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Based on the curriculum proposed by the Chilean Ministry of Education, schools are offered textbooks and 

complementary guides for teachers as a tool for the learning process of the students. Bearing in mind that the Ministry 

suggests a list of learning targets that must be accomplished at the end of the academic year, the author of said 

textbooks offers activities that are meant to fulfil these objectives. However, and considering that one of the goals of 

the Ministry is that 5th grade students, at the end of their learning process, communicate an intelligible message with 

a proper pronunciation, a lack of activities and methodologies focused on the improvement of these aspects can be 

noticed. Therefore, this proposal will present teachers with phonics as a methodology that may help students improve 

intelligibility and the recognition and production of segmental aspects of pronunciation.  
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Introduction  
As general knowledge, pronunciation is one of the most important aspects of the English language and, 

moreover, an intelligible message with a proper pronunciation is one of the goals when acquiring a target 
language; this given that a message may not be completely understandable if the speaker does not possess a 
total command of the sounds that compose the language that is being spoken. However, when referring to the 
Chilean EFL context, these aspects (intelligibility and pronunciation) are underestimated, giving more emphasis 
to other features of the English language such as grammar or the development of reading and listening skills. 

Considering the relevance of the acquisition of English pronunciation, this literature review seeks to 
present a glance of what pronunciation entails and the actual situation within the Chilean context, focusing on 
the first grade of public education with a mandatory English curriculum, i.e., 5th grade and, specifically, on the 
tools offered, i.e., the curriculum proposal, the students’ textbook, and the teacher’s guide. 

Pronunciation 
When referring to pronunciation, this term is usually misunderstood as an equivalent of phonetics. However, 

both terms are not the same. Phonetics is a branch of core linguistics that deals with “the study of speech sounds 
and how they are produced” (Singh & Singh, 2006). On the contrary, pronunciation is, in general terms, 
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producing sound in two senses. First, and given that sound is part of the code of a particular language, 
pronunciation is understood as “the production and reception of sounds of speech”. Secondly, there is the use of 
sound as a means to negotiate meaning in context. From this, one can conclude that pronunciation is part of the 
process of negotiation within the acts of speaking (Dalton and Seidlhofer, 1994, p. 3). Another way of 
differentiating both terms is by examining the definitions found in both the Oxford Dictionary and the Cambridge 
Dictionary. Referring to phonetics, this term is defined as “the study and classification of speech sounds” (Oxford 
Dictionary, 2018). Respecting pronunciation, however, the Cambridge Dictionary (2018) suggests that it is not 
only the way in which people say words (in terms of accents), but also how intonation, stress, and rhythm are used 
when communicating. 

Intelligibility as a Dimension of Pronunciation 
Schiavetti states that intelligibility is “the match between the intention of the speaker and the response of 

the listener to speech passed through the transmission system” (1992, in Munro, 2018). From there, it is stated 
that the goal of pronunciation is an “intelligible speech, irrespective of how native-like it sounds” (Derwing & 
Munro, 2015), idea that has been continuously supported by scholars, as stated in Munro (2018). Focusing on 
pronunciation teaching, Sweet (1900) also stated that intelligibility is the main goal, idea that serves as basis for 
the Intelligibility Principle established by Levis. Within this principle, the author states that the fundamental 
objective is that “learners simply need to be understandable” (Levis, 2005, p. 370). 

Former beliefs regarding the achievement of a “comfortably intelligible pronunciation” (Abercrombie, 1949, 
p. 120), stated that the teaching process should focus on suprasegmental features leading to a more favourable 
and immediate intelligibility (Levis, 2005, p. 371). However, Jenkins (2000) stated a new approach to this belief. 
She proclaimed that, when non-native speakers of English are communicating with each other, segmental 
features are more relevant when referring to intelligibility. Furthermore, she not only stressed the importance of 
segmental features, but affirmed that some suprasegmental features actually “obstruct intelligibility” (Jenkins, 
2000, p. 135, in Zielinski, 2015, p. 398). 

Segmental Aspects vs. Suprasegmental Aspects of Pronunciation 
Taking into consideration the definitions of pronunciation, and within the continuous research into the 

acquisition, learning and teaching of English as a Foreign Language (EFL), it is possible to encounter the 
appreciation of characteristics of pronunciation that might affect the intelligibility of the speaker/learner. Such 
features of pronunciation are identified as segmentals and suprasegmentals. The former refers to individual 
sounds and the latter is not limited to single sounds, but related to elements of speech e.g., rhythm, intonation, 
syllable structure, and stress (Encyclopaedia Britannica, 2018). The term “segmentals” is also characterized “as 
minimally distinctive units of sound that can alter the meaning of a word” (Celce-Murcia, 2010, in Jones, 2016). 
Segmentals is divided into consonant and vowel sounds and considering its description, it is possible to say that 
this feature of pronunciation describes phonemes (sounds) which can modify the understanding of an entire 
word/idea when mispronounced. On the contrary, suprasegmentals is portrayed as “features of pronunciation that 
stretch over more than one sound or segment” (Grant, 2014, in Jones, 2016). Prosody (as it is also known) is 
considered to be pivotal to communication and focused on a better comprehensibility in the short run 
(Celce-Murcia, 2010, in Jones, 2016). 

Referring to the improvement of an understandable speech (using understandable as a synonym of 
intelligible), a controversial debate has been positioned in relation to whether segmentals or suprasegmentals is 
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more important. Some scholars (Collins & Mees, 2003; Derwing & Munro, 1997; Fraser, 2001; Jenkins, 2000) 
support the premise that segmental and suprasegmental features must be categorized as separate entities and this 
has been evidenced when talking about “the impact on intelligibility and/or comprehensibility of teaching that 
focuses on different pronunciation features” (Zielinski, 2015). For instance, Saito (2011) concentrated his study 
on a teaching strategy focused on segmental features, and Tanner and Landon (2009) attempted the same but with 
suprasegmental features. On the contrary, an integration of characteristics from both aspects has been proposed in 
order to appropriately use these features in the instruction process of EFL learners (Celce-Murcia et al., 2010, in 
Zielinski, 2015). In order to define which phonological feature should be promoted, one must first think about the 
previous knowledge of the students, as well as their specific needs (Busy Teacher, 2018; Kelly, 2000), and the 
context in which the learning process takes place. 

Despite the fact that some scholars state that both segmental and suprasegmental aspects are to be taught 
together when working on improving intelligibility (Adult Migrant English Program Research Centre [AMEP], 
2002), it is important to acknowledge that the context in which this proposal is based on does not require EFL 
learners to produce meaningful sentences (suprasegmentals), but to recognize the English sounds (segmentals) in 
order to establish a pronunciation basis of the target language. Furthermore, in the current approaches to 
pronunciation (Jenkins, 2000), segmental aspects are firstly taught, since they relate to the foundations of 
pronunciation, such as the articulation of individual sounds, being this an elementary section to work on (AMEP, 
2002). Learning to pronounce the sounds of English, such as consonants and vowels, has been taught in different 
countries as part of the elementary process of acquisition of the language; as affirmed in Capliez (2011), “vowels and 
consonants are the basis for English pronunciation learning in French schools”. In the same way, an Indonesian 
research found that EFL teachers preferred segmental aspects of pronunciation over suprasegmental ones: 

The main issue of components of pronunciation which emerged from the interviews was a necessity of the balance 
treatment of both segmental and suprasegmental features in pronunciation teaching. All the teachers agreed that segmental 
and suprasegmental features should be the priority in pronunciation teaching. However, when the interviewees were asked 
a further question Which segmental and suprasegmental features should be considered more in pronunciation 
teaching?All of them preferred segmental features (vowels and consonants) as their priority because they found that there 
was a significant difference between the system of English pronunciation and that of learners’ mother tongue. (Moedjito, 
2008, pp. 137-138) 

It is also argued that teachers must know, firstly, how and where the sound is made, being this fact quite 
significant at the moment of instruction in an EFL context; although this will only be achieved through careful 
listening and practice, encouraging students to use segmental features of pronunciation more than 
suprasegmentals (AMEP, 2002). 

Considering the previous discussion, it is clearly stated that pronunciation and phonetics are completely 
different from one another. Pronunciation is the production and reception of sounds of speech, and phonetics is 
the study of it. In order to further our understanding, it was taken into account that intelligibility is an important 
aspect of pronunciation since EFL learners have the necessity to be understandable. With this aim in mind, the 
two approaches of EFL pronunciation teaching (segmentals and suprasegmentals) that might affect the process of 
acquisition, have been previously described. Their status as separate entities have also been recognized; 
according to different scholars, they might work in conjunction as well as separately. Contrary to these ideas, this 
proposal is focused on current pronunciation teaching trends that state that segmental aspects are to be considered 
essential and necessary when referring to intelligibility. 
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Phonics 
Before examining in depth what phonics is and how it is used to teach literacy, it is necessary to explain 

previous concepts that will help set a basis to work with. 
Phonological awareness is the sensitivity and ability of an individual to hear and manipulate the sound 

structure of a language (H. K. Yopp & R. H. Yopp, 2009). It involves working with sound at three levels: word, 
syllable, and phoneme level. Within the diverse aspects of phonological awareness, one can identify phonemic 
awareness and phonics. It is of great importance to distinguish one from the other since they, even when used as 
synonyms from time to time, are not the same. On the one hand, and according to Yopp (1992), phonemic 
awareness refers to the understanding that spoken words are composed of a series of individual sounds. In H. K. 
Yopp and R. H. Yopp (2009), it is also stated that phonemic awareness is the most difficult aspect of 
phonological awareness, this given that the individual has “to attend to and manipulate phonemes, the smallest 
sounds in speech” (p. 2). On the other hand, phonics refers to “the use of sound-symbol relationships to recognize 
words” (University of Oregon, 2009). The latter will be further explained in the following section. 

Phonics as a Method 
According to Bald, phonics is the “systematic teaching of the sounds conveyed by letters and groups of 

letters and includes teaching children to combine and blend these to read or write words” (2007, in words of 
Khabiri & Rezagholizadeh, 2014, p. 1463). Furthermore, Goodman (1993) defines phonics as the relationship 
between the patterns and systems of oral and written language. In the same way, Hinson and Smith (1993) stated 
that phonics is a system that maps sounds (phonemes) to letters (graphemes). In addition to these definitions, 
Adams (1990) affirms that the main purpose of this method is the direct teaching of sound-letter relationships, 
understanding that “one should remember the change in the spelling pattern or the sound made by a symbol, not 
the entire words appearance” (So, n.d., p.50). The same author declares that “phonics improves the memory 
retention of pronunciation, and [therefore] one can put more effort into deciphering meaning” (1990, p. 34). 

Focusing on phonics instruction, Blevins (2006) affirmed that there are several ways to teach it. “However, 
what most types of phonics instruction do have in common is that they focus on the teaching of sound-spelling 
relationships so that a young reader can come up with an approximate pronunciation of a word” (Blevins, 2006, p. 
8). So (n.d.) supports this claim, adding that “a letter, being a symbol of a sound, is not supposed to make the 
student think of anything else but its sound” (p. 36). Within this area, there are two major approaches that have 
been widely discussed among scholars (Blevins, 2006; Cunningham, 2000; Dakin, 1999), synthetic phonics and 
analytic phonics. For this purpose, definitions of Blevins will be discussed. Firstly, the synthetic approach can 
also be identified as direct or explicit phonics and it follows “a bottom-up model of learning to read” (Blevins, 
2006, p. 111), that is to say, it builds from part to whole (Dakin, 1999). Secondly, one can encounter the analytic 
phonics approach, “also known as indirect or implicit phonics … with this approach, children begin with words 
and are asked to deduce the sound-spelling relationship” (Blevins, 2006, p. 102). 

It is important to make the readers aware that, based on the arguments previously exposed, the focus of this 
proposal will be on the synthetic approach. In the Independent Review of the Teaching of Early Reading, also 
known as the Rose Report (Rose, 2006), it was concluded that “there is much convincing evidence to show from 
the practice observed that … ‘synthetic’ phonics is the form of systematic phonic work that offers the vast 
majority of beginners the best route to becoming skilled readers” (p. 19). Such evidence refers to the two studies 
carried out by Johnston and Watson (2004, in Wyse & Goswami, 2008). In Experiment 2, chronologically carried 
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out before Experiment 1, an improvement is shown in the word reading age of students taught under a systematic 
synthetic phonics instruction, moving from 3 years 6 months ahead of chronological age (prior to the start of the 
studies) to 5 years 7 months ahead of chronological age (three months after the intervention ended). It is of great 
importance to notice the improvement of the word reading age in such a short period of intervention (10 weeks). 
Rose also stated that, among the different strengths that synthetic phonics possesses, it is important to stress that, 
with this approach, children are explicitly taught the principles they need to know, “whereas other approaches, 
such as ‘analytic’ phonics, expect children to deduce them” (2006, p. 19). It is worth mentioning that the United 
Kingdom is not the only English-speaking country that has recognized the importance of synthetic phonics 
instruction to improve literacy. Countries such as Australia, New Zealand, and the United States, have also 
acknowledged the importance of a systematic phonics instruction and, therefore, implemented the synthetic 
approach as an effective method for reading instruction in the first years of formal schooling (Bowey, 2006; Soler 
& Openshaw, 2007; Wyse & Goswami, 2008). 

Synthetic phonics teaching 
Wyse and Goswami (2008) claimed that “synthetic phonics is regarded as going from ‘part to whole’, 

focusing initially on the smallest grain size of the phoneme” (p. 700). Moreover, Bowey (2006) affirmed that 
“synthetic phonics teaches children letter-sound correspondences and sound blending skills, so that they can 
phonologically recode unfamiliar words embodying those correspondences for themselves by translating letters 
into sounds and blending them together” (p. 80). According to Blevins (2006), this approach follows a three-step 
methodology: “children begin by learning to recognize letters, then blend words, and finally read connected text” 
(p. 111). The same author stated that synthetic phonics follows a gradual and explicit sequence to teach children 
the sounds of English: 

1. The letter names are taught. 
2. The sound that each letter stands for is taught and reviewed. Some rules or generalizations might be 

discussed. 
3. The principle of blending sounds to form words is taught. 
4. Opportunities to blend unknown words in context are provided. (p. 111) 
When referring to an EFL context, Wyse and Goswami (2008) stated that “in countries like Greece, Finland, 

Italy and Spain, syllable structure is simple (mainly consonant–vowel syllables)” (p. 693). Landerl (2000) claims 
that, therefore, for such languages, teaching reading by synthetic phonics can be extremely effective (as cited in 
Wyse & Goswami, 2008, p. 693). 

It is important to clarify that, even though the synthetic phonics approach is used as part of the reading 
instruction process in ESL contexts (Wyse & Goswami, 2008), for the purpose of this proposal, this approach 
will be used as a means for improving pronunciation skills. Pronunciation, as explained in chapter 1, is the 
“production and reception of sounds of speech” (Dalton & Seidlhofer, 1994, p. 3). Within the extent of 
pronunciation, one can identify segmental aspects, which relate to individual sounds (phonemes). On the contrary, 
phonics, as unravelled in this chapter, is an approach that maps phonemes to graphemes (Hinson & Smith, 1993). 
It is at this point that a connection between pronunciation and phonics can be encountered; by implementing 
phonics as an alternative teaching approach, through the combination and blending of consonant and      
vowel sounds (segmental aspect of pronunciation), to develop the foundation of an intelligible English 
pronunciation. 
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Chilean Context 
When referring to the EFL context in Chile, three main documents can be studied. First, one can encounter 

the English curriculum proposed by the Ministry of Education (2013), in which schools and teachers will find 
established objectives that must be accomplished throughout the academic year. Based on this proposal, a 
student’s textbook and a corresponding teacher’s guide (Landaeta, 2016) were developed as a tool to facilitate the 
teaching process. 

In order to state the current context on which this proposal will be based on, descriptions of these documents 
are necessary and, for this purpose, special attention is to be paid to the curriculum proposal and the teacher’s 
guide. 

English Curriculum for 5th Grade 
When referring to the Chilean context, MINEDUC proposes a curriculum which establishes the foundation 

that schools and their teachers must follow in order to accomplish the learning process of the students. This 
curriculum considers a total of 16 learning targets (OA i.e. Objetivos de Aprendizaje), from which 12 must be 
constantly achieved all year round, in order to guarantee a joint progression of abilities and objectives. 

The current curriculum revolves around the four abilities of communication in the English language, i.e., 
listening comprehension, reading comprehension, speaking, and writing. For the purpose of this proposal, the 
focus will be on the speaking skill. The Ministry of Education (2013) defines speaking as a productive ability of 
the English language “that entails using the language to communicate orally” thus, it consists “of communicating 
an intelligible message with a proper pronunciation” (p. 31). 

It is important to mention that the abilities are developed in conjunction with the progression of the 
objectives. This progressive development considers a cycle of two years of education (5th and 6th grade). Within 
these two years, the progression of the speaking ability regarding pronunciation establishes that there must be a 
proper emission of the sounds of the English language; emphasizing that, within 5th and 6thgrade, students 
should be familiarised with the sounds of the target language. It is within this process that students also implicitly 
acquire the sounds of English through listening and reading comprehension (p. 30). 

According to the English curriculum, 5th and 6th grade students should listen to playful texts such as 
dialogues, rhymes, and easy-to-follow-and-repeat songs, which will benefit the development of a proper 
pronunciation and will facilitate the process of acknowledgement of the target language. In the same way, the 
Ministry proposes vocabulary acquisition as a means for developing sound recognition. 

The English curriculum, as stated before, arranges learning targets (OAs) that settle the minimum 
performances expected from the students in each subject and grade. These OAs include the skills, knowledge, 
and attitudes considered to be relevant in order to achieve a holistic development. 

The Supreme Decree 439/2012 establishes a unique list of learning targets for 5th grade composed of 16 
OAs, from which four focus on listening comprehension, five on reading comprehension, four on oral production, 
and the last three on written production (as stated in the English Curriculum). For the purpose of this proposal, the 
second (OA_2) and tenth (OA_10) objectives (listening comprehension and oral production respectively) will be 
considered. On the one hand, OA_2 states that “students are capable of identifying … sounds and the repetition of 
those sounds to create awareness of the English phonemes” (p. 46). On the other hand, OA_10 states that 
“students will be capable of producing and reproducing monologues, songs, rhymes and dialogues, to identify 
and recognize the target language sounds” (p. 47). 



IMPROVING INTELLIGIBILITY AND PRONUNCIATION 

 

49

The structural organization of the school year is divided into four units, being these: unit 1, “My World”; 
unit 2, “The Place Where I Live”; unit 3, “What We Eat”; and unit 4, “What’s the Weather Like”. Each unit 
displays the learning targets in conjunction with the proposed assessment indicators, including examples of 
activities that the teacher may take into consideration. Since this proposal is focused on OA_2 and OA_10, only 
the indicators that are directly related to them will be presented. It is also of great importance to mention that said 
examples of activities will not be analyzed. 

The organization of each unit in terms of targets and assessment indicators are displayed in the following 
tables. 

 

Table 1 
Learning Objectives and Assessment Indicators for Unit 1 

Unit 1 “My World” 

OA_2 Listening comprehension OA_10 Speaking 

The student is capable of identifying sounds and the repetition of those sounds to 
create awareness of the English phonemes. 

Students will be capable of producing and 
reproducing monologues, songs, rhymes, and 
dialogues, to identify and recognize the target 
language sounds. 

Assessment indicators Assessment indicators 
Students that have achieved the expected learning objective will: 
Recognize and repeat the alphabet letters, associating them to their 
corresponding sound in rhymes and songs such as: come little children, come 
with me, I will teach you abc; a b c d e f g h i j k l m n o p q r s t u v w x y z; that’s 
the alphabet you see, all the way from A to Z. 
Recognize rhymed or repeated sounds; as for example in: Hi Mary! How are 
you? Fine, thanks. What about you? in songs and in short and simple rhymes. 
Recognize repeated sounds and associate them to the represented words in 
rhymes and songs. 

Students that have achieved the expected 
learning objective will: 
Repeat words and common-used expressions out 
loud, imitating the pronunciation of the teacher.
Identify and imitate some authentic English 
sounds in rhymes and songs with the assistance 
of the teacher. 

Note. Adapted from Idioma Extranjero: inglés. Programa de Estudio Quinto Año Básico (pp. 59, 63), by Ministerio de Educación, 
2013, Santiago, Chile: MINEDUC. 

 

Table 2 
Learning Objectives and Assessment Indicators for Unit 2 
Unit 2 “The Place Where I Live” 
OA_2 Listening comprehension OA_10 Speaking 

The student is capable of identifying sounds and the repetition of those sounds to 
create awareness of the English phonemes. 

Students will be capable of producing and 
reproducing monologues, songs, rhymes, and 
dialogues, to identify and recognize the target 
language sounds. 

Assessment indicators Assessment indicators 

Students that have achieved the expected learning objective will: 
Listen to short and simple songs and rhymes, and recognize rhymed and repeated 
sounds; for example: I have two eyes to see with, I have two feet to run, I have 
two wave with, and nose I have but one. I have two ears to hear with, and a 
tongue to say “good day”. 

Students that have achieved the expected learning 
objective will: 
Repeat words and sentences out loud, imitating 
the pronunciation of the teacher. 
Read commonly used words and simple 
sentences, imitating the pronunciation of the 
teacher. 

Note. Adapted from Idioma Extranjero: inglés. Programa de Estudio Quinto Año Básico (pp. 99, 103), by Ministerio de 
Educación, 2013, Santiago, Chile: MINEDUC. 
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Table 3 
Learning Objectives and Assessment Indicators for Unit 3 
Unit 3 “What We Eat” 
OA_2 Listening comprehension OA_10 Speaking 

The student is capable of identifying sounds and the repetition of 
those sounds to create awareness of the English phonemes. 

Students will be capable of producing and reproducing 
monologues, songs, rhymes, and dialogues, to identify and 
recognize the target language sounds. 

Assessment indicators Assessment indicators 
Students that have achieved the expected learning objective will:
Recognize repeated sounds and rhyming sounds in songs and 
rhymes. 
Recognize sounds associating them to their written form in songs 
and rhymes. 
Classify words according to their similar sounds. 

Students that have achieved the expected learning objective: 
Read words and sentences out loud making some mistakes on 
pronunciation with assistance by the teacher. 
Produce presentations and dialogues, attempting to imitate the 
pronunciation of some words according to the examplepresented 
by the teacher. 

Note. Adapted from Idioma Extranjero: inglés. Programa de Estudio Quinto Año Básico (pp. 139, 144), by Ministerio de 
Educación, 2013, Santiago, Chile: MINEDUC. 

 

Table 4 
Learning Objectives and Assessment Indicators for Unit 4 
Unit 4 “What’s the Weather Like” 
OA_2 Listening comprehension OA_10 Speaking 

The student is capable of identifying sounds and the repetition of 
those sounds to create awareness of the English phonemes. 

Students will be capable of producing and reproducing 
monologues, songs, rhymes, and dialogues, to identify and 
recognize the target language sounds. 

Assessment indicators Assessment indicators 
Students that have achieved the expected learning objective will:
Recognize and repeat word families in rhymes, as in: you take a 
word like cat, that’s sounds a lot like rat, and always rhyme with 
bat, then goes along with hat. 
Identify and repeat word families and associate them to words 
that are familiar to them in rhymes, songs, and tales. 
Sing and repeat traditional songs and rhymes, recognising sound 
repetition. 
Recognize sounds in songs, rhymes, tales, or dialogues, 
associating them to their written form. 
Classify words according to their similar sounds. 
Recognize sounds in the listened texts and mention similar texts 
familiar to them. 

Students that have achieved the expected learning objective will:
Repeat commonly used words and expressions out loud, 
imitating the pronunciation of the teacher. 
Identify and imitate authentic English sounds in rhymes and 
songs being assisted by the teacher. 

Note. Adapted from Idioma Extranjero: inglés. Programa de Estudio Quinto Año Básico (pp. 177, 181), by Ministerio de 
Educación, 2013, Santiago, Chile: MINEDUC. 

Students’ Textbook 
Landaeta (2016), based on the curriculum proposal by the Ministry of Education, created a student’s book in 

which she invites 5th grade students to complete different tasks and activities that will not only construct a 
foundation on basic English grammar rules and its different skills, but will also contribute to their holistic 
development as members of a society. As well as the curriculum proposal, this textbook is divided into four units 
being these: Unit 1, My Life; Unit 2, We Live Here; Unit 3, Delicious; and Unit 4, Hot and Cold. 

It is important to mention that, in the student’s textbook, there are proposed activities and different instances 
that are supposed to promote the students’ metacognitive processes. 

Teacher’s Guide 
Taking into consideration the learning targets and the assessment indicators proposed by the Ministry of 
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Education in the English curriculum for 5th grade, Landaeta (2016) designed a didactic guide divided into two 
volumes. The teacher’s guide offers advice, tools, tips, and complementary activities, in a manner that the 
tutor/instructor, apart from developing and improving the contents of each lesson from the student’s textbook, 
integrates these with topics from other subjects. This integration of contents seeks to achieve the transversal and 
holistic development that the Ministry proposes within the learning targets. The guide also offers previous 
complementary activities that can be conducted in conjunction with the activities from the student’s textbook, 
hence setting a prior context for the students. 

Unit 1 
In Unit 1, My Life, the OAs that are being worked with are present in Lessons 1 and 3. In lesson 1, the author 

offers four complementary activities (2, 3, 4 and 5), along with two extra information sections (#3 and #4), and 
activities to develop with audio recordings 3 and 5. 

After analyzing all the activities proposed by the author, it was possible to conclude that only the activity for 
recording #3 has to do with OAs 2 and 10, since it tells the teacher to help students with the pronunciation of 
certain words in order to better develop further activities. It is important to mention that none of the 
complementary activities have relation to neither learning target. Also, the extra information sections reference 
the importance of words and their meanings and the amount of new vocabulary to teach each class. Therefore, 
these have no relation to the learning targets. 

In the same way, for Lesson 3, the author proposes four complementary activities (11, 12, 13 and 14), as 
well as three extra information sections (#6, #7, and #8), and an activity to develop with audio recording #10. In 
the analysis, it was assumed that only the activity for recording #10 deals with both learning targets. The 
proposed exercise expects the teacher to check with the students the pronunciation of certain words that may 
cause trouble while listening to the recording. However, there is an exercise that can be modified so as to help 
students recognize sounds. In complementary activity 11, the teacher is asked to help the students associate 
pictures of objects to different free-time activities. As a suggestion and in order to adjust this activity, the teacher 
could present the pictures of the objects and their names asking the students to write down the words as they are 
spelled (using phonics). Once all students have identified the correct sounds of each word, they should be able to 
associate these words with hobbies. 

Unit 2 
In Unit 2, We Live Here, both learning targets are worked in Lessons 1 and 3. In Lesson 1, teachers are 

offered four complementary activities (2, 3, 4, and 5), one extra information section (#2), and activities for audio 
recordings 15 and 17. In the same way, in Lesson 3 the author developed five complementary activities (11, 12, 
13, 14, and 15), two extra information sections (#6 and #7), and activities for audio recordings 21 and 22. 

On the one hand, and referring to lesson one, three proposed activities (complementary activity 3 along with 
the extra information section #2 and the activity for recording 15) fully accomplished the learning targets since 
they request the students to recognize and differentiate English sounds (such as /h/, the blendings /th/ and /ch/, 
and the vowel sounds /ɪ/ and /i:/). Apart from these activities, there are three proposed activities that could be 
adjusted to fulfil the targets. Complementary activities 2 and 4 work with vocabulary and, as previously exposed, 
the teacher could present the blended sounds to form words. It is important to notice that the teacher could adapt 
the activity proposed for audio recording #17 in the same way. 

On the other hand, in Lesson 3, there is just one exercise (complementary activity 12) that could be modified 
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in order to fully accomplish the learning targets. This activity also focuses on vocabulary and it requests students 
to work with cognates such as a restaurant, museum, stadium, supermarket, and lake. As a recommendation for 
this activity, at the moment of presenting each cognate, the teacher presents the difference between both the 
English and the Spanish pronunciation. Making this distinction will help students recognize the target language 
sounds and, therefore, gain awareness of the English phonemes. 

Unit 3 
In Unit 3, Delicious, the OAs that are being worked with are present in Lessons 1 and 3. In Lesson 1, only 

OA_2 is present. In addition, the author offers six complementary activities (3, 4, 5, 6, 7, and 8), along with two 
extra information sections (2 and 3) and two activities to develop with audio recordings (27 and 28). 

After a deep analysis of all of these activities proposed by the author, it is possible to state that only activities 
4, 5, and 6 have to do with OA_2 since students practice the pronunciation of vocabulary in different ways. In 
recordings 27 and 28, only recording 27 has to do with both OAs since students listen and analyze the 
pronunciation of two different groups of words. Regarding the extra information sections, only one of them 
references students’ pronunciation practice, vaguely describing the audio-lingual method, which proposes a 
concept of learning focusing on the pronunciation of the foreign language. 

It is relevant to mention that in this lesson, unlike from the rest, there is a section named “frequent mistakes” 
mistakes that students may make while developing the activities are presented, in this case the notion of /ɪ/ and the 
pronunciation of the word fruit or friend. 

In Lesson 3, contrary to Lesson 1, both OA_2 and OA_10 are present. Following the same organization as 
the past lessons, the author offers four complementary activities (18, 19, 20, and 21), along with two deepening 
windows (6 and 7) and three activities for the audio recordings (32, 33, 34). In this lesson, it is possible to 
encounter the fact that none of the complementary activities have relation to neither OA_2 nor OA_10. Also, the 
deepening windows make reference to a grammar point and the importance of listening comprehension, therefore, 
they have no relation to the learning targets. Finally, only one audio recording (33) has to do with learning targets 
2 and 10, given that students are invited to practice and recognize the pronunciation of the vocabulary words 
through a repetition activity. 

Unit 4 
In Unit 4, Hot and Cold, both OAs are developed in Lesson 3 but in Lesson 1, only OA_2 is present. In 

addition, the author offers four complementary activities (3, 4, 5, and 6), along with anextra information section 
and an activity to develop with audio recording 40. 

In Lesson 1 it is possible to find only one complementary activity that accomplishes OA_2 (activity number 
3) since it promotes the acquisition of the pronunciation and notion of vocabulary words before showing their 
written form to the students. In addition, the extra information section does not relate to OA_2 due to the fact that 
it refers to the use of prediction as a useful tool for listening comprehension activities. Finally, recording number 
40 has to do with OA_2 because students recognize vocabulary and sounds in an oral text, also proposing that the 
teacher reads it out loud, facilitating the comprehension of the students. 

Lastly, in Lesson 3, OAs 2 and 10 are present, offering five complementary activities (12, 13, 14, 15, and 16) 
along with two extra information sections (4 and 5) and an activity to develop with audio recording 43. This 
section has only one complementary activity that accomplishes learning targets 2 and 10 (activity number 14). 
This activity, proposed for students with visual and auditory learning styles, makes students identify the written 
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form of frequency adverbs and so, identify sounds through a repetition activity. As in the previous analyzed 
lesson, the extra information section does not relate to the learning targets since it refers to the improvement of a 
listening comprehension activity and the willingness of students to talk in English, suggesting prior preparation. 
Regarding the suggested activity to develop through audio recording #43, OA_2 is accomplished since students 
recognize sounds and vocabulary. As well as in Unit 3, the section “frequent mistakes” is presented, in which the 
author suggests the teacher indicates the difference between phonemes /ɪ/ and /i:/ since students may not be able 
to distinguish between the two phonemes when reproducing sounds. 

Summarizing, it is important to restate the fact that this analysis only took into account the lessons of each 
unit that worked along with the learning targets 2 and 10. Taking this into consideration, it is feasible to conclude 
that among the complementary material that the author proposed (134 in total), only 15 (11%) have relation to 
both OA_2 and OA_10. Itemising, from a total of 75 complementary activities, 30 extra information sections and 
29 audio activities, only 7, 2, and 6 respectively, attempt to develop sound recognition and pronunciation skills in 
students. These numbers suggest that, even though both objectives (OA_2 and OA_10) refer partially to 
pronunciation and sound recognition, the workload proposed by the curriculum is insufficient, affecting 
intelligibility as its main goal. 

Discussion 
Considering the description given about the Chilean context regarding 5th grade EFL instruction, we were 

able to identify several disagreements concerning the development of English pronunciation proposed by 
MINEDUC. From this vantage point, a deep examination of these controversies will be elaborated. 

First, it was possible to encounter the fact that, from 16 learning targets proposed, only two (OA_2 and 
OA_10) partially refer to pronunciation aspects. The Ministry, alluding to the speaking ability, states that the goal 
is to achieve an intelligible message with a proper pronunciation, although the description of proper 
pronunciation is not given. However, in the proposed curriculum, and as said before, only two of 16 objectives 
refer to aspects of pronunciation, being these: the recognition and repetition of sounds to create awareness of the 
English phonemes (OA_2), and the action of producing and reproducing monologues, songs, rhymes, and 
dialogues to identify and recognize the target language sounds (OA_10). Bearing in mind the above-stated 
literature, we can determine that MINEDUC did take into consideration the fact that intelligibility is the main aim 
of pronunciation teaching (Sweet, 1900). Nevertheless, the importance of an intelligible message has only been 
mentioned; moreover, segmental aspects of pronunciation (Encyclopaedia Britannica, 2018; Celce-Murcia, 2010; 
Jenkins, 2000) have been implicitly incorporated within the curriculum but a further clarification of the 
importance of this aspect towards the acquisition of an intelligible pronunciation has not been considered. 

Secondly, we could determine that, when stating the learning targets, the Ministry failed in terms of 
considering the real background that 5th graders from public schools possess. Thereupon, consequences of this 
disregard and its impact over the proposal of learning targets and their assessment indicators will be discussed. 

On the one hand and referring to the OAs, it was possible to recognize that, even when both learning targets 
were suggested as a means of establishing a foundation of pronunciation, there were not enough activities to 
achieve these objectives. This is evidenced in the analysis of both the student’s textbook and the teacher’s guide: 
within the student’s book we could encounter a minimum number of pronunciation-related exercises; and, within 
the teacher’s guide there were only 15 complementary activities linked to pronunciation and, specifically, to 
sound recognition (/h/, the blendings /th/, and /ch/, and the vowel sounds /ɪ/ and /i:/). On the other hand, regarding 



 

54 

the learnin
accomplish
education w
the student
communica
difficulties
assessment
second obj
Regarding 
134) (see F
are achieve
OA_10, we
according t
the pronunc
tenth objec

As a t
should acc
way, we no
the recogn
vocabulary
(Ministerio
how to carr

Figure
Reprin

We b
explicitly p
that the Mi
While anal

ng objective
hed at the en
with a manda
ts’ realities, s
ation, June 2

s when workin
t indicators o
jective to be 
Lesson 1, the

Figure 1), wh
ed. However,
e identified th
to their simila
ciation of the

ctive, hence st
third argumen
omplish a “p
oticed that the
ition of soun

y acquisition 
o de Educació
ry out this co

 1. Activity 1, L
nted from Englis

elieve there 
presented to t
inistry does n
lyzing the te

IMPROV

s, the Minis
nd of each u
atory English 
since many fi
20th, 2018; Y
ng along with

of both object
developed in

e only activity
hich encourag
, from six ass
hat only one a
ar sounds (O
 teacher (OA_
tudents will n
nt, at the end 
proper produc
e Ministry su

nds of the tar
allow studen

ón, 2013, p. 3
onnection, lea

Lesson 1, Unit 4
sh 5, student’s b

is no consist
the students. 
not propose a
acher’s guide

VING INTEL

stry suggests
unit. Taking i

curriculum, w
ifth graders d
Yilorm & A
h the student
tives (OA_2 
n Lesson 1 a
y that develop
ge students to
sessment ind
assessment in
A_2) and rep
_10). It is imp
not be able to
of the two-ye

ction of the E
uggests tools 
rget language
nts to know 
8). Regardles

aving this task

4: Hot and Cold
book (p. 134), b

Tea
tent proposal
Furthermore

any specific m
e, we witnes

LLIGIBILITY

s different a
into consider
we determine
do not share t

Acosta, 2016)
t’s textbook. I
and OA_10) 
and the tenth
ps both learni

o recognize th
icators sugge
ndicator per o
peat common
portant to stat

o accomplish 
ear progressiv

English sound
for accompli

e. Within the 
how these w

ss of this state
k exclusively 

 

d.  
by T. Landaeta (

aching Prop
l from the m
, throughout 
methodology 
ssed a deficit

Y AND PRON

assessment i
ration that fif
ed that these a
the same Eng
. This inequ
In order to cl
for Unit 4. W

h objective to
ing targets is a
he /h/ sound. 
ested for OA_
objective was
nly used word
te that in Less
the indicators

ve developme
ds” (Ministeri
shing this go
curriculum, 

words sound 
ement, the pro
to teachers.

(2016), Santiag

posal 
ministry in wh

the previous
for teaching

t of reinforce

NUNCIATIO

indicators th
fth grade is 
assessment in
glish foundati
uality implies
larify this ide
Within this un
o be develop
activity numb
In this exerci
_2 and two a
s accomplishe
ds and expres
son 3, there is
s for this OA
ent cycle (5th
io de Educaci
al, such as us
it is stated th
and are pro

oposal does n

go, Chile: Edicio

hich the basi
 analysis, we

g pronunciatio
ement within 

ON 

at are suppo
the first leve

ndicators are d
ion (R. Roble

s that teacher
ea, we have a
nit we can en
ed in Lesson
ber 1 (Landae
ise, both learn
assessment in
ed, i.e., to cla
sions out lou

s no activity re
. 

h and 6th grad
ión, 2013, p. 
sing vocabula
hat activities 
onounced, am
not offer any e

 

ones SM Chile 

ics of pronun
e were able to
on within the

the pronunc

osed to be 
el of public 
distant from 
es, personal 
rs will face 

analyzed the 
ncounter the 
ns 1 and 3. 
eta, 2016, p. 
ning targets 

ndicators for 
assify words 
ud, imitating 
elated to the 

de), students 
33). In this 

ary to foster 
focused on 

mong others 
examples on 

S.A. 

nciation are 
o determine 
e classroom. 
ciation area. 



IMPROVING INTELLIGIBILITY AND PRONUNCIATION 

 

55

Among these deficits, the author proposed a specific methodology (Audio-lingual method) to improve common 
pronunciation mistakes that students may face, lacking a further clarification of its adequate use and without 
offering the necessary tools to work with. 

It is as a result of these deficits that we propose phonics as an approach for diminishing the   
methodological gap that actually exists, through the development of activities that will promote intelligible 
pronunciation. 

We believe that phonics works as a method for improving intelligibility in primary students since its main 
purpose is the direct teaching of sound-letter relationships (Adams, 1990), associations that may not yet be 
developed, since 5th grade students usually possess dissimilar backgrounds. Likewise, Adams’ idea promotes the 
compliance of the second learning target which partially entails the recognition of English sounds. Moreover, this 
approach improves the retention of word pronunciation, leading students to decipher meaning of words (Adams, 
1990) and, therefore, helping them set a foundation in English pronunciation. Among the different approaches to 
phonics, we support the use of the synthetic phonics approach. This strategy helps students recognize letter-sound 
correspondences and improve sound blending skills, i.e., they will be able to interpret letters into sounds, blend 
them together and, eventually, rearrange unfamiliar words phonologically (Bowey, 2006). Following this path of 
identifying individual sounds, we can distinguish a correlation between the principles of segmental aspects 
(phoneme recognition) and the foundations of the synthetic phonics approach; focusing on the smallest fragment 
of the word in order to achieve a gradual acquisition of the fundamentals of pronunciation (Wyse & Goswami, 
2008). It is for this reason that we think beginners, as in this case 5th grade students, would become skilled 
speakers following the systematic proposal of synthetic phonics, as evidenced in the results of the Rose Report 
(2006). 
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