
Good English pronunciation is an essential element of commu-
nication (Celce-Murcia, Brinton & Goodwin, 1996). In order 
for non-native English speakers to communicate effectively and 
intelligibly, pronunciation instruction is crucial (Gilakjani, 2012; 
Hişmanoglu, 2006; Jesry, 2005; Nikbakht, 2011). However, some 
language teachers may not know how to teach pronunciation 
(Baker, 2011; Gilakjani, 2012). Language teachers should be 
trained to be equipped with the knowledge, competence, and 
strategies to teach pronunciation (American Council on the 
Teaching of Foreign Languages, 2002; Breitkreutz, Derwing, & 
Rossiter, 2009; Burgess & Spencer, 2000; Morain, 2007; Murphy, 
1997; Sifakis, 2014). 

Pronunciation instruction and learning has not received 
much attention in Taiwan because reading is much emphasized 
in test-oriented instruction (Liu & Hung, 2016; Tsai, 2015). This 
study explored 36 undergraduates’ construction and implemen-
tation of pedagogical competence in pronunciation instruction 
in an English Pronunciation Instruction class in a teacher educa-
tion program in a city in northwest Taiwan. These undergradu-
ates were language learners, majoring in English instruction. They 
were asked to design instructional activities on pronunciation for 
non-English majors (hereafter, learners) based on the learners’ 
pronunciation problems. This study discussed the following ques-
tions. First, how did these 36 undergraduates construct their 
pedagogical competence in the design and delivery of pronunci-
ation instruction? Second, what competence and knowledge did 
these 36 undergraduates demonstrate or lack in the design and 
delivery of these pronunciation activities among their learners? 
In order to effectively help undergraduates construct and imple-
ment pedagogical competence in pronunciation, suggestions on 
scholarship of learning and teaching for pronunciation instruc-
tion in language teacher education programs were provided.

LITERATURE REVIEW
Under literature review, four issues on scholarship of teaching 
and learning on pronunciation instruction were discussed in 
terms of factors on teachers’ designs and delivery of pronunci-
ation instruction, knowledge base of pronunciation instruction, 
training activities for teachers’ knowledge and competence con-

struction, empirical studies on pronunciation instruction and lit-
erature gap, and conceptual framework.

Factors in Teachers’ Designs and Delivery of 
Pronunciation Instruction
Teachers are active agents who weave together a practical 
knowledge that guides their decision-making in the scholarship 
of teaching and learning. Their perceptions of pronunciation in-
struction are influenced by the ways they were taught as lan-
guage learners themselves, previous intercultural and teaching 
experience, their proficiency in the target language, the pronun-
ciation textbooks or materials, the characteristics of learners, 
and context of instruction (Baker, 2011; Baker & Burri, 2016; Co-
skun, 2011; Hişmanoglu, 2006; Hismanoglu & Hismanoglu, 2010; 
Lazaraton, 2003; Lee, Jang, & Plonsky, 2014; Levis, 2005; Nunan, 
2003; Sifakis & Sougari, 2005; Yakhontova, 2001). 

Only 30% of ESL (English as a second language) teachers in 
Canada in Breitkreutz et al (2009) study claimed to have peda-
gogical training in pronunciation. Only a few teacher education 
programs provide classes on teaching pronunciation, so teachers 
receive very limited training on pronunciation pedagogy (Baker, 
2014; Baker & Burri, 2016). In addition to the study of phonology, 
there is a call for more pronunciation training for pre-service 
and in-service language teachers, particularly on pedagogical ap-
proaches (Breitkreutz et al, 2009; Burgess & Spencer, 2000; Gilak-
jani, 2012; Murphy, 1997; Sifakis, 2014).

Knowledge Base of Pronunciation Instruction 
In teaching pronunciation, EFL (English as a foreign language) 
teachers have to identify and choose the phonological features 
for practice and prioritize the order of phonological features to 
be practiced. Based on the phonological features, EFL teachers 
design activities for pronunciation practice for communicative 
purposes with appropriate discourse. EFL teachers should be 
able to explicitly explain the phonological features and integrate 
instructional strategies. The study of phonological features, sys-
tems, principles, pedagogical and instructional strategies should 
all be included in pronunciation-teaching methodology in lan-
guage teacher education programs (Burgess & Spencer, 2000). 
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The close relation between three types of knowledge has 
led to calls for them to be incorporated into language teacher 
education including knowledge about language (subject-matter 
knowledge), knowledge of a language (proficiency) and pedagog-
ical practice as in Figure 1 (Andrews, 2003). Language teachers 
need to be equipped with knowledge of phonology and phonet-
ics, knowledge of pedagogy, and language competence for pro-
nunciation instruction. Integration of knowledge of phonology 
and phonetics with knowledge of pedagogy is similar to Shul-
man’s (1987) pedagogical content knowledge (PCK), defined as 
“the blending of content and pedagogy into an understanding of 
how particular topics, problems, or issues are organized, repre-
sented, and adapted to the diverse interests and abilities of learn-
ers, and presented for instruction” (p. 8). According to Wright 
(2002), “A linguistically aware teacher not only understands how 
language works, but understands the student’s struggle with lan-
guage and is sensitive to errors and other interlanguage features” 
(p. 115). Language teachers must have knowledge of learners, too.

Hence, Morin (2007) suggests that pronunciation training 
should include the following: (1) familiarity with relevant re-
search on the many issues involved in the teaching and assess-
ment of pronunciation; (2) an understanding of content areas 
such as target language sound/spelling relationships, segmental 
and suprasegmental features, and dialectal variation; (3) an un-
derstanding of the aspects of these content areas that are rel-
evant at the elementary through secondary level and can be 
incorporated into the curriculum; and (4) an understanding of 
how to develop pedagogical materials and implement phonetics 
instruction in the communicative foreign language classroom (p. 
343). Moreover, Gonzalez-Bueno (2001) outlines a seminar on 
teaching foreign language pronunciation and the seminar includes 
a variety of topics such as pronunciation teaching, the nature of 
teaching of connected speech, etc.

Training Activities for Teachers’ Knowledge 
and Competence Construction
Language teachers should be trained to develop high quality and 
effective materials on teaching pronunciation (Gilakjani, 2012). 
Pronunciation training for language teacher education programs 
should progress beyond “being informed” (i.e., passively receiving 
information about which speech patterns to teach, which would 
be more suitable to EFL teacher education programs) to “be-
coming aware” about those pronunciation patterns that render 
communication successful (better suited to a post-EFL paradigm) 
(Sifakis, 2014; p. 136). Integration of technology into pronuncia-
tion is encouraged (Gilakjani, 2012; Jenkins, 2004). 

With the materials, teachers could follow the PPP (pre-
sentation, practice, and production) teaching procedure. During 
the presentation phase, language teachers can be trained to be 
able to identify their and their potential learners’ awareness of 

their own accents and interac-
tion with different interlocutors. 
In the practice phase, language 
teachers should be taught to de-
sign activities for their potential 
learners to be able to play with 
the target language based on their 
target needs. Finally, in the pro-
duction phase, language teachers 
can be taught to help their learn-
ers engage in communicative and 
meaningful spoken interactions 
with different social, cultural and 
ethnic groups of people (Coskun, 
2011; Fernánde & Hughes, 2009; 
Hişmanoglu, 2006; Jesry, 2005; 
Nikbakht, 2011; Sifakis, 2014).

 The training for pre-ser-
vice language teachers to acquire competence and knowledge 
in pronunciation instruction should involve the study of the 
theoretical basis, observations of demonstrations, practice in 
controlled conditions, and observing one another (Richards & 
Farrell, 2005). Day (1991) outlines the professional knowledge 
source continuum as in Figure 2. Moreover, Watson, Kendzior, 
Dasho, Rutherford, and Solomon (1998) recommended seven 
cooperative learning activities to be included in training including 
unity-building activities, direct instruction presentations, partner 
work, small-group discussions, practice sessions, co-planning ac-
tivities, and reflection time (pp. 161-162). Therefore, pre-service 
teachers in the language teacher education programs can be en-
gaged in small group discussions for constructivist learning. They 
share, discuss, or exchange ideas, knowledge, or concerns about 
pronunciation instructional techniques and strategies that are in-

troduced and demon-
strated by the instruc-
tor during the course. 
They should also be 
given opportunities to 
co-plan lessons and 
activities on specific 
pronunciation features. 
During role-playing 
and micro-teaching 

Figure 1. Teacher Language Awareness, Language Proficiency, and Pedagogical Content Knowledge 
(Andrews, 2003, p. 91)

Figure 2. Professional Knowledge Source Continuum (Day, 1991, p. 2)
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sessions, they can take turns to demonstrate instructional tech-
niques and strategies in groups. At the end of each demonstra-
tion, they can be asked to reflect on what they learned from their 
classmates either in partner or group discussions.

Empirical Studies and Literature Gap
The current empirical studies focus on in-service language teach-
ers’ perceptions and practice of pronunciation instruction (Bak-
er, 2011; Baker, 2014; Breitkreutz et al, 2009; Burgess & Spencer, 
2000; Chiu, 2009; Coskun, 2011; Fernánde & Hughes, 2009; His-
manoglu & Hismanoglu, 2010; Huang, 2009; Jenkins, 2005; Murphy, 
2014; Sifakis & Sougari, 2009). Activities and techniques designed 
by language teachers on pronunciation instruction should be 
focused from controlled, cognitively based performance to au-
tomatic, skill-based performance (Pennington & Richards, 1986). 
Baker (2014) uses observation, interviews, and questionnaires to 
examine five Intensive English Program (IEP) teachers’ pronun-
ciation techniques in North America. These five teachers began 
their pronunciation lesson with an explanation and examples of 
pronunciation features, provisions of controlled activities (i.e. 
production practice, repetition drills, visual identification, testing), 
checking students’ work and practice with teachers’ feedback. 
Mnemonics were employed to teach pronunciation among ele-
mentary school students, such as “a scooter produces /ŋ/ sound 
when moving” in Huang’s (2009) study.

Only a very few studies discuss language teachers’ knowl-
edge base of pronunciation instruction (Baker, 2011; Morin, 
2007). Morin (2007) discusses the elements that need to be in-
cluded in pronunciation training for Spanish teachers to teach 
pronunciation. This study explored 36 undergraduates’ construc-
tion and implementation of pedagogical competence in pronun-
ciation instruction. 

Conceptual Framework
Based on the above literature review, the conceptual framework 
of this study was revealed as in Figure 3. Undergraduates ac-
quired their knowledge of pedagogy, knowledge of phonology 
and language competence from English Pronunciation Instruction 
class in the university. Undergraduates also needed knowledge 
of learners in order to design and deliver appropriate activities 

on pronunciation to the non-English majors. Moreover, they 
also needed knowledge of contexts from the wider education 
context in Taiwan, such as the learning objectives and indicators 
about pronunciation learning and instruction. The conceptual 
framework was used later to analyze the data in terms of knowl-
edge and activities on pronunciation learning and instruction.

METHOD
The case study method has been used widely to examine in 
depth pedagogical practice in schools (Shulman, 1992). The case 
study was employed here in order to explore the undergradu-
ates’ knowledge and competence construction in pronunciation 
instruction. Moreover, a case study is an analysis of a bounded 
system (Merriam, 2009), and the bounded system was the English 
Pronunciation Instruction class at a university and the analysis 
unit was the participants’ knowledge and competence construc-
tion.

Setting and Participants
During the 2015 spring semester, 36 Taiwanese in this study si-
multaneously enrolled in an English Pronunciation Instruction 
class in a teacher education program in a city in northwest Tai-
wan. Convenience sampling was employed, because the research-
er was the instructor of this course. Before taking part in this 
study, each participant was given a consent form. Participants 
were also informed that the data collected were stored in a safe 
place, and of their right to have the recorded data deleted at 
any stage. These 36 participants were juniors majoring in English 
instruction. Only seven were male and the rest were female.

This English Pronunciation Instruction class was a 
three-credit required course. This course aimed to provide 
these undergraduates and prospective teachers with theoretical 
knowledge on pronunciation instruction, to design lessons and 
activities on one particular aspect of pronunciation, and develop 
practical skills in different areas of pronunciation.

Data Collection
Data were collected from February to June 2015. One type 
of triangulation was to use multiple sources of data (Merriam, 
2009), so data in this study included documentation, interviews, 
and videos. Documentation and interviews were used to answer 
the first research question “How did these 36 undergraduates 
construct their pedagogical competence in the design and deliv-
ery of pronunciation instruction?” Document and videos were 
used to answer the second research question, “What compe-
tence and knowledge did these 36 undergraduates demonstrate 
or lack in the design and delivery of these pronunciation activi-
ties among their learners?”

Documentation as data can furnish descriptive information 
and objective sources of data compared to interview (Merriam, 
2009). Documentation included the instructor’s PowerPoint 
slides, tasks completed by the participants in class, and partici-
pants’ final projects. With regard to the final projects, each par-
ticipant chose one non-English major as his or her learner and 
identified the learner’s pronunciation strengths and weaknesses. 
Each participant focused on one specific pronunciation problem 
and designed instructional activities to help the learner over-
come this problem. Each participant taught the learner pronun-
ciation through these activities and videotaped their instruction. 

Figure 3. Conceptual Framework
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They also wrote their reflection in terms of the effectiveness 
of designs and delivery of the instructional activities among the 
learners.

In June, the participants were put into groups of five and in-
terviewed for twenty minutes. Semi-structured interviews were 
used in this study. According to Patton (2002), “Unlike a series of 
one-on-one interviews, in a focus group participants get to hear 
each other’s response and to make additional comments beyond 
their own original responses as they hear what other people 
have to say” (p. 386). The focus group interview was employed 
because participants in this study were the purposeful sampling 
and knew the most about the topic (Merriam 2009). The partici-
pants were asked about their rationale in designing the activities 
and the effectiveness of the instructional activities.

Data Analysis
All names in this study were pseudonyms. After transcribing the 
interviews and videos, the researcher engaged in early analy-
sis of the interviews, videos, and documents. Thematic analysis 
was employed in this study to identify recurring patterns in the 
data (Braun & Clarke, 2006). An initial familiarization with all the 
data was followed by systematic coding and code description. 
Temporary codes were given for their internal relevance, such 
as worksheets, songs, or articulation of vowels as in Figure 4. 
Codes were later grouped into themes, such as teaching, lecture, 
or class discussions. The researcher used axial coding to look for 
relationships between the themes, such as knowledge of con-
text, knowledge of learners. Based on the conceptual framework 
in Figure 3 and research questions, the broad emerging themes 
included types of knowledge and sources of knowledge as in 
Figure 4.

Using the thematic analysis to explore the research prob-
lems and questions, the researcher performed data-driven anal-
ysis by sharing and discussing the recurring patterns with some 
of the participants and the researcher’s colleagues. Discussions 
with the researcher’s colleagues who were in the field regard-
ing the congruency of emerging finding and tentative interpre-

tations could promote the validity (Merriam, 2009). Moreover, 
taking the data and tentative interpretations back to some of 
the participants with time and willingness to do the member 
checks ensured the internal validity (Merriam, 2009). Based on 
the analysis, results were discussed to explain the ways in which 
the knowledge and competence on pronunciation instruction 
were constructed and demonstrated, or were lacking. 

RESULTS AND DISCUSSION
Data were analyzed based on the research questions and concep-
tual framework in Figure 3. The results were discussed in terms 
of sources of knowledge constructed, activities for teachers’ 
knowledge construction, knowledge and competence in expla-
nations and instruction and activity designs and implementation.

Sources of Knowledge Constructed
When asked “What helped you design your activities on pronun-
ciation instruction,” the majority of the participants (n=30, 83%) 
answered “English Pronunciation Instruction class,” followed by 
“online resources” (n=25, 69.4%) as in Figure 5. While Rebecca 
said, “I used the activities demonstrated by the instructor in the 
English Pronunciation Instruction class, because I thought these 
activities are very interesting to help students learn the intona-
tion,” Hank responded “The online resources were useful. I used 
the Pitch curve introduced in English Pronunciation Instruction 
class. I also used Useful English.com and one video from Elemen-
tal English.com.” Participants like Rebecca and Hank regarded 
the usefulness of the class and online resources for their activity 
designs on final project.

The content taught in English Pronunciation Class was high-
ly valued by the majority of the participants. Theoretical knowl-
edge on English pronunciation and its instruction was taught in 
English Pronunciation Instruction class. Language teachers should 
be trained to understand the rules of the sound system of the 
target language, describe how target language sounds are artic-
ulated, describe target language phonological features, diagnose 

their own target language pronunciation problems 
and those of their students, and design and imple-
ment pedagogical materials on pronunciation in-
struction (Gilakjani, 2012; Morin, 2007). Language 
teachers should make good use of other resourc-
es as the teaching input, such as online resources 
used by Hank in this class. Teachers can draw their 
learners’ attention to a particular feature provid-
ed by the online resources (Andrews, 2003).

As for past English learning experience, Eddie 
said, “For the first activity, knowing the appearance 
of /e/, /ɛ/, and /æ/, I remembered that my teacher 
let me draw the alphabet for the first time.” Ac-
cording to Jenkins (2005), “past experiences, both 
classroom and social, factors in their present situ-
ation, and their assessment of their future chances 
of success may combine to affect their attitudes 
to English at the deeper level” (p. 541). Pre-service 
language teacher’s pronunciation learning experi-
ence affects their beliefs, competence, and identity 
on pronunciation learning and teaching (Chien, 
2014; Warford & Reeves, 2003).

What these undergraduates learned from 
other classes also helped them design activities on Figure 4. Data Analysis
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pronunciation. Bob said, “I used the lines from the movie ‘Fair-
land’ that Dr. Edwards played in class when I was a freshman.” 
Amy also said, “I used the activities, worksheets, and websites 
from other classes such as TESOL Materials and Multimedia in 
English Instruction.” Participants put what they learned from 
other courses in the university into their activity designs on pro-
nunciation instruction.

Undergraduates also learned from their non-English majors, 
their learners, as Ann said, “Learning through teaching. My learn-
er’s English ability was much better. She helped me to clarify my 
own pronunciation problems, such as ‘knees’ and ‘niece’. Next 
time I teach I will not make the same mistakes.” It is crucial for 
language teachers to understand their learners’ pronunciation 
problems and the sources in order to assist them in every possi-
ble way (Chen & Yang, 2007).

Activities for Teachers’ Knowledge  
Construction
With regard to the question, “How did the English Pronuncia-
tion Instruction class help to prepare you for designing activities 
on pronunciation instruction,” the top answer was “the activities 
that the instructor demonstrated in class” (n=31, 86%), followed 
by “teaching experience that I had from the final project” (n=28, 
77.8%), “microteaching” (n=15, 41.7%), “class discussion” (n=10, 
27.8%), “lectures and theories given by the instructor” (n=8, 
22.2%).

Undergraduates appreciated having the chance to teach 
non-English majors for their final project. Joy said, “It was a valu-
able experience for me to apply what I had learned in class to my 
teaching. In my opinion, I considered lots of practice was essen-
tial to improve pronunciation. Thus, not only in this teaching, but 
in my future teaching I will still focus on drills.” Hence, teacher’s 
knowledge and competence are constructed through the man-
agement of teaching and learning and the enactment of the cur-
riculum in the classroom (Tsui, 2003). It is imperative to include 
teaching practice in the language teacher education program. 
Tsui (2003) claims that teachers’ reflections on their practices 
and their context of work inform their understanding of teaching 
and learning (p. 66).

 Undergraduates in this study had hands-on experience 
of the pronunciation activities modeled and demonstrated by the 
instructor of the English Pronunciation Instruction class. Novice 
and pre-service teachers need to observe how various instruc-
tional strategies can be effectively implemented. Teacher educa-
tors must model these strategies in the method courses in the 
teacher education program (Shulman & Relihan, 1990). So the 
novice and pre-service teachers can imitate their teacher educa-
tor’s techniques (Wallace, 1991).

The undergraduates also appreciated the microteaching op-
portunities offered in class to practice one teaching strategy on 
pronunciation. Undergraduates worked in groups and chose one 
authentic material. They designed activities and modeled these 
activities in class. Figure 6 was a group teaching procedure on 
using limericks to teach /ɪ/ and /aɪ /.

The microteaching provided in this study provided the 
undergraduates with an opportunity to practice their teaching 
skills. In this simulated situation, pre-service teachers were given 
opportunities to put what they had learned into practice through 
conducting a mini-lesson to their classmates. Such microteach-
ing experience could provide pre-service teachers with practical 

experience before they start their practice among real learners 
(Fernandez, 2010; Ismail, 2011).

Undergraduates were given many opportunities to share 
what they learned with others through turn-and-talk and group 
discussions. During the training, teachers should be given ample 
opportunity to absorb new information, participate in group dis-
cussion, discuss problems, and arrive at solutions and applications 
to their own classroom practice (Richards & Farrell, 2005). The 
undergraduates also thought that the lectures and theories given 
by the instructor helped them acquire knowledge about pronun-
ciation instruction, such as the factors that teachers should take 
into consideration in the teaching of pronunciation. 

Therefore, three important elements should be included 
in language teacher education programs to help pre-service 
teachers acquire competence in teaching pronunciation includ-
ing pronunciation learning and practice in the broad context of 
second or foreign language learning, the study of pronunciation 
teaching methodology, and the study of phonology in the train-
ing and education of language teachers. 
Language teachers must have knowl-
edge of the phonology of the target 
language that consists of theories 
and knowledge about how the sound 
system of the target language works 
including the segmental and supraseg-
mental features. Moreover, they also 
need to be familiar with the theories 
on pronunciation in language learning, 
and the practice and meaningful use of 
target language phonological features 
in speaking and discourse (Burgess 
& Spencer, 2000; Celce-Murcia et al, 
1996).

Knowledge and Competence in Explanations 
and Instruction
Of these 36 lesson plans, four pre-service teachers (11.1%) did 
not provide any explanations on pronunciation features, but they 
provided activities for helping their learners to practice the pro-

Figure 5. Sources of Knowledge

Figure 6. Group’s Project 
on Limerick
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nunciation. While seventeen pre-service teachers (47.2%) used 
online resources such as Rachel’s English to explain the pronunci-
ation features or rules, fifteen pre-service teachers (41.7%) made 
their own PowerPoint slides or teaching aids to explain these 
rules. 

However, the introduction and explanations of pronuncia-
tion features provided by online resources were mainly in English 
only. The undergraduates’ learners could not understand the ex-
planations, so the undergraduates had to translate these con-
cepts from English into Chinese for their learners as in Excerpt 1.

Excerpt 1: Cindy’s Integration of a Video on Pronunciation In-
struction

Cindy: Let’s watch the video. (Plays the video “Introduction 
to Intonation” from YouTube)

After 10 seconds…

Cindy’s learner: Can you explain in Chinese?

Cindy: Sure. 

Undergraduates in this study, like Cindy, were motivated to use 
multimedia or online resources in their pronunciation instruc-
tion. They were informed of available pronunciation teaching 
sites and resources through the English Pronunciation Instruc-
tion class. They should also be trained to raise their awareness 
for selecting appropriate pronunciation teaching sites (Hişmano-
lu & Hişmanoglu, 2010). 

 In addition to integration of multimedia and online 
resources into pronunciation instruction, undergraduates used 
teaching aids, body parts, or association to teach their learn-
ers different pronunciation features. In Except 2, Ann explained 
to her learner how to pronounce /s/ and /z/ through mirrors, 
touching vocal cords, and sound association. She also asked her 
learner to try to use these ways to pronounce /s/ and /z/.

Except 2: Ann’s Explanations of /s/ and /z/

Ann: First, I will teach you how to pronounce the sound /s/. 
You can associate it with the snake. (Takes out a picture of 
a snake.) A snake uses its tongue to make a “sss” sound. Try 
to pronounce this sound.

Ann’s learner: Snake, “sss”

Ann: (Takes out the mirror.) If you are not sure about your 
mouth shape, you can use the mirror.

Ann: We are going to compare /z/ to /s/. The difference is… 
Put your fingers to your vocal cord. (Puts her fingers on her 
vocal cord.) When you make /z/, can you feel that your vocal 
cord is vibrating?

Ann’s learner: (Puts her fingers on her vocal cord.) Yes.

Ann: How about when you make the /s/ sound, does your 
vocal cord vibrate?

Ann’s learner: (Puts her fingers on her vocal cord.) No.

Gestures are commonly employed by language teachers 
as tools to facilitate learners’ identification and production of 
syllables, word stress, and rhythm (Smotrova, 2017). Ann’s ped-
agogical practice in teaching /s/ and /z/ was a demonstration of 

her knowledge and competence, described as Tsui’s (2003) di-
mensions of knowledge in terms of the English language, lan-
guage teaching and language learning; knowledge of how learning 
should be organized; and knowledge of students’ interests. 

When introducing these pronunciation features to their 
learners, these undergraduates lacked knowledge of phonology 
in explaining the rules and gave inaccurate pronunciation. These 
undergraduates are not native English speakers, so they are lan-
guage learners themselves. They may have problems in explaining 
all the pronunciation features and rules. Kana said, “I am not a 
native English speaker. I personally have problems in pronounc-
ing some words. I do not know how to explain all these rules.” 
Language teachers must be cultivated with solid knowledge in 
phonetics and phonology. They should understand the differenc-
es between the target language and the native language of the 
learners in order to provide the greatest benefit to their learn-
ers in learning pronunciation (Burgess & Spencer, 2000; Cheng & 
Yang, 2007). 

As the undergraduates are not native speakers, they made 
mistakes in pronouncing English words, sentences, or phrases. In 
Excerpt 3, Sharon explained about rising and falling intonations. 
But she made mistakes on saying the sentence “Have you got a 
pen?” with the correct intonation. Undergraduates need linguis-
tic competence, the proficiency to communicate at a high level of 
target language proficiency in terms of listening, speaking, reading, 
and writing (Beth, 2002; Peyton, 1997).

Excerpt 3: Sharon’s Instruction on Intonation

Sharon: Today I want to focus on rising and falling intonation. 
There are several categories. First, “wh” questions have a 
falling intonation. For example, where are you?

Sharon’s learner: Where are you? (Falling intonation.) 

Sharon: Right.

Sharon’s learner: Where are you? (Rising intonation.)

Sharon: No. You have a rising intonation.

Sharon: Have you got a pen? (Falling intonation.) It’s rising 
intonation.

Sharon’s learner: You said, “Have you got a pen?” with a ris-
ing intonation.

Sharon: (Laughs.)

Knowledge and Competence in Activity 
Designs and Implementations
The most common activity designed by the undergraduates was 
“listen and find or identify, circle, or write” (n=16, 44.4%), fol-
lowed by “pronunciation quizzes” (n=13, 36.1%), “imitate the na-
tive speaker and record” (n=11, 30.6%) and “hold up signs” (n=7, 
19.4%). The top three activities designed by these 36 undergrad-
uates indicate the popularity of the direct method and audio-lin-
gualism “listen and repeat” approach and the overemphasis of 
accurate production of discrete sounds in pronunciation instruc-
tion. Learners who seem to be able to accurately pronounce 
sounds in controlled practice may not be able to spontaneously 
transfer what they have learned into actual communicative lan-
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guage use (Chen & Yang, 2007; Cohen, Larson-Freeman, & Tarone, 
1991).

Almost all the learners (n=33, 91.7%) enjoyed completing 
the pronunciation activities. However, some of the activities de-
signed by these undergraduates were for children, not appropriate 
for adult learners. Eddie asked his learner to color and circle three 
symbols /æ/, /ɛ/, and /e/ in the picture. Eddie’s learner was an 
adult learner, not a young child. Eddie said, “Coloring and under-
lining KK symbols may not be suitable for my learner.”

Moreover, some of the activities were not interactive or in a 
meaningful context, but designed only for learners to pronounce 
the words. Penny asked her learner to listen to her pronuncia-
tion and fill in the blank as “Listen and write down what you 
hear, Story.” Controlled techniques can have a positive impact 
on learners’ development of pronunciation intelligibility and 
phonological improvement (Baker, 2014; Saito, 2012). Howev-
er, language teachers should design more communicative activi-
ties for pronunciation practice, because the interaction occurring 
during communicative activities can have a greater influence on 
language learners’ uptake and use of target pronunciation features 
than the form instruction (Baker, 2014; Saito & Lyster, 2012).

Therefore, instead of the use of mechanical drills alone, lan-
guage teachers should design pronunciation exercises with the 
integration of both controlled and communicative activities. Ac-
tivities that involve a two-way exchange of information such as 
information gap can provide language learners with opportunities 
to use the pronunciation features and develop their comprehensi-
ble pronunciation. Learners will be able to use the language and 
pronunciation features in free activities or outside the classroom 
setting (Baker, 2014; Khatib & Nikouee, 2012). 

CONCLUSION AND IMPLICATIONS
This study explored 36 undergraduates’ scholarship of teaching 
and learning in knowledge construction and implementation of 
pedagogical competence in pronunciation instruction. This study 
has the following major findings. First, the 36 undergraduates’ 
knowledge and competence in pronunciation instruction were 
constructed mainly through the English Pronunciation Instruc-
tion class, particularly through the instructor’s demonstration 
of activities and their teaching practice. Secondly, when explain-
ing the pronunciation features to their learners, they 
demonstrated a certain level of knowledge of pedagogy 
and phonology. However, they still lacked knowledge of 
phonology and accurate pronunciation in explicitly ex-
plaining pronunciation features to their learners. These 36 
undergraduates demonstrated knowledge of pedagogy in 
the design of activities and delivery. However, most of the 
activities were drill practice, rather than communicative 
and interactive tasks. The activities were not designed for 
adult learners, but more for children.

In order to effectively construct undergraduates’ 
competence and knowledge for pronunciation instruction 
in the language teacher education program, several ele-
ments should be included for the scholarship of teaching 
and learning as in Figure 7. First, undergraduates’ knowl-
edge of pedagogy and phonology as well as language com-
petence should be constructed and fostered in the English 
Pronunciation Instruction class. In addition to the English 
Pronunciation Instruction class, the undergraduates’ past 
English learning and teaching experiences, other related 

courses, and online resources also help construct undergradu-
ates’ knowledge and competence in pronunciation instruction. 
Multimedia such as apps or TED talks can provide authentic mod-
eling and different accents (Dinh, 2018; Mindog, 2016). Knowl-
edge and competence can be constructed through the instructor 
of the English Pronunciation Instruction class, other instructors 
from related courses in the tertiary level, the undergraduates’ 
student learners and peers (classmates). Moreover, knowledge 
and competence can be constructed in the English Pronunciation 
Instruction class through the instructor’s teaching, microteach-
ing, hands-on experience, lectures, and class discussion. Finally, 
the knowledge of learners and contexts should also be taken 
into consideration. This study and framework provided insights 
into the key competences and knowledge for pronunciation 
teachers. The sufficient description to contextualize this study 
including the findings and framework on knowledge construction 
for pronunciation instruction can be used in the education of 
language teachers.

The study had some limitations. First, the sample was rather 
small, only 36 Taiwanese undergraduates and so may not be rep-
resentative of the population of pre-service teachers as a whole 
regarding pronunciation instruction. Because participation was 
voluntary, practitioners who were more interested in pronuncia-
tion instruction may be overrepresented in the sample. However, 
the applicability of the findings resulted from the quality of the 
methodology and the triangulation (interview, document, videos). 

This study discussed the 36 undergraduates’ design and im-
plementation of pronunciation activities among non-English ma-
jors. These 36 undergraduates found their own learners. Their 
learners were at different levels of English proficiency and from 
different regions or countries. The researcher was able to col-
laborate with an instructor who teaches low or intermediate 
learners in Freshmen English classes at the same university. The 
36 undergraduates were able to design communicative tasks to 
teach these learners in order to improve their pronunciation 
problems. A further study can explore how different communi-
cative tasks can impact learners’ pronunciation.

Figure 7. Knowledge Construction for Pronunciation Instruction

7

IJ-SoTL, Vol. 13 [2019], No. 1, Art. 10

https://doi.org/10.20429/ijsotl.2019.130110



REFERENCES
American Council on the Teaching of Foreign Languages (ACT-

FL)(2002). ACTFLINCATE program standards for the prepara-
tion of foreign language teachers. Yonkers, NY: ACTFL.

Andrews, S. (2003). Teacher language: Awareness and the profes-
sional knowledge base of the L2 teacher. Language Awareness, 
12(2), 81-95. 

Baker, A. A. (2011). Pronunciation pedagogy: Second language teacher 
cognition and practice. (Unpublished doctoral dissertation), 
George State University.

Baker, A. (2014). Exploring teachers’ knowledge of second lan-
guage pronunciation techniques: Teacher cognitions, ob-
served classroom practices, and student perceptions. TESOL 
Quarterly, 48(1), 136-163. 

Baker, A. A., & Burri, M. (2016). Feedback on second language pro-
nunciation: A case study of EAP teachers’ beliefs and practic-
es. Australian Journal of Teacher Education, 41(6), 1-19.

Beth, A. (2002). The preparation and professional development of 
teachers’ of English language learners. (ERIC Document Re-
production Service No. ED47724). Retrieved from www.
ericdigests.org/2004-1/english.htm

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychol-
ogy. Qualitative

Research in Psychology, 3(2), 77-101.
Breitkreutz, J., Derwing, T. M., & Rossiter, M. J. (2009). Pronuncia-

tion teaching practices in Canada. TESL Canada Journal, 19(1), 
51-61. 

Burgess, J., & Spencer, S. (2000). Phonology and pronunciation in 
integrated language teaching and teacher education. System, 
28(2), 191-215.

Celce-Murcia, M., Brinton, D. M., & Goodwin J.M. (1996). Teaching 
pronunciation: A reference for teachers of English to speakers of 
other languages. New York, NY: Cambridge University Press.

Chen, S. C., & Yang, M. N. (2007). Effect of proficiency on Taiwan-
ese EFL learners’ pronunciation. Samara AltLinguo E-Jour-
nal. Retrieved from samaraaltlinguo.narod.ru/ejournal/207_
chen_yang_2.pdf

Chien, C. W. (2014). Non-native pre-service English teachers’ 
narratives about their pronunciation learning and implica-
tions for pronunciation training. International Journal of Ap-
plied Linguistics & English Literature, 3(4), 177-189. 

Chiu, H. H. W. (2008). Practical understandings: Teachers’ beliefs and 
practices in pronunciation teaching. (Unpublished mater’s the-
sis), the University of Texas at Arlington, the U.S.A.

Cohen, A. D., Larson-Freeman, D., & Tarone, E. (1991, April). The 
contribution of SLA theories and research to teaching language. 
A paper presented at the Regional Language Center Sem-
inar on Language Acquisition and the Second/Foreign Lan-
guage classroom, Singapore, April 22-26.

Coskun, A. (2011). Future English teachers’ attitudes towards EIL 
pronunciation. Journal of English as an International Language, 
6(2), 46-68. 

Day, R. R. (1991). Models and the knowledge base of second lan-
guage teacher education. University of Hawai‘i Working Papers 
in ESL, 11(2), 1–13. 

Dinh, H. (2018). Teachers’ uses and beliefs in the integration of 
YouTube videos into English language teaching: A compari-
son between ESL and EFL contexts. In J. Perren, K. Kelch., 
J-S. Byun, S. Cervantes., & S. Safavi. (Eds.) Applications of CALL 
Theory in ESL and EFL Environments (pp. 94-110).  Hershey, 

PA: IGI Global.
Fernández, D. M. & Hughes, S. (2009). Student teachers percep-

tions of pronunciation tasks in Andalusia. Buckingham Journal 
of Language & Linguistics, 2(1), 107-125.

Fernandez, M. L. (2010). Investigating how and what prospective 
teachers learn through microteaching lesson study. Teaching 
and Teacher Education, 26(2), 351–362. 

Gilakjani, A. P. (2012). Goals of English pronunciation instruction. 
International Journal of Language Teaching and Research, 1(1), 
4-8. 

Gonzalez-Bueno, M. (2001). Pronunciation teaching component 
in SL/FL education program: Training teachers to teach pro-
nunciation. Applied Language Learning, 12(2), 133-146.

Hişmanoglu, M. (2006). Current perspectives on pronunciation 
learning and teaching. Journal of Language and Linguistic Stud-
ies, 2(1), 101-110. 

Hismanoglu, M., & Hismanoglu, S. (2010). Language teachers’ pref-
erences of pronunciation teaching techniques: Traditional or 
modern? Procedia Social and Behavioral Sciences, 2, 983–989. 

Huang, S. H. (2009). A post-method condition pronunciation 
teaching approach in an EFL classroom in Taiwan. Retrieved 
from files.eric.ed.gov/fulltext/ED507196.pdf

Ismail, S. A. A. (2011). Student teachers’ microteaching experienc-
es in a preservice English teacher education program. Journal 
of Language Teaching and Research, 2(5), 1043-1051. 

Jenkins, J. (2004). Research in teaching pronunciation and intona-
tion. Annual Review of Applied Linguistics, 24, 109-125. 

---. (2005). Implementing an international approach to English 
pronunciation: The role of teacher attitudes and identity. 
TESOL Quarterly, 39(3), 535-543. 

Jesry, M. M. (2005). Theoretically-based practical recommenda-
tions for improving EFL/ESL students’ pronunciation. Journal 
of King Saud University,18, 1-33. 

Khatib, M., & Nikouee, M. (2012). Planned focus on form: Au-
tomatization of procedural knowledge. RELC Journal, 43(2), 
187–201. 

Lazaraton, A. (2003). Incidental displays of cultural knowledge in 
the nonnative-English-speaking teacher’s classroom. TESOL 
Quarterly, 37(2), 213-245.

Lee, J., Jang, J., & Plonsky, L. (2014). The effectiveness of second 
language pronunciation instruction: A meta-analysis. Applied 
Linguistics, 1-23. 

Levis, J. M. (2005). Changing contexts and shifting paradigms in 
pronunciation teaching. TESOL Quarterly, 39(3), 369-377. 

Liu, S. C., & Hung, P. Y. (2016). Teaching Pronunciation with Com-
puter Assisted Pronunciation Instruction in a Technological 
University. Universal Journal of Educational Research, 4(9), 
1939-1943.

Merriam, S. B. (2009). Qualitative research: A guide to design and 
implementation. San Francisco, CA: Jossey-Bass.

Mindog, E. (2016). Apps and EFL: A case study on the use of 
smartphone apps to learn English by four Japanese universi-
ty students. JALT CALL Journal, 12(1), 3-22.

Morin, R. (2007). A neglected aspect of the standards: Preparing 
foreign language Spanish teachers to teach pronunciation. 
Foreign Language Annals, 40(2), 342-360. 

Murphy, J. M. (1997). Phonology courses offered by MATESOL 
programs in the US. TESOL Quarterly, 31(4), 741-764. 

Murphy, J. M. (2014). Intelligible, comprehensible, non-native mod-
els in ESL/EFL pronunciation teaching. System, 42, 258-269.

8

Pedagogical Competence in Pronunciation Instruction

https://doi.org/10.20429/ijsotl.2019.130110



Nikbakht, H. (2011). EFL pronunciation teaching: A theoretical 
review. Journal of Applied Linguistics, 4(1), 146-174. 

Nunan, D. (2003). The impact of English as a global language on 
educational policies and practices in the Asia-Pacific region. 
TESOL Quarterly, 37(4), 589-613.

Patton, M. Q. (2002). Qualitative research and evaluation methods. 
Thousand Oaks, CA: Sage.

Pennington, M. C., & Richards, J. C. (1986). Pronunciation revisit-
ed. TESOL Quarterly, 20(2), 207-225. 

Peyton, J. K. (1997). Professional development of foreign language 
teachers. ERIC Digest 414768. Retrieved from http://ericae.
net/edo/ed414768.htm

Richards, J., & Farrell, T. (2005). Professional development for lan-
guage teachers. New York, NY: Cambridge University Press.

Saito, K. (2012). Effects of instruction on L2 pronunciation devel-
opment: A synthesis of 15 quasi-experimental intervention 
studies. TESOL Quarterly, 46(4), 842-854.

Saito, K., & Lyster, R. (2012). Effects of form-focused instruction 
and corrective feedback on L2 pronunciation development 
of /r/ by Japanese learners of English. Language Learning, 62, 
595–683.

Shulman, L. (1987). Knowledge and teaching: Foundations of the 
new reform. Harvard educational review, 57(1), 1-23.

Shulman, J. (1992). Teacher-written cases with commentaries: A 
teacher-researcher collaboration. In J. Shulman (Eds.), Case 
methods in teacher education (pp. 131-152). New York, NY: 
Teachers College Press.

Shulman, D., & Relihan, J. (1990). The role of modeling in teacher 
education programs. Reading Horizons, 31(2), 105-112.

Sifakis, N. C. (2014). Teaching pronunciation in the post-EFL era: 

Lessons from ELF and implications for teacher education. 
Utrecht Studies in Language & Communication, 27, 127-146.

Sifakis, N. C., & Sougari, A. (2005). Pronunciation issues and EIL 
pedagogy in the periphery: A survey of Greek state school 
teachers’ beliefs. TESOL Quarterly, 39(3), 467-488. 

Smotrova, T. (2017). Making pronunciation visible: Gesture in 
teaching pronunciation. TESOL Quarterly, 51(1), 59-89.

Tsai, P. H. (2015). Computer-Assisted Pronunciation Learning in a 
Collaborative Context: A Case Study in Taiwan. Turkish On-
line Journal of Educational Technology-TOJET, 14(4), 1-13.

Tsui, A.B.M. (2003) Understanding expertise in teaching. Cambridge, 
UK: Cambridge University Press.

Wallace, M. J. (1991). Training foreign language teachers. New York, 
NY: Cambridge University Press.

Warford, M. K., & Reeves, J. (2003). Falling into it: Novice TESOL 
teacher thinking. Teachers and Teaching: Theory and Practice, 
9(1), 47-65. 

Watson, M., Kendzior, S., Dasho, S., Rutherford, S., & Solomon, 
D. (1998). A social constructivist approach to cooperative 
learning and staff development: Ideas from the child devel-
opment project. In C. M. Brody & N. Davidson (Eds.), Profes-
sional development for cooperative learning (pp. 147-168). New 
York, NY: State University of New York Press.

Wright, T. (2002). Doing language awareness. In H. R. Trappes-Lo-
max., & G. Ferguson (Eds.),. Language learning and language 
teaching, (pp. 113-130). Philadelphia, PA: John Benjamins Pub-
lishing, Co.

Yakhontova, T. (2001). Textbooks, contexts, and learners. English 
for Specific Purposes, 20(1), 397-415.

9

IJ-SoTL, Vol. 13 [2019], No. 1, Art. 10

https://doi.org/10.20429/ijsotl.2019.130110


	International Journal for the Scholarship of Teaching and Learning
	January 2019

	From Language Learners to Language Teachers: Construction and Implementation of Pedagogical Competence in Pronunciation Instruction
	Chin-Wen Chien
	Recommended Citation

	From Language Learners to Language Teachers: Construction and Implementation of Pedagogical Competence in Pronunciation Instruction
	Abstract
	Keywords
	Creative Commons License
	Cover Page Footnote


	From Language Learners to Language Teachers: Construction and Implementation of Pedagogical Competence in Pronunciation Instruction

