Teaching Order for Consonants

	Concurrent Manner Contrasts

	Sequential

Teaching

Steps
	Plosives
	Unreleased

Stops
	Nasals
	Semi-

Vowels
	Liquids
	Fricatives
	Affricates

	Step 1


	/b, p/
	/b, p/
	/m/
	/w, hw*/
	
	/h, f, θ, v, δ/


	

	Step 2


	/d, t/
	/d, t/
	/n/
	/j/
	/l/
	/s, ∫, z, ζ/


	

	Step 3


	/g, k/
	/g, k/
	/n/
	
	/r/
	
	/t∫, dζ/



	Step 4


	/b, d, g/

vs.

/p, t, k/
	/b, d, g/

vs.

/p, t, k/
	
	/w/

vs.

/hw/*
	
	/f, θ, s, ∫/

vs.

/v, δ, z, ζ/
	/t∫, dζ/



	*The development of /hw/ is essential only if it is used phonologically in the child’s community.


From:

Ling, D. 1976.  Speech and the Hearing-Impaired Child:  Theory and Practice.  Washington, D.C.:  The Alexander Graham Bell Association for the

     Deaf, Inc.

Order of Consonant Development

· The order of consonant development suggested here is based on consideration of several factors:

1. the relative ease with which consonants may be assimilated into well established, breath-grouped voice and vowel patterns;

2. the relative salience of the sensory cues by which the consonants may be differentiated;

3. the extent to which the consonants share features in common, and;

4. their relative organic difficulty.

· The consonants are arranged in four groups or successive teaching steps, differing mainly in their manner of production, which is highly differentiable.  In order to exploit the contrasts they afford, they should be taught concurrently.  Production skills mastered at each step provide a basis of features from which sounds in the next step can be derived.

· The sounds in Step 1 can readily be incorporated into the existing vocal stream since they modify in relatively simple ways the breath, voice, and vowel patterns.  Sounds in Steps 2 and 3 differ only in place of production.  Voicing differences may be developed as training proceeds, but they are not specifically treated until Step 4.  This arrangement yields an order in which contrast is emphasized within each step and similarity is exploited in moving from one step to the next.

· Initial and final (unreleased) stops are treated separately because they do not fulfill the same function in speech and because they differ physiologically.  Lip-closing gestures in /p/ and /p/, for example, are quite distinct.  Intrusive bursts and intrusive voicing may be avoided by teaching unreleased stops as a distinctly separate group of sounds, particularly if the unvoiced members are developed first.

· This arrangement broadly reflects the organic difficulty of the consonants.  Most sounds included in Step 1 do not involve the tongue.  As one proceeds through to Step 4, increasingly complex tongue adjustments are required.

· Sensory salience is also reflected in this arrangement.  For example, the sounds toward the top of this chart would be most likely to provide auditory cues to the severely hearing-impaired child since the formant transitions of these sounds tend to be lower in frequency than those of other sounds.  Visual cues are likewise more salient for consonants toward the top of the chart, as are orosensory cues, since sensitivity decreases toward the back of the mouth and tongue.

· With the possible exception of certain nasals and fricatives, all consonants should be taught in the context of units of at least syllabic size, practiced toward automaticity at a phonetic level.

· Teaching particular sounds in a given step does not have to wait on the acquisition of all sounds at a previous step.  Such rigidity is not required.  It is usually best, however, for sounds sharing the same manner of production to be taught in the sequence shown.  Thus, if the child has acquired /b/ but not /m/, one can reasonably move to teaching /d/, using analogy with /b/ to provide the appropriate set for stop production.

· Manner of production is given primary importance in this arrangement.  This is because manner distinctions carry the heaviest information load in speech.  They are also made largely on the basis of duration.  Initial experience with manner differentiation should provide some preparation for development of skills relating to place and voicing.

· Place of production is presented as being second in importance to manner and of greater importance than voicing.  This is because place of production is more crucial to speech intelligibility than voicing, and also because voicing distinctions of the type that can be taught in syllables have limited applicability in phonologic and syntactic level speech production.

· Vowel duration is important to the identification of consonants.  Duration of vowels preceding voiceless fricatives is greater than that of vowels preceding voiceless stops, and duration is increasingly greater for vowels preceding nasals and voiced stops.  Vowels preceding voiced fricatives tend to be longer than those preceding other sounds.

· Teachers with inadequate training in phonetics and those seduced by the written form often fail to realize that in normal speech, vocal cord vibration is frequently absent in the final consonant of a word such as rise; and they waste a great deal of time “correcting” pronunciation by insisting on the child’s producing /z/.  All that is required is an /s/ which has substantially less duration than the preceding diphthong (e.g., rise vs. rice).

· Hearing-impaired children tend to make many rhythm and voicing errors.  One reason seems to be that they lack the coordination of the various parts of the speech mechanism.  It would therefore seem logical to use the following sequence in developing timing aspects of the speech of hearing-impaired children:

1. Concentrate on obtaining automatic-level control in relation to such gross temporal differences as those required for the production of suprasegmental features;

2. Give attention to the automatic achievement of vowel targets and their durational control;

3. Develop automaticity in relation to manner and place of consonant production;

4. Encourage the durational aspects of vowel-consonant interaction which principally signal voicing.

