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Abstract 
 
The	aim	of	this	research	is	to	discover	more	about	the	cognitions	of	pre-service	

and	novice	EFL	(English	as	a	Foreign	Language)	teachers	with	regard	to	teaching	

pronunciation	in	the	classroom.	In	addition,	it	explores	and	considers	what	tools	

and	resources	they	might	use	to	prepare	for	and	teach	the	topic.	Whilst	the	field	

of	 teacher	 cognitions	 has	 been	 explored	 quite	 extensively,	 less	 research	 has	

examined	 beliefs	 concerning	 pronunciation	 and	 teachers,	 at	 these	 beginner	

stages	 specifically.	 It	 is	 felt	 more	 investigation	 is	 required	 therefore.	 	 This	

research	 looks	 at	 three	 pre-service	 teachers	 who	 have	 just	 completed	 their	

training,	 and	 four	 novice	 teachers	 already	 working	 in	 the	 UK.	 A	 qualitative	

approach	 is	adopted	using	semi-structured	 interviews	and	thematic	analysis	 to	

learn	more	about	the	candidates’	attitudes	and	ideas	as	they	either	embark	on	a	

career	or	continue	to	grow	within	the	profession.	

	

The	findings	generally	depict	the	participants’	recognition	of	the	work	required	

and	 the	 desire	 to	 improve	 and	 learn	 more	 about	 pronunciation.	 The	 data	

particularly	 highlights	 the	 pre-service	 teachers’	 optimism	 before	 they	 begin	 to	

teach	 professionally.	 The	 area	 is	 not	 without	 its	 specific	 challenges	 however,	

which	can	be	magnified	by	 the	participants’	 lack	of	experience	and	knowledge.	

The	 findings	 from	 the	novice	 group	 suggest	 the	 challenges	become	more	of	 an	

issue	once	teachers	are	in-service,	whilst	pre-service	teachers	seem	less	affected.	

Insecurity	and	uncertainty	among	the	novice	group	participants,	if	present,	may	

lead	 to	 some	 resistance	 and	 reluctance	 to	 embrace	 the	 topic.	 Incorporating	

pronunciation	into	lesson	plans	may	consequently	be	avoided.		

	

It	 is	 suggested	 that	 teachers	 at	 these	 stages	 might	 benefit	 from	 targeted	

guidance,	 which	 encourages	 more	 acceptance	 and	 experimentation	 and	 by	 so	

doing,	 they	 may	 increase	 in	 confidence	 overall.	 It	 is	 also	 proposed	 that	 more	

emphasis	should	be	given	on	how	to	blend	and	incorporate	pronunciation	more	

successfully	into	lesson	plans.	
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1. Introduction 

The following section will provide a general background to the study and the major 

reasons for why it has been conducted. The main aims will be presented and any key 

terminology explained. It will end with an overview of the structure of the dissertation 

to help guide the reader. 

 

1.1. General background 

Research on teaching pronunciation has been a neglected topic for some time, but 

recently its popularity has increased. The reason for this initial deficit could be owing 

to its varied history, where its importance has fluctuated as theorists and second 

language acquisition researchers have debated various ideas; subsequently, leading to 

different and shifting trends in English as a Foreign Language (EFL) methodology.  

Research on teachers’ cognitions has also been a growing field in recent decades and 

the two areas have just begun to overlap. A few studies have examined teachers’ 

cognitions and concerns in relation to pronunciation, but there is still further room for 

exploration. Such studies have focused particularly on the negativity which surrounds 

pronunciation teaching: the reluctance to teach it and teachers’ feelings of anxiety, 

and there have been repeated calls to give the topic more prominence, both in training 

and in resources, with the hope of leading to better classroom practice. 

 

Many of the studies have focused their attention on teachers in general or those with 

significant experience. There have been a few which have researched novices’ 

experiences, but to date, no researcher has examined pre-service teachers’ initial ideas 

about pronunciation teaching closely and how they feel about incorporating it into 

their practice as they pursue their forthcoming careers. Neither has there been a 

detailed examination and comparison of this stage with that of novices a few years 

further ahead. Examining the topic, from the starting point of becoming a teacher 

through to being an early novice, might offer some useful insights and provide further 

support and impetus for action within the industry. Training course providers, 

publishers and schools themselves could be requested to support teachers further and 

build on their skills and confidence. 
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1.2. Personal motivation 

From a personal perspective, as a teacher looking back, there was a fear of teaching 

pronunciation and an absence of intuitive ideas in comparison to other areas of school 

curricula. Memories of pronunciation instruction from early school days are vague so 

there has been little to draw from. The Certificate in English Language Teaching to 

Adults (CELTA) course dealt with the topic, but only briefly, focusing on the 

presentation of the phonemic chart, which seemed formidable. This resulted in the 

reasoning that learning it could be postponed until later, whilst other more pressing 

aspects were given priority, although, in truth, it was just an excuse to avoid it. During 

the first initial years of teaching, it also seemed that institution resources weighed 

heavy in favour of grammar materials, but in contrast they were light on 

pronunciation ones and therefore the idea of teaching long classes dedicated to this 

subject alone was something that provoked anxiety as there was less to consult for 

help. In reflection of this experience, one wonders: are these usual, normal cognitions 

and situations? Research seems to imply that such negative experiences and 

cognitions are not uncommon, but there may be more to learn (MacDonald, 2002; 

Baker, 2014; Couper 2016).  

 

1.3. Main aims 

The main aims of this research will be to explore the beginning stages of becoming a 

teacher, focusing specifically on cognitions and attitudes towards pronunciation 

teaching and how these could develop over time. The study will attempt to capture 

and document some initial ideas and both the reflective and trajectory thoughts of a 

small number of pre-service teachers. In addition, it will also do the same for a group 

of novice teachers. The study will also look at how both groups intend to approach 

and incorporate pronunciation into their teaching and what resources or sources they 

might draw upon in order to help them. The groups will be compared to see if there 

are any differences or suggestion of developmental changes. 

 

1.4. Key terminology 

1.4.1. Pre-service and novice 

For this study, ‘pre-service’ refers to teachers who have just completed their CELTA 

and who are about to embark on further teaching. This does not take into account 

specifically whether they have taught English before the CELTA training; however, if 
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participants revealed this it was noted. Farrell (2012), whilst acknowledging that some 

may argue that any teacher is a ‘novice’, if teaching in a new school or context, 

proposes that the first three years are suitably apt for this term as they can be regarded 

as an entry career period. This study adopted a similar stance. 

 
1.4.2. Cognitions  

With reference to the term  ‘cognitions’ or other similar synonyms such as 

‘perceptions’, ‘attitudes’, ‘beliefs’ and so on, this research adopts, in part, Borg’s 

(2003: 81) definition. This term refers to what teachers ‘believe and think’. Borg also 

includes what they ‘know’ and whilst this is also important and taken into account 

because it can be influential, as the literature has shown, knowledge, such as training 

for example, can be superceded.   

 

1.5. Dissertation structure 

The structure of the dissertation will begin with the literature review, which will be 

broken down into two general main sections. The first will focus on any existing 

research regarding teacher cognitions, specifically related to pre-service teachers and 

novices, though some comparison to experienced teachers may prove useful. It will 

explore why cognitions are important, the initial beliefs trainees can often bring to 

their training, and how training impacts on such attitudes and ideas. It will also 

examine any research that documents teachers’ cognitions in their initial years in the 

field and what support they rely upon. 

 

The second section will focus on pronunciation, giving a brief history of its 

fluctuating influence on methodology and pedagogy and then it will look more 

specifically at any literature related to teacher cognitions, particularly any recent 

work. Key recurring themes will be highlighted and analysed and if the research 

offers any useful new ideas, directions or shares similar insights, this will be noted. 

The review of the literature, in line with the aims of this dissertation, will work as a 

channel to reveal a gap. The research questions will then be introduced at the end of 

the literature review ready to act as guiding principles for the justification, design and 

execution of the methodology.  
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The methodology section will explore the reasoning for the research approach, 

arguing for the benefits of the selected method but also highlighting any drawbacks or 

issues. The participants and the recruitment process will also be described. The 

chapter will then provide more detail on the specific research tools, justifying why 

they were chosen and explaining how the data analysis was conducted. It will also 

present any ethical issues and the wider limitations of the whole investigative 

approach.  

 

The research and the discussion will then be presented collectively, but divided into 

sections based on the themes that have emerged and this will be related back to the 

literature and the implications will be explored. Finally, a conclusion will be offered 

which will summarise the main findings, how these have been interpreted, and 

suggestions for further research and improvements will be provided. 
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2. Literature Review 

This section will first explore the literature concerning teacher’s cognitions, focusing 

on studies regarding pre-service and novice teachers. It will then narrow further to 

investigate studies, which link and concern pronunciation. Through this process, gaps 

and reasons for this project will be made clearer. 

 

2.1. Pre-service and novice teachers’ cognitions 

Interest in teachers’ cognitions appears to have begun as early as the 1970s, though 

the topic really gained momentum in the 1990s contributing to the wealth of research 

that exists today (Borg, 2003). Among the existing studies, a proportion has been 

dedicated to pre-service and novices’ cognitions in particular, examining initial 

teacher training, how novices develop in their first year of teaching, as well as 

comparison studies of novices and experts. This part of the literature review will 

examine some of the key findings and frequent themes, relate them to one another and 

comment on and critique them. 

 

2.1.1. The power of cognitions  

Firstly and more generally, much of the literature supports the fact that teacher 

cognitions are powerful, illustrating the impact they can have on instructional 

decisions (Farrell and Bennis, 2013). This point has important implications. A study 

in Bahrain by Hayes (2016), for instance, documents the tacit rejection of government 

educational policy by teachers, owing to it contrasting with their own ideas. The 

policy directed the inclusion of a more Communicative approach towards curriculum 

design, whereas many teachers in Hayes’ study believed a Grammar-Translation 

method would be more appropriate. The initiative was therefore proving problematic 

as the teachers attempted to strike a balance between meeting government aims and 

delivering instruction in line with their views. This study only represented 30% of all 

national schools in the country, and it is arguable that this situation is less to do with 

teachers’ ideologies of best practice, and more to do with cultural issues and 

appeasing students and wilful parents who, whilst arguably misguided, only saw the 

benefit of working towards exam achievement; nevertheless, it is a good example to 

highlight how teachers’ beliefs are often fundamental in the success of such policy 

directives, thus emphasizing the need to study and be aware of them. As Tang, Lee 

and Chung (2012: 92) state: teachers’ participation is crucial for every educational 
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change to take place, as they are the ‘frontline enactors’. That said, Farrell and Bennis 

(2013) indicate that sometimes other factors can restrict the enactment of such beliefs. 

It would seem there is often a tension where the latter meet classroom practice and 

either one can triumph depending on the circumstances (Breen et al, 2001). 

 

2.1.2. Apprenticeship of observation and the impact of training 

The power of cognitions is an important point, especially with regard to one of the 

main issues research reiterates frequently, concerning pre-service and novice teachers. 

This is regarding ‘the apprenticeship of observation’, a concept coined by Lortie 

(1975, as cited in Borg, 2005), which refers to the idea that, unlike other professions, 

teacher trainees have already experienced thousands of hours observing practitioners, 

as students themselves in the classroom (Borg, 2004; Tang, Lee and Chung, 2012). 

Research suggests that owing to this, pre-service teachers enter the profession with 

pre-established, deeply seated beliefs and they will deliberately exploit or avoid 

instructional strategies based on these (Numrich, 1996). Kagan (1992) even believes 

that training can often have little effect on ingrained beliefs, whilst Borg (2005) 

believes the beliefs act as a filter, which decides what information will be accepted or 

rejected. Arguably, trainers and course providers need to be aware of this issue and 

the power of cognitions when designing and planning training instruction. Shin 

(2012) asserts that there is the potential for new teachers to be ‘agents of change’ 

within their schools if they are empowered to apply their new learning. To ensure this 

happens is challenging, however, and perhaps some might wonder if it is too 

idealistic.  

 

Research by Kelly (2017), Tang, Lee and Chung (2012) and Peacock (2001) are all 

examples, which support Kagan’s (1992) assertion. Kelly (2017) conducted some 

novel research requesting pre-service teachers to draw teaching strategies at the 

beginning and end of a training course. Whilst there was some development in the 

range of activities drawn, by the end, trainees were still depicting images of teacher-

led classes with passive students receiving information, suggesting attitudes had failed 

to change. This research is questionable however, as there is a big assumption that 

such drawings do actually reflect beliefs rather than what is most easy to draw but it is 

certainly suggestive. Tang, Lee and Chung (2012) and Peacock (2001), on the other 

hand, conducted more longitudinal studies following pre-service teacher 
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development. Tang, Lee and Chung (2012) note that whilst their participants said one 

thing in training, they did another once in the classroom, which was in line with their 

original prior beliefs. Peacock (2001) carried out a large study with a wide range of 

research tools and still, ‘disturbingly,’ found little change in students’ beliefs related 

to the teaching of vocabulary and grammar; consequently, Peacock called for 

educational programs to focus specifically on addressing such detrimental attitudes by 

incorporating guided reflection. 

 

Other research by Johnson (1994) even captures pre-service teacher awareness of the 

struggle to change. Whilst appearing to agree with lessons in training, Johnson found 

that students would then act out old beliefs instinctively when faced with the realities 

of the classroom. On reflection, afterwards, trainees stated that such occurrences 

made them feel ‘powerless’ to change. They speculated that this could be a result of 

their lack of experience of alternative methods or approaches. Freeman (1989) 

supports this idea, stating that whilst knowledge and skills are more ‘trainable’, 

awareness and attitude are also necessary for success and, arguably, it is naïve to 

believe that the process of learning is solely a simple transfer of such knowledge from 

educator to trainee. Other factors have a role to play such as experience in the field, 

collaboration with others and reflection (Roberts, 1998). Larsen-Freeman (2004, as 

cited in Mann and Tang, 2012) echoes Peacock’s sentiments, stating that educators 

need to do a better job at researching trainees’ belief systems and knowledge bases 

throughout training, Busch (2010) concurs, suggesting using belief surveys might be 

beneficial to help educators determine what areas to target within the course.  

 

In contrast to Kagan (1992), Borg (2003) argues that some evidence exists in research 

to suggest training can be impactful, quoting Richards, Ho and Giblin’s (1996) study, 

which demonstrates teachers experiencing a range of cognitive changes to varying 

degrees. Borg like others, however, also reiterates the need for educators to address 

prior beliefs. To support this point Almarza’s (1996) work is used, which shows how 

often trainees enact preferable ‘behaviours’ to conform during the course, without 

much change in their fundamental ideas. Hayes (1995), though, looking at in-service 

teacher development, has also provided evidence to suggest ingrained attitudes can be 

gradually overcome if, adopting Prabhu’s (1987) terminology, teachers’ ‘sense of 

plausibility’ is in agreement with what they consider to be effective teaching and 
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beneficial learning activities. Borg (2002) explores this topic further still discussing 

Piagetian concepts of ‘assimilation’: where new knowledge merges with existing, and 

‘accommodation’: where new information creates a change in the existing beliefs and 

the training strategies that derive from these concepts. 

 

2.1.3. From training courses to the reality of the classroom 

Trainers have a difficult job, and some researchers question whether a one-month 

intensive course such as the CELTA is adequate (Ferguson and Donno, 2003; Borg, 

2008). Once in service, the reality of the classroom experience can be extremely 

varied with the existing environments, cultures and scenarios near impossible to 

account for (Brandt, 2006; Farrell, 2006). As Brandt (2006) argues such courses are 

more concerned with imparting survival techniques: the real learning is expected to 

take place on the job. It might be preferable to refer to graduates as ‘TEFL-initiated’ 

rather than ‘TEFL-qualified’ (Lewis, 2001 as cited in Borg, 2008).  As studies such as 

Peacock’s (2001) have shown however, the issue is probably not a question of the 

length of a course, but more about what aspects are given precedent. When referring 

to the longer TESOL programme, even Kiely and Askham (2012) comment that it 

merely gets students into a state of ‘readiness’, whilst Kuzborska (2011) speculates 

whether teachers have enough time and support, not only during their training, but 

throughout their teaching lives, to reflect critically on their beliefs and change over 

the course of their careers. 

 

In spite of training, the literature often documents the tension between teacher beliefs 

and the reality of teaching. As previously stated, the variety of potential teaching 

contextual factors is vast and putting newly acquired ideas into practice depends on 

the school (Brandt, 2006; Shin 2012; Farrell and Bennis, 2013). Unsurprisingly, 

novice teachers can undergo what has previously been labeled in the literature as 

‘reality shock’ in their first year of teaching and experience some anxiety (Peacock, 

2009; Kanno and Stuart, 2011). Another growing area of research on cognitions 

focuses on this issue with regard to cases of non-native teachers in particular and their 

avoidance of using the target language or specific language-intensive classroom 

activities for fear of appearing foolish or inadequate (Horwitz, 1996; Tum, 2013; 

2015). It is plausible that any novice, native or non-native may, at first, avoid certain 

problematic aspects of teaching and tentatively experiment and trial new things as 
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their confidence and skills grow, though as Tum (2015) points out, non-natives may 

particularly need support. 

 

2.1.4. Novices versus experts 

Comparing novices to experts for any insights, research collectively suggests some 

distinct contrasts. Initially, unlike more experienced teachers, novices are cited as 

being preoccupied with their own teaching and the desire to be innovative. Classroom 

management techniques and concerns about the overall atmosphere preside over 

concerns for providing language learning opportunities and meeting the needs of the 

learners (Nunan, 1992; Johnson, 1996; Numrich, 1996). Research by Brandt (2006) 

on TESOL teacher training, however, possibly contradicts the notion that new 

teachers are only preoccupied with themselves. One of the issues of the TESOL 

course, raised by both tutors and the trainees in the study, highlighted the difficulty of 

balancing the trainees’ learning with the important understanding that their students’ 

needs should be the central focus. In reality, the course design gave a contradictory 

message and trainees described the pressure to carrying out taught techniques without 

question, simply for the sake of assessment rather than really attending to their 

students. This is just one case study, but it illustrates potential faults in the training 

process. 

 

Beyond training, Johnson (1996) states novices need to experience some dissonance 

during their practical experience to prompt them to question their instructional 

choices and subsequently modify their beliefs, to start focusing more on their 

students. Kagan (1992) agrees that this growing knowledge of pupils is what 

challenges and helps reconstruct old cognitions and is a catalyst for professional 

growth.  Basturkmen (2012) concurs, stating from his review of research on teachers’ 

cognitions, that experienced teachers’ beliefs tend to be shaped more by their 

classroom experiences, though he calls for more novice, expert comparative research. 

Kagan (1992) however, argues that teachers’ general ability to change still lies in their 

biography: who they are and what they believe exactly, and without the right 

procedural knowledge and support there is also the alternative of teachers growing 

more authoritative and preoccupied with class control. 
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2.1.5. Teacher socialization, mentoring and resources. 

Teacher socialization is also a key recurring theme.  Whilst pre-service teachers bring 

their own ideas to the classroom, research suggests they also learn through interacting 

and seeking support from more experienced colleagues (Lave and Wenger, 1991). 

This may be achieved through formal mentoring, organized by their institution or 

through natural socialization: engaging and discussing classroom issues in the staff 

room or after work. Whatever the case, research claims support is often crucial for 

teachers in their starting year where it can sometimes be a case of ‘sink or swim’ and 

it is welcomed by the novice (Ingersoll and Smith, 2004; Farrell 2006; Mann and 

Tang, 2012). Courses such as the CELTA prescribe the level of support depending on 

the teacher’s assessment score illustrating their understanding of this (Borg, 2008). 

Farrell (2012) even asserts that evidence suggests those mentored and supported are 

more likely to become effective and contented teachers later. 

 

The formal support provided depends on the institution however. In Farrell’s (2006) 

case study, it would appear that whilst a mentor was assigned, the novice teacher only 

met with them once within the whole year, whilst Ingersoll and Smith (2004) 

comment that such mentoring can vary greatly from place to place, though the 

implementation of these systems within schools is on the rise. In their research, they 

attempt to identify the most effective factors for successful mentoring; however their 

data sources prohibit them from going into greater depth. Research by Tellez (1992 as 

cited in Mann and Tang, 2012) on the other hand suggests, regardless of mentoring, 

novices will often seek help from the teachers they perceive as most approachable and 

friendly. Issues with socialization can arise, however, when the culture of schools 

thwart the lessons of training and encourage more archaic or perceivably ‘backward’ 

pedagogical methods as Shin (2012) found in her study where teachers were 

discouraged from using L2. This challenges the idea of novices acting as ‘agents of 

change’, providing their beliefs are progressive in the first place, and with this in 

mind, it is easy to see how difficult change within the industry can be to implement. 

On a final note, whilst there is a wealth of existing research for novices to also consult 

for support, Crookes and Arakai (1999) suggest many teachers are too busy and even 

have a negative perception of it. Communication in the staff room therefore tends to 

centre round what they term: ‘tricks of the trade’, rather than empirical research 

which explores beneficial pedagogical principles and progressive ideas. This is only 
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one case study however, and there may have been changes since; furthermore, it does 

not account for experienced teachers who have undergone further training and may 

impart knowledge informally from their academic studies. 

 

When Borg (2003) was surveying the existing research on cognitions, a wide range 

was found, though in terms of specific curricular areas, the majority focused on 

grammar and a few on literacy. Since then, other areas have been addressed such as 

pronunciation, but this is still a growing area. The next part of the literature review 

will now focus on those studies of pronunciation specifically. 

 

2.2. Pronunciation 

2.2.1. A brief history 

Pronunciation has sometimes been referred to as the ‘Cinderella’ of foreign language 

teaching; it has great benefit but has often been overlooked and neglected (Siedlhofer, 

2001). This was not always the case and a pendulum effect might adequately describe 

its past. Initially with the Grammar-Translation Method, pronunciation was not a key 

feature of pedagogical instruction, but its influence noticeably increased with the 

influence of Behaviourism, the popularity of Audio-lingualism, and the Direct 

Method during the 1930s through to the 1960s. The Reform Movement in the 1890s 

also impacted with the invention of the International Phonetic Alphabet (IPA), which 

meant for first time there was a visual representation of the sounds to aid teaching 

(Celce-Murcia, Brinton, and Goodwin, 2014).  

 

Disillusionment grew, however, as Behaviourism was refuted whilst Cognitive 

arguments emerged. Krashen’s (1988) idea of implicit acquisition was also lauded 

and the importance placed on accuracy diminished as views evolved to believe it was 

near impossible to achieve ‘native-like pronunciation’ (Scovel, 1969; Morley, 1991). 

A renewed focus on grammar and vocabulary grew and fluency flourished with the 

event of the Communicative Approach and the emphasis on communicating meaning. 

Methods such as the Silent Way and Community Language Learning in the 1970s 

continued to have some pronunciation focus but generally, it could be said that 

pronunciation has undergone varying degrees of attention. The Communicative 

Approach has attempted to restore its importance however. Currently, pronunciation 

rests somewhere ambiguously in the middle of the extremes, having regained some of 
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its status as research has begun to suggest that a focus on fluency alone is insufficient 

and that if accuracy drops below a certain threshold, communication can be impeded 

(Celce-Murcia, Brinton, and Goodwin, 2014). It might therefore be debated that its 

recent history has had its impact on teachers’ cognitions collectively. This is a 

difficult thing to measure, but the small amount of growing research and the 

reoccurring thematic content concerning cognitions provokes speculation. 

 

2.2.2. Cognitions regarding pronunciation 

Until recently, research regarding teacher cognitions and pronunciation has been 

relatively unexplored. The most recent comes from Buss (2016), Couper (2016) and 

Baker (2014). From these, and other similar studies, emerge some re-occurring 

themes: primarily teachers’ insufficient knowledge and ideas for pronunciation 

activities and the scarcity of institutional resources and guidelines. These possibly 

equate to additional themes of a lack of confidence coupled with anxiety, a reluctance 

to teach the topic, and calls for more professional development and support. 

 

Couper (2016) interviewed nineteen English language teachers in New Zealand to 

explore their knowledge and perceptions towards pronunciation. Much of the themes 

already mentioned surfaced and the study also showed that a lot of pronunciation 

teaching was reactive to errors and ad hoc; furthermore there was confusion regarding 

how to teach the subject in mixed multi-national classes. Couper admitted that, unlike 

the TESOL training courses in the US, those in New Zealand often omit phonology 

and pronunciation teaching. Additionally, whilst the sample was quite random, the 

majority of teachers had been practising over eleven years or more and they were 

therefore considered experienced. Baker’s candidates (2014) are similar in this regard. 

This point is highlighted, as there is seemingly less research on pre-service teachers 

and novices and it raises questions about cognitions for these initial stages. 

 

Baker (2014) also researched teachers’ cognitions regarding pronunciation 

instructional techniques and whilst the study only had a small cohort, the use of 

research tools was fairly thorough with a variety of approaches from semi-structured 

interviews to student questionnaires and observations. Baker found that many of the 

techniques teachers used were highly controlled and less communicative. Although 

this has some benefits for learner intelligibility, it is argued that it may limit 
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development of comprehensible pronunciation in authentic contexts. Baker references 

research by Khatib and Nikouee (2012), which supports the balance of having both 

controlled and freer techniques for greater positive effects and uptake, though these 

conclusions were drawn in relation to grammar more specifically. Baker’s (2014) 

research nevertheless suggests teachers may require more guidance on integrating this 

mix into their classroom practice.  

 

2.2.3. Three beliefs from Baker’s (2014) data 

Interestingly, though a side result to the main research, three themes also emerged 

regarding pre-established beliefs from Baker’s data: the belief that listening 

perception is vital in aiding comprehensible speech and that students must first 

recognize a sound before they can produce it; the belief that phonological 

improvement is fundamentally enhanced by kinesthetic practice, thus listening and 

repeating is considered insufficient and added creativity is required; and the belief 

that teaching pronunciation can often be boring, though some of the teachers believed 

their lack of knowledge was responsible for this. The challenge, therefore, is to avoid 

this outcome and seek a variety of instructional techniques and resources. The beliefs 

from this study are particularly useful to analyse as other relative research can be 

related and discussed.  

 

Regarding the first belief on listening, perception or ‘noticing’ is an established idea 

in the field of second language acquisition supported by Schmidt (1990), but it also 

links to Krashen’s (1988) work on comprehensible input and implicit acquisition. 

Some, echoing Krashen, argue that exposure to L2 can be more important than actual 

focused instruction of certain aspects of pronunciation (Trofrimovich and Baker, 

2006). Sifakis (2014), for example, argues that pronunciation teaching should be 

handled more as a process of raising awareness and less of actual instruction, with the 

aim to equip learners with sufficient tools so that they may then take control of their 

own development. In contrast, however, there are also studies that support the benefit 

of explicit pronunciation instruction, though to what exact extent, it has not been 

measured (Derwing, Munroe and Wiebe, 1997; 1998, Couper, 2003). 

 

As for the importance of kinesthetic practice, having a range of techniques that appeal 

to different types of learning styles seems logical to help improve memory retention, 
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and there are existing studies, for instance, that support the inclusion of gesture and 

movement (Smotrova, 2017). Buss’ (2016) research is curious in relation to this point 

however. The research studied the beliefs and practices of a random sample of 

Brazilian EFL teachers, who were generally positive about pronunciation teaching. 

The teachers agreed with the first belief from Baker’s (2014) research in conjunction 

with recognizing the importance of explicit instruction. Yet, conversely, the study 

illustrated how little consideration was given to kinesthetic aspects of teaching. 

Similarly, however, their instructional methods were more traditional and controlled, 

but a heavy reliance centered on an imitate-repeat dynamic addressing pronunciation 

errors simply when the need arose also, much like Couper’s (2016) sample.  

 

Such research feeds into the common theme about lack of teacher knowledge and 

possibly confidence and maybe it is no co-incidence that Buss’ (2016) group stated a 

wish for more training. The suggested need for this is prevalent in the research. One 

candidate in Baker’s (2011) study stated how they avoided teaching certain 

pronunciation aspects owing to lack of training and thus confidence. On the other 

hand, other teachers in the study who had attended pronunciation workshops felt more 

inspired and willing to experiment with new techniques, though a few admitted to 

feeling overwhelmed by all the ideas and sometimes struggled when trying to turn 

theory into practice. In addition and similarly, to Crookes and Arakai (1999) study, 

Baker also found teachers were unlikely to find time to read articles and papers on 

pronunciation to assist them. MacDonald’s (2002) research also tells a similar story of 

a reluctance to teach pronunciation owing to a lack of insufficient knowledge, though 

arguably the study is one-sided as it only focuses on a select few candidates who 

responded negatively in the questionnaire issued. It fails to examine the positive 

responses. The issue of knowing how to integrate pronunciation instruction emerges 

once again in this study however, along with the call for more institutional resources. 

Besides research papers, it can be argued that there are now more pronunciation 

materials available than before but as these recent studies show, perhaps they are not 

being accessed quite so frequently yet.  

 

Finally, the view that pronunciation teaching can be boring is not an original concept.  

Baker (2014) cites Prabhu’s (1992) concept of ‘overroutinisation’ as a potential 

culprit for boredom as teachers worry about the tedium of the same or similar 
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activities. This seems reminiscent of research regarding pre-service teachers’ 

preoccupations about being innovative, though here it is not simply limited to new 

professionals (Baker, 2011). The perception that pronunciation can be boring also 

indicates teachers’ possible inexperience and perhaps it can be linked to the reliance 

on controlled repetitive techniques, which, by their nature, if used too much, may start 

to be perceived as mechanical and monotonous and may not immediately result in 

improved pronunciation in natural communication. As Morley (1991) states, with the 

original demise of pronunciation teaching, such intense practice lost its appeal. This is 

probably owing to the amount of energy expended by the teacher in relation to the 

subsequent successful uptake of the students. The earlier methods are also not 

concerned with genuine communication and it may be argued that during interaction 

there is more awareness and motivational drive to work harder to be understood. With 

these ideas in mind, the boredom aspect suggests a lack of knowledge on how to 

blend pronunciation more holistically with other areas. Pennington and Richards 

(1986) advocate this idea of better integration and the need for it to be explored 

further. They caution against the expectation that learning it is solely a direct result of 

teaching instruction with immediate results. It is a much more gradual process that 

requires long-term goals with objectives inline with this understanding. This might 

help alleviate frustration and hence the ‘boredom’ aspect. 

 

2.2.4. Possible new directions and teacher anxiety 

Morley (1991) also stresses the importance of learner training and giving students 

more responsibility for their active learning, rather than fostering a passive 

environment, which more traditional techniques such as drilling encourages; 

furthermore, she argues that adhoc correction on pronunciation errors is the wrong 

approach owing to the negative feelings and frustration it can create. Pronunciation 

might have better reception presented in an exploratory, fun way, which relaxes 

students and is potentially more engaging. To ensure that such measures and ideas are 

realised, she pushes for more initial and in-service training to equip teachers more 

fully. Bearing in mind, what is known about teacher training and cognitions however, 

perhaps it is unsurprising that more current research is still researching such issues in 

this field. 
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The last point to make relates to teacher anxiety. Anxiety has been touched upon 

when discussing cognitions, especially in relation to non-native speakers, and there is 

research to suggest that whereas non-natives may feel confident in other areas of 

language teaching such as grammar, they can be more uncertain with regard to 

pronunciation (Ma, 2012). Interestingly, Levis et al. (2016) carried out a study, which 

suggests that although students perceive native speakers to be better models of 

pronunciation and there can be bias in the industry with regard to hiring decisions, 

students are not necessarily disadvantaged if their teacher is non-native. Further 

research needs to be conducted in this area moreover, but Levis et al. suggest this is 

not just an issue of training or lack of resources, but one of developing confidence and 

dispelling incorrect assumptions. In fact, non-native speakers arguably have a greater 

understanding of students’ difficulties and needs (Ma, 2012). 

 

2.3. The Research Questions 

This literature review has demonstrated a myriad of themes and issues that feed into 

and influence the current research project and it is important to be aware of them. The 

project may result in supporting or contesting such ideas and might indicate if 

cognitions are changing. What it will aim to achieve specifically, where other studies 

have brushed over, is a more focused examination of pre-service teachers’ initial 

thoughts and feelings regarding pronunciation as they begin work, and how they 

intend to prepare themselves. Then, by examining a group of novice teachers in the 

same manner, a few years further ahead, it will also seek to see whether there is any 

indication that such cognitions shift or broaden through experience and further 

practice. It will also investigate the support and resources each group draws upon 

when dealing with pronunciation to see if this indicates anything insightful or any 

differences or changes.  

 

To guide this investigation, the research questions are, therefore, as follows: 

 

1. What are pre-service teachers’ cognitions about pronunciation teaching after 

completing a CELTA course? 

 

2. What are novice teachers’ cognitions about pronunciation teaching after working 

for 1-3 years? 
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3. What resources or sources of help might pre-service and novice teachers expect to 

use if requested to teach pronunciation in a class? 



	 23	

3. Methodology  

The following section details the research approach and why it has been selected. It 

provides information about the participants and explains the research design and 

procedure. Ethical issues and limitations of the project will then be explored and 

finally this section will describe how the data was analysed. 

 

3.1. Research approach and justification 

With a study that seeks to explore cognitions, qualitative research appears an 

appropriate choice as such thoughts, feelings and beliefs are challenging to quantify. 

Qualitative research is more exploratory by nature in comparison to quantitative 

research and can allow for deeper, richer data and multiple perspectives of similar 

situations as it is regarded as a way of ‘seeing through the eyes’ of the individuals 

involved. (Bryman, 2008: 399). Much of the research on cognitions in the literature 

review, and documented by Borg (2003), is qualitative, although Borg has suggested 

there is room for quantitative work. She also argues that there should be a connection 

between the investigation of cognitions and what takes place in the classroom. To do 

both interviews and observations was unrealistic owing to limited time and resources, 

but the research tools attempted to gain some insight through their careful 

construction. 

 

Qualitative research is subjective and often impressionistic, thus Bryman (2008) 

questions how findings can be applied to other settings. Making generalizations was 

not the purpose here; the research was more concerned with in-depth insights and 

multiple interpretations, whilst assessing whether any themes or patterns emerged that 

corresponded or contrasted with previous studies (Patton, 2002). Bias should be 

avoided when carrying out such research and applying data analysis, acknowledging 

that the role of the researcher is one, which is fallible. Interviewees will inevitably be 

affected by the researcher’s personal identity (Denscombe, 1998); therefore, where 

possible, scrutiny was applied to avoid any negative impact that might have affected 

reliability and validity.   

 

3.2. Participants 

The two groups were formed from a random selection of volunteers. They came from 

the researcher’s previous contacts: a CELTA training centre and a reputable English 
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academy. One pre-service candidate came from a separate training centre. The 

academy teachers were selected by their director of studies; they were encouraged to 

volunteer owing to their inexperience, whereas the CELTA trainees were self-

selecting, which suggests they already had an interest in the project topic. This, 

arguably, may have had some effect on the results but it is an expected consequence 

of such research (Denscombe, 1998).  

 

The pre-service group consisted of two non-native speakers from abroad and a local 

native speaker. All three candidates were roughly middle aged or older and had had 

previous jobs or careers before. They had taken the CELTA in hope that it would 

provide more employment opportunities. The novice group was younger and the 

candidates were all native speakers.  They worked at the same school, which taught 

multi-lingual classes rather than monolingual ones. As well as teaching general 

English classes, some of the teachers specifically taught additional pronunciation 

focused sessions called ‘spins’ as directed by the school curriculum. Their reasons for 

becoming EFL teachers were varied, for the majority this pathway was not their 

original intention, and therefore was regarded as a career change. 

 

3.3. Research design and procedure 

Semi-structured interviews were chosen owing to the freedom they allow for 

exploring ideas and thoughts in depth. Structured interviews would have been too 

rigid, not allowing for the exploration of ideas as they arose, whereas unstructured 

ones could cause an issue of deviating from the topic too much. By having some 

flexibility semi-structured interviews helped to maintain a focus on the themes and 

areas reported in the literature review.  

 

In using a specially designed set of questions for each group, this research technique 

enabled comparison between the two groups by having similar questions; however, 

there was some deviation and adaptation to suit the different contexts. The questions 

took into consideration themes from the literature and, where possible, they were 

structured to be open-ended and unbiased to include detail, whilst aiming to be 

reliable and valid as much as possible (Nunan, 1992). The questions were then piloted 

to avoid possible issues or repetition. They were slightly altered based on this trial and 
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some images were added on a separate sheet to act as a prompt to generate further 

information and reactions from the candidates (see Appendices 7.2. and 7.3.). 

 

All the interviews were then conducted face-to-face and transcribed with a focus on 

the words, rather than the manner in which things were said. At times, to maintain the 

flow of conversation and further probing, there was deviation from the written 

questions. It was later noted, however, that issues arose from this spontaneity as some 

questions unintentionally became leading or closed. Managing the technique of 

remaining biased and non-influential is challenging, although as Robson (2011) states 

this requires skill to achieve. Awareness of this issue was considered when analyzing 

the data and extra care was taken in these instances to find supporting evidence from 

answers from more open questions. 

 

3.4. Ethics  

The research followed the ethical guidelines as directed by the University of Surrey 

and was granted approval (see Appendices 7.1.). All candidates who elected to 

participate were informed beforehand of the aims of the study and the data collection 

procedure in detail through a brief verbal presentation and an information sheet. They 

were requested to sign consent forms, which stipulated what was expected and 

included details of their right to request the removal of any sensitive data or to 

withdraw completely from the study up until a certain deadline, if they so wished (see 

Appendices 7.4. for an example). The anonymity of the candidates was assured and 

critical personal details kept confidential. They were informed that the data collected 

would only be used for the research project. Additionally, the course providers and 

the school were first approached and the nature of the project was explained with 

reassurances that the focus of the research study was not targeted towards their 

companies in any way and their anonymity was also assured.   

 

3.5. Limitations 

Whilst acknowledging the importance of triangulation, owing to the limited amount 

of time, this project lacks the exploration from other angles that might provide deeper 

and further insights. For example, it might be useful to interview the course tutors 

from the training centres and the director of the academy with regard to the candidates 

involved and their performance, but this would raise further ethical and sensitivity 
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issues. If the study were longitudinal, observations with stimulated recall sessions 

could be considered, though they may only be applicable to the novice group, who 

were already teaching. Scheduled observations can distort the data as candidates may 

feel the need to ‘perform’, incorporating more pronunciation activities and instruction 

than was usual, if they were aware of the topic of analysis This could be the case, 

particularly if they were anxious about the topic. On the other hand, if left unaware, 

they might also include little relevant instruction, resulting in the risk of having little 

to analyse. Reflective journals could also have been used if the study were longer as 

the pre-service teachers could have been documented for the duration of a year to 

investigate the developmental process more closely. This may have provided a useful 

‘backwash’ function, giving the teachers the opportunity to reflect on their practice 

and thus develop more awareness, potentially motivating them towards making 

improvements (Roberts, 1998; Kuzborska, 2011). Such ideas might be beneficial to 

explore in another study. 

 

3.6. Data Analysis 

After the conversations were transcribed, thematic analysis was applied following 

direction from Braun and Clarke (2006). The data from each group was initially 

coded using highlighter pens and through use of memos (see Appendices 7.5., 7.6. 

and 7.7.). These codes were then further scrutinized and grouped under potential 

themes using mind-maps and charts (see Appendices 7.8.-7.12.) while considering the 

literature review and research questions. Whilst it could be argued that referring to 

prior studies might lead to bias, Tuckett (2005) argues that the analysis of the data can 

benefit from heightening sensitivity to some of its crucial features that might 

otherwise be overlooked. The data from each group was then compared and analysed 

in order to obtain an overall idea and ascertain differences and similarities or 

interesting insights, which are examined in the results and discussion section.  
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4. Findings and Discussion 

The following section will combine the findings and discussion. The analytical 

procedure resulted in four thematic maps highlighting the key themes and sub-themes 

for the research questions. These will now be presented and supported by selected 

quotes from the interviews, which is felt typify and explain these themes in more 

detail and will be related back to the literature to see what additional insights might be 

gleaned.  

 

4.1. Research question 1: What are pre-service teachers’ cognitions about 

pronunciation teaching after completing a CELTA course? 

 

4.1.1. Thematic map 1  

 
4.1.2. Introducing the pre-service themes  

The data revealed three major themes for this group: Starting out, looking ahead, 

which illustrates the teachers’ recognition of their status within the backdrop of 

pronunciation; Awareness of pronunciation work, which shows what they know, have 

learnt about this area and their readiness to continue; and Pronunciation challenge, 

which indicates their notions of the work ahead and the potential issues. All three 

overlap, but for ease of explanation, they will now be handled individually. 
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4.1.3. Theme 1: Starting out, looking ahead 

This theme, as stated, concerns the candidates’ status as pre-service teachers and what 

this means for them as they begin their teaching career.  It can be divided into two 

smaller sub-themes: their Lack of experience as beginners, offset by how they are 

Growing and in doing this are experiencing new ideas and noticing developmental 

changes. Teacher A demonstrates this by saying:  

 

‘When you don’t know the subject very well, you are not very good at teaching it to 

the students. This is something I have to improve.’  

 

highlighting the essence of first sub-theme, yet, she has already noticed her progress 

from the CELTA course, also illustrating the second: 

 

‘It’s really good that you can teach for the second day here, because it feels like you 

cannot do it, but once you start, you work on it and they can say my first lesson and 

last lesson were really different levels.’ 

 

Similarly, when talking about what she envisaged from the course, particularly in 

reference to pronunciation, Teacher B speaks of her back of expectations but later 

states: 

 

‘Now, I understand, so it helps you prepare your classroom and makes you a better 

teacher.’  

 

When asked if she felt more confident now, her answer was affirmative. Teacher C 

echoes Teacher B: 

 

‘I really didn’t have any expectations…you think maybe about explaining that um, 

about grammar or vocabulary…but pronunciation is, you don’t really think about 

that.’ 

 

then also asserts: 

 

‘I’ve learnt so much about language from a totally different perspective.’  
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Regardless of whether training impacts on beliefs, which Kagan (1992) queries, it 

may be argued that the CELTA has its benefits in developing confidence, which is a 

starting point for pre-service teachers. The teachers appear to recognize their lack of 

knowledge and current ability but are aware of their developmental process and initial 

improvement. The knowledge and practice provided from training, arguably, 

empowers them. It is difficult to measure whether it alters their beliefs but, at the very 

least, it equips them with more options and allows them to trial some teaching ideas. 

This loosely supports Kelly’s (2017) research in the sense that it corresponds with the 

part of her results that depicted a broadening in her candidates’ awareness of various 

activities and ideas that could be utilized. Referring back to Piagetian concepts (Borg, 

2002), perhaps at this stage, it is too early and unfair to expect teachers to 

‘accommodate’ all their training, thus adapting their beliefs. At this stage 

‘assimilation’ appears to be occurring, where new knowledge merges with that 

already existing. A possible example of this will be provided when research question 

3 is addressed later (see 4.3.3).  

 

Peacock’s (2001) longitudinal study warns that accommodation can fail to occur even 

as time passes, which raises the question of how this process might be initiated. 

Comparison may be drawn with the language learning process: it is one thing to have 

explicit knowledge but it is another to be able to execute it successfully. Scaffolding, 

encouragement, space and more opportunity continually to trial ideas might be a 

suggestion. 

 

In summary, when considering the research question, this theme suggests that pre-

service teachers, aware of their beginner status, believe they still have much to do and 

learn, but are confident that they have already started this process. 

 

4.1.4. Theme 2: Awareness of pronunciation work 

As already stated, the themes overlap and are connected. This major theme, 

Awareness of pronunciation work, is affected by the previous one, because the status 

of the candidates is over-arching. In some ways, this theme is thus an extension of the 

first theme. The two main sub-themes here illustrate the Optimism and interest of the 

teachers regarding the subject matter and their readiness and understanding that Doing 



	 30	

is a starting point through which more can be learnt. This applies to themselves with 

regards to teaching, and also for their students in terms of improving. It is important 

to observe that the theme Tools also falls into this category as it informs ‘what’ can be 

used and ‘how’ pronunciation teaching can be done, but it will be discussed later in 

the third research question. The final theme: Pronunciation challenge also overlaps 

and this will be explained shortly. 

 

Teacher B’s words offer a sense of this theme: 

 

‘My feeling is optimistic that I will be able to master it within my teaching career.’  

 

whilst Teacher C’s comments include the students in the process: 

 

‘It’s more about people just having a go and speaking.’ 

 

All three teachers discuss, to varying degrees, the importance of practice and trying, 

which suggests the belief that it is only by ‘doing’ that learning may occur. Their 

attitudes appear positive, despite the effort required and challenges ahead and this is 

why the final theme: Pronunciation challenge is connected. Teacher A admits: 

 

‘I’m still not very confident…but the positive thing is I do understand how to work on 

that.’ 

 

which is a good example to illustrate how all these three themes can overlap. This 

admission eludes to her status and the pronunciation teaching challenge ahead, but 

also shows her positive outlook that by working or ‘doing’, she believes she can 

develop.  

 

The pre-service candidates were self-selecting for this research and it is within this 

theme that their bias towards the subject matter might also be hinted at. Teacher A 

states: 

 

‘I decided to come here when I heard you talking about pronunciation, I really think 

that this is my weak point…’  
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whilst Teacher C also describes her fascination with the topic, but her struggle with it. 

Such confessions possibly suggest that these teachers are already recognizing areas 

they need to work at and it might be reasoned that by volunteering for this research, 

they are actively seeking learning opportunities.  

 

With this theme, it could be argued that the ‘ideal’ elements are present: the teachers 

are enthusiastic and emboldened, or are at this state of ‘readiness’ as Kiely and 

Askham (2012) have described. Such optimism needs to be cultivated, but its 

momentum is arguably susceptible to aspects from the final theme and what the 

literature terms as ‘reality shock’ (Peacock, 2009; Kanno and Stuart, 2011). Belief 

surveys, suggested by Busch (2010) might aid teachers here, but by acknowledging 

this delicate balance that the analysis presents, it may be asserted that there should be 

measures in place for further assistance with targeted mentoring and space for 

reflection as pre-service teachers begin teaching. This is in-line with Kuzborska’s 

(2011) and Peacock’s (2001) concerns on whether teachers get enough support, 

tailored to their individuals needs. If left alone, it is unsurprising that pre-service 

teachers might, at first, avoid more challenging aspects of teaching, such as Horwitz, 

1996 and Tum’s (2013; 2015) research also suggested or, when under pressure, 

instinctively reject new, less familiar concepts with a preference instead for whatever 

comes more naturally.  

 

Touching on the student aspect, it could be said that there is evidence to show the 

teachers are beginning to consider their future students’ needs and how best to help 

them. Teacher B states: 

 

‘If you tell, they’re not going to er, they’re going to hear it and forget, but if you teach 

the person how to do it, they obtain that knowledge forever.’ ‘ 

  

whilst Teacher C echoes this sentiment: 

 

‘I think it is practice that gets you used to it…It’s only through doing it that you 

learn.’ 
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From another perspective, however, it might be contested that this has little to do with 

needs and more to do with their own learning experiences, which have informed their 

thinking on what they consider to be ideal teaching methodology, regardless of the 

learner and situation. This interpretation might be made when considering conclusions 

drawn from past research that suggest novices are more focused on their own teaching 

and on trying to be innovative (Nunan, 1992; Johnson, 1996; Numrich, 1996). This is 

something that is explored further in the next section. 

 

Overall, this theme gives the impression that as learners, fairly new to pronunciation 

themselves, pre-service teachers believe they can progress and master ways to teach it 

through practice, the right tools, and with a positive attitude. They seem to believe, to 

some extent that the same ideology could be applied to their potential future students 

when facing pronunciation issues, but there are also some doubts. This is where theme 

3 becomes relevant and completes the overall picture. 

 

4.1.5. Theme 3: Pronunciation challenge 

The challenge of becoming confident and teaching pronunciation: Pronunciation 

challenge is the final theme. The data here suggests teachers believe the field is beset 

with issues and obstacles that require effort to overcome and this explains why the 

sub-theme: Effort is required, also exists. Teacher C is aware that, executed without 

thought, pronunciation teaching has the risk of being  ‘dry’ and ‘sort of dull’ and that 

student enthusiasm can wane if teachers are too reliant on repetitive techniques. She 

also recounts an anecdote of a famous personality who, despite endless pronunciation 

lessons, failed to improve, casting doubt on the validity of teaching the topic. Teacher 

A, on the other hand, conscious of her non-native accent, voices her frustration and 

doubt of not sounding ‘well’ and both Teacher B and C touch upon student anxiety: 

students’ potential shyness when encouraged to practise, and the care, which must be 

taken not to target students too specifically. These are some of the challenges and 

issues that emerge from the interviews, which create this theme.  

 

An additional challenge that all three raise concerns about is: how to make 

pronunciation fun and varied. As Teacher A states:  

 

‘…from my learning experience, this is something that is really dull.’  
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Whereas the previous theme seems to encapsulate the belief that ‘doing’ aids learning, 

here, it might be suggested that one of the key cognitions is that fun and enjoyment in 

the classroom are factors, which aid knowledge retention. Teacher B argues:  

 

‘…if they are not having fun, they are not learning…’    

 

and there is a preoccupation among the group to cultivate variety when teaching 

pronunciation. This links back to the point made in the previous section about novice 

teachers’ wanting to be innovative and supports prior research (Nunan, 1992; 

Johnson, 1996; Numrich, 1996). Teacher C, in her own training experience, however, 

makes an interesting discovery. She describes how her course brought in a specialist 

to teach a session on pronunciation, which was ‘fantastic’ fun owing to the 

specialist’s energy and expertise. Afterwards, on reflection, though, she wishes there 

had been a ‘little bit less fun’ and more focused practice. Whilst she does not openly 

draw or state conclusions, which might connect to and affect her own teaching 

philosophy, this personal experience conceivably has the potential to push her beyond 

initial cognitions regarding fun and could be a catalyst for her to begin thinking more 

about specific needs.  

 

This anecdote is also a potential concern for other reasons. The existence of such a 

specialist on this specific course could imply a belief within the industry that 

pronunciation is a niche area that one must choose to dedicate time to. In this case, it 

was handled separately, rather than presented as an interwoven element. As the 

literature has highlighted in studies such as MacDonald’s (2002), there seems to be an 

issue on how to integrate pronunciation into classroom practice. Then again, it may 

have been that Teacher C also encountered other specialists, but it was not brought to 

the interviewer’s attention. It would seem nevertheless that Teacher C is aware of this 

notion that pronunciation is sometimes regarded as this ‘other’, separate entity that 

can be optional:  

 

‘I’ve heard other teachers say ‘oh, you know, I’ve gone through my whole career 

without really focusing that much on pronunciation’…whereas another teacher did 

say, you know, I think it is under used.’  
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The fact that this specialist seemingly aimed to emphasize the ‘fun’ elements of 

pronunciation, also ties in with Baker’s (2014) research on existing concerns that 

pronunciation can be boring and repetitive without enough knowledge of activities 

and techniques. It is this lack of sufficient knowledge that MacDonald’s (2002) 

research also suggests is the cause for teachers’ avoidance of the topic. Perhaps 

CELTA course designers, aware of this, are keen to address these issues but maybe 

the way this is done requires further consideration. Despite some gaps in their 

knowledge, the teachers demonstrate an enthusiasm and desire to talk about the new 

pronunciation teaching ideas they have acquired during the course and their words 

imply they have positive intentions to use them. For example, drilling is a new 

concept to Teacher B, which she shares her enjoyment of and how she has already 

trialed saying:  

 

‘I was like and especially like drilling…I’m a little bit good at it.’ 

 

Perhaps at this stage, the issue is not simply insufficient knowledge, but that the 

teachers feel they need to build their confidence further by having opportunities and 

time to trial their new ideas. Teacher C, when asked how she might help a student 

with a problem, expresses her lack of confidence but then she adds: 

 

‘…but I’d certainly say, you know, I’d have a go.’ 

 

She refers to the research she might need to help her and Teacher A also talks about 

consulting recommended books from her course. Teacher B even asks to take a photo 

of some of the pronunciation ideas the interviewer presents as prompts as she is keen 

to study them later and learn more. This all illustrates acknowledgment of effort still 

required.  

 

To conclude, this theme captures the pre-service teachers’ concerns and the potential 

struggles they may face that require work to overcome. They have a positive attitude 

on approaching these issues, which is where theme 2 overlaps, and the philosophy of 

creating fun and variety is their starting point. It is therefore not a negative theme, but 
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it raises the question as to whether teachers will be equipped sufficiently enough to 

deal with the potential problems that it highlights, as they enter the service. 

 

4.2. Research question 2: What are novice teachers’ cognitions about 

pronunciation teaching after working for 1-3 years? 

 

4.2.1. Thematic map 2  

 
4.2.2. Explaining the novice themes  

The data revealed two major themes for this group: Developing the ability to teach 

pronunciation and The challenge of teaching pronunciation. Such themes are not too 

dissimilar from those of the pre-service group, but the noticeable difference is that 

novice teachers are already in service. As they are working, it would seem they are 

noticing challenges, which trigger an awareness of the need to improve. The sub-

themes are meant to illustrate this process and subsequently intertwine. Tools is 

handled in a similar way to the pre-service group themes, and will be discussed 

further in the research question 3 section. 
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4.2.3. Theme 1: Developing the ability to teach pronunciation 

Similar to the pre-service group, the novice teachers appear to be developing and 

show awareness in relation to pronunciation teaching. For some, however, there is 

still much work to be done. 

 

‘I think about it more, but I still find it challenging.’  

 

states Teacher E, whereas Teacher F confesses that she does not teach pronunciation 

much in her general classes, but admits that she should. Teacher G expresses his 

growing confidence: 

 

‘I’m certainly not as daunted as before.’ 

 

and Teacher F wonders whether it is better to concentrate on vocabulary and grammar 

primarily or to ensure pronunciation teaching is incorporated from the beginning. 

 

The sub-themes break down this main theme, illustrating a process. First, the teachers 

appear to be aware of their students’ needs, introducing the sub-theme: Student focus. 

Following this, they acknowledge they need to improve their own skills in order to 

help them:  Recognize the need to develop. Then, similar to the pre-service group, 

there is an awareness of this process and how it changes their teaching: Doing and 

growing. These sub-themes are offset and partnered with other sub-themes from the 

second major theme: The challenge of teaching pronunciation, because each stage 

comes with some issues. 

 

Evidence for the first sub-theme can be seen as Teacher D describes the process of 

attending to students’ needs as a ‘dialogue with the students’, whereas Teacher E’s 

ideas appear to go beyond the pre-service teachers’ thinking of this concept of 

providing a fun lesson when she states: 

 

‘How do I make this not only interesting, but that they are learning and that okay, 

they are meeting their aims?’ 

 

Teacher D also reveals:  
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‘I don’t really approach it from kind of what I think about it…I try to approach it 

from what…they want really.’ 

 

Such revelations support Brandt’s (2006) research, suggesting some of these teachers’ 

pedagogical choices are student led and do not solely stem from their personal 

teaching ideologies. There is also some evidence of tailoring lessons to suit different 

learner styles; Teacher G refers to the benefit of using visuals, for example. All 

teachers, furthermore, indicate a growing ability to recognize different pronunciation 

issues that their students may encounter. This could be owing to the fact that the 

schools’ classes are all multi-lingual and it may be that these differences are driving 

teachers to become more aware of needs, motivating them into action. Conversely, it 

may also be something that has the potential to thwart their efforts if there are too 

many factors to focus on, as Teacher E illustrates:  

 

‘You’ve got so many areas coming with pronunciation, it can be hard to focus in.’ 

 

This is why this sub-theme is partnered with the sub-theme: Difficulty from the 

second major theme. 

 

The sub-theme: Recognise the need to develop suggests the teachers are beginning to 

acknowledge and accept pronunciation’s importance, although different teachers feel 

more strongly about this issue that others. Both Teacher D and G assert their belief of 

pronunciation’s importance and Teacher G even states: 

 

‘There should be more of an emphasis on it in training and during our teaching 

tenure.’ 

 

and later describes how he purposely took the initiative to learn more in his own time, 

as he explains:  

 

‘Just going in there without knowing the theory is pretty unprofessional.’ 
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Teacher F, on the other hand, describes how she would be ‘excited’ if a student came 

to her with a problem, which she needed to ‘figure out’, which suggests a positive 

attitude towards the learning process for both her and her student. Whilst neither 

teacher admits to consulting current academic research specifically, such examples 

contrast with Crookes and Arakai’s (1999) study of teachers being too busy to seek 

out the answers they require. Perhaps the most obvious reason for this that is their 

schedules are not too demanding as novice teachers. The opposite reaction to this 

positivity mind-set, however, can be Insecurity, hence why this is the sub-theme that 

offsets it.  

 

Doing and growing, the final sub-theme of this major theme, is illustrated by teachers 

such as Teacher G, sharing their experiences of how they learnt the most and grew in 

confidence with pronunciation teaching when they had to ‘do’ or teach it. In many 

cases, for these teachers, the experience was ‘put upon’ them by their being given 

specific pronunciation focused classes, but Teacher D also talks of being ‘brave 

enough to do it’ and Teacher E recognizes the amount of practice and time that is 

required for the topic if the teacher opts to focus on it. This sub-theme is paired with 

the sub-theme: Uncertainty, which highlights the doubts some teachers have about the 

benefits of teaching pronunciation.   

 

Developing the ability to teach pronunciation and its sub-themes link back to 

Johnson’s (1996) research, which argues that the reality of the classroom is a catalyst, 

which forces teachers to question their instructional choices and reshape their beliefs 

and the data suggests this may be occurring. Kagan’s (1992) caution about having the 

right guidance and procedural knowledge is important to remember here, however. 

Reassuringly, the group all refer, in varying degrees, to the support available from 

their more experienced peers, or mentors, which exists at their school and do so in a 

positive manner.  

 

‘She has some really good ideas.’  

 

states Teacher E about her mentor, whilst Teacher F refers to her peers as a ‘good 

resource’. Such data supports other research ideas of teacher socialization and its 

benefits (Lave and Wenger, 1991), although whether these mentors are providing 
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positive guidance that might influence cognitions on pronunciation teaching 

specifically, it is unclear. 

 

In summary, this theme indicates that cognitions towards pronunciation are 

developing and teachers are deciding how they feel. Some are more positive than 

others, who still have their doubts about the topic. Teacher D perhaps offers 

reassurance: 

 

‘When it is done right, everyone can enjoy it.’ 

 

There are the issues that cannot be ignored, however. The next major theme addresses 

these. 

 

4.2.4. Theme 2: The challenge of teaching pronunciation 

The second major theme summarizes the struggle of becoming skilful in this area. It 

has its negative connotations, but there still underlies the intention to try and this is 

why it overlaps with theme 1. The teachers interviewed vary greatly in this area and it 

might be suggested that those who are less resistant and accepting of this challenge, 

seem to benefit the most. Teacher D, the most accepting, even describes his initial 

dislike for the topic and then the change in atmosphere when he decided to try 

incorporating it more: a decision, which he states has now led to a growing 

enjoyment.  

 

The sub-themes, as stated, pair with the others from the first theme. Whilst teachers 

increasingly become familiar with their students’ needs, there is the Difficulty some 

believe they are faced with. These difficulties covers a range of facets, and can affect 

teacher confidence as they think about developing their skills, explaining why 

Insecurity is the next sub-theme. Uncertainty is the final sub-theme, which arises 

when teachers question whether their efforts will prove to be successful.  

 

Teacher E, one of the less experienced candidates of the group, particularly 

contributes to the sub-theme, Difficulty, voicing both her and her students’ 

‘frustration’ with pronunciation when trying to use it in order to be better understood.  



	 40	

It would appear that she uses a lot of drilling and repetition and this frustration may 

be a consequence of a prolonged period of such methods with no distinct changes. It 

is an interesting point to highlight as it provides evidence for the idea of 

apprenticeship of observation (Lortie, 1975, as cited in Borg, 2005).  Teacher E 

summarizes her memories of learning a language at school as ‘a lot of parroting and 

just copying’, a phrase she later repeats to describe her own techniques that she 

reverts to, when her confidence in class drops and she recognizes her lack of 

experience. This example could support Johnson’s (1994) research regarding how 

teachers act instinctively under pressure resulting in feelings of powerlessness. 

Teacher E further states: 

 

‘…with grammar, you’ve got a real structure…you set it up, you give them the 

language. Pronunciation, it can sometimes be a bit all over the place…then you can 

kind of go off on a tangent.’   

 

This perception of a lack of guidelines does not aid her confidence and her approach 

appears reactive rather than carefully planned. It relates to Couper’s (2016) research, 

which also illustrates teacher confusion on how to set up the class and Morley’s 

(1991) assertions that adhoc correction on pronunciation errors only leads to negative 

frustration. Teacher E might be compared to Teacher D, who, inline with Morley’s 

ideas, has noticed that focusing on mistakes and error correction as they occur can 

have a detrimental impact. He has adjusted his approach and found a structure that 

helps him, although he admits: 

 

‘It took me a while to get comfortable with the idea of doing it…and kind of setting 

the class up.’ 

 

Many of his techniques appear to have an element of encouraging students to 

recognize or kinesthetically feel differences in sounds, concepts Teacher E mentions 

less, suggesting she has more to learn and trial.  

 

Teacher D’s admission illustrates the Insecurity which comes with lack of experience 

and confidence of the novice and Teacher E also shows it. The case for apprenticeship 

of observation might be made again under this sub-theme. All four teachers, when 
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asked about their original school experiences of being taught pronunciation, begin: ‘I 

don’t/I can’t remember…’ and the majority of the group express their concerns over 

lack of training or knowledge. Perhaps this lack of experience can be attributed to the 

history of pronunciation pedagogy and its diminished prominence for some time in 

recent curricula. Teacher G, furthermore, describes a ‘loss of confidence’ that has 

developed since his initial training owing to lack of practice. It is therefore 

unsurprising that insecurity is present for pronunciation if there has been significantly 

less exposure to it both through previous school experiences and in training. It 

emphasizes the need to encourage teachers to keep trying and to trial and experiment 

with ideas. 

 

Uncertainty is the final sub-theme, which is illustrated by some of following 

sentiments:  

 

‘I think sometimes as well, I can’t really see a difference.’ 

 

states Teacher E, who believes more individual work needs to happen beyond the 

classroom, whilst Teacher F remarks: 

 

‘I think a lot of people think it is really important and they really want to change their 

pronunciation, whether I think that is possible is another story.’ 

 

She admits that she ‘almost put pronunciation on the back burner’ because she didn’t 

see it ‘as relevant as everything else.’ She also wonders if the topic is actually taken 

seriously by others and asks: 

 

‘I’m not really being monitored, is it necessary? Is it? I don’t know.’ 

 

which corresponds to Tang, Lee and Chung’s (2012) findings of pre-service teachers 

performing in a certain way when observed, but changing once they are no longer 

under scrutiny. Teacher F adds, however, that her ideas have changed now she has 

been required to teach it solely in a class. She has begun to accept and recognize its 

importance, once again emphasizing the benefits and growth that can come from 

‘doing’.   
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This theme ultimately demonstrates a sense of resistance to the process that is 

required if teachers are going to attend to their students’ needs and develop as 

professionals. It suggests that cognitions may centre round an internal debate of 

whether pronunciation can remain an optional feature in their pedagogical instruction, 

especially if they are to consider themselves as effective teachers as they move 

forward.  

 

4.3. Research question 3: What resources or sources of help might pre-service 

and novice teachers expect to use if requested to teach pronunciation in a class?  

In this section, the results for the two groups will be presented and discussed together. 

 

4.3.1. Thematic map 3: pre-service teachers 
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4.3.2. Thematic map 4: novice teachers 

 
 

 4.3.3. Explaining thematic maps 3 and 4 

These two maps are more simplistic than 1 and 2. Generally, there are quite a lot of 

similarities between the two groups. Both mentioned a range of resources but some 

had more prevalence than others. The main theme: Tools encompasses everything 

discussed, whilst the sub-themes indicate the most frequently mentioned items giving 

some indication of the answers to the research question. It is felt, however, that 

analysis and discussion of some of the comments related to Tools and how they link 

back to research questions 1 and 2 and teaching cognitions might prove more useful 

than a simple answer to question 3, which the mind-maps nevertheless highlight. 

 

When discussing pronunciation, both groups seem to be familiar with many key 

resources, particularly the phonetic chart, drilling, awareness of the benefits of 

looking at mouth and tongue position and using Contrastive Analysis as a starting 

point to anticipate the issues students may have. Contrastive Analysis is not referred 

to explicitly, however. The teachers merely indicate the idea and belief that 
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comparing English to the learners’ L1 might prove useful. Whilst the pre-service 

group mentions identifying word stress, this features marginally less than the novice 

group. The most striking aspects about each group actually seem to be the large 

degree of enthusiasm centered round the potential resources from the pre-service 

group and the awareness of the benefits of recording and listening, a sub-theme, from 

the novice group.  

 

Such enthusiasm in the pre-service group may be attributed to the CELTA course and 

many of the ideas are new and exciting to the candidates. When talking about tongue 

and mouth positions, for instance, Teacher C states: 

 

‘I’d like to know more about all that sort of stuff, I think it’s pretty interesting.’ 

 

and she is keen to share how she put her new knowledge into practice at work, 

helping someone with a pronunciation issue by referring to their tongue position.  

Teacher B also confides that she ‘feels good’ now she is equipped with new ideas and 

tools and Teacher A states: 

 

‘They kind of showed the direction….I do now realise where I can get the answers to 

my questions.’ 

 

There is still the realization, however, that using these tools requires practice, as 

Teacher A admits regarding the phonetic chart: 

 

‘I still can’t say I know it now but even though we’ve practised it over time…I find it 

really, really difficult.’ 

 

This enthusiasm and awareness of challenges relates directly back to and supports the 

key themes explored in research question 1. Apprehension regarding the phonetic 

chart specifically is also useful to examine, especially if it is compared with the 

novice group. Whereas half the novice group have embraced it, the other half still 

struggle with utilizing it: 

 

‘it is something that is quite complicated and maybe I’m scared of teaching it,’  
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admits Teacher G and Teacher E also states: 

 

‘I think it can be useful, but I don’t think the students will ever learn all of it.’ 

 

Even Teacher D, an enthusiast, believes that with the development of apps the need 

for the phonetic chart is lessening. The comparison of attitudes towards the phonetic 

chart within the two groups supports the idea that such beliefs do not always alter 

once teachers are in-service. The literature has already argued this point, stating it 

often depends on a teacher’s biography (Kagan, 1992). Despite the initial optimism 

and good intentions, the data therefore suggests pronunciation challenges; doubts can 

follow teachers throughout the course of their development. 

 

Further evidence of the apprenticeship of observation can also be detected through 

this research question for both groups. For the novices it can be seen in the sub-

theme: recording and listening. The presence of this, it might be speculated, 

demonstrates a growing notion that listening perception is key when teaching 

pronunciation, thus providing more support for one of Baker’s (2014) three beliefs. It 

could also be argued, moreover, that the prevalence of this sub-theme is led by 

Teacher D’s original ideas, which stem from his school experiences of using a 

language lab. He asserts:  

 

‘I’m a firm believer in receptive skills helping productive skills… I kind of really 

encourage more listening.’ 

 

and frequently mentions the process of recording, playing conversations back and 

self-correcting in his classes, demonstrating that he still values and wishes to replicate 

his own learning experiences for his students. Developing listening skills to aid 

pronunciation is a recognized and valued approach of which Teacher D is probably 

aware. The fact that his ideas correspond to those already existing arguably increases 

his confidence. Teacher B, in the pre-service group, provides a similar situation. 

Whilst she is enthusiastic about all the new techniques, particularly drilling and mouth 

positions, when asked how she might teach a pronunciation class, she combines these 

items with reference to ‘chunks’ and ‘breaking down’ words, which she revealed 
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initially was how she encountered pronunciation as a language learner. She believes 

this mix will benefit her learners. This amalgamation could conceivably be an 

example of early assimilation, which was mentioned previously in 4.1.3. Teacher B is 

yet to trial such ideas however. 

 

In summary, both groups demonstrate their awareness of a range of resources they 

can utilize. The issue is more concerned with what they feel comfortable using or are 

willing to take risks with and what resources correspond to their ideas more naturally. 

Trialing and using the resources they are less familiar with, might help to develop 

their confidence, but they need to be motivated to do this and see a ‘sense of 

plausibility’ in such actions (Prabhu, 1987) for incorporation to be successful. 
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5. Conclusion 

This section will now revisit the original aims and research questions of the study, 

summarize the main findings, and draw conclusions. It will also make practical 

recommendations based on the research, highlight the limitations of the study and 

offer suggestions for future research. 

 

5.1. Revisiting the purpose of this study 

This study aimed to explore pre-service and novice teachers’ cognitions in relation to 

pronunciation teaching and investigate what resources they used to help them cope 

and be successful in this area. It enquired specifically about pre-service teachers’ 

cognitions, directly after completing a CELTA course in research question 1, and also 

the cognitions of novices with 1-3 years of experience already working in the industry 

for research question 2. The qualitative methodology utilized semi-structured 

interviews and was executed with questions that were designed to probe and seek out 

the teachers’ feelings and beliefs whilst enquiring about what resources they might 

use to teach a pronunciation lesson, which was the third and final research question. 

The literature review revealed that little had been covered on this area before this 

study, prompting these questions and research. 

 

5.2. Summary of the main findings 

The main findings were that pre-service teachers tend to feel optimistic and equipped 

for service, but acknowledge the extra work that is required and the potential 

challenges ahead. They seem to subscribe to the ideology that through practice they 

will be successful in teaching pronunciation and, it would seem, they apply this belief: 

the benefits of doing and practice, to their future students too. They appear, however, 

to have some initial doubts regarding what exactly is achievable with pronunciation 

that should not be overlooked. They also seem to adopt a philosophy that fun and 

variety is crucial to successful teaching.  

 

The novice teachers, having been in-service for some time, on the other hand, display 

more mixed emotions. This is arguably as a result of their varied successes and 

perceived failures. Some seem to have embraced pronunciation teaching, and in doing 

so appear confident and positive, whilst others seem to be resisting it, resulting in the 

opposite effect. 
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Both groups demonstrate an awareness of a range of resources they can use to assist 

their teaching, but whether they utilize and adopt these ideas seems to be influenced 

by their prior beliefs, confidence and willingness to put in the effort. 

 

5.3. Conclusions and practical recommendations  

The conclusions drawn at present are that owing to a lack of apprenticeship of 

observation and minimal training, pronunciation is an area that particularly needs 

extra support and focused attention for most teachers. Depending on teachers’ 

backgrounds, left to their own devices, they can drift one of two ways, as 

demonstrated in the results of the novice group. To encourage a more positive, 

confident approach to pronunciation teaching, institutions should consider targeted 

mentoring, more professional development sessions and the fostering of an 

atmosphere and understanding amongst their staff that a willingness to experiment 

and trial different pronunciation pedagogical techniques would be beneficial.  

 

It is argued that the topic of pronunciation has suffered from trends in EFL’s recent 

pedagogical history and more attention is required, therefore, to readdress the balance. 

At the same time, trainers and institutions should be aware that separating the topic 

from other areas, such as grammar and vocabulary, may give the impression 

inadvertently, that it is optional in teaching practice. Demonstrating how it can be 

integrated more fully into lesson plans might better equip teachers and mitigate 

confusion and doubt surrounding it. 

 

5.4. Limitations of the study  

The study only examined a small number of candidates and with more time it might 

have been better developed by using additional research instruments besides semi-

structured interviews, such as observations and journals. Rather than two separate 

groups, one pre-service group could have been followed and documented over a 

longer period of time. The interviewer’s bias and subjectivity when analyzing the data 

must also be taken into account, though there was an awareness of this and attempts 

to counteract the effect were taken where possible. As already stipulated, there is 

always the risk of some bias from self-selecting volunteers also. 
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5.5. Suggestions for further research 

As the novice candidates were taken from a multi-lingual school, for future research it 

might prove insightful, in comparison, to consider candidates from a monolingual 

teaching context to see if there are any differences. A larger action research led study 

might also greatly benefit this area as, whilst much of the literature highlights the 

issues, less has been done to combat the problems and, as this research has perhaps 

demonstrated, there seems to be a great advantage of putting ideas into practice. The 

‘doing’ and the practice could have the ability to lessen teachers’ more negative 

cognitions; their doubts and hesitations, and this course of action could prove to have 

successful results. A research project that documented the implementation of regular, 

practical workshops, targeted mentoring, or professional development sessions and 

observations may be a useful starting point.  

	
	
	
 

 
 
 
 
 
 
 
 
 
 
 



	 50	

6. Bibliography 
 
Almarza, G. (1996) ‘Student foreign language teachers’ growth’ in Freeman, D and 
Richards, J. C. (eds.), Teacher Learning in Language Teaching. Cambridge: 
Cambridge University Press, pp.50-78. 
 
Baker, A. (2014) ‘Exploring Teachers' Knowledge of Second Language Pronunciation 
Techniques: Teacher Cognitions, Observed Classroom Practices, and Student 
Perception’, TESOL Quarterly, 48(1), pp.136-163. 
 
Baker, A. (2011) ‘Discourse prosody and teachers' stated beliefs and 
practices’, TESOL Journal, 2, pp.263–292.  
 
Basturkmen H (2012) ‘Review of research into the correspondence between language 
teachers’ stated beliefs and practices’, System, 40(2), pp.282-295. 
 
Borg, M. (2002) Learning to teach: CELTA trainees' beliefs, experiences and 
reflections. PhD thesis, University of Leeds. Available at: 
http://etheses.whiterose.ac.uk/1009/ (Accessed: 26 June 2018) 
 
Borg, S. (2003) ‘Teacher cognition in language teaching: A review of research on 
what language teachers think, know, believe, and do’, Language Teaching, 36(2), 
pp.81-109. 
 
Borg, M. (2004) ‘The apprenticeship of observation’, ELT Journal, 58(3), pp.274-276. 
 
Borg, M. (2005) ‘A Case Study of the Development in Pedagogic Thinking of a Pre-
Service Teacher, TESL-EJ: Teaching English as a Second or Foreign Language, 9(2). 
 
Borg, M. (2008) ‘Teaching post-CELTA: the interplay of novice teacher, course and 
context’, in Farrell, T.C. (ed.) Novice language teachers: insights and perspectives for 
the first year. London: Equinox, pp.104-117. 
 
Brandt, C. (2006) ‘Allowing for practice: A critical issue in TESOL teacher 
education’, ELT Journal, 60(4), pp.355-364. 
 
Braun, V. and Clarke, V. (2006) Using thematic analysis in psychology. Qualitative 
Research in Psychology, 3(2), pp.77-101. 
 
Breen, M. P., Hird, B., Milton, M., Oliver, R. and Thwaite, A. (2001) ‘Making sense 
of language teaching: teachers’ principles and classroom practices’, Applied 
Linguistics, 11, pp.470-501. 
 
Bryman, A. (2008) Social research methods. 4th edn. Oxford: Oxford University 
Press. 
 
Busch, D. (2010)'Pre-service teacher beliefs about language learning: The second 
language acquisition course as an agent for change’, Language Teaching Research, 
14, pp.318-337. 
 



	 51	

Buss, L. (2016) ‘Beliefs and Practices of Brazilian EFL Teachers Regarding 
Pronunciation’, Language Teaching Research, 20(5), pp.618-637. 
 
Celce-Murcia, M., Brinton, D. and Goodwin, J. (2014). Teaching pronunciation. New 
York: Cambridge University Press. 
 
Couper, G. (2003) ‘The value of an explicit pronunciation syllabus in ESOL 
Teaching’, Prospect, 18(3), pp.53–70. 
 
Couper, G. (2016) ‘Teacher Cognition of Pronunciation Teaching: Teachers' 
Concerns and Issues’, TESOL Quarterly, 51, pp.820–843. 
 
Crookes, G. and Arakaki, L. (1999) ‘Teaching Idea Sources and Work Conditions in 
an ESL Program’, TESOL Journal, 8, pp.15-19. 
 
Denscombe, M. (2007) The good research guide: For small-scale social research 
projects. 3rd edn. Maidenhead: Open University Press. 
 
Derwing, T. M. and Munro, M. J. (2005) ‘Second Language Accent and 
Pronunciation Teaching: A research based approach’, TESOL Quarterly, 39(3), 
pp.379-397. 
 
Derwing, T. M., Munro, M. J., and Wiebe, G. (1997) ‘Pronunciation instruction for 
“fossilized” learners: Can it help?’, Applied Language Learning, 8, pp.217–235. 
 
Derwing, T. M., Munro, M. J., and Wiebe, G. (1998) ‘Evidence in favor of a broad 
framework for pronunciation instruction’, Language Learning, 48, pp.393–410. 
 
Farrell, T. S. C. (2012) ‘Novice-Service Language Teacher Development: Bridging 
the Gap Between Preservice and In-Service Education and Development’, TESOL 
Quarterly, 46, pp.435–449. 
 
Farrell, T. and Bennis, K. (2013) ‘Reflecting on ESL Teacher Beliefs and Classroom 
Practices: A Case Study’, RELC Journal, 44(2), pp.163-176. 
 
Ferguson, G. and Donno, S. (2003) ‘One-Month Teacher Training Courses: Time for 
a Change?’ ELT Journal, 57(1), pp.26-33. 
 
Freeman, D. (1989) ‘Teaching training, development and decision making: a model of 
teaching and related strategies for language teacher education’, TESOL Quarterly, 23, 
pp.27-45. 
 
Hayes, A. (1995), ‘In-service teacher development: Some basic principles’, ELT 
Journal, 49(3), pp.252-261.  
 
Hayes, A. (2016) ‘Tacit Rejection of Policy and Teacher Ambivalence: Insights Into 
English Language Teaching in Bahrain Through Actors’ Perceptions’, TESOL 
Journal, 9(1), pp.114-137.  
 



	 52	

Horwitz, E. K. (1996) ‘Even teachers get the blues: Recognizing and alleviating 
nonnative teachers' feelings of foreign language anxiety’, Foreign Language 
Annals, 29, pp.365–372.  
 
Ingersoll, R. and Smith, T. (2004) ‘Do Teacher Induction and Mentoring 
Matter?’ NASSP Bulletin, 88(638), pp.28-40. 
 
Johnson, K. E. (1994) ‘The emerging beliefs and instructional practices of preservice 
English as a second language teachers’, Teaching and Teacher Education, 10(4), 
pp.439-452.  
 
Kagan, D. (1992) ‘Professional growth among preservice and beginning teachers’, 
Review of Educational Research, 62, pp.129-69. 
 
Kanno, Y. and Stuart, C. (2011) ‘Learning to Become a Second Language Teacher: 
Identities-in-Practice’, The Modern Language Journal, 95(2), pp.236-252. 
 
Kelly, L. B. (2017) ‘Preservice Teachers’ Developing Conceptions of Teaching 
English Learners’, TESOL Quarterly, pp.1-27. 
 
Khatib, M. and Nikouee, M. (2012) ‘Planned focus on form: Automatization of 
procedural knowledge’, RELC Journal, 43(2), pp.187–201. 
 
Kiely, R. and Askham, J. (2012) ‘Furnished Imagination: The Impact of Preservice 
Teacher Training on Early Career Work in TESOL’, TESOL Quarterly, 46(3), pp.496-
518. 
 
Krashen, S. D. (1988) Second Language Acquisition and Second Language Learning. 
Oxford: Pergamon. 
 
Kuzborska, I. (2011) ‘Links between teachers’ beliefs and practices and research on 
reading’, Reading in a Foreign Language, 23(1), pp.102–128. 
 
Lave, J. and Wenger, E. (1991) Situated learning: Legitimate peripheral 
participation. Cambridge: Cambridge University Press. 
 
Levis, J. M., Sonsaat, S., Link, S. and Barriuso, T. A. (2010) ‘Native and Nonnative 
Teachers of L2 Pronunciation: Effects on Learner Performance,’ TESOL 
Quarterly, 50(4), pp.894-931. 
 
Ma, L. (2012) ‘Advantages and disadvantages of native- and nonnative-English-
speaking teachers: Student perceptions in Hong Kong’, TESOL Quarterly, 46, 
pp.280–305.  
 
Mann, S. and Tang, E. (2012) ‘The Role of Mentoring in Supporting Novice English 
Language Teachers in Hong Kong’, TESOL Quarterly, 46(3), pp.472-495. 
 
Macdonald, S. (2002) ‘Pronunciation views and practices of reluctant 
teachers’, Prospect, 17(3), pp.3-18. 
 



	 53	

Morley, J. (1991) The Pronunciation Component in Teaching English to Speakers of 
Other Languages, TESOL Quarterly, 25(3), pp.481-520.  
 
Numrich, C. (1996) ‘On becoming a language teacher: Insights from diary studies’, 
TESOL Quarterly, 30, pp.131-151. 
 
Nunan, D. (1992) Research methods in language learning. Cambridge: Cambridge 
University Press. 
 
Patton, M. (2002) Qualitative research & evaluation methods. 3rd edn. London: Sage. 
 
Peacock, M. (2001) ‘Pre-service ESL teachers’ beliefs about second language 
learning: A longitudinal study,’ System, 29, pp.177–195. 
 
Peacock, M. (2009) ‘The evaluation of Foreign-Language-Teaching Education 
programmes’, Language Teaching Research 13(3) pp.259-278.  
 
Prabhu, N. S. (1987) Second Language Pedagogy. Oxford: Oxford University Press. 
 
Prahbu, N. S. (1992) ‘The dynamics of the language lesson’, TESOL Quarterly, 26, 
pp.225–242. 
 
Richards, J. C., Ho, B. and Giblin, K. (1996) ‘Learning how to teach in the RSA 
Cert.’ in Freeman, D. and Richards, J. C. (eds.) Teacher Learning in Language 
Teaching. Cambridge: Cambridge University Press, pp.242-259. 
 
Roberts, J. (1998) Language teacher education. London: Arnold. 
 
Robson, C. (2011) Real world research: A resource for users of social research 
methods in applied settings, 3rd edn. Chichester: Wiley. 
 
Sifakis, N. C. (2014) ‘Teaching pronunciation in the post-EFL era: Lessons from ELF 
and implications for teacher education’ in De Dios Martínez Agudo, J. (ed.) English 
as a foreign language teacher education: Current perspectives and challenges, New 
York: Rodopi, pp.127-146. 
 
Schmidt, R. (1990) ‘The role of consciousness in second language learning’, Applied 
Linguistics, 11(2), pp.129-158. 
 
Scovel, T. (1969) ‘Foreign accent: Language acquisition and cerebral dominance’, 
Language Learning, 19, pp.245-254. 
 
Seidlhofer, B. (2001) ‘Pronunciation’ in Carter, R. and Nunan, D. (eds.) The 
Cambridge Guide to Teaching English to Speakers of Other Languages. Cambridge: 
Cambridge University Press, pp.56-71. 
 
Shin, S. (2012) ‘“It Cannot Be Done Alone”: The Socialization of Novice English 
Teachers in South Korea’, TESOL Quarterly, 46(3), pp.542-567. 
 



	 54	

Smotrova, T. (2017) ‘Making Pronunciation Visible: Gesture In Teaching 
Pronunciation’ ,TESOL Quarterly, 51(1), pp.59-89. 
 
Tang, E. L.-Y., Lee, J. C.-K., and Chung C. K.-W. (2012) ‘Development of teaching 
beliefs and the focus of change in the process of pre-service ESL teacher 
education’, Australian Journal of Teacher Education, 37(5), pp.90–107.  
 
Trofimovich, P. and Baker, W. (2006) ‘Learning Second Language Supresegmentals: 
Effect of L2 Experience on Prosody and Fluency Characteristics of L2 
Speech’, Studies in Second Language Acquisition, 28(1), pp.1-30. 
 
Tuckett, A. G. (2005) ‘Applying thematic analysis theory to practice: a researcher’s 
experience’, Contemporary Nurse, 19, pp.75-87. 
 
Tum, D. O. (2013) ‘Our struggle with language teacher anxiety’, Teacher Trainer 
Journal, 27, pp.15–18. 
 
Tum, D. O. (2015) ‘Foreign Language Anxiety's Forgotten Study: The Case of the 
Anxious Preservice Teacher’, TESOL Quarterly, 49, pp.627–658. 



	 55	

7. Appendices 

7.1. Ethical approval email  
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7.2. Pre-service interview questions 
 
Tell us a little bit about who you are, your background and why you decided to 
become an EFL teacher. What motivates you? 
 
How did you find the CELTA course you have just done? What were some of the 
interesting things you learnt from it? 
 
Before doing the CELTA course, what were your perceptions and ideas about 
teaching pronunciation? Did you have any expectations for the course? 
 
Can you remember any experiences from learning a language at school and how 
your teacher presented pronunciation? 
 
How do/did you feel about pronunciation as a language learner? 
 
How do you feel about the topic area of pronunciation now that you have done the 
CELTA?  
 
Did you cover anything about it on the course and if so, can you provide details. Do 
you think it was covered adequately and did you learn anything useful? Tell me about 
it. 
 
Has doing the course changed your perception about pronunciation in anyway?  
 
How do you feel about the topic of pronunciation generally now? Do you have any 
negative or positive feelings towards the topic? If so, please explain. 
 
If your new employer asked you to prepare and teach a lesson with some elements of 
pronunciation what would you want to know about the class and topic and how would 
you prepare yourself? 
 
What sort of activities and resources would you expect to use? Can you describe or 
talk me through one or two of them? (Give me some examples) 
 
In comparison to the last question which asked about teaching pronunciation a little 
bit in a class, how would you feel initially if your employer asked you to prepare and 
teach a lesson specifically on pronunciation for an hour?  Why? 
 
How might you begin to prepare for this lesson? What resources or help might you 
seek? (How might you structure the lesson and what activities might you do?) 
 
What would be your concerns when planning or teaching? 
 
How do you think a good teacher should be? What qualities and skills should they 
have? And more specifically when teaching pronunciation? 
 
How do you feel about the phonetic chart and using it? (Please expand. Are you 
aware of any other techniques, knowledge and items you can use to teach 
pronunciation in the classroom?) – See image sheet for prompts 
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If a student came to you with a specific pronunciation problem, how would you feel? 
How might you initially help and advise them? Would you consult anyone else or 
anything for help?  
 
Example of problem – pronouncing /v/  
or /i:/ and /I/ as in /sheep/ or /ship/ 
 
Do you have any further ideas or thoughts on the topic of pronunciation you would 
like to share that might be interesting? 
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7.3. Novice interview questions 
 
Tell us a little bit about who you are, your background and why you decided to 
become an EFL teacher. (What motivates you?) 
 
Can you remember any experiences from learning a language at school and how your 
teacher presented pronunciation? 
 
How do/did you feel about pronunciation as a language learner? (Do you think this is 
important?) 
 
Do you remember/ recall any specific training you have had on pronunciation 
teaching – including your CELTA or in your job? (Can you tell me about it? Has it 
influenced your teaching?) 
 
Do you teach pronunciation regularly in your classes?  
(How and what do you teach?  
What activities do you like to do?  
What materials do you like to use?  
What activities or materials, if any, do you prefer to avoid?  
Talk me through some examples.) 
 
How do you feel about the topic of pronunciation generally now? Do you have any 
negative or positive feelings towards the topic? If so, please explain. 
 
Has your perception or attitude towards pronunciation changed as you have developed 
as a teacher? (Can you think of how you perceived it initially compared to how you 
view it now?) 
 
If your employer asked you to prepare and teach a lesson with some elements of 
pronunciation what would you want to know about the class and topic/content and 
how would you prepare yourself? 
 
What sort of activities and resources would you expect to use? Can you describe or 
talk me through one or two of them? (Give me some examples) 
 
In comparison to the last question which asked about teaching pronunication a little 
bit in a class, how would you feel initially if your employer asked you to prepare and 
teach a lesson specifically on pronunciation for an hour?  Why? 
 
How might you begin to prepare for this lesson? What resources or help might you 
seek? (How might you structure the lesson and what activities might you do?) 
 
What would be your concerns when planning or teaching? 
 
How do you feel about the phonetic chart and using it? (Please expand. Are you 
aware of any other techniques, knowledge and items you can use to teach 
pronunciation in the classroom?) – See image sheet for prompts 
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If a student came to you with a specific pronunciation problem, how would you feel? 
How might you initially help and advise them? Would you consult anyone else or 
anything for help?  
 
Example of problem – pronouncing /v/  
or /i:/ and /I/ as in /sheep/ or /ship/ 
 
Do you have any further ideas or thoughts on the topic of pronunciation you would 
like to share that might be interesting? 
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7.4. An example of a pre-service consent form 
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7.5. An example of documenting first observations from a transcript 
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7.6. Pre-service coded transcripts 
 
7.6.1. Teacher A 
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7.6.2. Teacher B 
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7.6.3. Teacher C 
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7.7. Novice coded transcripts 
 
7.7.1. Teacher D 
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7.7.2. Teacher E 

 



	 102	

 



	 103	

 



	 104	

 



	 105	

 



	 106	

 



	 107	

 



	 108	

 



	 109	

 



	 110	

 



	 111	

7.7.3. Teacher F 
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7.7.4. Teacher G 
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7.8. An example of developing and recording codes 
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7.9. Initial pre-service themes and prevalence  
 
Theme:	Struggle	of	Pronunciation	 Total	
Difficult	to	make	a	difference	 1	
Pronunciation	is	difficult	 12	
Lack	of	past	pronunciation	experience	 5	
Pronunciation	weakness	 1	
Challenge	not	to	be	dull/make	fun	 13	
Pronunciation	is	not	important	 3	
Frustration	 2	
Need	for	autonomous	study	(student)	 2	
Student	anxiety	 8	
Subtotal	 47	
	
Theme:	Pronunciation	positivity	 	
Pronunciation	interest	 25	
Pronunciation	aids	meaning	 1	
Pronunciation	is	a	positive	thing	 9	
Pronunciation	is	under	used	 1	
Subtotal	 36	
	
	
Theme:	Early	beginnings/Status	 	
Lack	of	confidence	 9	
Lack	of	experience	 11	
Lack	of	awareness	 14	
Lack	of	expectations	 7	
Desire	to	improve	 4	
Awareness	of	lack	of	time	 2	
CELTA	challenge	 4	
Need	for	autonomous	study	(teacher)	 8	
Pre-service	anxiety	 1	
Non-native	speaker	issue	 5	
Subtotal	 65	
	
Theme:	Moving	forward	 	
Growing	confidence	 10	
Growing	
awareness/perspective/developing	

9	

Noticeable	self-improvement	 6	
New	ideas	and	learning	 10	
Taking	risks	 1	
Knowledge	 2	
Lesson	planning	 5	
Subtotal	 43	
	
Theme:	‘Doing’	Pronunciation	 	
Benefit	of	doing	 12	
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Need	to	make	an	effort	 3	
Pronunciation	takes	time	 1	
Subtotal	 16	
	
	
Theme:	The	Phonetic	Chart	 	
Deciphering	phonemes	/	writing	
phonemes	

4	

Phonetic	chart	difficulty	 4	
Phonetic	chart	positivity	 4	
Matching/distinguishing	phoneme	
sounds	

2	

Subtotal	 14	
	
Theme:	Tools	 	
Drilling/	repetition	 11	
Rhythm	and	rhyme	–	songs,	clapping,	
gesture,	poems,	jazz,	kazoos,	similar	
words	

14	

Tongue,	mouth,	lips,	 24	
Books		 7	
Internet	 4	
Games/	Activities	/Role-play	 9	
Memorising	 3	
Chunks	 1	
Experienced	teachers/	peers	 2	
Minimal	pairs	 1	
Subtotal	 76	
	
Theme:	Fun	 	
Teaching	must	be	fun	for	teacher	 2	
Teaching	must	be	fun	for	students	 11	
Must	have	variety	for	pronunciation	 3	
Group	work	 2	
Teacher	energy	 1	
Student	needs	 3	
Subtotal	 22	
	
Theme:	Contrastive	Analysis	 	
German	is	easier	as	similar	 2	
Knowing	students	background	 4	
Benefits	of	Contrastive	Analysis	 6	
Using	Contrastive	Analysis	 5	
Anticipating	problems	 2	
Subtotal	 19	
	
Theme:	Other	awareness	 	
Importance	of	listening	 4	
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Importance	of	communicating	 6	
Connected	speech	 1	
Intonation	 6	
Stress	 10	
Subtotal	 27	
	
Theme:	Pronunciation	is	a	small	
field	

	

Perception	of	pronunciation	as	smaller	 4	
Need	for	pronunciation	specialist	 4	
Subtotal	 8	
	
	
Theme:	The	ideal	model	 	
Teacher	must	have	good	pronunciation	
(native	like?)	

6	

Should	provide	a	model	 2	
Authenticity	 4	
Subtotal	 12	
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7.10. Initial novice themes and prevalence 
	
Theme:	Insecurity	 	
Lack	of	experience:	training/past	
experience	

28	

Lack	of	confidence	 15	
Lack	of	awareness	 10	
Teacher	anxiety	 13	
Non-native	speaker	issue	 3	
Survival	skills	 4	
Subtotal	 	 73	
	
Theme:	Developing	 	
Developing	as	a	teacher	 11	
Growing	confidence	 4	
Growing	awareness	 6	
Improving	 18	
Support	from	experienced	teachers	 11	
Subtotal	 50	
	
Theme:	Developing	Teaching	
Pronunciation		

	

Ability	to	recognize	pronunciation	
issues	

5	

Schwa	 3	
Awareness	of	fossilization	 2	
Awareness	of	more	detailed	aspects	of	
pronunciation	

3	

Awareness	of	pronunciation	needs	for	
different	levels	

8	

Subtotal	 21	
	
Theme:	Other	ideas	on	
Pronunciation	

	

Should	model/	good	pronunciation	
model	

3	

Mistakes	are	okay	 2	
Error	correction	negativity	 3	
Reinforcement		 1	
Should	be	authentic	 1	
Native	speaker	benefit	 2	
Focus	on	accuracy	 2	
Subtotal	 14	
	
	
Theme:	Pronunciation	positivity	 	
Pronunciation	Interest	 1	
Importance	of	pronunciation	 11	
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Pronunciation	positivity	 33	
Importance	of	communicating/being	
understood	

7	

Subtotal	 52	
	
Theme:	Pronunciation	struggle	 	
Pronunciation	negativity	 21	
Pronunciation	is	not	important	 5	
Pronunciation	is	repetitive	 13	
Pronunciation	is	exhausting	 1	
Pronunciation	is	embarrassing	 2	
Initial	Pronunciation	discomfort	 2	
Hard	to	see	results	 1	
Difficulty	of	multi-lingual	class	 2	
Can	try	too	hard	 1	
Loss	of	confidence	 2	
Pronunciation	can	lack	structure/	
benefit	of	structure	

6		

Pronunciation	weakness	 4	
Challenge	of	making	it	fun	 5	
Subtotal	 65	
	
Theme:	Effort		 	
Pronunciation	out	of	the	classroom,	
student	study	

6	

Pronunciation	takes	time	 5	
Need	to	make	an	effort	 6	
The	benefit	of	doing	 11	
Lack	of	classroom	time	 1	
Self-correction	 1	
Subtotal	 30	
	
Theme:	Contrastive	Analysis	 	
L1	issues	 6	
Contrastive	Analysis	benefit	 1	
Other	factors	beyond	CA	 1	
Using	Contrastive	Analysis	 6	
Anticipating	problems	 1	
Subtotal	 16	
	
Theme:	Phonetic	Chart	 	
Deciphering	phonemes	 7	
Phonetic	chart	positivity	 11	
Phonetic	chart	negativity	 2	
Matching	phoneme	sounds	 2	
Distinguishing	phoneme	sounds	 8	
Phonetic	chart	 11	
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Individual	sound	focus	 1	
Subtotal	 42	
	
	
Theme:	Focus	on	students	 	
Must	be	fun	for	students	 4	
Must	have	variety	 1	
Student	needs/desire	to	help	 13	
Balance	 1	
Scaffolding	 1	
Awareness	of	learning	styles	 1	
Lesson	planning	 3	
Non-native	speaker	benefit	 1	
Subtotal	 25	
	
Theme:	Tools	 	
Drilling	 14	
Rhythm	and	Rhyme:	songs,	humming,	
gestures	

9	

Recording	and	listening	 32	
Tongue,	mouth,	lips	 14	
Chunks	and	syllables	 5	
Using	stress	 16		
Games/activities/conversations	and	
group	work/Cuisenaire	rods	

8		

Internet/	PowerPoint/Technology	and	
apps	

8	

Books	 8	
Transcript	 1	
Minimal	pairs	 5	
Subtotal	 112	
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7.11. Pre-service	mind-map	development  

	
!		 	 	 !	 	 	 !		 	 	 !	

	 	 	
!		 	 	 !	

	
!		 	 	 !	
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7.12.	Novice	mind-map	development	

	 	
!		 	 	 !	 	 	 !		 	 	 !	
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