between the segmental systems of English and Finnish. 

The Finnish alphabet consists of 29 letters, and while there are more vowel sounds than 

in many other languages, Finnish has typically been described as having a “transparent” writing 

system, meaning that one letter corresponds to one sound with relatively few exceptions (Cook 

2008, 70). The English alphabet, on the other hand, consists of 26 letters which altogether 

account for 44 phonemes, and a single letter may be used to represent several phonemes, with 

there additionally being several ways to write a single phoneme (ibid.). In other words, English 

does not have a transparent writing system. Because of this, teachers in Finland may be more 

concerned in spending classroom time on teaching the complex segmental system of the 
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language, which for learners of L1 Finnish background can be difficult or even confusing, 

especially if the learners are young and have barely learned how to read in their native Finnish. 

The second research question was “How important is it for Finnish students to learn 

English prosody according to English teachers in Finland?”. Even though vowel and consonant 

sounds were valued over prosodic features, the answers to the open-ended questions of the 

second and third sections revealed that intonation was by no means seen as irrelevant for 

learners of English in Finland. What is noteworthy is that teachers across all levels of teaching 

mainly displayed positive attitudes towards teaching intonation both in general and on their 

respective levels, with some mentioning it not being as important for young learners or learners 

of low proficiency. Many respondents cited the attitudinal and grammatical functions of 

intonation when explaining the value of teaching intonation or how they thought intonation 

should be taught, but no explicit mentions of larger conversational or discourse functions of 

intonation appeared. The lack of these kinds of mentions can only be speculated on, but one 

reason could be their perceived redundancy, as in many cases similar conversational effect can 

be achieved by, e.g., phrasing. Nevertheless, awareness of discourse intonation would benefit 

a learner, since even if the learner is capable of rephrasing their message, it is not guaranteed 

that their interlocutor will do the same. Overall, EFL teachers in Finland do not seem to 

disregard the significance of intonation, thus going against the historical trend mentioned 

throughout this thesis. 

The third research question was “What kind of challenges do English teachers in Finland 

see in teaching and learning prosody?”. The challenges which were anticipated when compiling 

the questionnaire deal with language transfer from L1, learner age and proficiency, and quality 

of teaching and learning materials. The perceived difference between the intonational systems 

of English and Finnish was already established in the second part of the questionnaire, and this 

difference was additionally seen as a challenge for learners of L1 Finnish background, as was 
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the difference in stress patterns between the two languages. If transfer is seen as something 

which adds difficulty to the learning process, it could be expected that more time and attention 

would be given to the teaching of prosodic features, yet as mentioned above, segmental features 

were valued over them by the respondents. 

Another factor for which there were multiple statements, and which was additionally 

mentioned abundantly in the open-ended answers, was the effect of learner age. In the 

questionnaire, the complex conversational functions of intonation were assumed as a potential 

challenge for younger learners on one end, while the critical period was seen as an impediment 

for older learners on the other. More respondents leaned towards the latter than the former, and 

the responses to both the statements and the questions reveal that many teachers see a more 

advanced age as a hindering factor for learning intonation. Young learners were praised for 

their ability to imitate what they hear, and many stated that learners after the critical period, 

especially adults, had difficulties in changing the speaking habits and patterns which they had 

already acquired. English teachers in Finland, then, seem to believe in learning ability 

decreasing as age increases, at least when it comes to phonology and pronunciation. 

Comparing these results with the Finnish national curriculum for comprehensive schools, 

the fact that prosodic elements are mentioned as a central content area for learners already at 

primary school level is a benefit. The ability to imitate and identify various pitch movement 

patterns early on helps the learners to connect those patterns to different conversational 

functions and meanings later, and many respondents seem to believe that this is a valid way of 

teaching intonation, since the majority agreed that awareness of intonation should be raised 

even if the communicational effects are not included. However, it would be wise to incorporate 

the communicational functions into teaching sooner rather than later, in order to avoid learners 

using intonation haphazardly, potentially leading them to unintentionally producing 

conversational meaning which they do not wish to emit. 
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The final research question of the study was “How do English teachers in Finland 

evaluate their own training in prosody-related issues?”. This question was divided into four 

statements measuring the respondents’ subjective perception about both theoretical 

information about prosodic elements and how to teach them, both during their degree studies 

and after. While the amount of theoretical information was overall deemed sufficient, many 

called for more precise instruction on teaching prosodic elements, which some had not received 

neither during nor after their degree studies. These results reflect those of Buss (2016) and 

Georgiou (2019), as the studies found that EFL teachers wished for more pronunciation-related 

seminars, more support from the teaching curricula, and more training on pronunciation 

teaching. Unfortunately, in example (34) above, the respondent stated there being fewer 

opportunities to learn about pronunciation in the University of Oulu than before, and if this is 

a nationwide trend, the matter is not likely to improve. 

Outside of the four research questions, there were some themes which arose from both 

the theoretical background and the results of the study. One of these was the differences in the 

assumed interlocutor of the learner, as some described EFL situations, i.e., communicating with 

a native speaker, while others considered EIL contexts where both or all participants are L2 

users of English. In the responses to the first three open-ended questions, both nativelikeness 

and intonation were seen more crucial when communicating with L1 speakers of English than 

when communicating with other international speakers: 

(37) …Finnish learners often speak English slow [and monotonously] in comparison 

with natives, which may make us sound bored, sad or angry. So, you can be 100% 

understood based on the words and grammar you use, but misunderstood by the way 

you speak. -R1 

(38) …the students should be taught enough to avoid misunderstandings when 

communicating with a native speaker. When it comes to communicating with another 

non-native speaker, it doesn’t matter as much because both speakers carry the 

intonation of their respective mother tongues with them. -R12 

(39) …I teach in a vocational school, most of my students are going to need 

English with customers who are not native speakers themselves. Thus, for them, 
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effective communication is much more valuable than sounding like a native, or 

grammatical correctness. -R13 

(40) Learning the correct pronunciation and word stress is important, as is paying 

attention to intonation. However, native speaker doesn't have to be the goal. Fluent 

communication is goal number one, and it doesn't require a native-like way of 

speaking. We are so much more likely to speak English with lingua franca users 

than native speakers anyway. -R1 

These responses reflect Jenkins’s perceptions about the role of intonation in ELF or EIL 

communication. In addition to generally seeing nativelikeness as a redundant and unachievable 

goal for L2 learners, she claims that pitch movement should not be taught if it does not 

significantly improve EIL intelligibility (2000, 108–109), and that promoting the importance 

of suprasegmental features for intelligibility usually deals with communicating with L1 

speakers (ibid. 136). This leaves room for speculation and for further research, which will be 

discussed in the final chapter of the thesis. 
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6 Conclusion 

The purpose of this thesis was to examine the perceptions of EFL teachers regarding English 

prosody teaching in Finland, a matter which apart from the studies by Tergujeff (2012) and 

Tergujeff et al. (2011) had not been extensively investigated before. The study succeeded in 

filling this research gap, additionally revealing a certain discrepancy with the two 

aforementioned studies, in that while the respondents of the present study displayed positive 

attitudes towards prosody and its importance for learners in Finland, a general lack of teaching 

these features was discovered by Tergujeff in both studies. Some questions, then, are left 

unanswered, but before discussing them thoroughly by proposing subsequent research, it is 

important to acknowledge the shortcomings of the present study. 

Firstly, despite the relative heterogeneity of respondents exhibited in chapter 3, the 

sample size of 23 respondents is rather small to account for the thousands of qualified English 

teachers in Finland. Thus, the quantitative results especially should be treated accordingly, and 

any larger generalizations cannot be made based on these results. Secondly, as already 

anticipated by the first pilot respondent, many teachers stated not remembering the contents of 

their degree studies nor the presence of prosodic elements in them. Because of this, results from 

the final part of the questionnaire are left even more shallow and unreliable. A more objective 

way to examine the role of prosodic elements in English language degree studies in Finland 

would be to examine course contents and teaching curricula, both past and present, of Finnish 

universities. 

Despite these deficiencies, the present study was able to answer the research questions, 

but also reveal new ones for subsequent research. The reasons for the abovementioned 

discrepancy between this study and the studies by Tergujeff some ten years ago still remain 

unknown. One reason for the lack of teaching of prosodic features in Tergujeff (2012) could 

be a result of the observation period lasting for only six to nine lessons, and the teachers simply 
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not teaching prosody during this short period, yet even this would not explain learners stating 

rarely or never having received specific instruction on the matter in Tergujeff et al. (2011). 

While Buss (2016) collected data about how often the EFL teachers in Brazil taught prosodic 

features, similar questions were left out of the present study, as estimating the time spent on 

teaching prosody was considered difficult by peers. For these reasons, similar observation-

based studies on prosody teaching specifically could shed light on the question. 

Another result which could be enhanced by observing the classroom practices of teachers 

is that of the perceived aptness of younger learners to imitate and acquire English phonology. 

Something that none of the respondents stated (and have perhaps never considered) is that 

adults tend to adjust their speaking patterns when conversating with small children. This 

concept of Child-Directed Speech (CDS) manifests itself in moderated speech rate and 

exaggerated pitch height and variation, i.e., in prosody (Cook 2008, 161). The effect of CDS 

in English teaching and prosody has been studied as well (cf. Riesco-Bernier 2012). While 

young learners may well be better imitators of both segmental sounds and intonation, they may 

have the additional benefit of having a model of speech where pitch variation is more dramatic, 

and therefore more notable. Observing teachers with learner groups of various ages could help 

discover whether teacher behavior, conscious or unconscious, is a factor in the acquisition of 

prosody. 

In terms of actual use of English prosody, there is likewise very little or no research at 

all conducted in Finland. Experiments based on repetition tasks could be used to confirm the 

age-based differences in producing intonation stated by the respondents of this thesis. A study 

of this kind could also incorporate listening comprehension tasks where learners of different 

ages are prompted to identify meanings indicated by different intonation patterns. Moreover, 

many previous studies on intelligibility and comprehensibility are conducted from an L1 

English speaker perspective, and although Jenkins (2009) examined L2 English speakers’ 
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perceptions of the correctness, acceptability, pleasantness, and familiarity of native and foreign 

accents, the concept of intelligibility is only mentioned in passing. For these reasons, studies 

such as those conducted by Derwing and Munro, introduced in subsection 2.2.2, but with L2 

listeners would serve as better estimates of the role of suprasegmental features for intelligibility 

and comprehensibility in international contexts. 

Finally, the English teachers in the present study had mainly positive views about 

textbooks providing prosody-related information, although responses from both extremes were 

present. Yet the variation in the levels of education on which the teachers work leave the results 

of this question somewhat sporadic, and additionally, the respondents were not asked to specify 

the books their students use. A thorough examination and comparative analysis of text and 

exercise books used on different levels of education in Finland would serve as a more objective 

manner to inspect the extent to which information about prosodic features appear in learning 

materials.  

 

  



 66   

 

Bibliography 

Anderson-Hsieh, Janet, and Kenneth Koehler. “The Effect of Foreign Accent and Speaking 

Rate on Native Speaker Comprehension.” Language Learning, vol. 38, no. 4, Blackwell 

Publishing Ltd, 1988, pp. 561–613. 

Anderson-Hsieh, Janet, et al. “The Relationship Between Native Speaker Judgments of 

Nonnative Pronunciation and Deviance in Segmentals, Prosody, and Syllable 

Structure.” Language Learning, vol. 42, no. 4, Blackwell Publishing Ltd, 1992, pp. 

529‒55. 

Avery, Peter, and Susan Ehrlich. Teaching American English Pronunciation. 6th impr., 

Oxford University Press, 1995. 

Bai, Barry, and Rui Yuan. “EFL teachers’ beliefs and practices about pronunciation 

teaching”, ELT Journal, vol. 73/2, April 2019, pp. 134–143; doi:10.1093/elt/ccy040 

Baker, Amanda A. “Discourse Prosody and Teachers’ Stated Beliefs and Practices”, TESOL 

Journal, vol. 2.3, September 2011, pp. 263‒292; doi: 10.5054/tj.2011.259955 

Bøhn, Henrik, and Thomas Hansen. “Assessing Pronunciation in an EFL Context: Teachers’ 

Orientations towards Nativeness and Intelligibility”, Language Assessment Quarterly, 

vol. 14:1, 2017, pp. 54‒68, doi: 10.1080/15434303.2016.1256407 

Bongaerts, Theo, et al. “Can Late Starters Attain a Native Accent in a Foreign Language? A 

Test of the Critical Period Hypothesis.” THE AGE FACTOR IN SECOND LANGUAGE 

ACQUISITION: A CRITICAL LOOK AT THE CRITICAL PERIOD HYPOTHESIS, 

edited by David Singleton & Zsolt Lengyel, Clevedon, England: Multilingual Matters, 

1995, pp. 30‒50. 

Bongaerts, Theo, et al. “Age and Ultimate Attainment in the Pronunciation of a Foreign 

Language.” Studies in Second Language Acquisition, vol. 19, no. 4, 1997, pp. 447‒465, 

doi:10.1017/s0272263197004026.  

Brown, Gillian, and George Yule. Discourse Analysis. Cambridge University Press, 1983. 

Buss, Larissa. “Beliefs and practices of Brazilian EFL teachers regarding pronunciation”, 

Language Teaching Research, vol. 20(5), 2016, pp. 619‒637; doi: 

10.1177/1362168815574145 

Chun, Dorothy M. Discourse Intonation in L2: From theory and research to practice, John 

Benjamins Publishing Company, 2002. ProQuest Ebook Central, 

https://ebookcentral.proquest.com/lib/tampere/detail.action?docID=622473. 

Cook, Vivian. Second Language Learning and Language Teaching. 4th ed., Hodder 

Education, 2008. 

Couper-Kuhlen, Elizabeth. An Introduction to English Prosody. Niemeyer, 1986.  

https://ebookcentral.proquest.com/lib/tampere/detail.action?docID=622473


 67   

 

Derwing, Tracey M., et al. “Evidence in Favor of a Broad Framework for Pronunciation 

Instruction.” Language Learning, vol. 48, no. 3, Blackwell Publishers Inc, 1998, pp. 

393–410, https://doi.org/10.1111/0023-8333.00047. 

Georgiou, Georgios P. “EFL teachers’ cognitions about pronunciation in Cyprus”, Journal of 

Multilingual and Multicultural Development, vol. 40:6, 2019, pp. 538‒550, doi: 

10.1080/01434632.2018.1539090 

Gordon, Matthew. “Disentangling stress and pitch-accent: a typology of prominence at 

different prosodic levels.” Word Stress: Theoretical and Typological Issues, edited by 

Harry van der Hulst, Cambridge University Press, 2013, pp. 83‒118. 

Gut, Ulrike. “Prosody in second language speech production: The role of the native 

language.” Fremdsprachen lehren und lernen, vol. 32, 2003, pp. 132–152. 

Halliday, M. A. K., and William S. Greaves. Intonation in the Grammar of English. Equinox 

Publishing Ltd, 2008. EBSCOhost, 

search.ebscohost.com/login.aspx?direct=true&AuthType=cookie,ip,uid&db=e000xww

&AN=547825&site=ehost-live&scope=site 

Iivonen, Antti. “Intonation in Finnish.” Intonation Systems: A Survey of Twenty languages, 

edited by Hirst and Di Cristo, Cambridge: Cambridge University Press, 1998, pp. 314‒

330. 

Jenkins, Jennifer. The Phonology of English as an International Language: New Models, 

New Norms, New Goals. Oxford University Press, 2000. 

---. “(Un)pleasant? (In)correct? (Un)intelligible? ELF speakers’ perceptions of their accents.” 

English as a Lingua Franca: Studies and Findings, edited by Mauranen and Ranta, 

Cambridge Scholars Publishing, 2009, pp. 10‒36. 

“Kielten opiskelu perusopetuksessa.” Vantaa, https://www.vantaa.fi/fi/kielten-opiskelu-

perusopetuksessa. Accessed 22 March 2022. 

Kreidler, Charles W. The Pronunciation of English: A Course Book. 2. ed., Blackwell, 2004. 

Lengeris, Angelos. “Prosody and Second Language Teaching: Lessons from L2 Speech 

Perception and Production Research.” Romero-Trillo, pp. 25‒40. 

LOPS. Lukion opetussuunnitelman perusteet 2015. Opetushallitus. Helsinki: Next Print Oy, 

2015. 

---. Lukion opetussuunnitelman perusteet 2019. Opetushallitus. Helsinki: Next Print Oy, 

2019. 

Moyer, Alene. Age, Accent and Experience in Second Language Acquisition: An Integrated 

Approach to Critical Period Inquiry. Channel View Publications, 2004. 

---. “ULTIMATE ATTAINMENT IN L2 PHONOLOGY: The Critical Factors of Age, 

Motivation, and Instruction.” Studies in Second Language Acquisition, vol. 21, no. 1, 

Cambridge University Press, 1999, pp. 81–108, 

https://doi.org/10.1017/S0272263199001035. 

https://doi.org/10.1111/0023-8333.00047
https://www.vantaa.fi/fi/kielten-opiskelu-perusopetuksessa
https://www.vantaa.fi/fi/kielten-opiskelu-perusopetuksessa


 68   

 

Munro, Murray J., and Tracey M. Derwing. “Foreign Accent, Comprehensibility, and 

Intelligibility in the Speech of Second Language Learners.” Language Learning, vol. 

45, no. 1, Blackwell Publishing Ltd, 1995a, pp. 73–97, https://doi.org/10.1111/j.1467-

1770.1995.tb00963.x. 

---. “Processing Time, Accent, and Comprehensibility in the Perception of Native and 

Foreign-Accented Speech.” Language and Speech, vol. 38, no. 3, SAGE Publications, 

1995b, pp. 289–306, https://doi.org/10.1177/002383099503800305. 

Ortega-Llebaria, Marta, and Laura Colantoni. “L2 English Intonation: Relations between 

Form-Meaning Associations, Access to Meaning, and L1 Transfer.” Studies in Second 

Language Acquisition, 2014, 36, pp. 331–353. doi:10.1017/S0272263114000011 

Peperkamp, Sharon, and Emmanuel Dupoux. “A typological study of stress ‘deafness’.” 

Laboratory Phonology 7, edited by Gussenhoven and Warner, Mouton de Gruyter, 

2002, pp. 203‒240. 

POPS. Perusopetuksen opetussuunnitelman perusteet 2014. Opetushallitus. Helsinki: Next 

Print Oy, 2014. 

POPS. Perusopetuksen opetussuunnitelman perusteiden 2014 muutokset ja täydennykset 

koskien A1-kielen opetusta vuosiluokilla 1‒2. Opetushallitus. Helsinki: Next Print Oy, 

2019. 

Riesco-Bernier, Silvia. “Same but Different: The Pragmatic Potential of Native vs. Non-

native Teachers’ Intonation in the EFL Classroom.” Romero-Trillo, pp. 171‒197. 

Romero-Trillo, Jesús, ed. 2012. Pragmatics and Prosody in English Language Teaching. 

New York: Springer. 

Seidlhofer, Barbara. Understanding English as a Lingua Franca. Oxford University Press, 

2011. 

Snow, Catherine E., and Marian Hoefnagel-Höhle. “Age Differences in the Pronunciation of 

Foreign Sounds.” Language and Speech, vol. 20, no. 4, Sage Publications, 1977, pp. 

357–65, https://doi.org/10.1177/002383097702000407. 

---. “The Critical Period for Language Acquisition: Evidence from Second Language 

Learning.” Child Development, vol. 49, no. 4, University of Chicago Press, 1978, pp. 

1114–28, https://doi.org/10.1111/j.1467-8624.1978.tb04080.x. 

“Tampere on nyt kieltenopetuksen edelläkävijä – Ensimmäiseksi vieraaksi kieleksi kannattaa 

valita joku muu kuin englanti.” Aamulehti, 7 February 2020. 

https://www.aamulehti.fi/paakirjoitukset/art-2000007501437.html. Accessed 22 March 

2022. 

Tannen, Deborah, et al. The Handbook of Discourse Analysis. 2nd edition, Wiley Blackwell, 

2015. 

Tergujeff, Elina. “English Pronunciation Teaching: Four Case Studies from Finland”, Journal 

of Language Teaching and Research, vol. 3, no. 4, July 2012, pp. 599‒607; doi: 

10.4304/jltr.3.4.599-607 

https://doi.org/10.1111/j.1467-1770.1995.tb00963.x
https://doi.org/10.1111/j.1467-1770.1995.tb00963.x
https://doi.org/10.1177/002383097702000407
https://www.aamulehti.fi/paakirjoitukset/art-2000007501437.html


 69   

 

Tergujeff, Elina, Riikka Ullakonoja and Hannele Dufva. “Phonetics and Foreign Language 

Teaching in Finland.” In Werner, S. & Kinnunen, T. (eds.), XXVI Fonetiikan päivät 

2010. Joensuu, Finland: University of Eastern Finland, pp. 63‒68, 2011. 

Wells, John C. English Intonation: An Introduction. Cambridge University Press, 2006. 

  



 70   

 

Appendices 

Appendix 1: Questionnaire 

READ THIS SECTION CAREFULLY! (in Finnish below)  

This questionnaire is a part of a master’s thesis research at Tampere University. The goal of 

the survey is to track Finnish EFL (English as a foreign language) teachers' attitudes and 

perceptions towards the prosodic elements of English, especially English intonation. The 

questions and statements are in English, and you may answer in either English or Finnish. 

 

In this survey, 'prosodic elements of English' refer to intonation, word stress, and sentence 

stress. 

 

'Intonation' refers to pitch variation in speech and is sometimes referred to as the "melody" of 

speech.  

'Word stress' refers to prominence or emphasis of a specific syllable within a word.  

'Sentence stress' refers to prominence or emphasis of a specific word within a sentence. 

 

Whenever any of these elements appear in the survey alone, the respondent is asked to 

consider only the stated element in their response. Whenever the phrase 'prosodic elements of 

English' appears in the survey, the respondent is asked to consider all three elements in their 

responses.  

 

The requirement for participating in this survey is for the respondent to have graduated, and 

to have been working as an English teacher for at least six months. If you have not yet 

graduated, or if you have not worked as an English teacher for at least six months, please do 

not fill the questionnaire.  

 

The questionnaire has six sections, including this introductory section. The second section 

consists of questions regarding your demographic information. Sections 3-6 each deal with 

different themes about English teaching and learning, and about English prosody, consisting 

of statements with multiple choice answers and an open-ended question. It takes about 20-30 

minutes to fill the questionnaire. If you encounter any problems or if you have any questions, 

you may contact the researcher at miika.sutinen@tuni.fi 

 

All responses will be handled confidentially. 

 

___________________________________________________________________________ 

 

LUE TÄMÄ OSIO HUOLELLISESTI!  

 

Tämä kysely on osa Tampereen Yliopistossa suoritettavaa maisterintutkielmaa.  

Kyselytutkimuksen tavoitteena on kartoittaa suomalaisten englanninopettajien asenteita ja 

käsityksiä englannin kielen prosodisia elementtejä ja etenkin intonaatiota kohtaan. Kyselyn 

kysymykset ja väittämät ovat englanniksi, ja niihin voi vastata joko englanniksi tai suomeksi.  

 

Tässä kyselyssä 'englannin kielen prosodisilla elementeillä' tarkoitetaan intonaatiota, sekä 

sana- ja lausepainoa.  

mailto:miika.sutinen@tuni.fi
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'Intonation' (intonaatio) viittaa puheen äänenkorkeuteen ja sen vaihteluun, ja siitä puhutaan 

joskus puheen "melodiana".  

'Word stress' (sanapaino) viittaa yksittäisen sanan painolliseen tavuun.  

'Sentence stress' (lausepaino) viittaa yksittäisen lauseen painolliseen sanaan.  

 

Näiden termien esiintyessä kyselyssä yksin, vastaajaa pyydetään pohtimaan vain kyseistä 

elementtiä vastauksissaan. Fraasin "prosodic elements of English" (englannin kielen 

prosodiset elementit) esiintyessä vastaajaa pyydetään pohtimaan vastauksissaan kaikkia 

kolmea elementtiä.  

 

Minimivaatimus tutkimukseen osallistumiselle on, että vastaaja on suorittanut opettajan 

pätevyyteen vaadittavan tutkinnon, ja että hän on työskennellyt englanninopettajana 

vähintään kuusi kuukautta. Ethän vastaa kyselyyn, mikäli et ole vielä valmistunut, tai mikäli 

työkokemuksesi on alle kuusi kuukautta.  

 

Kyselyssä on kuusi osiota, mukaan lukien tämä ohjeistus. Toisen osion kysymykset koskevat 

vastaajakohtaisia taustatietoja. Osiot 3–6 käsittelevät eri teemoja koskien englannin kielen 

opettamista ja oppimista sekä englannin kielen prosodiaa, sisältäen sekä  

monivalintakysymyksiä ja -väittämiä että avoimia kysymyksiä. Kyselyyn vastaaminen kestää 

n. 20–30 minuuttia. Mikäli kohtaat kyselyä täyttäessäsi ongelmia, tai mikäli sinulle herää 

kysymyksiä, voit ottaa tutkimuksen tekijään yhteyttä sähköpostitse: miika.sutinen@tuni.fi  

 

Kaikki kyselyvastaukset käsitellään luottamuksellisesti.  

 

Demographic information 

This section is used to obtain some basic demographic information about the respondents. 

Please fill in the following information about yourself.   

 

 

1. Age (in years): _____ 
 

 

2. Gender: 

 

□ Female 

□ Male 

□ Other 

□ Prefer not to say 

 

3. What is your first language 

 

□ Finnish 

□ Swedish 

□ English 

□ Other: ____________________ 

 



 72   

 

4. Professional experience in teaching English (in years and months): _________ 

 
 

5. I currently teach English in/at... (you may choose multiple options) 
 

□ Comprehensive school, years 1-6 (alakoulu) 

□ Comprehensive school, years 7-9 (yläkoulu) 

□ Upper secondary school (lukio) 

□ Vocational school (ammattikoulu) 

□ University of applied sciences/Polytechnic (ammattikorkeakoulu) 

□ University (yliopisto) 

□ Other adult education (aikuiskoulutus, aikuislukio, kansanopisto) 

□ I am not currently working as a teacher 

 

6. I have previously taught English in/at... (you may choose multiple options) 
 

□ Comprehensive school, years 1-6 (alakoulu) 

□ Comprehensive school, years 7-9 (yläkoulu) 

□ Upper secondary school (lukio) 

□ Vocational school (ammattikoulu) 

□ University of applied sciences/Polytechnic (ammattikorkeakoulu) 

□ University (yliopisto) 

□ Other adult education (aikuiskoulutus, aikuislukio, kansanopisto) 

 

7. Highest degree received in English language studies: 

 

□ Bachelor’s degree (kandidaatintutkinto) 

□ Master’s degree (maisterintutkinto) 

□ Doctoral degree (tohtorintutkinto) 

□ I have a degree in another language/subject, and English is my minor subject 

 

8. If you have a degree in another subject, name the subject and degree level here 

 

__________________________________________________________________ 

 

9. In what year did you receive the degree stated in questions 7 and 8 of this section? 

 

__________________________________________________________________ 
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Intelligibility and native and foreign accents 

In this section, you will be asked to indicate your own perceptions towards intelligibility, as 

well as native and foreign accents in English teaching and learning. Please read the 

statements carefully. 

 

I. It is important for a TEACHER of English to sound native-like. * 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

II. It is important for a LEARNER of English as a foreign language to learn how to 

speak English without a foreign accent. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

III. It is important for a LEARNER of English as a foreign language to learn how to 

speak English that is formally correct.  

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

IV. It is important for a LEARNER of English as a foreign language to learn how to 

speak English so that the message they are communicating is understandable. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

V. Oral English skills and pronunciation are something that should only be taught 

by someone who speaks English as their first language. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

Do you think learning a native-like way of speaking English is valuable for a 

learner of English in Finland? Why/why not? * 
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The role of intonation 

In this section, you will be asked to indicate your perceptions about the role of intonation in 

communication. Please read the statements carefully. 

 

VI. Intonation is a significant part of spoken communication... 

 

… in English. 

 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

… in Finnish. 

 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

VII. Intonation is NOT significant for the comprehensibility and/or intelligibility of a 

spoken utterance in English. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

VIII. For communicative purposes, learning the vowel and consonant sounds of 

English is more important than learning the intonation patterns. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

Do you think learning to understand and produce English intonation is valuable 

for a learner of English in Finland? Why/why not? 
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Challenges in teaching and learning 

In this section, you will be asked to indicate your perceptions about the challenges a teacher 

or a learner of English may face when teaching or studying the prosodic elements of English, 

as well as the study material you and your students use. Please read the statements carefully. 

 

IX. The differences between Finnish and English make learning English intonation 

difficult. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

X. The differences between Finnish and English make learning English word stress 

and sentence stress difficult. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XI. It is difficult to teach intonation to younger learners (e.g., primary or 

comprehensive school students), because they may not understand the 

conversational meaning behind intonation. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

□ I have no experience in teaching learners of this age group 

 

XII. It is difficult to teach intonation to older learners (e.g., upper secondary students 

and adults), because they may be unable to produce prosodic elements that are 

new or unfamiliar to them.  

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

□ I have no experience in teaching learners of this age group 

 

XIII. Teaching intonation to less proficient learners is redundant. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 
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XIV. Teaching intonation to less proficient learners is confusing for the learners 

themselves.  

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XV. Learners should be aware of the intonation and the “speech melody” of English, 

even if they do not know or understand the conversational meanings that 

different intonation patterns have.  

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XVI. Learners should be aware of the intonation and the “speech melody” of English 

ONLY IF they are also aware of the communicational effects that intonation has. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XVII. The textbooks my students currently use provide helpful information for 

learning English intonation. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

□ My students do not currently use textbooks 

 

XVIII. The textbooks my students currently use provide helpful information for 

learning English word stress and sentence stress. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

□ My students do not currently use textbooks 
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XIX. Intonation is something that cannot be taught explicitly, but must be acquired 

naturally. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

At your current level of teaching English, how should intonation be taught in 

your opinion, or should it be taught at all at this level? Do you see any benefits or 

challenges in teaching intonation at this level specifically? 

 

Teachers’ own training and education 

In this section, you will be asked to indicate your perception about the training and education 

you have received during and after your degree studies. Please read the statements carefully. 

 

XX. In my degree studies, I have received enough information about English 

intonation and its communicative value. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XXI. In my degree studies, I have received enough training in how to teach prosodic 

elements of English. 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

XXII. I have received information about English intonation and its communicative 

value after my degree studies (from for example seminars and conferences, 

research articles). 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 
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XXIII. I have received information about teaching methods and materials for teaching 

prosodic elements after my degree studies (from for example seminars and 

conferences, research articles). 

□ Strongly disagree 

□ Somewhat disagree 

□ Somewhat agree 

□ Strongly agree 

 

Describe briefly how the prosodic elements of English were discussed in your 

degree studies. Is there something that was not discussed at all, but you have 

learned later in, for example, seminars or working life? 

 

Appendix 2: List of responses to the open-ended questions 

Listed here are the responses of all 23 respondents to the four open-ended questions of the 

questionnaire, unaltered. In cases where the original response is in Finnish, an English 

translation is provided in italics. 

 

 

Do you think learning a native-like way of speaking English is valuable for a 

learner of English in Finland? Why/why not? 

 

R1 Learning the correct pronunciation and word stress is important, as is paying 

attention to intonation. However, native speaker doesn't have to be the goal. Fluent 

communication is goal number one, and it doesn't require a native-like way of 

speaking. We are so much more likely to speak English with lingua franca users than 

native speakers anyway. 

R2 Yes, foreign people understand you easier and often you also understand better what 

other people are saying. 

R3 Depends on the goals the learners have set to themselves. As a teacher I'd say it is 

highly valuable as oral skills are more important than writing skills nowadays. 

R4 I think it is important that learners learn to speak like a native in the sense that they 

speak fluently and sound natural. It is important that students speak fluently but I do 

not consider sounding like a native the main objective of English teaching. Since 

English is a global language I think it is more important to be able to convey your 

message than to sound like a native. Even the definition of sounding like a native 

speaker is a bit problematic as there are so many different variations of what “native 

English” sounds like. 

R5 It depends on the students goals. You want to work in an English-speaking country; 

you need to learn idiomatic expression and native socio/dialects. You want to work 

in a company that functions in English then ELF is fine. 

R6 no, it's more important to be able to communicate in English, never mind the accent 

R7 Jos puhuja kuulostaa natiivilta, silloin keskustelukumppani olettaa, että myös 

käyttäytyminen ja kulttuurintuntemus on natiivinomaista. Ei-natiivi saa anteeksi 
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myös muita virheitä puheessa ja/tai käytöksessä, kun vastapuoli ymmärtää, ettei 

kaikki kulttuuriset normistot välttämättä ole hallussa. 

If the speaker sounds native, then the interlocutor assumes that behavior and 

cultural knowledge are also nativelike. A non-native will also be forgiven for other 

errors in speech and/or behavior, when the interlocutor understands that the 

speaker does not necessarily control all of the cultural norms. 

R8 I think it is valuable but it is not the most important aspect of language learning. It 

depends on the situation and on the target group with whom you communicate. 

R9 International English is whole concept apart 

R10 No because English is so widely spoken as a second language and not as a first 

language 

R11 Englantia puhutaan nykyään niin monella eri tavalla/aksentilla/murteella jo 

muutenkin, että mielestäni "natiivinkaltaisen" ääntämisen merkitys on huomattavasti 

pienempi kuin silloin, kun itse opiskelin koulussa englantia. Englanti on lingua 

franca, ja englannin opetuksessa/kielitaidossa ymmärrettävyys ja viestin perillemeno 

on tärkeää, ei niinkään se, millä tavalla jokin tietty sana lausutaan. Toki opettelemme 

oppilaiden kanssa intonaatiota ja BrE vs AmE -eroja, mutta lähinnä 

yleissivistyksenä, hienosäätönä ja kuriositeettina. 

English is spoken nowadays in so many different ways/accents/dialects already, that 

in my opinion the significance of a “nativelike” pronunciation is noticeably smaller 

than when I myself was studying English in school. English is a lingua franca, and in 

English learning and language skills, comprehensibility and getting the message 

across is important, not so much how a specific word is pronounced. Of course, we 

practice intonation and differences between BrE vs. AmE with students, but mainly 

as general knowledge, for fine tuning, and out of curiosity.  

R12 It doesn’t make a difference. English is a world language and it will always have a 

lot of non-native speakers with various different accents. 

R13 Might be, might not be. I teach in a vocational school, most of my students are going 

to need  English with customers who are not native speakers themselves. Thus, for 

them, effective communication is much more valuable than sounding like a native, 

or grammatical correctness. 

R14 It can be valuable but not necessary. Learning a native-like way of speaking English 

most likely requires a longer period of living in an English speaking country, which 

is not possible for every learner. If you speak English in a native-like way, you 

should also master the proper way of behaving in the same way as the native 

speakers. What I mean is that the native-like way of speaking may make native 

speakers assume you also know the cultural code of proper behavior. There can be 

uncomfortable clashes if you speak like a native but don't behave like a native. 

R15 It is not. English is a global language with many accents and dialects. Non-native 

Englishes are part of the puzzle, and there is no reason why the background of the 

speaker should not be heard. The most important thing is always to be understood, 

and that's why language should be grammatically correct to that extent at least that it 

can be understood. 

R16 Tottakai on tärkeää kuulostaa uskottavalta! Täytyy kuitenkin muistaa, että natiiveja 

ja aksentteja on joka lähtöön. Pelkällä kouluopetuksella ei juurikaan päästä 

natiivitasoiseen ääntämykseen, vaan siihen vaaditaan koulun ulkopuolista 

harrastuneisuutta, englantia käyttävää kotia / ystävää / virtuaaliyhteisöä tms. 

Kouluopetuksessa on paljon muutakin tärkeää, ja sisätöjä on tulvimalla. Pyritään 

täydelliseen, mutta usein tyydytään toimivaan ääntämiseen ja intonaatioon. Ei aina 
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haittaa, että henkilön tausta kuuluu aksentista. Niin se kuuluu muillakin 

englanninpuhujilla. 

Of course, it is important to sound credible! However, we must remember that there 

are all kinds of native speakers and accents. School teaching alone will not lead to a 

native-level pronunciation, it requires hobbyism outside of school, a 

home/friend/virtual community or the like that uses English. There are other 

important things in school teaching, and an abundance of content. We aim for 

perfection, but often settle for a functioning pronunciation and intonation. It doesn’t 

always matter that a person’s background can be heard from their accent. It 

happens with other English speakers as well.  

R17 No, because I do think that you shouldn't disregard foreign accents 

R18 Helps with finding a job later in life 

R19 Not absolutely necessary in Fin to sound like a native. Might impress some other 

Finns though, might make a better impression applying for high level jobs 

R20 Useless for the majority of students. If someone wants to go ahead and try to reach 

that level, go ahead, that's good. But it's something you absolutely don't need to 

speak 'good' English. 

R21 Native-like is a very broad concept, which makes it problematic to start with. It's 

important that learners learn to communicate accurately and understandably but too 

much consideration should not be given to "native-like" pronunciation. English 

being used in global multicultural context doesn't require native-like speaking skills, 

and that's why it shouldn't be the main goal of oral skills teaching. However, oral 

exercises are very important in order to gain confidence etc. as a languahe user, but 

the learners should be taught that there are as many ways of speaking English as 

there are people and being native or sounding native doesn't make anyone "better". 

R22 It's important to learn to speak naturally (intonation, pronunciation) in order to be 

easily understood by native speakers (and to understand them easily as well), but 

having a specific native accent is unnecessary. There are so many accents of English 

language, learning one of them can be a personal goal. 

R23 Yes, but then, what is native? 

 

Do you think learning to understand and produce English intonation is valuable 

for a learner of English in Finland? Why/why not? 

 

R1 It is definitely valuable and should be paid more attention to. However, I think it's 

not as important as a matter of intelligibility but as a matter of fluency. Finnish 

learners often speak English slow an monotoneously in comparison with natives, 

which may make us sound bored, sad or angry. So, you can be 100% understood 

based on the words and grammar you use, but misunderstood by the way you speak. 

This seems to be particularly difficult to understand for adult learners. 

R2 - 

R3 It is as it gives a good impression of one's language skills for ex. in a job interview. 

R4 The meaning of a sentence can change depending on the intonation so I think that it 

is important to understand and produce correct intonation. 

R5 Yes: there is a clear difference in the pronunciation of nouns and verbs (stress on 

different syllables) and you can add a lot of nuance to a sentence by shifting the 

stress to different words in a sentence. 

R6 yes, it's important to make a difference betw. questions and statements for example 
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R7 On tärkeää, auttaa viestin perillemenossa. 

It is important, helps getting the message across. 

R8 I think it is important both in understanding and in producing the language. The two 

languages are so different that it is important to pay attention to the differences from 

the very beginning. 

R9 You sound f*ing boring and bored w/o it. 

R10 Yes, it makes the speech more easily understandable by others (native and non-

native English speakers) and makes up for other small errors 

R11 On tärkeää, tottakai. Intonaatio vaikuttaa ymmärtämiseen ja ymmärretyksi 

tulemiseen, etenkin natiivien kanssa kommunikoitaessa, mutta vähäinen intonaatio ei 

mielestäni ole kuitenkaan este kommunikaatiolle. Tärkeämpää on, että oppilaat 

uskaltavat käyttää kieltä siitä huolimatta, että tiedostavat, että eivät kuulosta 

"natiivinkaltaisilta". Monelle peruskoulun oppilaalle intonaation oppiminen on 

hankalaa. Haluaisin uskoa, että sen taito kehittyy myöhemmissä opinnoissa tai 

elämäntilanteissa joissa kieltä käytetään. 

It is important, of course. Intonation affects comprehension and being understood, 

especially when communicating with native speakers, but faint intonation in my 

opinion is not an impediment for communication. It is more important that students 

have the courage to use the language despite acknowledging that they do not sound 

“nativelike”. For many comprehensive school students, learning intonation is 

difficult. I would like to believe that the skill will improve in further studies, or in 

real-life situations where the language is used. 

R12 It is always a bonus, but it needs to be mentioned that there are more intonations in 

the English language than one. American English is less intonated than British 

English, for example. 

R13 Sure, it's valuable. It makes the speaker's English easier to understand and can sound 

more polite. 

R14 It is as intonation plays an important role in successful communication. 

R15 It definitely is. The intonation patterns of English and Finnish are different, and it 

can cause misunderstanding or people can even be offended etc. if intonation is 

incorrect. 

R16 Tämä on niin päivänselvä asia, että tätä on lähes loukkaavaa kysyä. Tottakai 

intonaatio on aivan keskeinen opeteltava asia. 

This matter is so self-evident that it is almost insulting to ask about it. Of course 

intonation is a completely central issue to be learned. 

R17 Yes, because intonation is a Major part of the English language and understanding it 

R18 It makes their speech more understandable 

R19 Valuable for some, helps in producing and understanding meaning and nuance. Not 

crucial to learn in basic education. 

R20 Because Finnish has very poor intonation. We don't want to move that poor 

intonation into English, where it's more important. 

R21 Understanding that intonation matters is important for all learners of English, 

because sometimes intonation drastically changes the message and thus it is 

important to aware of this. To avoid misunderstandings and ensure successful 

communication one needs to be able to understand the basic concepts of intonation 

even though one couldn't produce them in utterances oneself. 

R22 Yes, simply because intonation is part of the language, and it should never be 

neglected. It influences how what you say is understood. 

R23 Yes, because intonation is a part of speech 
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At your current level of teaching English, how should intonation be taught in 

your opinion, or should it be taught at all at this level? Do you see any benefits or 

challenges in teaching intonation at this level specifically? 

 

R1 I aim at paying my students' attention to intonation all the time, with the intention of 

training their ear to notice it both when they listen and speak. I teach adult learners, 

so it's possible to include some theory in the teaching as well, but it's not very 

natural that way. 

R2 I don't think it is very significant at lower level. The skilled pupils pick up the 

intonation from the texts we listen and read. I think understanding how to make a 

question by using intonation (eg. Coffee? Yes, please) is enough at lower levels. 

R3 To those who English is difficult or almost impossible to learn, intonation doesn't 

matter. The younger the students are, the more easily they learn pronunciation on all 

of its levels. And some teenage students just do not care and are not interested in 

learning anything because they "already know as much as they ever need to know". 

Then there are those students who are good at English and like to practise different 

things, like intonation. 

R4 The challenge is to get the students use their knowledge of intonation every time 

they speak English. Even if they in theory know how to use intonation and do it 

when intonation is explicitly taught, they forget to practice intonation when doing 

other oral exercises not explicitly related to intonation. I think the best way to teach 

intonation is to have students listen to authentic recordings and explicitly explaining 

what intonation is and how it affects communication. After that, students should 

practice different intonation patterns and preferably record and listen to their own 

speech to hear what their intonation sounds like. 

R5 There are certain rules of thumb you can teach but it is predominantly about raising 

awareness about the levels of communication relating to stress and intonation/what 

can be implied using tone. 

R6 by listening and speaking. my elderly adult learners find it difficult to change their 

normal speaking patterns 

R7 Ensin selitetään asia, sitten harjoitellaan kuuntelemalla ja toistamalla. Lisäksi 

harjoitellaan toisten oppilaiden kanssa, esim. pareittain. Joillakin oppilailla on 

vaikeuksia kuulla eroa eri intonaatioissa, mutta pääosin he kyllä kuulevat eroja. 

First the matter is explained, then practiced by listening and repeating. We also 

practice with other students, for example in pairs. Some students have difficulties in 

hearing the differences between different intonations, but mainly they do hear the 

differences. 

R8 I think intonation should be taught at all levels of learning. There are challenges but 

they should not be ignored. My last job (I retired 3,5 months ago) was at an adult 

education centre where I put a lot of efforts on teaching intonation from the very 

beginners to advanced learners. Understanding is a great challenge to adult learners 

and teaching intonation helps understanding, too. 

R9 Through extensive use and examples 

R10 Yes, should be taught for more natural communication and for comprehension 

purposes. Textbooks only have a little material on intonation so teachers need to 

create more material themselves 

R11 En peruskoulussa keskity kovinkaan paljoa intonaation opettamiseen sellaisenaan, 

vaikka asioita silloin tällöin käymmekin läpi. Mielestäni on kuitenkin tärkeää, että 
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oppilaat tottuvat englannin kielen melodiaan ja sen erilaisuuteen esimerkiksi 

suomenkieleen verrattuna. Soitan/näytän oppilaille paljon autenttisia puhetta 

sisältäviä tekstejä/videoita, ja pyrin itse puhumaan mahdollisimman paljon ja 

mahdollisimman "värikästä" englantia tunneilla. Uskon siihen, että oppilaat 

nappaavat korvakuulolta paljon asioita (etenkin alakoululaisten 1.-3. -luokkalaisten 

kanssa tämän huomaa hyvin esim. sanoja ja lauseita toistettaessa opettajan/tallenteen 

perässä). 

In comprehensive school I do not focus that much on teaching intonation as is, even 

though we sieve through the matter every now and then. In my opinion it is 

important, however, that students get used to the melody of English and its 

dissimilarity compared with, e.g., Finnish. I play back or show a lot of texts/videos 

containing authentic speech, and aim at speaking as “colorful” English as possible, 

as much as possible in class. I believe that students catch a lot of things by ear 

(especially with 1st to 3rd graders this is notable, for example when repeating words 

and phrases after the teacher or a recording).  

R12 In secondary school, it is not one of the most important elements of language 

teaching. However, the students should be taught enough to avoid 

misunderstandings when communicating with a native speaker. When it comes to 

communicating with another non-native speaker, it doesn’t matter as much because 

both speakers carry the intonation of their respective mother tongues with them. 

R13 It should be taught (and is taught) as part of other  things, e.g. when learning 

vocabulary, when doing speaking exercises, when learning customer service phrases 

etc. 

R14 Intonation should definitely be taught at upper secondary school. THe challenge is 

that the students have already been learning English for 7 years when they start 

studying at upper secondary school, and may not have practiced pronunciation and 

intonation at all earlier.  It is rather difficult to get rid of the old habits after so many 

years. 

R15 It should be taught. Some adult learners might feel shy or lack confidence or 

somehow find the learning of intonation unimportant, and this can have an effect on 

their learning. 

R16 Kun aloitetaan tarpeeksi pienten kanssa (ja tämä koskee kaikkea ääntämistä), 

intonaation oppiminen on helppoa ja luontevaa: Toistetaan äänitteiden perässä, 

leikitään intonaatioilla, liiotellaan jne. Vähän isompien kanssa kiinnitetään huomiota 

sääntöihin ja harjoitellaan intonaatiota esim. "Wow. Wow? Wow?!" jne. Vielä 

isompien eli yläkoululaisten kanssa otetaan monimutkaisempia intonaatioita, joita on 

kirjojen äänitteillä, ja harjoitellaan niitä eri tavoin. Intonaation opettaminen on 

minusta todella hauskaa ja mielenkiintoista, ja oppilaat innostuvat siitä aina. 

When you start with learners who are young enough (and this goes for all of 

pronunciation), learning intonation is easy and natural: Repeating after audio, 

playing with intonation, exaggerating etc. With slightly older learners you pay 

attention to rules and practice intonation, for example “Wow. Wow? Wow?!” etc. 

With even older learners, i.e., lower secondary students you introduce more 

complicated intonation that appears on the recordings of the textbooks, and practice 

them in different ways. Teaching intonation in my opinion is really fun and 

interesting, and students always get excited about it. 

R17 Intonation should be taught with fun energisesti, e.g. read a text like a robot vs. 

Overdoing the emotions 
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R18 Through natural acquisition by talking and listening and using the language as much 

as possible. The biggest challenge is to get the students to be a little silly and try 

different patterns without the fear of saying something stupid. 

R19 Lots of repetition and examples in class 

R20 It should be taught and it has benefits. Even if they don't properly acquire proper 

intonation, they are made aware of it, and when paying more attention to intonation 

they might accidentally learn something. 

R21 My latest students were younger learners and with them it is quite interesting since 

they don't understand much, which means the work is often on singular words and 

such. Nevertheless I believe strongly in exposure and try to give them as much 

examples of actual speech from actual people and actual conversation as possible as 

well as speaking English myself so they get used to the intonation patterns. Even 

young learners can learn to understand that it matters how things are said and that 

should be conveyed in practice. For example the intonation in questions can be 

practiced with young learners as well, just by giving example etc. 

R22 I teach children and adults of all ages (babies, toddlers, kindergarten, primary 

school, high school) and teaching intonation is part of my routine. The younger the 

children are, the easiest they learn to imitate intonation patterns. It's more 

complicated to initiate natural intonation with older children, teenagers and adults. 

Nevertheless, in my opinion natural native intonation should be taught at all levels, 

just because it's an important part of the language that shouldn't be neglected, and 

without natural intonation one risks to be sometimes misunderstood or worse, taken 

as an impolite person. 

R23 Of course it should be taught. The youngest learners are the best. They mimick very 

well 
 

Describe briefly how the prosodic elements of English were discussed in your 

degree studies. Is there something that was not discussed at all, but you have 

learned later in, for example, seminars or working life? 

 

R1 It was a long time ago, so I don't really remember much about it. I guess I attended 

some phonetics courses, and I minored in general linguistics. It's also something I've 

learned 'by doing', i.e. along the way when teaching and reflecting on my teaching 

experiences. In general, I've noticed that the Finnish way of teaching and learning 

English pays very little attention to the prosodic elements of English. 

R2 In pronunciation skills classes we read a lot outloud and the teacher commented and 

corrected our pronunciation, stress and intonation and read the same texts over and 

over again. Really learned a lot especially about pronunciation. 

R3 I cannot say there were no discussion about this matter as I took my basic studies on 

2009-2010, I don't remember what was discussed and what not. The text and 

exercise books we use at our school include a good amount of excersises about 

intonation etc and those have helped me in my teaching. 

R4 In my degree studies teaching foreign languages were taught on a general level so I 

have not received any formal education on how to teach specifically the prosody 

elements of English. 

R5 Our faculty at Turku unoversity had a phonetics specialist, Pekka Lintunen, and he 

offered a lot of insight into the topic of pronunciation, intonation and stress patterns. 
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R6 we had a course in pronunciation. our teacher had herself written a book on 

pronunciation. we practised pronunciation in a language lab, rhythm, intonation, 

stress... 

R7 Opiskelustani on sen verran pitkä aika, että en tarkalleen enää muista. :-) 

It has been such a long time since my studies that I do not remember precisely 

anymore. :-) 

R8 As far as I can remember we were taught the prosodic elements but not how to teach 

them to our students. In seminars there were some lecturers who focused on prosodic 

elements. 

R9 Postgraduate studies 

R10 Studied over 1-2 courses that discussed pronunciation in general. I have deepened 

my knowledge in seminars and working life. 

R11 En muista – englannin opinnoistani on kulunut jo niin paljon aikaa. 

I don’t remember – it has been such a long time since my English studies. 

R12 There was a course on them at university, I think it belonged to the basic studies of 

English back in the early 2000s. 

R13 Had pronunciation courses where this was covered by learning about the theory of 

these elements, and also in practice, e.g. had individual sessions with the professor. 

R14 I really cannot remember. What I do remember is that we had plenty of lectures on 

the topic. 

R15 We had a very good teacher at Turku University, we practiced intonation very 

thoroughly. I can remember this pronunciation course very clearly, during which we 

practiced intonation.  I still appreciate the course very much, it was one of the most 

useful courses during university. 

R16 En kyllä enää muista kaikkien näiden vuosikymmenten jälkeen :) 

I do not remember after all these decades :) 

R17 I don't remember 

R18 The prosodic elements were discussed in length during my studies, but teaching 

them was never discussed. I felt a little disappointed, to be honest. 

R19 Discussed broadly in grammar studies, pronunciation and oral classes, 

sociolinguistics... 

R20 English Pronunciation 1 and 2, English Phonetic. Great courses and I did my 

bachelor's and master's theses on pronunciation as well. Too bad those courses no 

longer exist in Oulu and the absolute LEGEND Ian Morris-Wilson has retired. 

R21 I have to say that I don't really remember, I assume it was discussed in basic studies 

or such but since my focus was not on these types of things later I have quite 

forgotten what I was taught. 

R22 Prosodic elements were not discussed enough. I've learned those things better in 

English-speaking countries and by studying them by myself. 

R23 Don't want to specify 
 


