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Abstract 

This research was aimed at designing, implementing and evaluating a teacher training 

blended course on communicative pronunciation pedagogy within a situated learning 

approach for in-service teachers of English in Colombia.  This study was conducted with 10 

English teachers at the Languages Center of a private university in Bogotá, Colombia. The 

course was carried out in an eight week period with two-hour face to face sessions per 

week. 

A qualitative case study method was used in this research. Moreover, a variety of data 

collection methods were applied such as surveys, pre and post diagnostic pronunciation 

recordings, semi-structured interview, written reflections, researcher’s reflexive diary, 

participants’ lesson plans and a focus group. 

Results indicated that by the end of the course participants had improved their 

pronunciation of consonants sounds and linking overall. Furthermore, the overall findings 

showed that teachers planned and applied communicative pronunciation lessons in their 

teaching contexts.  
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Chapter 1. Introduction 

The teaching of pronunciation has had its highs and lows in the role it has played in 

English language learning. It became very popular with the rising of the Audiolingual 

method and then lost impulse when the possibility of learning to pronounce like a native 

speaker fell out of fashion (Derwing & Munro, 2009).  Furthermore, after establishing the 

focus on intelligibility over native-like speech (Kenworthy, 1998; Fraser, 2000; Kelly, 

2000; Derwing & Munro, 2009, Celce-Murcia, Brinton, Goodwin & Griner, 2010) and the 

importance of pronunciation in communication (Kenworthy, 1998; Fraser, 2000; Gilakjani, 

2012; Celce-Murcia et al. 2010), the real concern became how pronunciation was being 

taught and not just why. 

There is no doubt that pronunciation instruction produces positive results in language 

learners (Murphy & Baker, 2011). However, it seems there is no consensus on how 

pronunciation should be approached in the English language classroom from a 

communicative focus. For this reason, researchers are demanding studies on pronunciation 

teaching practices. In Baker’s (2014) words: “the teaching and learning of pronunciation in 

typical ESL or EFL classrooms has remained largely unexplored, indicating that research 

into current pronunciation-oriented teaching practices of L2 instructors is long overdue.” 

(Baker, 2014, p. 139). 

In light of the above, the following study consists of the design, implementation and 

evaluation of a teacher training blended course in communicative pronunciation pedagogy 

for in-service English teachers in a Colombian university. The course is proposed within a 

flipped classroom model and a situated learning approach.  The main purpose of this study 

is to demonstrate that English teachers can learn how to teach pronunciation within a 

communicative framework through a situated blended learning program. 
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1.1 Problem Description 

The Languages Center of a private university in Bogotá, Colombia realized that its 

English teaching staff were not including pronunciation instruction in their lesson planning, 

hence the need to create awareness of the importance of teaching pronunciation for 

communicative purposes, considering the Center’s communicative language teaching 

approach. This need was made evident in a pronunciation teaching workshop I had 

previously been hired to carry out for this university in my role as an academic consultant 

and teacher trainer.  

Furthermore, the lack of a teacher training program on pronunciation pedagogy and the 

fact that the workshops offered by the university were of maximum 10 hours, which limited 

the amount of content covered, opened the possibility of offering a short course. As a result, 

the option to teach a professional development course on communicative pronunciation 

pedagogy was approved by the Languages Center coordinator, offering the possibility to 

teach the content teachers were lacking as well as assess their learning process in 

conceptual and pedagogical content.   

1.2 Justification 

Access to more teacher training programs in pronunciation pedagogy has been called for 

by a number of experts in different countries (Fraser, 2000; Neri et al., 2002; Foote et al., 

2011; Foote et al., 2013; Baker, 2014), and the current context is not the exception. 

Considering the need presented above, the initial proposition of teaching a professional 

development course on pronunciation pedagogy became the focus of this study. 

Henceforth, the design and subsequent implementation and evaluation of a teacher training 

blended course was carried out for a group of 10 participants who had previously registered 

to take it. As this group was part of the teaching staff, the course was paid for by the 
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University, which seeks to promote professional development opportunities for its 

academic community. This course had a dual purpose for teaching and learning: 1) to 

provide theory, strategies and activities to be used in the participants’ teaching contexts 

within a communicative approach and 2) to learn how to produce the different 

pronunciation features in English and improve their pronunciation in the process. The 

decision to use a blended learning environment presented a number of benefits for teaching 

and learning purposes, and the flipped classroom model allowed situated learning to be 

carried out.    

This study responds to the need of this specific case in Colombia, with the hope of 

contributing to research in L2 pronunciation teaching in other contexts. 

1.3 Research Question and Objectives 

Research question. How can Colombian in-service teachers of English learn 

successfully about the teaching of pronunciation within a communicative approach through 

a situated blended learning environment? 

General Objective. Design, implement and evaluate a methodological design in a 

blended learning environment for in-service Colombian teachers of English in teaching 

pronunciation pedagogy within a communicative and situated approach. 

Specific Objectives. The specific objectives proposed for this study are: 

 Create a methodological design within a blended learning environment in the 

teaching of English pronunciation from a communicative and situated approach.  

 Implement a methodological design within a blended learning environment in the 

teaching of English pronunciation from a communicative and situated approach for 

in-service Colombian teachers of English. 
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 Evaluate the methodological design implemented in this study in order to identify 

factors leading to success in the methodological strategies. 

 Make recommendations about the methodological strategies considered successful 

in the intervention in this study in order to improve the methodological design 

proposed for future implementation.  

 

The chapters that follow will present the theoretical framework that supports the 

different decisions taken to construct this thesis (Chapter 2) as well as the description of the 

intervention carried out with its corresponding methodological design (Chapter 3). In 

Chapter 4, I present the research method used in this study and the data collection 

techniques chosen to gather evidence to support the research question and objectives. 

Furthermore, the results are discussed in light of the research question and theoretical 

framework. Finally, conclusions are drawn and limitations (Chapter 5) in the study are 

presented as well as pedagogical and future research implications. 
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Chapter 2. Theoretical Framework 

This theoretical framework outlines the theory that supports the different elements that 

make up this study and serves as a basis for the decisions taken in terms of the teaching of 

pronunciation and the inclusion of a blended learning environment for the fulfillment of the 

objectives of this research. First, the importance of pronunciation learning will be 

presented, including an overview of its various features followed by the implications of 

teaching pronunciation to Spanish speakers. Next, the role pronunciation has within 

national and international contexts will be described through the analysis of the Common 

European Framework of Reference and the National Colombian Standards for Teaching 

English. Afterwards, a review of research on the teaching of pronunciation will be 

presented for both local and international contexts. Moreover, in order to clarify the 

approach stated in the research question, an explanation of the communicative framework 

adopted in this study will be presented, followed by the description of the situated learning 

approach.  

In order to support the decision of designing a course within a blended learning 

environment, an overview of blended learning will be introduced as well as the different 

characteristics that involve the development of these types of courses including the benefits 

of doing so.  

2.1 The Importance of Learning Pronunciation 

According to the Common European Framework for Languages (CEFR, 2011), when 

learning a language, there are a number of elements that should be taught in order for 

students to acquire the appropriate competences to communicate effectively. These 

competences are: linguistic, sociolinguistic and pragmatic. Within linguistic competences 
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we find lexical, grammatical, semantic, phonological, and orthographic, among others. 

Although all are equally important, it seems that pronunciation is the least valued, due to a 

lack of knowledge on the part of teachers about how to approach teaching it in class 

(Derwing, 2010; Scrivener, 2005) and how to assess it (Macdonald (2002) cited by Murphy 

& Baker, 2011). This may be because it is seen as the least useful language skill (Elliot, 

1995 cited by Gilakjani, 2012) or because the teacher does not have enough time to teach it 

(Gilbert, 2008), leading to its neglect (Fraser, 2001; Kelly, 2000; Scrivener, 2005; 

Thanasoulas, n.d.). 

The term pronunciation refers to the way a word or language is pronounced (Cobuild 

Collins Dictionary) and in this study it will be taken from this point of view, since the 

implementation of the methodological design proposed will approach the teaching and 

learning of English pronunciation including its different features and not just the 

pronunciation of isolated words. For this reason, it becomes necessary to examine the 

different fields of pronunciation as well as their various features and factors that affect 

learning. Within the distinction of the two fields in the study of pronunciation, Kelly (2000) 

defines phonetics as the field that studies speech sounds. Within this field there are 

different areas such as physiological phonetics (anatomical, neurological and physiological 

aspects of speech), articulatory phonetics (movements of the speech organs to produce the 

sounds), acoustic phonetics (sound waves that transmit speech), auditory phonetics 

(reception of speech by the ears) and perceptual phonetics (perception of speech by 

the brain). Phonology is the field that studies segmental and suprasegmental features. This 

distinction is made by linguists because some of the features can be isolated from the rest 

(segmentals), while other features cannot (suprasegmentals). Within phonology, there are a 
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number of features that determine what a person hears when someone is speaking English 

to them. The methodological design in this research will concentrate primarily on the 

phonological field (see Illustration 1 below for summary of features), but will also include 

articulatory phonetics, due to this being considered an aid for the learning of pronunciation 

(Arias, 2009; Celce-Murcia et al., 2010; Kelly, 2000). Moreover, the reason why the other 

areas of phonetics will not be included is because they are not considered relevant for the 

participants’ teaching contexts in which their students are focused on learning to 

communicate in a language and not in understanding in depth how the production of speech 

works. 

Illustration 1. Features of pronunciation in phonology 

 

An explanation of the phonological features presented in Illustration 1 will now be 

discussed briefly, as well as the characteristics of articulatory phonetics based on 

Kenworthy (1998), Kelly (2000), Arias (2009) and Celce-Murcia (2010). 

One of the features of English phonology is known as segmentals. These are the sounds 

we make when we speak a language. They are made up of consonants, vowels and 
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diphthongs. Consonants can present vibration in the vocal cords when they are produced 

(voiced) or no vibration at all (unvoiced). Vowels can be short or long in the prolongation 

of the sound. Diphthongs are two vowel sounds pronounced together. This involves the 

glide from one vowel to another. When we speak, we do not just produce sounds, but 

combine these sounds with other elements known as suprasegmental features. For instance, 

we emphasize certain syllables in words (word stress) or certain words in a sentence 

(sentence stress). Intonation occurs with the change in tone when we say something, which 

indicates an intention, attitude, emotion or feeling. Also, the speed we use in our speech 

and the beat we speak with, like in music, is considered the rhythm and it goes hand in hand 

with the linking of sounds within words and from one word to another in a sentence 

(connected speech). All these elements lead to fluent, natural and intelligible speech. Celce-

Murcia et al.’s (2010) division of segmental features is taken into consideration for the 

purpose of this study due to the fact the they include  rhythm in the distinction of the 

features apart from connected speech, intonation and stress. 

As has been noted, teaching pronunciation requires the knowledge of the features 

mentioned above. Nonetheless, the understanding of the different factors that affect 

pronunciation learning is equally important. In this respect, Brown (2007) proposes six 

factors: the native language of the learner, age, exposure to the language being learnt, 

innate phonetic ability some people have to master correct pronunciation, how identified 

one feels with the culture of the language and one’s language ego. Finally, Brown (2007) 

mentions the importance of motivation towards learning pronunciation. 

It is believed that the factors mentioned should be known by teachers so as to be taken 

into consideration when preparing a pronunciation lesson according to the conditions the 
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teacher is subject to (Kenworthy, 1998; Brown, 2007). With this in mind, the different 

factors referred to above are included in the course proposed for this study, which will be 

one of the various characteristics that will allow it to be situated, as proposed in the 

objectives. 

2.2 Teaching Pronunciation to Spanish Speakers 

In order to implement a contextualized approach within situated teaching, there are 

important aspects to be taken into account when dealing with the teaching of pronunciation. 

As mentioned earlier on, the native language is one of the factors that affect pronunciation 

learning. Kenworthy (1998) claims that learners will have more difficulty in pronouncing 

English depending on the number of differences there are between their L1 and English. 

However, this does not mean people from certain language backgrounds will not be able to 

learn the language and its pronunciation correctly. 

That being said, it becomes necessary to identify what language background students 

have in order to be aware of what possible difficulties they will present. Celce-Murcia et al. 

(2010) highlight the strong influence a first language (L1) has on the way a language 

learner can perceive and produce English, and recommend focusing on the following 

issues: 

 Whether the learner’s L1 is syllable timed, in which each syllable is equally 

stressed, or stress-timed, like English, in which syllables are stressed and 

unstressed. 

 Whether words in the L1 end only in vowels, since this will cause difficulty 

in producing final consonant sounds as well as when linking words in speech. 
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 Whether the L1 is tonal or intonational. Tonal languages present a narrow 

pitch range as opposed to English. This means their highs and lows in speech, like  

musical notes, stay within a narrow range. Therefore, students whose L1 is tonal 

and are learning English must learn how to broaden and exaggerate their pitch. 

Kenworthy (1998) states that there are certain issues that need to be given higher priority 

than others, due to the fact that they are crucial for intelligibility. This claim reflects Celce-

Murcia et al.’s (2010) position in that it is the teacher who needs to decide what aspects to 

teach depending on the students’ needs. 

According to Arias (2009), Spanish speakers make different types of mistakes when 

producing vowels and consonants (segmental features). For instance, they may tend to 

confuse the sounds given in the following words: the word sheep with cheap; zoo with Sue; 

thin with sin or fin; they with day; vet with bet; sing with sin; the sound in measure with the 

sh sound. In terms of vowel sounds, the English language contains vowel sounds that are 

not used in Spanish.  For this reason, Spanish speakers present difficulties with the vowel 

sounds that are not part of their L1 vowel sound system.  

Arias (2009) also gives examples of common mistakes Spanish speakers make such as 

pronouncing vowels where syllabic consonants are found (e.g. bottle for bottol), inserting 

an E before words beginning with S (e.g. Estudent for student), pronouncing  words in the 

way they are spelled and pronouncing incorrectly the regular verbs in past, among others.   

Regarding suprasegmental features, Arias (2009) mentions the following common 

mistakes: 

 Unstressing vowels, since in Spanish all vowel sounds are pronounced with equal 

quality and are not reduced. 
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 Stressing all syllables, due to Spanish being a syllable-timed language. 

 Stressing on the penultimate or last syllables, a common tendency in Spanish words 

 Falling intonation in Spanish is not as marked as in English.  

2.3 The Role of Pronunciation in International Contexts and in Colombia  

Before proposing methodological strategies for teaching pronunciation, it is important to 

understand the role pronunciation plays at a local and international level. For this reason, a 

revision of the Common European Framework of Reference (CEFR, 2011) and the 

Colombia English standards was carried out to determine whether these documents 

consider pronunciation as an important skill to develop.  

In essence, the CEFR was proposed in Europe as a general reference on how foreign 

languages should be taught, what knowledge and skills should be developed and the 

proficiency levels that measure students’ progress in the language. In the section entitled 

General competencies (p.107) this framework establishes that the learner should have 

general knowledge and skills in phonetics. In like manner, the learner should develop 

communicative competences such as grammatical, lexical, semantic, orthographic, 

orthoepic and phonological. The CEFR proposes phonological competence as an area 

which involves the knowledge, skilled perception and production of:  

 the sound-units (phonemes) of the language and their realization in particular 

contexts (allophones); 

 the phonetic features which distinguish phonemes (distinctive features, e.g. 

voicing, rounding, nasality, plosion); 
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 the phonetic composition of words (syllable structure, the sequence of 

phonemes, word stress, word tones);  

 sentence phonetics (prosody) 

 sentence stress and rhythm 

 intonation; 

 phonetic reduction 

- vowel reduction 

- strong and weak forms 

- assimilation 

- elision. 

(Council of Europe, 2011, p. 116 -117) 

Coupled with the phonological competence, the CEFR also proposes ways in which this 

competence could be taught. Some of the activities the proposal includes are: exposure to 

authentic spoken utterances, imitation, audio and video recorded native speakers, self-study 

lab work, read aloud, ear training and drilling and the use of phonetically transcribed texts, 

among others (Council of Europe, 2011, p. 153). Finally, the CEFR includes phonological 

control as a category to be considered within oral assessment. As can be seen, it may be 

concluded that pronunciation takes on an important role in the learning of a language within 

this framework.   

Additionally, in 2006, the Colombian Ministry of Education established basic standards 

for the learning of English as a foreign language in public education known as Guide 22, 

and these have been adopted in order to obtain a common ground in what is being taught in 

each school grade level. Here the CEFR was taken as a basis for the creation of the guide. 
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This document established general and specific standards for English according to different 

grades for productive (writing, conversation, monologues) and receptive skills (reading, 

listening). 

After a thorough analysis of this official guiding document in search of the role 

pronunciation assumes in these standards, I found that phonology is mentioned in the 

description of the various skills that compose linguistic competence within communicative 

competence, which is to be developed by English learners in Colombia. Likewise, some 

general and specific standards mention pronunciation in the description of each grade. 

Figure 1 presents a summary of the standards found in Guide 22 which involve 

pronunciation.  
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Figure 1. Pronunciation Standards in Guide 22, 2006 
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As observed in Table 1, in the Colombian Standards, pronunciation is seen in regards to 

rhythm and intonation, self-monitoring strategies and intelligible pronunciation. 

Nevertheless, many pronunciation features such as segmental features, stress and connected 

speech have neither been included nor mentioned in this document. That being so, it is also 

unclear what is meant by self-monitoring strategies in the specific standard referring to 

Monologs in 8
th

 and 9
th

 grade. 

As a result of the analysis provided above, it may be concluded that the role of 

pronunciation in the proposal the Colombian Ministry of Education makes for English 

teaching is not clearly stated because pronunciation is mentioned in very general terms, 

thus limiting the approach that can be used for the teaching of all its features. Even though 

these standards apply to public schools, they shed light on what teachers in a public school 

context are expected to teach and can also be an indicator of a greater need for teaching 

pronunciation courses for English teachers around Colombia.  

2.4 Research on Pronunciation Teaching 

In order to reach a better understanding of the position pronunciation holds within 

national and international standards, an inevitable question arises: how are future English 

teachers in Colombia learning pronunciation and how are they learning to teach it?  

In order to answer this question, a review of Colombian research in pronunciation 

teaching was carried out and the following results were found: Lechowska (n.d.) conducted 

a study in Universidad Industrial de Santander (UIS) about the teaching of phonetics and 

phonology within the languages program offered by the university, aimed at training 

language teachers. In this program, the first semester focuses on segmentals and the second 

and third semester focus on suprasegmentals. The material used for the first three 
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semesters, at the time of the study, was based on English Phonetics and Phonology: a 

Practical Course (Roach, 2000) Third edition. Cambridge: CUP. Lechowska (n.d.) 

mentions that additional authors were included in the course so as to complement 

pronunciation instruction and achieve certain learning objectives, though details of the 

objectives are not made explicit. According to the same author, the UIS program expects its 

students to obtain solid grounding in the understanding of segmental and suprasegmental 

features and how the English sound system works, in order to become proficient speakers 

as well as effective in their teaching. 

In the interest of finding out whether students’ perception coincided with the programs’ 

expectations, a questionnaire was handed out to 67 second and third semester students. 

Students´ answers indicated that they considered explicit instruction in pronunciation a 

positive experience including benefits such as overcoming phonetic disadvantages, 

improving in the production of segments (consonant and vowel sounds), word stress, weak 

forms, liason, assimilation and intonation. Additionally, students mentioned having 

improved their listening skills, understanding of native speakers and speaking. However, a 

concern that arose in students’ answers was regarding the attention given to pronunciation 

in their English classes stating that “apparently some teachers feel that courses in English 

Phonetics and Phonology should take care of whatever problem arises in this respect.” 

(Lechowska, n.d., p3). In other words, it seems students are not given the opportunity to 

practice what they learn in the phonetics and phonology class when they take their English 

classes. Moreover, 45% of respondents believed the teaching of grammar and vocabulary 

held more importance than teaching pronunciation. 
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All in all, in this study, the focus of the language program is for students to learn about 

sounds and how to produce them. However, no reference is made to methodological 

strategies or pronunciation teaching methods, even though the program aims at students 

becoming effective teachers. Consequently, it can be concluded that these language 

students are taught how to pronounce, but whether they are taught how to teach 

pronunciation is inconclusive. 

In another study carried out at Universidad Nacional de Colombia, Rengifo (2009) 

presents the results of teaching pronunciation through the use of karaoke. The research 

question focuses on the extent to which students improve their pronunciation skills by using 

karaoke. The study was conducted with 12 to 15 students (the exact number is not 

specified) through an action research approach. The data was collected using video 

recording, interviews and a teacher diary. The pedagogical procedure included a warm-up 

activity, topic review, background knowledge, and background information of the song. 

This was followed by the use of the karaoke song chosen, and an activity with the song 

lyrics. Finally, a set of pronunciation activities were applied including the use of the 

International Phonetic Alphabet (IPA) symbols, minimal pairs, matching activities and 

explanations. After the karaoke activities a mini-quiz was used to measure how much 

students had learned as well as a reflection about what had been done and oral interviews 

about the karaoke activity. Rengifo (2009) concludes that students improved their 

pronunciation learning, but does not state what features were improved. Moreover, I 

consider these results should be examined with caution as karaoke was not the only activity 

used for pronunciation learning, therefore the improvement in pronunciation could have 

been due to other factors.  Even though this study is focused on one type of pronunciation 
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activity and does not specifically concentrate on the teaching of pronunciation per se, it 

sheds light on teacher research in the field of pronunciation teaching in Colombia. 

It’s important to note that in the search for similar research projects on pronunciation 

teaching in Colombia, these were the only two research papers found after a thorough 

search of different journals using different databases.  In general, research on the teaching 

of English pronunciation methodology is still very limited (Neri, Cucchianini, Strik & 

Boves, 2002); most studies are focused on teacher cognition in regards to teaching 

grammar. The little research that exists on this topic does not include analysis based on the 

teacher’s own practice (Murphy & Baker, 2011) though there has been classroom-based 

research on different pronunciation features, which has reinforced the idea that explicit 

instruction in this area leads to positive results in learning phonology (Murphy & Baker, 

2011). However, the fact that there is very little research on second language teacher 

cognition and pronunciation pedagogy could reflect “a neglect of pronunciation in 

classroom-oriented research” (Baker, 2014, p. 138). There is, henceforth, a need for more 

information “on how pronunciation can best be taught” (Neri et al., 2002, p. 443). 

In light of the above, the following paragraphs present the studies carried out in ESL 

contexts, mainly focused on surveys, questionnaires and analysis of class transcriptions. It 

is important to note that there was no study found regarding pronunciation pedagogy in an 

EFL context or Spanish speaking context. Nevertheless, understanding of previous studies 

establishes the state of the art of the area and is considered relevant for the purpose of this 

study. 

Foote, Holtby and Derwing (2011) conducted a study based on a survey answered by 

159 Canadian ESL teachers. This was a follow-up study to compare Breitkreutz, Derwing 
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and Rossiter’s survey findings in 2001. The research questions were aimed at identifying 

the pedagogical training ESL teachers had or had access to, how pronunciation was being 

taught, and their beliefs and attitudes towards pronunciation instruction. The survey 

contained 45 questions and was implemented using a web tool called Survey Monkey.  

Regarding pedagogical training in pronunciation, Foote et al. (2010) found that, 

compared to ten years ago, ESL teachers in Canada increased the access to courses in 

teaching pronunciation, going from 12% to 51%.  However, due to the limited number of 

courses universities in Canada devote to L2 pronunciation, the researchers suspect there 

might have been an overestimation of the availability of the courses on the part of 

respondents. Another finding indicates that there has been a decrease of 27% in the 

integration of pronunciation in instructor’s classes. 86% of respondents said they tried to 

incorporate pronunciation teaching in their daily practice, but the researchers clarified that 

it was probable that teachers who did not teach pronunciation were less inclined to answer 

the survey. To sum up, in this respect, Foote et al. concluded that “instructors are still not 

receiving the professional development they need to feel completely comfortable teaching 

pronunciation.” (Foote et al., 2011, p.16). 

In terms of how pronunciation was being taught, results indicated that it appeared that 

teachers dedicated a small portion of class time to this. 56% included additional 

pronunciation texts in their classes and most respondents described segmental activities in 

their teaching practice even though researchers believe there is an increase in the awareness 

of teaching suprasegmentals. Repetition was the most popular strategy selected by 

respondents as opposed to the strategy selected 10 years ago which was “focusing on 

troublesome sounds” (Foote et al., 2011, p. 17). Speaking slowly was also a popular 
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teaching strategy chosen by 62% of respondents compared to 42% in the last study. The 

researchers caution on the use of this strategy and clarify that it is not always appropriate. 

Furthermore, the most common assessment activities described were pre and post 

recordings, informal assessment and pronunciation tests. However, some respondents did 

not use any type of assessment in their pronunciation classes, which was a new finding in 

this study. Also, the top three pronunciation texts mentioned in the first study were the 

same in teachers’ responses (Pronunciation Pairs, Well Said and Clear Speech). 

Respondents’ beliefs and attitudes revealed that they had a positive attitude when it 

came to teaching pronunciation and believe a pronunciation class focused solely on 

pronunciation instruction would benefit students. The data also revealed the following 

differences in teachers beliefs compared to the first survey study: 62% believed that 

teaching pronunciation does not lead to permanent changes in students’ learning. Here there 

was an increase of 5% in responses. Also 56% of teachers disagreed with the idea that 

individuals do not change their pronunciation as a means to maintain their L1 identity.  One 

of the recommendations that emerged from this study was the need for more teacher 

training pronunciation courses. Finally Foote et al. (2011) concluded that there was no 

significant difference in the findings of the current survey results compared to 10 years ago. 

In Fraser’s (2000) study conducted in Australia, she also found there was a lack in 

teacher training, among other findings. After interviewing teachers, learners, administrators 

and other individuals involved in the English language teaching contexts such as 

researchers, teacher trainers and policy makers, the researcher found that in Australia there 

was not a clear distinction in policies between a native or highly proficient speaker of 

English and an ESL learner with poor English skills. Likewise, policies did not provide a 
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clear distinction between oral communication and literacy needs. This affects learners who 

need to improve their oral communication skills. Fraser (2000) also found that there was a 

lack of confidence among teachers on how to teach pronunciation, which has led to a lack 

of effectiveness in their teaching. This mirrors Foote et al.’s (2011) conclusion on the need 

for more teacher training in pronunciation teaching, so that teachers can feel comfortable 

when approaching this aspect in their classes. That said, Fraser (2000) states there is a lack 

of research that will serve as a reliable guide for decision making regarding ESL 

pronunciation and how to teach it. 

In the light of the findings, Fraser (2000) makes a number of recommendations which 

include the need of courses and materials for teachers to approach pronunciation teaching 

more effectively, highlighting that some of the materials should be self-access for the 

learners including computer based resources. She also emphasizes the importance of 

conducting research that will shed light on which methods and materials are effective for 

pronunciation teaching. For this to be done, Fraser (2000) urges the development of 

assessment tools that will allow for an assessment of the effectiveness of methods and 

policies as well as for students’ pronunciation, since interviewees expressed their concerns 

on the lack of a standard assessment tool for students’ ESL pronunciation. 

Regarding L2 pronunciation teaching practices, a recent longitudinal corpus-based 

observational study conducted by Foote, Trofimovich, Collins and Urzúa (2013) aimed at 

analyzing teacher behavior in regards to L2 pronunciation teaching in a communicative 

classroom context. Forty hour lessons of 3 experienced teachers were videotaped in 6
th

 

grade classes in Quebec, Canada. These were analyzed and coded in order to identify how 
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often pronunciation was addressed, which aspects received attention and how pronunciation 

was treated pedagogically. 

With regards to the pronunciation aspects addressed, Foote et al. (2013) found that 70% 

of episodes focused on vocabulary, while pronunciation instruction was only present in 

10% of the observed teachers’ classroom talk. Moreover, the data indicated that the three 

teachers presented an average of two-hour pronunciation episodes in the whole time they 

were recorded. Furthermore, segmental features received all the attention in the classes, 

appearing in 100% of the episodes. Suprasegmentals were not addressed at all. Foote et al. 

(2013) explained this may be due to a lack of knowledge or confidence on how to teach 

these features. In terms of pedagogical treatment of pronunciation, error correction was 

present in 93% of the episodes, with recasts being the most common type of feedback. 

Repetition was also a pronunciation activity teachers often used. Regarding lesson 

planning, it seemed targeting pronunciation incidentally was more common than pre-

planned pronunciation lessons.   

In light of the above, the authors state that “ the inclusion of proactive, rather than just 

reactive approaches to L2 pronunciation teaching would provide learners with richer 

opportunities for working on challenging features of L2 pronunciation” (Foote et al., 2013, 

p. 13).  Furthermore, the researchers conclude there is an evident need for more 

pronunciation specific training in order for pre-service and practicing teachers to become 

aware of the importance of teaching suprasegmentals as well as the importance of pre-

planning. Finally, they call for more research on the actual teaching of pronunciation, since 

some of the findings contrast with the findings of Foot et a.l (2011) mentioned earlier.   
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In a similar vein, Baker (2014) focused on five teachers’ cognitions with respect to L2 

pronunciation teaching in which their beliefs, knowledge and practices were described. The 

data gathering instruments used were classroom observations, semi-structured interviews, 

recall interviews and student questionnaires. The objective of this study was to determine 

the connections between 5 teachers’ cognitions and their pedagogical practices in relation 

to the techniques used to teach pronunciation. To determine the types of techniques, Baker 

used Brown’s (2007) continuum of techniques. In this continuum a differentiation of 

controlled, guided and free techniques is made. Controlled techniques are those in which 

the teacher can predict student responses by the way the activity has been executed; guided 

or semi-controlled techniques contain a certain level of control on the teacher’s part, but 

can be either structured or open-ended activities and can lead to unpredictable responses of 

the students. Free techniques are open-ended activities that are collaborative and involve 

communicative real-world performance of students. In this last type of technique, students 

have a dominant role in the carrying out of these activities. 

Baker (2014) found that teacher’s knowledge base of techniques was mainly focused on 

controlled techniques with limited application of guided or semi-controlled techniques. She 

also found that teachers who took courses regarding pronunciation pedagogy had a wider 

repertoire of teaching techniques than those who did not take these courses. In this way, 

Baker (2014) concludes that “teachers need a solid understanding of not only how to 

provide clear explanations of English pronunciation, but also how to provide effective 

controlled and guided practice and how to give constructive feedback on learner 

pronunciation” (Baker, 2014, p. 157).  
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Moreover, a set of beliefs emerged from the data collected. The same author clarifies that 

the beliefs were not all necessarily connected to the 5 teachers. One of the beliefs is that 

listening discrimination techniques are essential for lower level students. Teachers 

expressed the need for students to hear a feature first and acquire it in order to produce it. A 

second belief is that kinesthetic/tactile practice (standing, sitting, clapping, tapping, etc.) is 

beneficial for phonological improvement in terms of learner comprehensibility. Teachers 

believe it reduces anxiety and appeals to the need to learn by doing and moving. A third 

belief is that “pronunciation instruction can be boring” (Baker, 2014, p. 152). Here Baker 

(2014) concludes this belief could be due to teacher’s textbook-driven classes, where the 

focus tends to be on course book activities, and a “lack of knowledge of techniques for 

teaching pronunciation.” (Baker, 2014, p. 153).  

With regards to textbook use for pronunciation teaching, ESL general-skills textbooks 

have been an approach teachers use in order to include pronunciation activities in their 

classes. Derwing, Diepenbroek and Foote (2012) decided to analyze to what degree 

pronunciation is included in these types of textbooks as well as which pronunciation 

features appeared the most. Twelve textbook series were analyzed page by page and 

pronunciation activities were identified and categorized. Afterwards, the information 

gathered was tallied, leading to a list of most frequent and most neglected topics.  

Overall, the analysis indicated that there were disparities in the coverage devoted to 

pronunciation. Some books, such as American English File, had a substantial number of 

activities across all levels, whereas others had little coverage of a disparate amount of 

activities across their levels. Another finding was that the textbooks analyzed tended to 
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focus more on suprasegmentals than segmentals. The most recurrent activities had to do 

with sentence stress (276 occurrences) followed by word stress. However, thought groups 

were poorly covered. 

Derwing et al. (2012) also found that in terms of segmentals, vowels received the most 

attention. Moreover, there were substantial differences in the foci and task types. Some 

textbooks focused on certain suprasegmental features more frequently than others. In this 

respect, the researchers recommend the inclusion of a variety of foci, since these tend to be 

limited. For instance, intonation activities have a limited coverage. In conclusion, Derwing 

et al. (2012) recommend an inclusion of a broader range of task types with explicit 

explanations. The also mention the need for a balance of segmentals and suprasegmentals. 

Finally, researchers conclude that “Many of the series reviewed here provide inadequate 

support to either the teacher or the learner” (Derwing et al., 2012, p.36) and suggest an 

improvement in the way pronunciation is approached and integrated in these types of 

textbooks. 

To sum up, research in pronunciation teaching has focused mainly on interviews (Fraser, 

2000), surveys on pedagogical training, beliefs, teaching practice (Foote, Holtby and 

Derwing, 2011), textbook use for pronunciation teaching (Derwing, Diepenbroek and 

Foote, 2012), teacher behavior in pronunciation teaching in a classroom context (Foote, 

Trofimovich, Collins and Urzúa, 2013), and teacher cognition through classroom 

observation (Baker, 2014). However, research on teacher training has not been carried out 

in what concerns the state of the art consulted for this study.  
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2.5 Communicative Pronunciation Teaching 

The role that pronunciation plays in a language learner’s communicative competence has 

been questioned by different experts, who have analyzed in depth how important it is to 

communicate. For instance, word and sentence stress can lead to incomprehensibility when 

communicating in English, since a shift in stress can change the meaning of what is being 

said (Scrivener, 2005). In the same way, an incorrect use of intonation may lead to a 

misinterpretation of the emotional state of the speaker. This has been one of the most 

common cases in which native speakers have felt offended when being spoken to by a non-

native speaker (Scrivener, 2005). Intonation is also crucial to indicate new information, 

cohesion and contrast in what is being said as well as how ideas are being connected 

(Gilbert, 2008).  

Furthermore, learning pronunciation is relevant for developing listening skills (Gilbert, 

2008). Similarly, reading and writing are linked to pronunciation learning. Phonological 

awareness is usually taught in preschool to develop students’ pre-reading and pre-writing 

skills and throughout the following years in order to support their reading and writing 

process. Phonological awareness refers to the ability that a child learns to recognize that 

language is spoken in sentences and that within these sentences there are words which can 

be divided into syllables. In other words, it involves being aware of the speech sound 

system, which includes “word boundaries, stress patterns, syllable patterns, onset-rhyme 

units, and phonemes.” (Henry, 2003, p. 7) Phonemic awareness is an advanced sub-

category of phonological awareness which requires the conscious awareness of the 

individual sounds or phonemes that compose words, leading to the ability to manipulate 

these sounds through isolation, blending, segmentation, addition, deletion or substitution. 
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Research has shown that phonological awareness is a critical precursor for good reading 

(Christie, Enz & Vukelich, 2011). 

However, the teaching of pronunciation has become more an activity of immediate 

response to student errors instead of a planned activity in itself.  Kelly (2000) identifies 

three main types of lesson: 

 Integrated lesson: The teaching of pronunciation becomes an integrated part of the 

lesson connected to the language being learnt and therefore, is part of the planning 

process. 

 Remedial / reactive lesson: A pronunciation error is dealt with in situ for a 

successful achievement of activities carried out in class. 

 Practice lesson: When a pronunciation feature becomes the main focus of the lesson 

and it is practiced in an isolated way. 

Furthermore, Brown (2007) identifies four types of lessons: 

 Integrated phases: The teacher draws attention to pronunciation features throughout 

different activities in class (Kelly’s integrated lesson) 

 Opportunistic teaching: When the teacher stops what he/she’s doing and focuses on 

a pronunciation issue that arises unexpectedly (Kelly’s remedial lesson) 

 Whole lessons: when a teacher devotes a whole lesson to pronunciation teaching 

(Kelly’s practice lesson) 

 Discrete slots: the teacher inserts a short pronunciation lesson in the class. It could 

be a pronunciation lesson that takes a few minutes of the class. 
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Given these points, it seems essential to teach pronunciation in an integrated way, 

including its different features in an English class (Kelly, 2000; Kenworthy, 1987; 

Gilakjani, 2012), for it is a determining factor in clear communication. Here ´integral´ will 

be understood as the inclusion of different pronunciation features in lesson planning so that 

these form part of the different stages of a lesson included in different activities. Kelly 

(2000) identifies this type of lesson as an integrated pronunciation lesson, while Brown 

(2007) denominates it an integrated phase. With this in mind, the methodological design of 

this study proposes a communicative approach towards pronunciation teaching with an 

integration of different types of activities which participants will be exposed to in order to 

apply these in their own English teaching practice.  

Celce-Murcia et al. (2010) present a communicative framework for pronunciation 

teaching composed of five phases: 

1. Description and analysis: 

The teacher illustrates how the pronunciation feature being taught is produced and 

its occurrence within speech. 

2. Listening discrimination: 

Students learn to discriminate the pronunciation feature through listening practice. 

3. Controlled practice: 

The teacher presents activities that focus students’ attention to a specific 

pronunciation feature in order to reach its accurate production. Controlled practice 

activities include drilling, reading aloud, dialogs, tongue twisters, chants, poems and 

rhymes.  
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4. Guided practice: 

Here the focus is on accuracy and fluency. The teacher provides the context and 

language clues; the student is expected to personalize by adding extra information. 

Examples of guided practice activities are information gap activities, cued dialogs 

and sequencing tasks. 

5. Communicative practice: 

In this last phase, students are expected to apply the pronunciation feature learnt 

within open-ended communicative activities. These activities should include 

negotiation of meaning. Interviews, debates, and role-plays are examples this type 

of activities. 

 

The authors also highlight the importance of providing feedback throughout all the 

phases.  

In a word, it is important to highlight that by no means does this study disregard the 

existence of pronunciation course books such as Clear Speech (Cambridge University 

Press), Well Said (Heinle - Cengage Learning), Sound Concepts (McGraw Hill), Focus on 

Pronunciation and Pronunciation Made Simple (Pearson), among other titles. However, 

these are course books designed to be used in learning pronunciation courses, which is not 

the focus of this study. This study will concentrate on the teaching and learning of 

pronunciation, and though these course books could be helpful for learning pronunciation 

features, they do not offer any kind of methodological strategies on how to approach 

teacher training in pronunciation pedagogy.  
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2.6 Teaching Pronunciation from a Communicative and Situated Approach 

The methodological design proposed in this study aims at incorporating a 

communicative and situated approach, which is clearly stated in the objectives. The 

communicative approach of this study adopts Celce-Murcia et al.’s (2010) framework 

described above for the way the participants of the course are expected to teach 

pronunciation in their classes. Here, communicative competence is the main focus of 

language learning in which the teacher’s role will be that of a “speech coach” and not just a 

corrector (Gilakjani, 2012). That being said, in the course, participants will learn about 

pronunciation and also how to plan pronunciation activities in a communicative way.  

Moreover, it becomes necessary to clarify how the concept of learning will be understood 

in this study as well as what the three additional approaches involved. 

The concept of learning has changed and evolved in the last decades. In this study, 

learning is taken as a constructivist approach,  understood as a phenomenon that is not 

exclusive to the classroom since it is a part of people’s everyday life in their different social 

contexts (Ordoñez, 2004); it is a continuous process (Singh, 2003). This study adopts a 

learning approach based on the belief that teachers should bring into the classroom what 

they learn in theory in order for knowledge to become meaningful and situated. It is for this 

reason that a situated methodological design is proposed. 

According to Stein (1998), situated learning is a sociocultural phenomenon in which 

meaning is created from activities that relate to daily living. It integrates context, content, 

community and participation. Here, context is understood as the setting in which the 

experience will be carried out, which will allow learners to complete the tasks they are set 
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to later apply in their practice. Notions of politics, power relationships, values, norms, 

culture, among others, are embraced in the context. In Stein’s words, “Context is not just 

bringing life events to the classroom but re-experiencing events from multiple 

perspectives.” (Stein, 1998, par. 8). 

The application of content is the aim of situated learning where higher order thinking 

processes are developed, including reflective thinking. Content is negotiated with learners 

and given meaning and application according to each learner’s approach and environment. 

In a community, learners reflect, interpret and form meaning. Stein (1998) states that 

community is where shared knowledge is created based on participants’ experiences. 

Moreover, Stein (1998) clarifies that participation is what allows the active engagement 

of learners with the subject matter, materials and other learners. It is through participation 

that learners will reflect, interpret and negotiate meaning.  

Stein (1998) maintains that:  

By embedding subject matter in the ongoing experiences of the learners and by creating 

opportunities for learners to live subject matter in the context of real-world challenges, 

knowledge is acquired and learning transfers from the classroom to the realm of practice 

(par. 2). 

 

This agrees with Barriga’s (2003) paradigm of situated cognition, in which knowledge is 

considered situated as a result of action, culture and context, stating the inseparability of 

action and learning. This means that situated teaching should allow the student to “confront 

real-life phenomena in a direct or stimulated way” (Rodriguez-Romero, 2008, p. 118) by 

applying and transferring the knowledge acquired into other contexts other than the 
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classroom. Furthermore, Rodriguez-Romero (2008) states that situated pedagogy makes use 

of what she calls local commitment. Local commitment allows teachers to adapt to each 

context providing them with a strategic vision at the moment of having to comply with 

specific demands and potential of each group. 

Given these points, Stein proposes four premises that serve as a guide for classroom 

activities in a situated learning experience: 

(1) learning is grounded in the actions of everyday situations; (2) knowledge is acquired 

situationally and transfers only to similar situations; (3) learning is the result of a social 

process encompassing ways of thinking, perceiving, problem solving, and interacting in 

addition to declarative and procedural knowledge; and (4) learning is not separated from 

the world of action but exists in robust, complex, social environments made up of actors, 

actions, and situations.  

(Stein, 1998, par.3) 

 

Stein (1998) clarifies that the learning structure is implicit in the experience instead of in 

the subject matter the instructor is teaching. In this way, the learner is placed in the center 

of the learning process.  

As has already been mentioned, situated learning is a part and product of an activity 

within a context and a culture. The involvement of context and culture will be carried out 

through a variety of strategies, activities and tasks which take into consideration the fact 

that the participants of this study work in a Colombian context and teach Spanish speakers 

of specific ages and grades. The role of accent will also be reflected on and its connection 

with identity. This implies that participants will learn, for example, how to teach 
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pronunciation aiming at intelligibility and not a specific accent (British, American, 

Australian) of other cultures.  Derwing (2010) proposes that: “native speaker performance 

should not be the goal of L2 learners, but rather to aspire to the status of highly intelligible, 

easily comprehensible bilingual speakers” (p.29). Likewise, Scrivener (2005) explains that 

nowadays most English learners want to communicate with other non-native English 

speakers, using English as a ‘lingua franca’ (a language spoken among speakers of different 

languages in order to communicate effectively).  

Equally important are specific difficulties that Spanish speakers encounter when 

learning to pronounce in English. These will be approached in this study and taken into 

account in the course as a way to contextualize and provide participants with the knowledge 

to face these difficulties in their classrooms and with their own learning process.  

2.7 Teaching Pronunciation through a Blended Learning Environment 

All things considered, the methodological design of this study is proposed within a 

blended learning environment. The term blended will be understood as the combination of 

face-to-face with online lessons (Dziuban, Hartman & Moscal, 2004; Bonk & Graham, 

2006; Agosto, Copeland & Zach, 2013). A blended learning environment allows for an 

improvement of the face-to-face class with the inclusion of online resources while keeping 

face-to-face contact (Dziuban, Hartman & Moscal, 2004).  

Choosing a blended learning environment for the purpose of this study provides a 

number of benefits. According to Graham (n.d.) and Sing (2003), these include: extending 

access to information that students could have as opposed to a traditional classroom bound 

course. This implies being able to access information anytime and anywhere (Bicen, 

Ozdamali & Uzunboylu, 2014), hence, providing students with the opportunity to go back 
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to the platform and review, download and practice whenever and wherever they need to. 

Another benefit is optimizing the time and cost put into content development. The design of 

the blended environment only required a subscription fee. In terms of timing, though, the 

development and uploading of the different content was time-consuming in its initial 

design; the time required to adapt content for future courses will be much less, since the 

core content has already been designed. A third benefit is the increase in effectiveness of 

learning. Due to the learning objectives of the course, I consider the effectiveness of 

students’ learning was on account of them being required to practice the different concepts 

online. Lothridge, Fox and Fynan (2013) state that by “putting baseline knowledge online, 

[the teacher ensures] that learners come to class with the foundational knowledge needed”   

(p. 408) in order to benefit more from the face to face sessions.  

Additionally, in blended learning, students are active and interactive with their own 

learning process, making learning more meaningful, leading to an increase in the 

interaction among students and teachers, content and external resources, allowing 

summative and formative assessment to take part (Dziuban, Hartman & Moscal, 2004).  

Regarding blended learning development, this can be done at four different levels, 

according to Bonk & Graham (2006): 

1. Activity-level: when an activity combines face-to-face and computer mediated 

resources. 

2.  Course-level: when a course contains face-to-face and computer mediated 

activities. 

3. Program-level: when a program offers face-to-face courses and online ones. 
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4. Institutional-level: when an institution has adopted an organizational commitment 

and/or model in order to combine face-to-face instruction with computer mediated 

one. 

In light of the above, the methodological design of this study will be based at the course-

level. 

Graham (2006) states there are 7 main reasons why teachers create blended learning: 

Reason 1: the possibility learners have to go back to the content presented and adopt 

multiple perspectives as they themselves go through different learning processes. 

Reason 2: being able to talk to others about the content learned. This process has been 

termed cognitive rehearsal. 

Reason 3: the possibility and ability to add context to blended learning through face-to-face 

or other types of interactions 

Reason 4: Learners can decide which content is most valuable to them. 

Reason 5: Learning is seen as longitudinal in the acquisition of knowledge, which will 

further lead to assessment and evaluation within an over-time paradigm. 

Reason 6: Learning is adopted as a social practice. 

Reason 7: Learning is understood as tacit and unstructured, because it can occur in non-

traditional ways and environments. 

Herden (n.d.) presents different approaches to content production: content that is bought, 

and content that is self-made. Within the self-made distinction, this is divided into content 

created from scratch and rapid e-learning. The latter means the course content is 

constructed by using pre-existing material to support its development. The author suggests 
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a hybrid way of producing blended learning content, which consists of using existing 

course material and developing e-learning content when necessary. 

Furthermore, the blended learning approach adopted will fit within the dimension of 

blending offline and online learning, which, according to Singh (2003, p. 4) “provides 

study materials and research resources over the Web, while providing instructor-led, 

classroom training sessions as the main medium of instruction.”  This means the online 

work will be asynchronous and participants will be expected to study the theoretical 

concepts and topics proposed as prerequisite for the face-to-face session. This agrees with 

two of the three scenarios that (Herden, n.d.) presents for blended learning. He states that 

blended learning can take three forms when used in higher education: a) as a way to close a 

knowledge gap, b) as support for lectures and c) as a substitute to a lecture.   

The approach chosen for this study will serve as a way to close the knowledge gap 

regarding the content and pedagogical concepts course participants should know regarding 

pronunciation and teaching so as to put them into practice. Lothridge et al. (2013) clarify 

this idea when they say that “applied to professional development and training, blended 

learning does not focus solely on the academic transfer of knowledge, but includes a 

practical component to translate that knowledge into a particular skill set” (p.407).  For this 

reason, a flipped learning model is embedded in the blended learning approach.  

The flipped learning model can create a change from direct instruction, in large group 

spaces, to an individual learning space for the student through the use of digital 

technologies (Wong & Chu, 2014). Moreover, this model can engage students in an active 

way through the material used in the classroom, such as problem-solving or discussion 

exercises, amongst others (Butt, 2014; cited by Wong et al, 2014). According to Bharali 
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(2014), this type of flipped teaching can be a blended learning technique where students 

can acquire new content online out of the classroom and within a classroom scenario they 

can apply, analyze and synthesize the previously studied content. Students learn by asking 

questions and by doing, and can freely make mistakes in this context. Furthermore, Bharali 

mentions that learning can be enhanced through high student-teacher and student-student 

interactivity taking into account that action and collaboration are key factors. Likewise, 

Jeffries and Huggett (2014) explain that in the flipped classroom “the knowledge transfer is 

the homework, completed before coming to class. This knowledge comes from assigned 

reading, podcasts or video of a lecture. Armed with this knowledge, students then come to 

class to work on knowledge application.” (p.42). This fact means that the teacher must be a 

facilitator in light of guiding learners in reaching higher levels of learning, engaging them, 

optimizing time, and expanding and extending their learning into other domains  (Jeffries & 

Huggett, 2014).  Learners are expected to apply what they have learned to real world 

problems. In other words, they are required to learn by doing.  

Jeffries and Hugget (2014) propose the following principles for an effective design and 

execution of a flipped classroom: 

 There should be access to materials that will provide the necessary information for 

the learning objectives proposed for the class 

 The sources provided must be succinct and allow learners to prepare beforehand. 

 The classwork (face to face session) should prompt higher levels of learning and 

require the application of what they have prepared and learned beforehand. 

 It is recommendable for assigned classwork to be done collaboratively in groups. 
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 Assessment should mirror the learning occurred not only in pre-class work, but also 

classwork. 

All in all, the inclusion of a flipped learning model will allow the execution of the 

situated learning approach proposed in this study. 

In terms of the planning of the methodological design, Khan’s Octagonal Framework is 

adopted due to its inclusion of a variety of dimensions that allowed the planning process to 

consider a number of factors that are important for a successful application of the design. 

In his article on Building Effective Learning Programs, Singh (2003) proposes Khan’s 

framework as a base to create effective and meaningful blended learning programs. This 

framework was created in order to serve as a guide for planning, designing and organizing 

e-learning materials and resources, designing learning systems and evaluating e-learning 

learning courses, programs, tools, systems and existing learning management systems 

(LMS) as well as learning content management systems (LCMS). Moreover, Singh (2003) 

extrapolates the framework from e-learning to blended learning. 

The framework is divided into 8 dimensions which address issues that should be taken 

into consideration. Below is a brief summary of the issues each dimension mentioned by 

Singh (2003): 

 Institutional: academic and administrative affairs; student services. 

 Pedagogical: content, audience and goal analysis; design approach, methods and 

strategies. 

 Technological: infrastructure planning, hardware and software. 
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 Interface design: page, site and content design; navigation, accessibility and 

usability testing. 

 Evaluation: assessment of learners and program. 

 Management: people, process and product continuum, managing e-learning 

content and environment. 

 Resource support: online support and resources. 

 Ethical: Social and Cultural Diversity, Bias and Political Issues, Geographical 

Diversity, Learner Diversity, Digital Divide, Etiquette and legal issues. 

It is important to note that the explanation of how and why this framework was 

implemented in this study will be described in chapter 4, where the methodological design 

is presented. 
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Chapter 3. Intervention Description and Methodological Design 

 

3.1 Introduction  

Before beginning the description of the blended course designed for this study, it is 

important to clarify the process that has led to this design and how it is I reached the 

question I want to answer in this study.  

Between March and April 2013, I designed and carried out a workshop on how to teach 

pronunciation for English teachers at the private university involved in this study. This 

request was made by the Coordinator of the Languages Center and I was hired as a teacher 

trainer for this workshop. At the moment of having to design the workshop, it became clear 

to me that I did not really know how to instruct teachers on how to teach pronunciation, 

since I was not taught methodological strategies on this topic in my B.A. in Foreign 

Languages at Universidad Pedagógica Nacional. Consequently, I started to read different 

authors, books and research on teaching and learning pronunciation process and planned a 

workshop consisting of 5 face-to-face sessions of two hours once a week, for a total of 5 

weeks. For workshop topics see Appendix 1. 

Throughout the development of the workshop, I found that the teachers who attended 

had very general concepts of pronunciation and focused mainly on teaching sounds. For 

this reason, I had a few informal conversations with some of them and they admitted to 

having a gap in concepts and strategies on teaching pronunciation. Moreover, I carried out a 

survey when the workshop was over in order to determine the impact it had had on the 

teachers who participated and their perception of the methodology and topics (see 

Appendix 2). The survey results indicated that all 11 teachers who answered started 
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applying some type of activity they had learned in the workshop. Additionally, there were 

positive comments on the way the workshop was given mainly highlighting class 

discussions, practical examples, collaborative and experiential work. The suggestions 

provided focused mainly on extending time dedicated to phonemic transcription, material 

design and learning more about teaching pronunciation with songs.   

After reflecting on how this initial workshop was developed and carried out, the 

information obtained from surveys and informal conversations, the need for a redesign of 

this workshop arose; and it was as a result of this reflection that the decision to convert a 

workshop into a course became an option for different reasons: 10 hours in five weeks was 

a very short time to cover the different features of pronunciation and methodology; teachers 

liked socializing and so it was important that they share what they were applying in their 

contexts; because the workshop was open to whoever wanted to attend, teachers were not 

constant and didn’t always go to every session. On the contrary, a course would allow 

teachers to subscribe and attend regularly in order to recognize progress and personalize the 

course to participants’ needs. 

To sum up, this first experience led to reconsidering and the restructuring of the 

workshop offered, by maintaining activities that were successful, expanding topics and 

proposing new themes that had not been considered in this one. Additionally, when 

deciding to turn the workshop into a course, it was decided that the most suitable type of 

course would be a blended one, as a means to enrich the learning process even more by 

expanding the time dedicated to learning itself and allowing online storage of readings, 

resources and a variety of documents as well as a place for teachers to discuss through 

forums, to share experiences and stay in touch outside the classroom. Moreover, the 
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blended environment would allow for the keeping of a record of participants’ work, 

reflections and progress. With this is mind, the question of this study emerged and the 

methodological design of the course was developed and later implemented in light of a 

situated and communicative focus.  

3.2 Methodological Design 

In light of the above, a Teaching and Learning pronunciation course was planned, 

designed, implemented and evaluated. In this section, I present the description of the 

planning stage within the 8 dimensions proposed in Khan’s framework mentioned above.  

The institutional dimension. In order to teach the course proposed in this study, some 

administrative and academic decisions were made. During the year, the Languages Center 

of this private university plans a number of workshops for professional development 

purposes in which English teachers can participate voluntarily at no cost. This means there 

is a specific budget and maximum number of hours allowed to carry out these workshops. 

When the proposal of the blended course was presented, it was important to take into 

account that it had to fit within the budget the university had for professional development 

workshops even though it would not be offered as a workshop. This meant the course could 

not be a semester long. After consulting with the coordinator, I was authorized to teach it 

over an 8 week period, and so I planned the course to fit that number of weeks. Moreover, 

teachers would have access to it at no cost. For this reason, I decided there would be a 

maximum number of students that could apply to the course and this meant requiring 

teachers to register and understand it was a course that required attendance and a number of 

responsibilities. 
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The first step was to publicize the course in order for teachers to register. Therefore, an 

online brochure was designed, and then it was sent by the coordinator of the Language 

Center for teachers to subscribe. It included a general description of the course, objectives, 

my bio-data, and responsibilities on the students’ part and implications of it being a blended 

course. 

The platform chosen for the course required a subscription, so it was determined that 

teachers who wanted to attend the course had to subscribe and pay a fee of $20,000 pesos. 

This way, they could acquire a username and password for the blended environment. The 

university accepted this requirement and collaborated in order to make the registration 

process successful. So it was determined that teachers would pay the subscription at a bank, 

with a bank number provided to them, then the payment slip would be handed in to the 

coordination of the Languages Center at the university. The deadline was two weeks before 

the course started, so the access to the blended learning environment could be open, and 

creation of usernames and passwords would be done in good time. With the subscription, 

the objective was to secure the number of students in the course and expect constant 

attendance in order to have better follow up of each participant’s process with the course 

and collect reliable data for this study, since I would be dealing with the same participants, 

as opposed to the first workshop, which had different teachers attending every week.  

The day for the face-to-face session was set as well as the dates the course would be carried 

out (from September 11
th

 to November 10
th

, 2013). The university made sure these did not 

interfere with other professional development workshops. Next, the classroom was assigned 

and the material resources needed for the face-to-face session were authorized (video-

projector, speakers, camcorder, and computer room). 
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The pedagogical dimension.  A blended course on teaching and learning pronunciation 

was designed, consisting of eight two-hour face-to-face sessions and online work of 2 to 4 

hours a week within a flipped classroom method. This allowed the number of topics 

covered to be studied in depth and new ones to be added.  

The aim behind proposing a blended learning environment was precisely the increase of 

learning opportunities without increasing face-to-face sessions. It is a bid for online and 

face-to-face work as an integral part of learning. Here online work is not seen as a 

complement, but rather the core of the class. It was through the online work that 

participants accessed the theory on pronunciation pedagogy and explanations of 

pronunciation features. Through the dual learning environments, participants were given 

the opportunity to practice what they learned as well as share what they learned and applied 

in their teaching contexts while enriching their own process. 

The flipped learning model implied replacing lectures with the online sessions. In other 

words, the online session and the face-to-face sessions were presented as two different 

sessions with different topics. Furthermore, the online work was supported with discussions 

in the face-to-face session. 

 The content of the course was constructed in accordance with the hybrid content 

production approach (Herden, n.d.), since pre-existing material was used, but due to the 

particularities of every teaching context and the innovation of the blended course proposed, 

there was a need to create material from scratch, such as the structure and contents of the 

course, explanations, tasks, images, videos and recordings, among others.  

Due to the complexity of some of the course content, I made sure to include a lot of 

visual aids, audio supporting the learning of the different pronunciation features as well as 
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step by step explanations of the concepts connected to the features. Fifty percent of the 

course was dedicated to segmentals and the other fifty to suprasegmentals. 

The following objectives were set for the course: 

 Students will be able to identify the different features of pronunciation 

 Students will be able to apply a variety of activities in their own classes for 

different pronunciation features 

 Students will be able to design a lesson plan for pronunciation within a 

communicative framework 

 Students will be able to design their own material for pronunciation purposes 

 Students will gain awareness of their own pronunciation issues and work on 

improving them 

Given these objectives, the course was set to teach participants´ content knowledge 

(pronunciation features) and pedagogical content knowledge (teaching strategies, activities, 

material design, lesson planning, communicative teaching) in a way that they would be able 

to apply the information learned and improve their own pronunciation in the process. 

The teacher role in this course is not that of a source of input, but rather as a facilitator 

of the learning process (Southgate, Nicolson, & Murphy, 2011). In reality, the source of 

input is found in the online work. In the online session, the teacher monitors students’ 

participation in the forums and clarifies doubts when they arise. Moreover, the teacher 

guides the face to face session, but it is the learner who reflects, applies and discusses 

throughout the sessions. This way, the course is learner-centered. The teacher assesses 
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students in a formative and summative way (Dziuban, Hartman & Moscal, 2004) and 

creates a sense of community (Ramirez, 2011; Southgate et al., 2011) 

In the learner role, students are expected to assume an active role in their learning; this 

means they are expected to be self-directed, collaborative and committed to the course, 

open to learning new technological tools (Ramirez, 2011) and reflective in their process. 

They are required to carry out the different tasks assigned and expected to ask for help 

when they need it. 

The type of interaction varied between individual work, mainly in the online session, 

though learners were expected to participate in forums and discuss based on what their 

classmates posted. Moreover, the face to face sessions were seen as promoting group and 

pair work focused on socialization of online work, activities carried out and reflection on 

their teaching practice (See Appendix 3 for a summary of the content provided in the online 

and face to face sessions. For a summary of the tasks and activities assigned to learners in 

the sessions see Appendix 4). 

The design approach of the blended course was flexible, meaning the different topics or 

tasks could be modified according to participants’ needs. This meant designing each 

session generally in terms of the topics and tasks to be carried out, but the detail of what 

would be posted on the blended learning environment depended on how participants did in 

the last session and their feedback on the course topics and material. This would allow the 

course to be contextualized and fit participants’ needs. 

The online activities were all asynchronous and did not require participants or the 

teacher to be connected at a specific moment. The face to face session focused mainly on 

clarifying, discussing what was learned, socializing and carrying out activities participants 
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could then apply in their own classrooms. It is important to note that the teaching ideas 

were shown in the way of modeling how these could be applied in other contexts following 

the communicative framework mentioned.  

This course was designed for participants to apply in the face to face sessions what they 

prepared beforehand in the online session. The tasks and different activities carried out in 

the course allowed participants to co-construct knowledge through socialization and guided 

discussions. Moreover, the face to face session provided a set of activities that served as a 

model of what participants were to apply in their own teaching contexts; this was so 

participants were able to experience the teaching strategies in their student roles for more 

meaningful learning.  

In order to contextualize this course, different actions were carried out before and during 

the course. Information collected from surveys regarding pronunciation teaching and 

perceptions allowed me to obtain a more precise view of where I needed to start in terms of 

course content. Moreover, specific questions on participants’ experience with blended 

courses and online tools allowed me to better determine how to assign recorded tasks, make 

tutorials based on some participants´ lack of experience with blended courses and include 

socialization moments in the face to face sessions in order to follow up on their use and 

concerns with the online content and platform. 

Participants’ expectations for the course posted in their first task on Week 0 led to the 

conclusion that a focus on pronunciation learning was needed (expectations are presented in 

the results are discussed section). The course content was initially mainly focused on 

pronunciation pedagogy; therefore, new tasks were assigned and the content suffered 

changes in order to include pronunciation learning in the teaching process. 
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The content was designed taking into account participants’ teaching contexts and their 

students’ L1 background (Spanish), so tasks consisted of planning lessons according to 

each participant’s teaching situation and applying them in their classes. At the same time, 

there were specific examples applied to teaching pronunciation to Spanish speakers; rules 

and differences between English and Spanish pronunciation were included in the session. 

Furthermore, discussions on identity and accent were included in order to allow 

participants to reflect on their own identity, accent and bias. All in all, the course became 

flexible. Participants’ needs and preferences were taken into account to make the course 

more meaningful and the knowledge transferable. For instance, an interest in American 

English was made evident, so activities that were not initially considered were included. 

Participants asked me to include recordings with my own voice and I did so. I expanded 

some topics and added new ones that had not been previously considered as the need for 

them became evident. 

For the purpose of making the course practical, the tasks assigned in the different 

sessions were planned with the intention of prompting participants to apply the different 

concepts learnt regarding pronunciation learning as well as pronunciation teaching 

methodology. Henceforth, participants were presented with examples, explanations and 

rules of pronunciation features and then asked to record themselves practicing them; 

feedback was given every week. Regarding teaching methodology, participants were 

required to plan lessons they would apply in their own teaching contexts. Designing their 

own teaching material was also included in the lesson planning process. A variety of 

templates for activities were provided for participants to choose and adapt to their classes as 
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well as a series of worksheets and photocopiable material for different ages due to the 

variety of teaching contexts involved.  

In terms of the communicative focus of the course, the lesson planning tasks propose the 

inclusion of Celce-Murcia et al.’s (2010) framework in order for participants to teach 

pronunciation communicatively. Each task is assessed through the rubrics (see Appendix 9) 

created for each one, which also include the five stages of the framework (description and 

analysis, listening discrimination, controlled, guided and communicative practice). At the 

same time, the face to face sessions include models of activities corresponding to these 

stages for clear understanding of how they are to be applied. 

 The technological dimension. The platform chosen for the course was Fronter. 

Fronter is a learning management system (LMS) owned by Pearson, a leading world 

education company. This LMS allows teachers to upload content, create pages, share a 

variety of resources, send messages, upload videos and audio, assess students’ learning and 

keep track of their process at a one to one level, among other tools available for teaching 

and learning purposes. In order for it to work correctly, it requires java. 

In agreement with Bicen et al.’s (2012) position that technical difficulties are considered 

the most common obstacle in an online learning process, and the need for a sound decision 

of tools to be accessed that are user-friendly, Fronter was chosen as the platform for the 

content of the instructional design for this study because of its user-friendly interface as 

well as its membership only access and assurance of privacy and security of the content 

uploaded and created within it. Moreover, the variety of tools it offers allowed uploading 

and sharing documents, images, recordings and videos in order to plan the online flipped 

session. I was able to assign readings, video explanations and practice activities, among 
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others, so students could complete them before class and come to the face to face session 

armed with the necessary knowledge for application (Bharali, 2014; Jeffries and Huggett, 

2014). In this way, I took the role of a guide and facilitator in the learning process 

(Ramirez, 2011; Jeffries and Huggett, 2014). 

Furthermore, I had access to the technical support team and help desk in case any 

inconvenience or technical difficulty arose. 

The tools used in the Teaching and Learning pronunciation course were: 

 Messaging: This tool was used in order to communicate with participants though e-

mail. This was the main communication form used to send feedback pronunciation 

diagnostic results each week. 

 Forum: Participants discussed and debated a variety of topics regarding 

pronunciation teaching and learning, as have been presented in the pedagogical 

dimension above. Some of these activities included giving opinions about specific 

videos assigned and readings on pronunciation teaching or accent. A reflections 

forum was also created for each participant where they posted their tasks and lesson 

plans followed by reflections on how these were applied. 

 Recording tool: Because one of the objectives of the course was for participants to 

improve their pronunciation, every week participants were asked to upload 

recordings on the different features learned; therefore the recording tool became an 

asset for those who did not have smartphones or recording devices of their own. 

 Hand-in folder: Participants uploaded the different tasks assigned every week in a 

folder created for each of the tasks. This tool only allowed participants to upload 
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and kept a record of each of their uploads for further reference and assessment. 

Tasks included recordings and videos of specific pronunciation features. 

Participants who used the recording tool mentioned above loaded the recording in 

the hand-in-folder corresponding to the assigned task. Surveys, self-created 

material, lesson plans and final reflections were also uploaded in this folder. 

 Pronunciation activities folder: A folder was created in order to share a variety of 

activities for teaching pronunciation so that participants could use and adapt them 

for their classes. Resources included games, flashcards, worksheets and material 

design templates for the different features covered in the course. Participants were 

encouraged to download and use them in their classes. 

 Teachers’ resources folder: An additional folder was created, where extra readings 

and pdf files were uploaded for participants to read more in depth on topics worked 

during the sessions. 

 Test tool: This tool was used to create all the online activities for pronunciation 

practice assigned each week.  The tool allowed me to create multiple choice, 

matching and listening activities for assessment purposes. 

The interface design. In order to facilitate navigation on the platform, only the 

resources that would be used for the course were visible, since Fronter has more than 100 

tools which can be used by teachers. The frontpage of the course consisted of the course 

description and a display of each session that would be held each week with its 

corresponding date. Participants could access the session they were currently doing as well 

as previous ones, but could not go ahead and study content of future sessions, since the 

content they learnt online was linked to the face-to-face session. Moreover, an icon of a 
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computer appeared after the title of each session for participants to access the online 

content. Also, an icon for the face-to-face session was also added so participants could 

access the PowerPoint presentations used in the classroom as well as resources, extra 

material and the video of the class held, so participants could review and study, especially 

those who could not attend the face-to-face session. Figures 2 to 4 show screenshots of the 

platform to illustrate the explanation above. 

 



A teacher training blended course in communicative pronunciation pedagogy    57 
 

 
 

Figure 2. Screenshot of frontpage. 

 

Figure 3. Screenshots of online session 
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Figure 4. Screenshot of resources uploaded from the face to face session.  

Because the LMS is user-friendly, the page and content design was done by me. I used 

different resources to do so. Firstly, I learnt how to edit and use the different tools in the 

platform. Then I uploaded the text, images, videos, recordings, links and documents used to 

illustrate the content being learned according to the planning of each online session. As 

mentioned in a previous chapter, I adopted a rapid e-learning approach, therefore, many 

resources were already created, but others I made myself such as voice recordings, images, 

explanations, quizzes, online activities and videos.  Additionally, different forums were 

created in order for participants to discuss their points of views and experiences as well as 

an individual reflections forum, hand-in and resources folders where they could upload and 

share docs. 
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Before allowing access to the different tools and content in every session, links and 

navigation were tested in order to assure effective use and access to the content in the 

platform. This allowed better decisions to be made regarding certain pages opening within 

Fronter or as a tab. 

 Evaluation. I created a variety of assessment formats and strategies to fit the 

objectives of the course as well as the tasks and activities proposed for the different 

sessions (see Appendix 8, 9 and 13), due to the fact that there is limited access to 

assessment material for pronunciation teaching and training. For instance, lesson planning 

tasks were assessed through rubrics with teaching criteria and happy faces that indicated 

whether the criteria were fully completed, partially or incomplete. Lesson plans were also 

assessed through socialization activities in the face to face sessions in which learners gave 

each other feedback and then received general feedback from the teacher.  

In order to assess participants’ knowledge of pronunciation features, a variety of 

activities were created using the test tool of the platform; many of these were created in 

multiple choice or matching format so feedback was immediately received when they 

submitted.  This allowed the participants to identify which features they needed to review 

when they worked on their own. Moreover, I clarified information about the features 

corresponding to each week in the face to face session.  

As for the diagnostic recordings, feedback formats were made with the pronunciation 

features and specific examples of errors learners made. Moreover, the recordings assigned 

during the week were assessed with notes handed in class with identified errors, using 

stickers and oral recordings, when the pronunciation feature required more in depth 

explanation and modeling, as in the case of connected speech.   
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The objective of designing lesson plans for pronunciation teaching is linked to the 

objective of applying teaching activities since participants were required to lesson plan and 

then apply the lessons in their classes. Lesson plans were assessed through rubrics created 

for each task.  Then, in class, a socialization activity of the lessons applied allowed 

participants to reflect and give each other feedback. Their conclusions were then reported to 

the whole class and posted in their individual reflections forums. In the same vein, the 

material participants designed for the purpose of the course was applied in their classes and 

socialized as well as assessed in the lesson plan rubric where this specific task applied. 

Finally, in terms of gaining awareness and improving pronunciation issues, Neri et al. 

(2002) state that many errors in L2 pronunciation can be due to unconscious interference 

from the L1. It is here where feedback must play an important role by stimulating students 

to improve and become aware of their individual problems. This feedback cannot only rely 

on students’ self-perceptions.  

 Management. In general, managing the e-learning content did not present any 

difficulty in terms of including it in the platform Fronter. Finding appropriate ready 

accessible examples was challenging for some of the topics, which is why some content 

was created by me in order to fit it to the course and participant needs. All the sessions 

were outlined and planned ahead, but content was uploaded on the weekend before each 

session started, in order to modify the content according to feedback and needs detected 

during the previous session.  

 Resource support. Different tutorials were created in order to provide participants 

all the support they needed to use the online resources. They were provided an initial 

tutorial on how to enter the platform with the explanation of the different buttons and tools 
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they were to encounter throughout the course. Furthermore, when participants were asked 

to use a new tool, such as the forum, recording device or when asked to upload a specific 

task, tutorials were also provided. These were found in the session they were working on in 

a link where their instructions for the tasks were. That way, the link was visible and easy to 

access. Additionally, a folder for teacher resources was created so participants could access 

downloadable material and additional reading material. Furthermore, I was available via 

email or phone to give additional support needed. 

 Ethics. Within specific sessions, social and cultural diversity was mentioned and 

reflections were made about bias teachers tend to have regarding teaching and learning 

pronunciation, especially in the topic of accent. Learner diversity was taken into account 

and special cases were considered for delays in tasks due to participants’ specific situations 

as well as attendance (having children, sickness). Digital divide was also considered; in the 

case of participants who had more difficulties with the use of the technological tools than 

others, I provided additional tutorials or cleared their doubts via email or on the phone. 

Participants were also asked to sign a letter of consent accepting the different information 

and content they provided would be used for research purposes. The language used in the 

content considered the type of public it was directed to and formal and respectful language 

was used throughout the course. 

To sum up, this intervention sought to train English teachers for their specific teaching 

contexts, teaching them in the same way they are expected to teach and providing different 

opportunities to create, adapt and apply materials under a communicative teaching 

framework. In this way, pronunciation takes on an important role, going from theory to 

practice through virtual and face to face session that enrich each teacher’s learning process.   
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Chapter 4. Research Design 

This research project is situated within a case study methodological approach which can 

analyze a phenomenon within a real-life context,  the Pronunciation Training 

Course,  through the employment of diverse types of data (Robson, 2002 ; cited by Cohen, 

Manion & Morrison, 2007)  in a systematic and rigorous  way to be able to  better 

understand it (Cohen et al., 2007) . Moreover, according to Hitchcock and Hughes (1995, 

cited by Cohen et al, 2007) a case study takes into account some hallmarks: it makes a rich 

and vivid description and analysis of the phenomenon using chronological narratives and 

the researcher can be involved within the phenomenon. In this specific study, I had a dual 

role within the course as the teacher trainer and researcher.  

According to Merriam (1998) a case can be a person, a program, a group or a policy, 

among other possibilities.  A case of a group could enclose a class, a school or a 

community.  Moreover, the same author states the importance of intrinsically bounding the 

case. In other words, there must be a limit to the number of people involved in the study 

and the amount of time devoted to conducting it. This case is bound to 10 people taking a 

course over a period of 8 weeks. Additionally, Merriam (1998) clarifies that, unlike other 

research methods, in case studies, a variety of data collection methods can be used and it is 

suitable for a study in which a process is an important factor. Various data collection 

techniques such as semi-structured interviews, written reflections, reflexive diary, lesson 

plans, pronunciation diagnostic tests, surveys and a focus group were used in this study. 

For this study, participants’ perspectives took on an important role, because they lead to 

the improvement of my teaching practice. It is through their opinions and reflections that I 

determined success factors and areas of improvement as well as elements to strengthen and 
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develop in my methodological design. 

4.1 Context and Participants 

The participants in this study were English teachers from the Languages Center of a 

private university in Bogotá. These teachers also hold different jobs in schools, institutes 

and other universities. They are between 25 and 60 years old. All the participants hold a 

Bachelor’s Degree in teaching, since it is a prerequisite of the hiring process. 

This context was chosen because the first Teaching Pronunciation Workshop which 

became the basis for this study was held at this university. Moreover, the staff at the 

Language Center showed interest in continuing to invest in professional development 

programs for teachers and expressed interest in continuing with the topic of Teaching 

Pronunciation, due to the lack of inclusion of pronunciation activities in the planning of 

teachers’ lessons. Additionally, I was granted access to the university facilities and teachers 

for this study and complete support and consent was provided by coordinators in order to 

collect data and carry out my classes.  

The blended course for this study had a total of 16 subscribed participants, of which, 10 

completed the course. Due to the small number of participants, the perspectives and 

experiences of the whole group was taken into account.  

4.2 Strategies for Data Collection and Research 

The data collected for the purpose of this research combines written and auditory 

information consisting of a variety of instruments. Table 1 summarizes the information 

obtained through each instrument, the corresponding source and the moment of application. 
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Table 1.  

Data collection techniques summary 

What information I obtained What 

information 

source I used 

How I 

obtained this 

information 

When the research 

instrument was applied 

Characterization of 

participants: academic 

background, age, perception on 

teaching and learning 

pronunciation, knowledge about 

pronunciation features, experience 

with online learning. 

Participants Survey At the beginning of the 

course. In Week 0. 

The reason why the language 

center decided to offer a teaching 

and learning pronunciation course 

(justification), the need for this 

course and the coordinator’s 

perception on the teaching of 

pronunciation of the teachers 

there. His expectations for the 

course. 

Coordinator of 

Language center of 

the university. 

Semi-structured 

interview 

September 20th, 2013 

A diagnostic of students’ 

pronunciation mistakes before 

taking the course. 

Participants Initial diagnostic 

recording 

Week 0 

My perceptions of the classes 

carried out, my expectations for 

each class, the outcomes and 

observations of students learning 

in online and face to face sessions 

in light of my research question 

and objectives. 

Participants’ online 

work and work in 

face to face 

sessions 

 

Video recordings of 

face to face 

sessions 

Reflexive diary Week 0 – Week 8 

Evidence of the process 

teachers had in their planning of 

the methodology proposed in the 

different course sessions and the 

applicability of the course in their 

own teaching contexts. The 

reflections included with their 

lesson plans provide their 

perceptions on their own teaching 

of pronunciation. 

Participants Participants’ 

lesson plans 

Throughout the 8 sessions 

Teachers perceptions of the 

methodology, course in general, 
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course. Their answers helped me 

determine if the course was 

situated and communicative. 

 

 Surveys. In order to get to know the participants better, a survey was carried out at 

the beginning of the course. A survey can be considered “a kind of formalized interview” 

(Altrichter et al., 2005, p.108) which contains a set of open or closed questions. Questions 

about their knowledge and perception of pronunciation teaching were included as well as 

questions about their experience in blended courses and the use of some technological 

tools. The ten participants of this study answered the survey and their answers were 

uploaded to the course platform and then transferred to an excel spreadsheet in order to 

consolidate the answer per participant of each question by columns. Moreover, a formula 

was used to sum up the responses provided for closed questions. For open questions, 

commonalities and differences were identified and are reported below. See appendix 5 for 

sample survey questions. 

Interview. The coordinator of the Languages Center at the university was interviewed 

in order to identify the reason the university decided to offer a teaching and learning 

pronunciation course. The interview was used to gather data and interpretations from a 

participant’s point of view (Cohen, Manion & Morrison; 2006). This data provided 

arguments to justify this study through the coordinator’s perception and expectations for the 

course. The type of interview was semi-structured, which consists of using questions as a 

guide with the liberty of adding new ones as seen fit by the interviewer (Hernández, 

Fernández & Baptista; 2006). See Appendix 6 for sample interview questions. 

 Pre and post diagnostic pronunciation recording. Participants were asked to 

record themselves at the beginning of the course using a diagnostic passage (see Appendix 
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7) proposed by Prator & Robinett (1972). This is a read-aloud type of text chosen because 

of the reliability in its design. It was proposed for teachers to use in order to identify 

pronunciation errors in a variety of pronunciation features. Therefore, it was considered 

appropriate for this study.  

When the recordings were uploaded, feedback was given every week according to the 

topic that was presented so participants could focus on their errors as they learned the 

theory of the pronunciation feature of the week. This meant that every week I went back to 

the initial diagnostic recording and gave feedback as a new feature was approached. In this 

way, the participants were given feedback on consonants, then vowel sounds, followed by 

diphthongs, linking, stress and finally intonation. Feedback was sent on the weekend just 

before the topic became available in the platform. As a result, by Week 8, the last week of 

the course, participants had received feedback on the different features covered in class. 

In order to determine whether participants had improved their pronunciation, one of the 

objectives of this course, they were asked to record the same diagnostic passage, taking into 

account the feedback given to them throughout the course. Afterwards, the results of the 

first diagnostic test were compared with their second recording and a format was created 

for each participant as a means to record the final results (see an example in Appendix 8). 

The format included three criteria: repeated error, corrected error and not clear. Due to a 

lack of clarity in some sounds or words in some recordings, I chose to include this criterion 

in the comparison stage so as not to tell the participant he/she had corrected or repeated if 

the quality of the recording did not allow him/her to determine this clearly. 

In light of the above, the results presented do not take into consideration errors made 

when the second recording did not allow a clear evaluation of the error. In other words, if a 
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participant made an error in the first recording, and it was not clear whether the error was 

repeated or corrected in the second recording, this error was omitted from the final 

comparison results, since the information was inconclusive. 

In the interest of presenting clear results, the number of errors per features (consonants, 

vowels, diphthongs, linking, stress and intonation) were counted per participant and placed 

in a column using an Excel spreadsheet, and the same was done with the errors of the 

second diagnostic. Then, the errors from the second diagnostic were subtracted from the 

first results, and a total number of corrected errors per participant was obtained. Finally, a 

percentage was presented corresponding to the number of errors corrected per feature.  

 Reflexive diary. During the whole research process, I wrote a reflexive diary before 

and after the sessions, mainly including my perceptions and expectations for each session, 

the outcomes achieved, reflections on aspects to be improved and my observations of 

students’ learning in light of my research question and objectives.  

 Participants’ lesson plans. Before the lesson planning process was carried out in 

the course, participants were asked to hand in a description of a lesson plan they had taught. 

The lesson plan descriptions were analyzed in order to complement the information 

collected through surveys. Here the objective was to identify what teaching approach 

participants applied in their classes before taking the course. These descriptions were 

analyzed taking into account seven criteria. First, the type of pronunciation feature taught 

was identified in each description. Next, the five steps in Celce-Murcia et al.’s (2010) 

framework were taken into account so as to classify the types of activities applied in the 

lesson plan descriptions (analysis and description, listening discrimination, controlled 

practice, guided practice and communication practice activities). Finally, the descriptions 
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were classified in the type of lesson plan according to Kelly’s (2000) pronunciation lesson 

types (integrated, remedial, practice) and Brown’s (2007) discrete slot lesson. 

As a means to assess the application of the communicative framework proposed for 

pronunciation teaching, participants were asked to hand in three lesson plans in three 

different parts of the course (Week 3, Week 5, Week 8) in order to see their lesson planning 

progress. For each lesson plan task, a rubric was provided with criteria that included the 

five steps proposed by Celce-Murcia et al. (2010) and other aspects related to lesson 

planning (see rubrics in Appendix 9). The analysis was carried out by identifying each 

participants’ outcomes according to each criteria stated in the rubrics. This was done for the 

three lesson plans, tabulated on a spreadsheet and then compared per criteria to establish 

the inclusion of the whole rubric within their lesson planning. This allowed me to pinpoint 

which aspects participants presented difficulties in as well as the aspects they included 

successfully. Furthermore, I was able to determine the application of the communicative 

framework reflected in their lesson plans.    

 Written reflections. For the sake of obtaining participants’ points of views and 

perceptions regarding the methodology, course in general, resources, evaluation, their 

teaching and their learning, they were asked to write a final reflection the last week of the 

course (see Appendix 10 for reflection format). They were also asked to provide comments 

or suggestions if considered appropriate. 

Participants’ reflections were collected focused primarily on the question of this study 

and the specific objectives related to evaluating the methodological design to identify 

factors leading to success in the strategies used, which would also lead to making 

recommendations about these strategies in order to improve the design for future 
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implementation.  

 Focus group. At the end of the course, participants were invited to be part of a 

focus group which sought deeper understanding of their perception of the course. From ten 

participants, six decided to accept and participate. (See Appendix 11 for focus group 

questions). A focus group is similar to a group interview, with the difference that in a focus 

group, it is through participants interactions that data emerges (Cohen, Manion & 

Morrison; 2006). The researcher posed questions regarding the situated and communicative 

approach of the course. Moreover, they were asked about different aspects of the course to 

complement the information gathered in their written reflections. For the sake of 

participants commodity they asked that the focus group be in Spanish. 

4.3 Strategies to Secure an Ethical and Responsible Study 

According to Altrichter, Posch & Somekh (2005), research techniques can only be used 

if there is participant consent. This is due to the fact that ethical principles govern the 

methods used for research. These principles are: negotiation, confidentiality and 

participants’ control. To assure that participants’ rights have been given appropriate 

consideration (Cohen, Manion & Morrison, 2005), and secure an ethical and responsible 

study, participants were asked to sign informed consent forms (see Appendix 12) to ensure 

they understood the nature of the study and what they were expected to do throughout its 

execution. These forms were handed out at the beginning of the course and were signed by 

all the participants. With the consent of all the participants, the information collected was 

analyzed. In order to keep their identities safe and avoid any ethical issues in the validity of 

this study, participants will be referred to as P and a number from 1 to 10 (e.g. P2, P6, P8, 
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etc.).  

4.4 Strategies to Analyze Results and Maximize Validity of this Study 

Quantitative data was collected through surveys and pre and post pronunciation 

diagnostic recordings. For the surveys, the use of Microsoft Excel and formulas allowed for 

the consolidation of the information presented through graphs and percentages. It is worth 

mentioning, for the validity of this study, that the surveys were first piloted and corrected 

before they were applied. 

With regards to the diagnostic recordings, for the first diagnostic, a rubric was created to 

identify specific elements of pronunciation corresponding to the passage participants were 

asked to record. Then results were classified by pronunciation feature. In the diagnostic 

process, each feature was highlighted in the passage and the listening evaluation process 

was repeated every time a feature was being evaluated in order to focus the listening on the 

specific pronunciation target. Consequently, the second diagnostic test was evaluated based 

on the results of the first one and the results were documented by adding a new column to 

the rubric (see Appendix 13). 

Qualitative data was gathered through the following instruments: the coordinator 

interview, participants’ reflections, researcher’s reflexive diary, participants’ lesson plans 

and focus group. The interview and the focus group went through an initial process of 

transcription before being analyzed. To analyze the participant reflections, reflexive diary 

and focus group, a qualitative text analysis computer software called MAXQDA (Copyright 

©1995 – 2014 Udo Kuckartz Berlin) was implemented in order to structure and organize 

the text using the method of coding, considering the amount of text gathered. Coding 

consists of identifying themes and patterns in texts that will allow a thorough revision of 
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the information obtained (Coffey & Atkinson, 1996).  Some codes were determined a priori 

and others emerged through the analysis process. These were then segmented and 

categorized.  

Moreover, as mentioned above, lesson plans were analyzed using the rubrics criteria 

created to evaluate them. The rubrics and comments I made to participants were compared 

in order to determine how successful the application of the communicative framework and 

other criteria was.  

Finally, all the data was triangulated to draw conclusions from the information gathered 

and to answer the question posed in this study. Hernández et al. (2006) state the 

convenience of having a variety of data collection techniques and sources, since this allows 

researcher to study information more in depth. Additionally, triangulation is a way of 

demonstrating validity when “different methods of data collection yield substantially the 

same results” (Cohen, Manion & Morrison, 2005, p. 141) 
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Chapter 5. Results and Discussion 

For analytical purposes, a grounded theory approach was adopted in which a set of codes 

and categories were identified throughout the process of text analysis, which then served as 

the basis for triangulation of all the data collected in order to answer the central question of 

this study ( See Figure 5 below for a summary of the categories and subcategories).   

 

Research question: 
How can Colombian in-service teachers of English be trained successfully in the teaching of 

pronunciation through a situated, communicative and practical blended learning environment? 

Course Structure 

Content 

Pace 

Tasks 

Resources 

Assessment 

Methodology 

Blended  Method 

Communicative 
Framework 

Situated Learning 
Approach 

Participants in a 
learner role 

Pronunciation 
pedagogy 

Pronunciation 
learning 

Participants in a 
teacher role 

Teacher cognition 
in L2 

pronunciation 
teaching 

Lesson Planning 

Teaching 
Pronunciation 

Perception of 
students' learning 

Teaching and learning  
pronunciation blended course 

Figure 5. Summary of categories 
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The categories identified were: course structure, methodology, participants in a learner 

role and participants in a teacher role. The first category, course structure, refers to the data 

collected regarding the structure and timing of the course, the topics covered, activities and 

resources provided as well as the way learning was assessed. Hence, a set of subcategories 

such as content, pace, tasks, resources and assessment emerged. The second category, 

methodology, involves three subcategories: the blended method, the communicative 

framework and the situated learning approach applied in my teaching. The last two 

categories have to do with the role participants had as learners in the course and then as 

teachers in their contexts. The collected data that emerged with the category of participants 

in a learner role lead to two subcategories: pronunciation learning and pronunciation 

pedagogy. A third subcategory analyzed the difficulties encountered while taking the 

course. The last category, participants in a teacher role, comprised four subcategories: 

teacher cognition in L2 pronunciation teaching, mainly focusing on participants’ beliefs and 

perceptions; lesson planning, which involves the planning they carried out with the tasks of 

the course; teaching pronunciation, referring to the application of the lessons in 

participants’ teaching context; and perception of students’ learning, regarding what 

participants perceived in their students’ learning process after implementing the lesson 

plans. 

The results of the data analysis are presented below.  

5.1 Category 1:  Course Structure 

In order to evaluate the methodological design implemented in this study, one of the 

factors that required analysis was the course structure with its different elements. Based on 

the data collected, the analysis took into account the recurrent topics mentioned, which 
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were the content presented throughout the different sessions, the pacing of the course, the 

tasks assigned, the resources provided and the assessment tools.  

 Content. Considering the information gathered through participants’ reflections of 

the course, they all agreed on the content being clearly presented. Additionally, participants 

gave various reasons to support the appropriateness of the content. Concerning content 

knowledge and pedagogical content knowledge, P1 noted that the course “covered all the 

topics for learning, practicing and teaching” (Final reflection – P1) which is sustained by 

P10 who stated having learned “more about strategies, tools and exercises [he] can use in 

the class” (Final reflection - P1). P8 stated the course fit his needs since segmental and 

suprasegmental features were included. This was echoed and complemented by P8 in the 

focus group:  

 

“siempre uno va y mira las ofertas que pueden haber en cursos y se quedan solamente en 

la parte de transcripción fonética y temas segmentales, pero este curso casi el setenta por 

ciento fue casi suprasegmental y eso me gustó” 

Excerpt from Focus Group. (Focus group – P8) 

 

I believe the feeling P8 expresses of having learnt more about suprasegmental features is 

because they contain more rules and elements than the segmentals. All those rules were 

included in the content.  

In my reflexive diary of Week 2, I noticed participants found the information useful in 

their role as learners. They mentioned in class that the online work was better than the 

information they had looked for on their own, the visual aids helped them understand how 

pronunciation features were produced and this was helpful for their teaching purposes.  
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My reflection is echoed by P4 who states the content “was useful and very practical” 

(written reflection – P4) and is supported by P3, who states in his written reflection that the 

different content prompted reflection on the way he pronounced. P3 also highlighted the 

fact that being able to be in contact with the platform was helpful in order to refer to the 

different aspects of pronunciation being taught. Similarly, P5 pointed out that the content 

provided notions and tools to keep on learning and researching on their own. The 

statements above reflect some of the benefits of teaching through a blended learning 

environment with a flipped classroom model.   

With regards to the class video recordings posted after each face to face session, 

participants P5 and P9 reported in their written reflection that they were difficult to follow 

due to unclear audio, leading to their lack of interest in continuing watching them. The 

intention of uploading the recordings of the classes on the platform was in order to provide 

participants with the opportunity to access what was seen and discussed, so they could 

catch up with what was covered. Moreover, it was a time-consuming activity on my part.  

 

This claim is clarified in the reflexive diary: 

“I must say the posting of the videos has been time consuming since I have to edit them, 

 cut them and post them by parts on YouTube and then embed them in the platform.” 

Excerpt from Reflexive Diary. (Reflexive Diary – Week 3) 

 

In light of the above, I conclude that posting class recordings for a future session are 

probably not worthwhile, unless the audio can be clearly heard. 

 Pace. One of the difficulties mentioned the most in written reflections was time. 
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Participants argued that the content was demanding, therefore, they did not have the time 

required to do all the activities suggested.  This was echoed in the focus group in which 

participants suggested having a longer course. P7 mentioned the importance of all the 

topics covered, but highlighted that the fact that every week there was a new topic, which 

made it difficult to recall the information presented the week before.  

 

The following excerpts exemplify participants´ reflections: 

“because of the importance of each topic more time is demanded to put into practice 

 each and all constituent element of pronunciation as a fundamental part of the lesson.” 

Excerpt from Written Reflection. (Written reflection – P4) 

 

 “the content was very informative, but at the same time, a little overwhelming for an 8 

week course.” 

Excerpt from Written Reflection. (Written reflection – P9) 

 

In their written reflections, all participants agreed on the idea of offering a longer course.  

P3 suggested extending the course one more week while P2 suggested two more weeks. P7 

proposed an immersion course of four hour sessions during two weeks and P9 suggested 

having more than one face to face session a week. P5 argued needing “more time to go 

deeper over some topics.” (Written reflection-P5) 

All in all, the need for an extension of the course for future implementation is stated 

clearly by participants. Moreover, one of the flipped classroom principles proposed by 

Jeffries and Huggett (2014) states that the sources provided to learners must allow them to 
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prepare in time before the classwork and I believe an extension of the course would allow 

this principle to be fulfilled as was not the case for some participants in this study. 

Tasks. The tasks assigned throughout the course consisted of planning 

pronunciation lessons, creating material such as games for pronunciation learning, and 

using songs as well as videos in participants’ teaching. These were then to be applied in 

their contexts, giving, in this way, a practical approach to the course and including the 

communicative approach in their planning. 

When prompted to reflect on the tasks, participants referred to them as relevant, 

meaningful and “useful for [their] teaching purposes” (written reflection - P5). Some 

examples are presented in the excerpts below.  

 

“The tasks made me realize about how important it is to cover the pronunciation session 

in a deeper way inside my classes.” 

Excerpt from Written Reflection. (Written reflection – P3) 

 

 “The tasks were intended to include pronunciation in our class and it was a challenge 

because we had to move from grammar and other old practices to a new world- the 

world of pronunciation.” 

Excerpt from Written Reflection. (Written reflection – P7) 

 

However, P1 and P6 mentioned the importance of counting on more time to carry out 

the tasks. P1 suggested assigning tasks with a two week deadline. This complements the 

analysis regarding the course pace. In a longer course, tasks could be assigned with more 

time. 
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For pronunciation learning purposes, participants were required to record themselves 

every week according to the topic being learnt. Some of the activities assigned were critical 

listening activities. According to Couper (2011), “critical listening involves the learner in 

listening for the contrast between two productions: one which is acceptable and another, 

which is not” (p. 162).  Though these were not proper tasks, the purpose of these activities 

was to develop participants’ speech perception (Couper, 2011). Therefore, they became an 

essential part of their pronunciation learning process.  

In this regard, P8 stated that “As a learner I liked the recording activities and I took the 

most of them to improve my pronunciation” (written reflection – P8). Likewise, P7 stated 

the recordings were “absolutely necessary for this class” (written reflection – P7). 

With this in mind, I believe the tasks were essential to participants’ pedagogical content 

knowledge, while the recording activities became essential for participants’ learning of 

pronunciation. In Couper’s (2011) words, “critical listening should be an essential part of 

the pronunciation teacher’s repertoire” (p.175). 

Resources. As has been mentioned, a variety of resources was provided in the platform 

for participants to access at any moment of the course, as well as for them to download and 

save for further consulting and use, which is consistent with the purpose of including a 

flipped classroom model, in which the content acquired online is then applied in the 

classroom scenario (Bharali, 2014). 

In this regard, participants reported that the resources provided were an advantage for 

teaching and learning processes. P8 mentioned in his written reflection that the resource 

folder was valuable in order to “comply with tasks proposed in the course and provided 

[him] with many ideas for [his] classes.” Other participants go on to say that the resources 
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were useful in a variety of ways. Here are some examples of what they mentioned 

regarding the usefulness of the resources and information provided: 

 

“I found myself opening my account and showing as well as using some of the exercises 

to my University students.” 

Excerpt from Students’ final reflections. (Final reflection – P4) 

 

“The fact that the majority of examples were taken from everyday life and daily 

situations made them easier to internalize and use them in my classes or my life in 

general.” 

Excerpt from Students’ final reflections. (Final reflection – P9) 

 

“I found videos incredibly helpful as a learner and I also implemented them in the virtual 

environments I have, to which my students posted comments such as: ‘nice video’, or 

‘now I understand better’”. 

Excerpt from Students’ final reflections. (Final reflection – P8) 

 

Bearing in mind what has been stated, I can conclude that the resources provided were 

useful for participants’ teaching purpose, which was the reason they were made available to 

them. The data reported above supports the situated approach proposed in this study, since 

it is made evident by the participants mentioned, that they applied these resources in their 

particular settings (Sanders & McCutcheon, 1986) adapting them into their own contexts 

according to the specific demands of their students (Rodriguez – Romero, 2008) .  
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Assessment. In the course, assessment was provided in a variety of ways. Participants’ 

pronunciation diagnostic recordings were assessed with a rubric that highlighted the 

pronunciation features which required improvement. Also, the additional recording 

activities assigned every week were assessed using pieces of paper with written feedback, 

happy face stickers and recorded feedback (connected speech). 

The lesson planning tasks were assessed with a rubric that included specific criteria to be 

considered and faces that indicated if the criteria had been applied correctly (), partially 

() or incorrectly () . 

Regarding the different strategies used to assess participants’ performance, the overall 

conclusion is that the feedback provided allowed participants to identify their strengths and 

weaknesses. A recurring theme that appeared in the data was the importance of not feeling 

“awkward” (written reflection - P4) “bad” (focus group - P2) or “frustrated or embarrassed 

any time” (Final reflection-P5). This was supported by participants when they highlighted 

that the feedback they were given was respectful (P1, P2, P3, P4, P7, P9). Moreover, in the 

focus group, participants highlighted the importance of receiving positive and constructive 

feedback.  

The need to feel at ease in a pronunciation course is evident in the data mentioned 

above. Neri et al. (2002) highlight the importance of creating a stress-free environment in 

pronunciation teaching. This is particularly critical in training adults who tend to inhibit 

themselves more than children and feel fear of “losing face or even their linguistic identity” 

(p.446). This idea is complemented by Ramirez (2011), who stresses the role trustworthy 

and collaborative environments have in successful courses.  

 

P5 states it clearly in the focus group: 
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“un tema que no hemos nombrado es como enseñar pronunciación a profesores de 

inglés, ¿no? Que es, realmente debe ser uno muy sutil y ser muy cuidadoso con eso y 

ella lo logró; logró generar un ambiente en el que uno  se sentía motivado, en el que uno 

no se… le gustaba intentarlo y uno no se sentía cohibido o, como se dice… 

embarrassing.” 

Excerpt from focus group. (Focus group – P5) 

 

Furthermore, in terms of the applicability of the assessment strategies used in the course, 

some participants, such as P4, stated that the strategies would “also be replicated in [their] 

future classes”. They also mentioned that the use of notes and happy faces in the teacher’s 

feedback was encouraging.  

P8 took the feedback strategies further by applying the same strategies in his own 

classes: 

 

“The feedback given by the tutor about these activities helped me be aware of the 

pronunciation problems I have. I also started to implement these activities with students 

and they were very thankful when I gave them feedback” 

Excerpt from Students’ final reflections. (Final reflection – P8) 

 

The fact that participants such as P8 started replicating the assessment strategies in his 

own teaching is an example of the situated approach of the course. He learned the strategies 

in situ, therefore the course became practical, because they made enough sense to him, that 

they were used in his own teaching. Furthermore, the fact that participants did not have a 

particular way of assessing their own students contributes to Fraser’s (2000) 
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recommendations on the need for the development of assessment tools in order to assess 

students’ pronunciation learning. I do believe there need to be more assessment resources 

available.  

5.2 Category 2: Methodology 

 Participants were asked to reflect on the methodology of the course which included the 

blended method within a flipped classroom approach and the involvement they had in the 

face to face sessions and online work.  

In the data collected in the written reflections, the size of the group was considered of 

great help in the learning process because, according to participants in the focus group, a 

small number of participants lead to more commitment and interest in the class. I believe 

this has to do with what Ramirez (2011) and Southgate (2011) mentioned about the 

importance of building a sense of community, which lead to better outcomes and a stress-

free environment. 

 Blended Method. As a means to understanding participants’ experience and 

involvement in blended learning environments, they were asked to answer a number of 

questions in the survey given to them at the beginning of the course.  

The results showed participants experience with blended courses (4 out of 10), online 

courses (5 out of 10), forum use (7 out of 10), internet access at home (9 out of 10) and 

frequency of internet use. Regarding frequency, eight participants use it every day, one uses 

it almost every day and one did not provide a response. Participants were also asked if they 

used dropbox.com (4 out of 10), had a Youtube channel (3 out of 10) and had recording 

devices in their laptops, computers and smartphones (6 out of 10).  This information 

allowed me to make decisions regarding how the tasks and activities would be carried out, 

leading to relying on the use of the recording device in the platform, for those who did not 
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have recording devices, and not requiring the use of Dropbox or Youtube on the part of the 

participants. 

Taking into account the findings above, a number of tutorials were created and made 

accessible to participants in order to avoid difficulties in the use of the various tools 

provided in the online environment. In the written reflections these were considered to be 

“very punctual and clear” (written reflection-P7). Some participants who had never taken a 

blended course presented difficulties in the use of the platform (P1,P7), which is considered 

to be the most common obstacle when learning in online environments (Bicen et al., 2012) 

but most participants agreed that the platform was user-friendly. Moreover, I made sure to 

answer any doubts or difficulty participants presented via e-mail or phone. That said, 

participants acknowledged the importance of not feeling alone in the use of the platform 

stating that the teacher was “always alert” (P5) or “always there” (P9) when they needed 

support.  

A difficulty that emerged the first week was in terms of timing and organization in order 

to carry out the different activities proposed in the online session, so a deadline was 

suggested per activity as of Week 2. This decision is evident in my reflexive diary: 

 

“Half of them did all the work on time and the others said they were missing some tasks. 

None of them had an organized work plan to do the online work, so they suggested I put 

suggested deadline per activity.”  

Excerpt from Reflexive Diary (Reflexive diary – Week 1) 
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In this regard, P2 asserted the positive impact the suggested deadlines had on her ability 

to organize her time: “yo me sentí satisfecha con lo que hice y algo que me ayudó mucho 

fue las fechas que sugería Martha.” (Focus group – P2) 

Additionally, participants discussed the usefulness of the online platform stating it was a 

starting point in order to prepare for the face to face session, in other words, they 

highlighted the usefulness of the flipped classroom model. 

 

“I liked the blended approach since I could know the topic previously and then I could 

do the activities with a feedback about them. It was practical and useful” 

Excerpt from written reflection. (Written reflection – P1) 

 

“me pareció muy buena esa parte de… de primero usar la plataforma para llegar 

totalmente preparado a clase. De pronto ya sé de qué vamos a hablar, puedo aprender y 

practicar de una manera más fácil” 

Excerpt from focus group. (Focus group– P3) 

 

Thereupon, it may be concluded from participants’ reflections that the flipped classroom 

approach allowed them to take advantage of the face to face sessions in different ways, 

leading to a more practical approach towards learning. This is made evident in the 

following excerpts. 

 

“[the face to face session] was the space to reflect upon our teaching practice as 

professionals and how we can impact students learning process by omitting or including 
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pronunciation as essential part of each lesson.” 

Excerpt from written reflection. (Written reflection – P4) 

 

“Fue un ambiente en el que todos construimos” 

Excerpt from focus group. (Focus group – P7) 

 

“The face to face sessions were all interesting, interactive and necessary to clear doubts 

we had with the online sessions” 

Excerpt from written reflection. (Written reflection – P9) 

 

The excerpts above support Lothridge et al.’s (2013) idea that blended learning 

environments allow learners to better benefit from face to face sessions when the baseline 

knowledge is available online.    

Moreover, a suggestion that emerged was to “Include some micro teaching observation.” 

(Final reflection - P7). Henceforth, in the focus group, participants reinforced the idea of 

having class observations based on the lesson plans assigned as tasks. I believe this 

suggestion could be beneficial in that it will provide insight on teaching practices for future 

research which is still very limited (Fraser, 2000; Neri et al., 2002; Murphy & Baker, 2011; 

Baker, 2014) 

Consequently, learning how to work in a blended course became part of some 

participants´ learning process. P7 found that she had learned how to be a blended learner 

with the course. In her words: “yo soy de la vieja guardia, yo todavía… para mí fue un 

aprendizaje” (Focus group – P7). Likewise, P2 mentioned learning how to take a blended 

course for the first time. P8 stated in the final reflection that the course served as an 
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example for complementing “face-to-face activities with careful selected activities” in a 

virtual environment as he also teaches using online environments. 

Finally, participants were asked in the focus group which approach they would prefer for 

the course if they were to take it again, they all agreed that they preferred the course being 

blended 

 Communicative framework. As part of the methodology of the course, 

participants were required to prepare lesson plans using Celce-Murcia et al.’s (2010) 

framework. This way, they had a set of steps (description and analysis, listening 

discrimination, controlled, guided and communicative practice) to incorporate in their 

classes that would lead them to teaching pronunciation communicatively. It was important 

for participants to make sense of this framework so that the aim of its application would be 

understood. For this reason, at the moment of presenting the framework in the first face to 

face session, “I asked students if it made sense to them. They all answered it did.” 

(Reflexive diary –Week 1).  

In this regard, P8 expressed the framework had helped him to improve his “teaching 

process of the segmental features by integrating a communicative framework” (Written 

reflection – P8). Moreover, P5 mentioned in the focus group that there had been an impact 

in the communicative objective. In like manner, P5 states in the written reflection: “Now, I 

consider pronunciation is a very important skill for the subject and I see how much it 

influences communication” (Written reflection – p5). This was echoed by P2, who added 

that the framework provided a clear idea of how to accomplish that objective in the long 

term, referring to transferring learning outside the classroom. 

It is important to note that it was the first time participants were presented with this 

communicative framework. The data results suggest the application of this framework 
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allowed them to reflect on the communicative purpose of pronunciation teaching.  

Correspondingly, their lesson plans reflected this understanding, by the application given to 

the five steps of the framework in their planning. A detailed analysis of the lesson plans is 

presented in more depth in the results description of Category 4. 

 Situated learning approach. The flipped classroom model served as a baseline for 

situated learning so that, through discussion and reflections, participants would co-construct 

the different concepts and learn a variety of methodological strategies they could then use 

in their classes. In the face to face sessions, these strategies were taught through modeling, 

which resided in participants carrying out a variety of activities and learning the steps of the 

communicative framework in their learner roles. That way, they would then know how to 

apply them in their own teaching contexts.  

 

Examples of modeling are evidenced in my reflexive diary: 

“I asked them to do different activities in a sequence so they would experience the 

different stages of the communicative framework proposed by Celce-Murcia et al. Then 

I asked them to identify the stages and they did.” 

Excerpt from Reflexive diary (Reflexive diary – Week 2) 

 

“After that, they did a speaking activity with three questions in phonemic transcription. 

Then teachers reflected on the objective of these activities and we concluded the running 

dictation with phonemic transcription was a controlled practice activity and the 

questions were a communicative activity. What I wanted to do with teachers here was to 

allow them to apply the different types of activities we’ve been studying about the 
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communicative framework of pronunciation teaching so that they understand how it 

works by living it as learners so they can better apply it as teachers.” 

Excerpt from Reflexive diary (Reflexive diary – Week 5) 

 

“We did a song activity that I divided in multiple activities that I presented to them so 

they could not only learn about [them], but do a song activity themselves applying the 

same [strategies] I’m suggesting they can use in their own classes” 

Excerpt from Reflexive diary (Reflexive diary – Week 7) 

 

In the focus group, participants, such as P7 and P3, discussed the cultural component 

embedded in the course. They mentioned the reflections regarding accent and identity. 

P7 stated the following: 

“esto  también es un tema cultural que tu… no entran los juicios, entran simplemente 

saber que es un tema cultural y que tu no pierdes tu identidad… al contrario, la estás 

reforzando y… y estás aprendiendo de otras culturas. Creo que… que eso fue una... ese 

fue enseñanza de las que tuve.” 

Excerpt from Focus group (Focus group – P7) 

 

Participants P9 and P5 mentioned Spanish-English association activities carried out in 

the sessions with the purpose of relating the sounds in the L2 with the L1. This allowed 

them to reflect on their errors based on the knowledge of their L1 which is a factor that 

affects pronunciation learning (Kenworthy, 1998; Brown, 2007; Arias, 2009; and Celce-

Murcia et al., 2010).  
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Furthermore, in Week 7 we reflected on the importance of teaching stress and how it can 

affect speakers of English and Spanish. 

 

“An example was given by P8 of how stress can change meaning in the case of 

foreigners learning Spanish. The example was of a foreigner who says “Te gusto” 

instead of “Te gustó”. I liked this example and think it allowed everyone to relate to how 

it could happen to Spanish learners also.”  

Excerpt from Reflexive diary (Reflexive diary –Week 7) 

 

Reflections on situated learning carried out in the face to face sessions are shown in the 

excerpts below: 

 

“The methodology used throughout the course revealed the instructor’s creativity; using 

and showing us a myriad of different activities to teach and practice pronunciation. 

Many of which I had never even thought of.”  

Excerpt from Written reflection (Written reflection – P9) 

 

“Most of the activities were like a new discovery and they provide the enthusiasm to 

plan and practice in our classroom. I redesigned some of the teacher’s activities and I 

had very nice classes with my students.” 

Excerpt from Written reflection (Written reflection – P7) 

 

“The different sessions in general helped me to improve my pronunciation and use the 

exercises to help my students to get it.” 
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Excerpt from Written reflection (Written reflection – P10) 

 

“la metodología que [la profesora] utilizó personalmente a mí me llamó mucho la 

atención [porque] no lo había pensado antes porque, por ejemplo lo de las notas, que nos 

daba todo en cada clase emm… las ideas que nos traía… nos traía para que lo 

apliquemos con nuestros estudiantes y ella los  aplicada con nosotros, o sea la 

metodología me pareció muy… muy amplia” 

Excerpt from Written reflection (Written reflection – P9) 

 

Participants confirmed my intention to model or show them how to carry out activities 

for pronunciation learning and teaching. This serves as evidence for what Barriga (2003) 

mentions regarding learning and action being inseparable. It is clear that participants 

learned by doing.  

Additionally, the inclusion of context and culture are evident, since the Spanish speaking 

context of pronunciation learning is part of the learning process as well as the role of 

identity in pronunciation learning. Moreover, the data presented above demonstrates not 

only that teachers learned a variety of activities by applying them in my class, but they also 

used these activities for their own teaching purposes, supporting the situated approach of 

this study. 

5.3 Category 3: Participants in a learner role 

 When the course started, participants were asked to state what their expectations for 

the course were. Participants stated different expectations and these were analyzed and then 

synthesized in the following figure.  
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Figure 6. Participants’ expectations for the course. Source: Surveys 

 

The fact that one of the students’ highest expectations were set on improving their own 

pronunciation, led me to modify the objectives in the course in order to include 

pronunciation learning. As a result, the focus of the course content was set on content 

knowledge as well as pedagogical content knowledge. In other words, participants learned 

how to pronounce the different features as well as how to teach them. 

Surveys revealed that all participants have a B.A. in Languages from different 

universities in Colombia, and one from a university in Argentina. Regarding additional 

studies, 4 out of 10 have a Master’s degree connected to language teaching or languages, 2 

have a Specialization and one has taken an English course abroad. 

 Pronunciation learning. A first step to teaching pronunciation features in this 

course was to identify participants’ previous knowledge regarding these features. As a 

result, participants were asked in the surveys about their current knowledge regarding 

pronunciation as a subject matter, to which 7 out of 10 participants stated they had taken a 

pronunciation course, workshop or class in the past. Moreover, when asked which 

pronunciation features they were familiarized with, most participants stated being familiar 
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with almost all the features. The feature they were least familiar with was rhythm as can be 

seen in Figure 7. 

 

 

Figure 7. Survey question 3. Which of the following pronunciation features are you 

familiarized with? 

 

 According to these results, it appears participants were familiar with all the features of 

pronunciation to some extent. However, when asked to reflect on their learning in 

pronunciation, one of the conclusions found in their written reflections was that awareness 

was raised not only about pronunciation features they were not familiarized with, but also 

of their own errors in pronunciation. I believe that the reason initial surveys reveals there 

was a high level of familiarity with almost all the pronunciation features is because 

participants knew what they referred to, but at the moment of learning them in depth, they 

realized there were different elements they had not learned in their previous courses and 

workshops. 
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All participants agreed on improving their pronunciation. However, some expressed the 

need for “more practice” (P1) and to “continue studying much more” (P2). 

In the focus group, other participants expressed being more conscious of their own 

pronunciation when having to use English: 

 

“Cuando yo explico una idea o automáticamente me quedo pensando si lo pronuncie 

bien… si esta palabra la pronuncié bien”  

Excerpt from focus group. (Focus group – P3) 

 

In light of the above, the analysis of the pre and post diagnostic recordings proved 

participants’ perceptions to be true. There was an improvement in their pronunciation after 

the eight weeks of the course. Table 2 indicates that all participants improved in different 

aspects. Regarding segmental features, participants showed most correction in the use of 

consonants as opposed to vowels in which 30% of participants did not present corrections 

and the highest percentage of corrections was 36%. Likewise, 40% of participants did not 

show corrections in diphthongs. Even though there are more consonants than vowels in the 

English language, when comparing the number of vowels in English (12) with vowels in 

Spanish (5), the difficulty in improving vowel sounds might be explained in the fact that 

the production of a vowel depends on the position of the tongue and how open and spread 

the lips are and muscular tension (Arias, 2009; Celce-Murcia et al., 2010).  

In regards to suprasegmentals, participants showed high percentages of correction in 

linking, followed by stress, whereas in intonation only 50% of participants showed 

improvement. I found that participants presented difficulties when working on an intonation 

read-aloud activity. 
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“Here I noticed that identifying intonation was not that easy for some teachers, especially in 

WH questions and tag questions with falling intonation. 

Excerpt from Reflexive diary (Reflexive Diary – Week 7) 

 

 All in all, the results indicate there is a tendency to correct suprasegmental features more 

than segmentals.  

 

Table 2.  

Pronunciation error correction per participant 

 Segmental Features Suprasegmental Features 

  Consonants Vowels Diphthongs Linking Stress Intonation 

P1 27% 10% 50% 31% 40% 0% 

P2 20% 14% 0% 50% 0% 50% 

P3 22% 11% 25% 67% 33% 0% 

P4 67% 0% 0% 50% no errors 0% 

P5 38% 11% 75% 67% 50% 100% 

P6 18% 14% 20% 29% 63% 0% 

P7 38% 0% 0% 50% 75% 0% 

P8 50% 25% 0% 78% 40% 50% 

P9 67% 0% 100% 100% 67% 100% 

P1

0 7% 36% 17% 20% 0% 40% 
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It is important to note that the percentages presented in Table 2 are based on the 

individual errors each participant made according to each feature (see Appendix 14 for 

individual error analysis). This analysis aims to identify the improvement participants had 

based on their own process, taking into account that these vary in number with each 

participant, and the incidence of these results as a group. 

It is clear, based on results extracted from participants’ diagnostic recordings, that there 

was improvement in their pronunciation, leading to the fulfillment of one of the course 

objectives directed towards improving pronunciation and mirroring Murphy & Baker’s 

(2011) conclusion that explicit instruction in phonology leads to positive learning results.   

 Pronunciation Pedagogy. When asked in the surveys if they had received any 

instruction in pronunciation methodology, teaching activities or strategies, 5 participants 

answered yes, four said no and one did not give a response. Of the five positive responses, 

all of the participants agreed on taking classes related to pronunciation, but only one stated 

having learned “how to teach pronunciation in a regular class” (P10). Another participant 

mentioned not benefitting from the class with a native speaker and one stated that “it was 

not a process where the teacher showed clearly a methodology nor activities for future 

teachers and their usage to teach pronunciation” (P2). However, P2 stated having taken the 

teacher’s class as a model. With this in mind, it can be concluded that in reality one 

participant had access to a pedagogy class (P10), taking into account participants previous 

responses, which contradict their initial positive answer to the question. 

The remaining four respondents replied, being exposed to repetition of words and 

phrases or immediate correction when mistakes were made. Repetition was the most 

popular strategy used by teachers in Foote et al.’s (2011) survey study. Similarly, Foote at 

al. (2013) found that repetition and error correction were the most commonly used activities 
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in recorded classes of 3 experienced teachers.  These two activity descriptions are what 

Brown (2007) would call a discrete slot activity and Kelly’s (2000) remedial lesson. 

Another participant wrote: “I was provided with information needed to produce the English 

sounds, but I never received Pronunciation teaching strategies. So, I just try to remember 

the way I was taught and try to do the same with my students” (P9)  

Here it is important to realize that out of ten participants, only one claimed to have had a 

pronunciation pedagogy course.  

That said, regarding participants’ learning of pronunciation pedagogy in this study, this 

can be noticed in their lesson plans, which will be analyzed and reported further along, as 

well as in their reflections in the written reflections and focus group. Moreover, 

participants’ background on pronunciation pedagogy supports the calling for more training 

courses on how to teach pronunciation (Fraser, 2000; Neri et al., 2002; Foote et al., 2011; 

Foote et al., 2013; Baker, 2014). 

In the focus group, participants highlighted specific pronunciation teaching strategies 

they learned such as the use of songs (P5, P7, P9) and videos (P2).  

P5 stated the importance of combining pronunciation content knowledge and 

pedagogical knowledge, which lead to more confident teaching. P8 agreed with the effect 

the course had on his confidence stating in his written reflection that now he feels more 

confident when it comes to teaching features such as suprasegmentals in class. Other 

excerpts that support the idea previously stated are presented below. 

 

“creo que conocer bien que… cuales son todos los elementos de la pronunciación y 

cómo uno puede llevar eso a un salón de clases fue fundamental” 
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Excerpt from focus group. (Focus group – P5) 

 

P4 echoes this last reflection when he says: 

“I have improved and raised awareness on how to actually pronounce and to teach how 

to pronounce more confidently. 

Excerpt from written reflection (Written reflection – P4) 

 

These excerpts are consistent with Fraser’s (2000) findings regarding English teachers’ 

lack of confidence when having to teach pronunciation and the effect a training course can 

have on their confidence to do so. 

In the focus group, regarding how feedback is given in pronunciation, P5 and P8 

expressed having learned how to be more academic in the way pronunciation is assessed. 

Similarly, I perceived in my reflexive diary that participants were being more academic in 

the way they referred to pronunciation concepts: 

 

“They have also started to internalize the concepts they have learned, they talk more 

confidently about the different stages in a communicative framework and more complex 

concepts of teaching sounds such as glottal stop and flap. P4 referred to the flap in 

something I said and P2 repeated it and reflected on the difference between the flap and 

the glottal sound.” 

Excerpt from Reflexive diary. (Reflexive diary – Week 3) 
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Furthermore, in the focus group, Participants P7 and P8 mentioned wanting the 

opportunity to continue studying pronunciation methodology and theory in more depth. In 

the following excerpt, P7 mentions wanting to study the course content at a Master’s level.  

 

“qué maravilla si hubiese una maestría específicamente para uno ser maestro de esto que 

enseña Martha, estudiarlo mucho tiempo, cierto?”  

Excerpt from focus group. (Focus group – P7) 

 

Finally, P4 stated wanting to become the teacher of this course in the future.  

 

Based on the results presented up to this point, it can be concluded that participants 

perceive an improvement in their knowledge not only of how to teach pronunciation, which 

relates to the theory and teaching strategies, but also of how to refer to the concepts and 

speak academically when referring to pronunciation teaching. It is possible that the type of 

courses they had access to are in line with the study presented by Lechowska (n.d.) in 

which students at an undergraduate level in Colombia learn how to produce the features, 

but not how to teach them.  Hence, we can say that, at this point, all of participants’ 

expectations presented above have been fulfilled. 

5.4 Category 4: Participants in a teacher role 

 Teacher cognition in L2 pronunciation teaching. Baker (2014) defines teacher 

cognition as “a broad spectrum of notions, including the knowledge, beliefs, perceptions, 

and attitudes that teachers have in relation to their actual teaching in a local or specific 

target context” (p. 136). Within the analysis of the different data collected, participants 

made recurring reference to their beliefs before the course and a change in these beliefs 
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after having taken it. Thus, an analysis of these beliefs and the change reported is presented 

here. 

Initial surveys showed that all participants agreed on the importance of teaching 

pronunciation for communication purposes. However, when participants were asked which 

features they actually taught in their classes, surveys revealed that the most taught features 

were consonants, vowels, stress and intonation, as shown in Figure 8. 

 

 

Figure 8: Survey question 4. Which of the following pronunciation features have you 

taught? 

 

Although this may be true, results of participants’ pronunciation learning and the 

analysis carried out in my reflexive diary on their difficulty in carrying out intonation 

activities may indicate that participants overestimated their responses or that the teaching of 

vowels and intonation are bound to the books they are using (see Figure 9 below). The 

previous analysis agrees with Derwing et al.’s (2012) study on pronunciation foci in 

coursebooks, in which the findings indicated there is a higher tendency towards 

suprasegmental features than segmentals.  
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When asked if they taught pronunciation in their classes, 6 out of 10 said yes.  From the 

remaining four, three gave the following reasons for not teaching it:  

 

“Because I consider my pronunciation is not the best one to teach to others. I wouldn’t 

like my students make the same mistakes like me” (P1) 

“Because I don’t feel confident enough for doing it in terms of my pronunciation, my 

knowledge related to the topic and the methodology. Books come with short and isolated 

information. I don’t have enough material related the topic.” (P5) 

“Because, I normally work in schools and their syllabus is normally grammar and 

vocabulary oriented.” (P9) 

 

P5’s reason supports the idea that teachers do not teach pronunciation due to a lack of 

knowledge on how to approach it in class (Derwing, 2010; Scrivener, 2005). Moreover, it 

echoes Fraser’s (2000) call for more material on pronunciation teaching so that teachers can 

have a variety of resources to teach with. 

Furthermore, Figure 9 indicates the frequency with which participants teach 

pronunciation.  
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Figure 9. Frequency of Teaching Pronunciation in Classes 

 

As noted in the figure, there is a tendency to teach pronunciation when pronunciation 

issues arise, in other words, the remedial lesson (Kelly, 2000) is the most common type, as 

was found in Foote et al.’s (2013) study mentioned earlier. This is followed by the use of a 

textbook with the activities it proposes. 

Participants were also asked about their beliefs regarding pronunciation teaching. In this 

question, they were able to choose more than one response regarding what teachers need to 

teach pronunciation. Their responses indicated that all participants believed specific 

training in pronunciation teaching was needed, 30% also believe more class time was 

needed, followed by 20% who chose having more class preparation time. Another 20% 

believed in the need of native or native-like pronunciation and 10% expressed needing 

more tools to apply in classes. All in all, these results show that all the participants believe 

in the need for specific training in pronunciation teaching methodology, which is the focus 

of this study. 
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In addition, participants’ written reflections indicated a change in their points of views 

on pronunciation teaching. Below are some excerpts that exemplify this. 

 

“I changed my mind and it was because I had a very bad experience about pronunciation 

when I was a university student. So, I had unconsciously undermined the relevance of 

pronunciation in the classroom. Besides, I never realized all the variations and aspects 

that pronunciation includes. I remember I learnt to pronounce vowel and consonant 

sounds but nothing else. Therefore, that was my idea of pronunciation in the class.”  

Excerpt from Students’ final reflections. (Final reflection – P7) 

 

“First of all, I didn’t even use to consider including pronunciation in my classes and now 

I do. Also, since this course has provided me with tools, ideas to teach pronunciation, 

now I do it gladly not as an obligation.” 

Excerpt from Students’ final reflections. (Final reflection – P9) 

 

In the excerpts above, P7 and P9 recognize the relevance of teaching pronunciation and 

P7 understands that pronunciation is more than the teaching of segmental features (vowels 

and consonants). In addition P9 reflects on the benefits of counting on a variety of 

resources to teach. 

 

“I used to believe that songs in the class was a waste of time, today I am willing to use 

them in my classes as part of the pronunciation activities. This can be the slightest 

example I can give about the impact this course had on my teaching.” 
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Excerpt from Students’ final reflections. (Final reflection – P4) 

 

P4 reflects on how his idea of an irrelevant activity for pronunciation teaching changed 

after having taken the course. 

 

“Before the course I devoted little time to provide feedback on pronunciation, I only did 

it in class and it was on the spot. But now it is a planned and structured activity in 

doing.” 

Excerpt from Students’ final reflections. (Final reflection – P8) 

 

“I am now able to integrate the pronunciation tasks with other tasks in my class, before I 

used to present them as isolated and punctual activities in my classes. I continued to 

planning and integrating the communicative framework in my pronunciation tasks in the 

vacation courses and I definitely believe this was the most positive impact the course 

had because I will continue doing so” 

Excerpt from Students’ final reflections. (Final reflection – P8) 

 

P8 mentions going from a discrete slot activity (Brown, 2007) in pronunciation teaching 

to an integrated communicative lesson (Kelly, 2000). He also mentions learning how to 

give feedback in a more structured way. 

Likewise, in the focus group, participants mentioned this change in more detail and 

added perspectives that were not included in their written reflections. According to 

participants’ discussion, some of them used to approach pronunciation teaching in the form 

of a remedial lesson (Kelly, 2000).  
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“como que uno no le daba la importancia a la pronunciación dentro de una clase, sino 

que lo tomaba como algo que uno va corrigiendo en el camino.”  

Excerpt from focus group. (Focus group – P5) 

 

In P8’s case, there was a tendency to focus more on vocabulary and grammar, whilst P9 

and P1 believed that students learned pronunciation by listening to their teachers and taking 

them as a pronunciation role-model.  

 

“yo antes no lo consideraba importante, no por el hecho de que no sea importante sino 

que asumía que los estudiantes al tenerlo a uno como modelo, o al escuchar e…  más 

material auténtico, ya digamos podían entre comillas arreglárselas solos con la 

pronunciación” 

Excerpt from focus group. (Focus group – P9) 

 

Another belief regarding teaching pronunciation was that a whole class or hour had to be 

dedicated to a pronunciation issue, what Kelly (2000) denominates a practice lesson. Also, 

the perception on approaching a pronunciation activity in a course book changed as well as 

participants’ ability on how to recognize students’ pronunciation errors. P5 says: “ahora 

tenemos claro como… cómo identificar el problema y que ejercicios enviarle al 

estudiante.”  

P7 describes her teaching approach (remedial lesson) and experience with coursebooks 

and states how now she will take advantage of pronunciation sections in coursebooks.  
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“en el salón tenía la costumbre de corregir al estudiante y de pronto drilling, y ya. Eso 

era pronunciación. En el libro había un cuadrito ahí, pero era más importante completar 

el reading, el listening y eso, ¿no? Entonces ahí es cuando uno ya ve la página entonces 

uno dice:  uff… aquí tengo algo maravilloso para la clase”  

Excerpt from focus group (Focus group – P7) 

 

This is complemented by P8 who states in his written reflection that he only used to 

teach segmental features when they were proposed in the book, but skipped 

suprasegmentals due to not knowing how to teach them. 

To sum up, when comparing participants´ initial beliefs and perceptions on 

pronunciation teaching based on their experiences with their beliefs now, their idea of 

pronunciation teaching has come a long way in terms of types of lessons, giving feedback, 

types of activities applied in classes and most importantly the relevance of including it in 

their teaching. With clear understanding of how the different features (segmentals and 

suprasegmentals) work, and adequate material for teaching and assessment tools (Fraser, 

2000), teachers feel empowered to take on teaching pronunciation aspects they did not feel 

confident to do previously. Moreover, it is possible they will make better use of course 

book activities, considering many series provide inadequate support for teachers in this area 

(Foote et al., 2012). 

Lesson Planning. In an interview conducted before the start of the course, the 

Languages Center coordinator stated that teachers were not including pronunciation in their 

lesson planning. “We found out that teachers didn’t teach pronunciation and actually didn’t 

include any aspect of pronunciation in their classes”.  This supports Foote et al.’s (2013) 

findings regarding teachers’ tendency to target pronunciation in an incidental way, more 
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than planning it. The coordinator then explained that this lack of planning was due to a 

tendency to disregard pronunciation, emphasizing more on teaching grammar or language 

skills. He also stated that pronunciation was taught superficially possibly because teachers 

were not exposed or taught how to teach pronunciation.  

All things considered, in this study, participants were asked to plan three lessons in three 

different moments (Week 3, Week 5, Week 8) in order to analyze their process of planning 

while taking into account a set of criteria they were required to include in their plans. The 

rubrics slightly differed according to the task participants were asked to carry out in the 

corresponding week. Moreover, the Communicative Framework steps were included in all 

three rubrics. Table 3 shows summary of the criteria used in the rubrics with their 

descriptors. 

 

Table 3.  

Lesson rubric criteria and descriptors 

Criteria Descriptors 

Analysis and Description Teacher illustrates how the sound is produced and when. 

Listening Discrimination 

Teacher provides listening practice for students to learn to 

discriminate the sound from others.  

Controlled Practice Teacher provides a pronunciation practice activity. 

Guided Practice 

Students practice the pronunciation feature learned within a 

semi-controlled communication activity.  

Communicative Practice 

Students apply the pronunciation feature in a communicative 

activity where they speak in a less controlled manner. 

Relevance 

Teacher states the relevance of the pronunciation feature 

chosen to teach in the class. 

Lesson planning  

The teacher has followed and completed the lesson plan format 

provided for the task. 

Integration 

The lesson has been presented as an integrated part of an 

English class. 

Assessment 

The teacher has stated how feedback will be provided to 

students in the different stages of the pronunciation activities.  

Material Design  

The teacher has designed and implemented his/her own 

material for teaching.  

Video 

The teacher has implemented a video activity to teach a feature 

of pronunciation in one of the stages of the class.  
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According to the results, I was able to determine that participants applied the different 

steps proposed in the communicative framework in their lesson plans by the end of the 

course. The first three steps, analysis and description, listening discrimination and 

controlled practice activities were described in the lesson plans and included in almost all 

the plans. The omission of these criteria was evident in two lesson plans for analysis and 

description; one lesson plan for listening discrimination, and two others omitted controlled 

practice activities. All in all, the first three steps were included and described by all 

participants in their planning. Participants who had not included them at some point did in 

their subsequent planning.  

However, when analyzing the inclusion of guided and communicative practice activities, 

which are the last two steps of the framework, these presented some difficulties. Five 

participants showed some difficulty including guided practice activities in one (P1, P5), 

two (P10), or in the case of P6, in all three lesson plans. Though some activities included 

elements of communication, based on the feedback given to them, participants did not 

clearly identify the difference between a guided and controlled practice activity. Regarding 

communicative practice activities, 30% applied them in their last two lesson plans and only 

20% included it in all three lesson plans. However, the other 50% planned lessons in which 

this type of activity was not applied or not stated clearly. I suspect, based on the 

information described in the lesson plans that this is due to the stage in which language 

learning was being developed. In other words, some of the lesson plans described were 

focused on presenting new language elements and this means that students were not 

prepared to engage in a speaking activity that required very little control. 
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These findings are consistent with Baker’s (2014) conclusions in her study. She 

determined that teacher’s knowledge base of techniques focused primarily on controlled 

techniques with limited application of guided or semi-controlled techniques. Though I was 

not focused on teacher’s knowledge base, but rather their lesson planning, the planning 

reflects their knowledge base and understanding of the types of activities that should be 

applied in their classes according to the steps in Celce-Murcia’s (2010) communicative 

framework, reflecting similar findings. 

Concerning the remaining criteria, all participants used the lesson plan format proposed 

and all participants planned an integrated lesson by Week 8.  Additionally, all participants 

except two (P3, P6) stated how they would assess their lessons. 80% of participants created 

material and all participants complied with planning a pronunciation lesson using video 

resources. 

When participants were asked to state the relevance of the pronunciation feature chosen 

to teach in their class, this was the criteria participants had the most difficulty with.  The 

objective of this criterion was for participants to choose to teach features that their students 

required. Consequently, only 30% of the lesson plans analyzed included this criterion. 

In this respect, the findings show that participants changed their planning and included 

most if not all steps of the communicative framework, which agrees with Foote et al.’s 

(2013) reflection on the need for specific pronunciation training in order to create 

awareness on the importance of pre-planning and the teaching of suprasegmentals. Based 

on the comments presented in this section above, one could say this awareness has been 

raised. 

 Teaching pronunciation. The participants’ first task was assigned before the lesson 

planning tasks, which consisted of describing a pronunciation class they had recently 
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taught. These descriptions were analyzed as a means to identify what teaching approach 

participants applied in their classes before taking the course.  

In the results, of the analysis, participants showed a tendency to teach segmental features 

such as consonant sounds (ch, th, sm, j, sh, zh), vowel sounds (short I and long I) and 

ending sounds of regular verbs in past. Only one participant, P8, described having taught 

suprasegmental features, which included word stress and rhythm in the same lesson. It is 

possible the inclusion of suprasegmentals on P8’s part is due to the use of the textbook, 

since in previous excerpts, he insists on having understood how to teach suprasegmentals 

after taking the course. 

With regards to the types of activities used in the lessons, most descriptions included 

some type of explanation of pronunciation rule, articulation of sounds and comparison of 

sounds with the L1. These types of activities classify in the first step proposed in the 

communicative framework: analysis and description. In a study conducted by Foote et al. 

(2013), they also found that the teachers being studied focused all their attention on 

teaching segmentals.  

Regarding the step of listening discrimination, only half of the participants included an 

activity of this type. Controlled practice activities were evident in almost all the description 

identified primarily by a listen and repeat activity. Only three participants (P1, P4, P8) 

included a guided practice activity that required asking and answering questions including 

the pronunciation feature taught. Similarly, three participants (P1, P2, P10) described 

communication activities, two consisting of completing a story and one of describing a 

holiday. All in all, the tendency to apply more controlled practice than guided and 

communicative activities is also evident in this analysis, even though this is just showing a 

description of one class participants taught before taking the course. 
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In terms of the type of pronunciation lesson, only three participants described an 

integrated lesson (P1, P2, P8). An aspect that becomes apparent in some of the descriptions 

was a strong tendency to refer to the textbook used by a number of the participants (P1, P2, 

P3, P8, P10) to the point that the exercises from the book with the corresponding pages 

were referenced. Almost the same participants that included the coursebook use in their 

descriptions correspond to the participants that described guided and communicative 

practice activities. It can be concluded that coursebooks served as a guide for participants to 

include more communicative activities in their classes as opposed to participants who did 

not mention these in their descriptions. 

In light of the above and taking into account the analysis of lesson plans carried out 

above, there is an evident difference in how participants used to approach pronunciation in 

their classes to how they do so now. For instance, there is more confidence in the teaching 

of pronunciation features in general and a greater repertoire of activities for controlled, 

guided and communication activities. In regards to these three types of activities, there is 

more application and understanding of the purpose of each type of activity and within the 

lesson planning, participants demonstrated they could adapt course book activities to fit the 

needs of the lesson and complement them with a myriad of other activities. All in all, 

participants showed great improvement in their planning which is the evidence of their 

teaching practice. 

Furthermore, it is worth mentioning that P7 explained in the focus group that in one of 

her teaching contexts she did a mini training session on teaching pronunciation activities 

for a group of teacher colleagues. In this way, the content of this course was taken even 

further with teacher training purposes. This shows the extent to which the practicality of the 

course can go. 
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 Perception of students’ learning. Participants noticed positive responses from 

their students’ learning after applying the different activities proposed in the tasks (P1; P6; 

P7; P9; P10). 

Moreover, when asked what they considered was the impact of the course on their 

students’ learning, participants stated students’ awareness of new pronunciation features as 

well as a positive attitude and enjoyment in the activities proposed in their classes based on 

the tasks of the course. Below are excerpts that support these answers. 

 

“Now, in my students the change was very positive, because, they liked the classes that I 

planned based on pronunciation and the different activities and explanations.”  

Excerpt from Students’ final reflections. (Final reflection – P6) 

 

“I think they enjoyed and were benefited from the experience since they could learn new 

aspects related to pronunciation that they had not been aware before.” 

Excerpt from Students’ final reflections. (Final reflection – P7) 

 

“[tasks] were applicable to each English level and students liked the activities since they 

could notice we were doing activities differently” 

Excerpt from Students’ final reflections. (Final reflection – P1) 

 

What this data reflects is the real application and effect the different tasks had on 

students, based on participants’ perceptions and the ability participants had to adapt and 

apply a variety of activities to their specific teaching contexts, which complies with the 

approach of this study.  
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Chapter 6. Conclusions, Limitations and Implications 

The purpose of this research was to design, implement and evaluate a teacher training 

course carried out in a blended learning environment focused on training in-service English 

teachers in Colombia on pronunciation pedagogy within a situated and communicative 

approach. The objective was to provide evidence on how the methodological design of this 

study would lead to successful learning within a blended learning environment. My overall 

findings indicate that the outcomes of the course were successful and pronunciation 

instruction was transferred and applied in participants’ own teaching contexts. Conclusions 

will now be presented in relation to the research question and objectives. 

6.1 The situated learning approach in a blended learning environment 

After conducting this study, I can conclude that flipping the classroom by means of a 

blended learning environment served as the baseline for situated learning to take place. The 

fact that blended learning prompts the translation of knowledge into particular skills set 

(Lothridge et al., 2013) through a variety of resources and the flipped classroom approach 

focuses on knowledge application in the classroom scenario (Bharali, 2014; Jeffries and 

Hugget, 2014) allowed participants to transfer what they learned into other domains 

(Jeffries and Hugget, 2014), in this case, their classrooms. The data collected and analyzed 

evidenced that situated learning took place in different instances and in a variety of ways. 

The face to face session allowed constant reflection on the application of the content 

learned online and participants’ teaching practice, which led to the inclusion of different 

perspectives in the learning process (Stein, 1998). Moreover, content was considered to be 

applicable to real life situations (Rodriguez-Romero, 2008) and this was made evident in 

the use participants gave to it in their contexts, through lesson planning, which complies 

with the role content should have in situated learning according to Stein (1998).   
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Furthermore, each participant applied teaching strategies they considered appropriate, 

while adapting them according to the demands of their specific contexts (Rodriguez-

Romero, 2008). An example of transference of pedagogical content knowledge into 

participants’ teaching context is that of assessment strategies, which was the case of P8 

who replicated the way he was assessed in this study with his students.  

Moreover, participants acknowledged the usefulness of the flipped classroom model for 

their learning. They considered it was an advantage at the moment of attending the face to 

face sessions, highlighting the interactivity, reflection and co-construction which took 

place. Within situated learning this is what Stein (1998) refers to by participation and 

community.  

Consequently, participants were able to make use of the different online tools and 

content within their individual learning space (Wong & Chu, 2014) and they were engaged 

actively in every session, which allowed them to learn by doing  (Barriga, 2003; Bharali, 

2014 ) and apply what they learned in real world teaching situations. That said, I believe 

using the flipped model was ideal for training teachers in pronunciation due to the extent 

and complexity of each topic, since participants were able to expand or access additional 

resources according to their individual needs and following their own pace. 

Finally, the shift from student role to teacher role lead to more confidence in teaching 

pronunciation and overall, a change in their cognition on L2 pronunciation teaching. This 

was the case of participants who did not find relevance in teaching pronunciation before the 

course and expressed a change in perspective by the end of the course. Also, the fact that 

some participants reflected on the impact the course had in their experience as blended 
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learners continues to support the premise of learning by doing in a situated learning 

approach.  

The conclusions above demonstrate that a teacher training blended course with a flipped 

classroom model prompts situated learning, leading to the fulfillment of the course 

objectives stated for the methodological design of this study and to a positive result, not 

only in learning of pronunciation pedagogy, but the awareness of the importance of its 

inclusion in the English language classroom. 

6.2 A communicative approach towards pronunciation teaching 

The results from this study demonstrated that participants made sense of the 

communicative framework and acquired awareness on the communicative purpose of 

pronunciation teaching by the end of the course. Their lesson plans showed evidence of the 

inclusion of Celce-Murcia’s (2010) communicative teaching framework and improvement 

in their planning. However, the application of guided and communicative activities 

presented difficulties in some participants, though not all. The data indicated that some 

participants confused guided with practice activities, and in the case of communicative 

activities, the application of these did not always apply to participants immediate teaching 

context or class at the moment of teaching the lesson planned for this course. These 

findings awaken the need for deeper analysis of the application of communicative activities 

for pronunciation teaching purposes, which has not been considered in any of the research 

carried out so far regarding pronunciation teaching. 

6.3 Success factors in the methodological design 

The combination of a dual learning and teaching pronunciation course contributed 

greatly to participants’ reflections in their learner roles, which were extrapolated into their 

teacher roles. Moreover, the inclusion of a flipped classroom model enabled situated 
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learning to take place. Likewise, I strongly believe all of the objectives set for the course 

within this study were accomplished thanks to implementation of a blended learning 

method, such as the improvement of participants’ pronunciation and the learning of the 

content knowledge (pronunciation features) and pedagogical content knowledge (how to 

teach pronunciation). The fact that learners could go back and review the content and set 

their own pace for learning (Singh, 2003; Graham, 2006; Bicen, Ozdamali & Uzunboylu, 

2014) enabled them to take advantage of the face to face sessions for situated and 

meaningful learning. Additionally, some participants were able to take advantage of the 

blended method in learning how to become self-directed learners. 

With regards to the course content, the way it was presented and the resources used 

facilitated comprehension of the topics presented. The platform chosen was user-friendly 

and participants felt comfortable with the online work. 

Regarding methodology, the assessment strategies used were highlighted by participants 

in their reflections and focus group discussion. These included the use of rubrics with 

happy faces, feedback notes, stickers and recorded feedback. The way feedback was 

provided for pronunciation learning and pronunciation teaching purposes created a stress-

free environment  (Neri et. al., 2002) and a sense of community (Ramirez, 2011¸ Southgate, 

2011). These two factors became crucial for successful completion of the tasks and 

enriched the learning experience in an area where teachers tend to hold back or feel 

embarrassed, as was noted earlier by some participants.  

Moreover, the lesson plan format co-constructed with participants and implemented in 

the course enabled participants to plan according to the specific framework used for 

communicative teaching. This format can be used in future courses and shared with 

colleagues in light of planning pronunciation lesson in an integrated skills class. 
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As a final conclusion, being in a teacher trainer role in an area such as pronunciation 

within the context of this study required careful preparation, especially in the strategies 

used to provide feedback and in treating teachers respectfully in every step of the learning 

process. This is due to the fact that there is an ongoing noteworthy discussion on the Native 

vs. Non-Native teacher issue (Madrid & Cañado, 2004). Consequently, I dealt not only with 

learners’ content and pedagogical knowledge, but also with their self-esteem and self-image 

as non-native speakers. For this reason, I believe addressing the discussion on accent and 

accent prejudice as well as the importance of self-image in teaching and learning 

pronunciation should be part of the planning process in these types of courses.  

6.4 Limitations 

Some limitations were identified in the current study regarding assessment, audio and 

video material, course pacing, content and data collection strategies.  

In terms of assessment, at the moment of deciding how to assess participants’ 

pronunciation, the fact that I could not find any ready-made or ready-tested assessment 

materials for pronunciation learning implied the creation of rubrics and assessment criteria 

based on a diagnostic passage proposed by Prator & Robinett (1972). Even though access 

to this passage was available, there was no indication found on how to assess when putting 

it into use.  Therefore, I designed my own method and format in order to assess students’ 

pronunciation errors. Henceforth I believe the creation of assessment tools for 

pronunciation teaching purposes, as proposed by Fraser (2000), would facilitate assessment 

and confirm the validity of such tools in future studies. 

A second limitation was that some of the recordings handed in by participants were not 

very clear for the purpose of identifying pronunciation errors of specific features. For this 

reason, in the analysis process, the errors that were not clear did not make part of the final 
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analysis. I consider a combination of video and voice would be helpful especially for the 

need to identifying errors in which articulation and lip movement can shed light on the 

sound being produced.  

The fact that this was the first design and application of the course within an 8 week 

period implied including a lot of content information every week without really knowing 

how much time participants would take carrying out the tasks and activities. This is evident 

in participants’ reflections in the category of pace.  Further, the decisions made regarding 

the inclusion of the content were based on the literature review and access to a variety of 

information on what should be taught in a pronunciation course at the moment of designing 

the course. Today, I believe I could have expanded more on topics such as phonological 

awareness and accent due to the further research done during the application of the course. 

Regarding the online content, the video class recordings posted after every session were 

not found to be useful to students due to lack of clarity in the audio. These were time 

consuming and did not serve the purpose of providing additional review of content covered 

in the face to face session. 

Another limitation was the little interaction carried out in the online sessions. The only 

type of interaction among participants was in the use of the forums. For this reason, I 

believe resources such as webinars, voice threads and videos could contribute to more 

online interaction and enhance collaboration among students.  

In Baker’s (2014) research on teacher cognition, she found that through combining 

teacher self-reports, classroom observations and student reports, there could be more 

accurate information on the types of techniques teachers employed in teaching 

pronunciation, stating that their reports were not enough. Therefore, class observation 

would have allowed better understanding and assessment on how well teachers applied the 
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communicative framework in their classes and suggest its inclusion in future research, in 

order to corroborate that teacher’s lesson plans are coherent with their actual teaching 

practices. 

6.5 Pedagogical implications 

The findings in this study demonstrate that, within the context of this study, a flipped 

classroom method in a blended learning environment lead to situated learning. Moreover, 

the successful application of feedback strategies for teacher training in pronunciation 

learning and communicative pronunciation pedagogy can be transferred to future teacher 

training courses in this area. In the same line, the formats created for assessment and lesson 

planning can be further used for a variety of educational purposes. That being said, this 

course can serve as a model for future pronunciation pedagogy teacher training courses and 

be adapted according to different contexts, whether in a face to face or blended class within 

the flipped method.  

6.6 Implications for future research 

In light of the literature review carried out on pronunciation pedagogy, which served as the 

theoretical framework for this study, it is important to note that most research has focused 

on surveys, teacher cognition and teacher practices based on class transcriptions. So far, 

none of the studies found have addressed teacher training as such, though the importance of 

this type of research has been mentioned previously.  

Furthermore, Neri et al. (2002) bring forth the importance of focusing research on the 

effectiveness of providing different types of feedback in pronunciation teaching. In this 

regard, the feedback strategies created for the purpose of this study could be extrapolated to 

other contexts in need of pronunciation assessment tools, since the fact that some of these 

were used by participants in their own teaching practice, demonstrates their utility for 
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teaching purposes. Moreover, a study on these strategies would allow validation of their use 

on a higher scale. 

In the same light, the importance of situated learning and the implications of applying a 

flipped classroom model in a blended learning environment are stated and demonstrated in 

order for knowledge application to be meaningful and practical for teaching in real life 

contexts, as was demonstrated in the results analysis. 

As a final conclusion, the greatest contribution of this study is in the field of teacher 

training in pronunciation pedagogy, as it sets a model for a successful training course 

within an EFL context, in which participants’ expectations, needs, and specific contexts 

became a crucial part of the teaching and learning process, without disregarding the 

limitations encountered. Though the model presented in this study focused on the area of 

pronunciation pedagogy, it can serve as a baseline to be extended into other areas involving 

the application of technology within a flipped classroom approach in blended learning.  
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Appendices 

Appendix 1. Workshop Sessions and topics 

Session 1. 

Pronunciation: features, reflection on teaching it, types of teaching approaches, 

conceptualization, examples of common activities and myths about teaching 

pronunciation. 

Session 2. 

Teaching sounds: Factors that affect pronunciation learning, consonant and vowel sounds 

in English, phonemic transcription, activity ideas for phonemic transcription, planning a 

class with a communicative focus, difficulties Spanish speakers have in producing sounds. 

Session 3. 

Word and sentence stress: definition, explanation, rules, activities to teach stress. 

Session 4:  

Intonation: definition, rules, activities for teaching intonation. Difficulties Spanish 

speakers present. 

Session5: 

Creating material and using technology: reflection on teaching different ages, creating 

pronunciation material, examples of activities with Internet and technology. 
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Appendix 2.  Survey on Impact of Pronunciation Workshop 

Apreciado docente, con el ánimo de medir el impacto de los procesos de capacitación 

docente, nos permitimos solicitar de su parte sea diligenciada la siguiente encuesta, la cual 

únicamente tiene fines académicos y en ningún caso tendrá un objetivo diferente. 

 

1. ¿A cuál de las siguientes sesiones asistió? Puede resaltar más de un número, si 

corresponde. 

 

1. Teaching pronunciation: clearing up concepts, theory and myths 

2. Teaching sounds in English: Ideas on teaching sounds and phonemes (using phonemic 

transcription) 

3. Teaching word and sentence stress: What the difference is and ideas on how to teach 

stress 

4. Teaching intonation. Variation in intonation and ideas for teaching intonation 

5. Creating material (using templates) and using technology in pronunciation teaching 

 

2. Resultado de las sesiones: 

 

¿Ha implementado algún concepto o actividad que aprendió en la sesion(es) en su quehacer 

docente? 

¿Cuál(es)? 

¿Cuál fue el resultado? Explique 

 

3. Metodología de las sesiones 

 

¿Considera apropiada la metodología utilizada durante las sesiones? Explique 

 

¿Considera apropiada la temática de las sesiones? Explique 

 

4. Percepción general 

 

Incluya las posibles sugerencias a las sesiones y a las temáticas del ciclo de pronunciación 

de capacitación. 

 

Mencione los puntos positivos de las sesiones que considere se deben resaltar 

 

Mencione los puntos que considere se deberían mejorar en las futuras sesiones de 

capacitación. 

 

5. Comentarios adicionales: 
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Appendix 3. Course content 

Online content F2F session 

WEEK 1 

Features of pronunciation Description of course methodology and course 

content 

History and scope of pronunciation teaching Factors that affect pronunciation and 

conceptualization 

Types of pronunciation lessons Communicative framework for teaching 

pronunciation 

WEEK 2 

Accent Native Speaker vs. Non-native speaker Classroom activities for teaching sounds 

Production of consonant sounds (voicing, place 

and manner of articulation) 

WEEK 3 

Vowel sounds production (shape of lips, 

muscular tension, position of tongue) 

Clarifying different concepts in pronunciation 

(phonics, phoneme, phonemic awareness, 

phonological awareness) 

Classroom activities for teaching vowels 

WEEK 4 

Diphthongs and differences between American 

and British  

Exploring the phonemic chart – consonants, 

vowels and diphthongs 

Phonemic transcription Clearing doubts about the tasks and platform use 

Use of the dictionary for phonemic transcription 

Reading: Giving feedback 

WEEK 5 

Connected speech:  

-contractions 

- blends  

- reductions  

- linking 

Clearing doubts about connected speech 

 

 

WEEK 6 

Reading: 4 articles on accent, identity and bias. Ideas for song activities 

Connected Speech (part 2):  

- assimilation 

- dissimilation 

- deletion 

- epenthesis 

Ideas for teaching with different listening material. 

Pronunciation links 

WEEK 7 

Document: rules for syllables Clearing doubts on stress 

Word stress: 

- Explanation 

-Tips for helping students identify stress. 

- Rules for word stress in English and Spanish 

Ideas on how to teach stress in class 

Sentence stress: 

-Explanation 

- Video of thought groups 

- Guidelines focus words and thought groups 

- Sentence stress matching activity 

Reading: ideas for using videos  
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WEEK 8 

Intonation: 

- Explanation 

- Rules for rising and falling intonation 

- Listening discrimination activity 

- Links to practice more listening 

Ideas for teaching intonation 

Testing and evaluating pronunciation 
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Appendix 4. Summary of learner tasks and activities 

Wee

k 

Online Face to face Autonomous  

0 Introduce themselves in a 

forum. Fill out the student 

survey. 

Does not apply Make recording of 

diagnostic passage 

1 Read about the topic set 

for Week 1. Watch a video 

and participate in a forum 

discussion. 

Socialization of pronunciation 

teaching and topics seen in class. 

Make a description of a 

recent pronunciation class 

taught. 

2 Read about topics set for 

Week 2. Listen to examples. 

Class discussion about accent. 

Review articulatory system. 

Group poster activity on 

consonant teaching activities- 

Make a recording of 

consonant sounds. 

3 Read about topics set for 

Week 3. Watch two videos 

and do a minimal pair online 

practice activity. 

Reflect on task and rubrics. 

Practice vowel activities. Discuss 

and define lesson plan criteria. 

Make a description of a 

lesson plan on teaching 

consonants. Apply the lesson 

and write a reflection of the 

outcomes. Make a recording 

of vowel sounds. 

4 Read content set for 

Week 4. Watch a video of 

the /ʒ/ sound. Do two vowel 

listening discrimination 

activities. Participate in 

forum discussion on 

phonemic transcription. Do 

activity on common 

mispronounced words. 

Carry out vowel worksheet 

activity and do two phonetic 

transcription activities in groups. 

Make diphthongs 

recording. 

5 Read content set for 

Week 5. Do phonemic 

symbols quiz 

Carry out a phonemic symbols 

activity and listening 

discrimination accents activity. 

Socialization of lesson plans and 

rubric criteria. 

Make a lesson plan of an 

integrated pronunciation class 

and design an activity using 

templates provided. Apply 

lesson. Write a reflection of 

the lesson plan. Make 

recording of reductions. 

6 Read content set for 

Week 6. Participate in 

discussion forum about 

accent. 

Class discussion about bias, 

accent identity. Socialization of 

song activity. Class song activity. 

Plan a song activity and 

teach it. Write a reflection of 

the outcomes. Make a 

recording of connected speech. 

7 Read content set for 

Week 7. Do video word 

stress listening activity. Do 

critical listening activity of a 

monologue. 

Class discussion of activities 

carried out in the online session. 

Carry out activities on rhythm, 

syllable division and read aloud 

activity. 

Make a recording of the 

monologue proposed in the 

online session 

8 Read content set for 

Week 8. 

Do listening activities to 

review stress and practice 

intonation. 

Class discussion of activities 

carried out in the online session. 

Socialize video lesson plan 

Make a lesson plan using a 

video. Apply it and write a 

reflection. Make a recording 

of the diagnostic passage 

assigned in Week 0. Write a 

final reflection about the 

course. 
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Appendix 5. Study Participants’ Survey 

 

Please fill out the following survey. Highlight your answers where options have been provided. 

Name:     Profession:  University where you graduated:  

Additional studies:   Yes  No     Which? 

Please answer the following questions: 

1. Do you think teaching pronunciation is important? Why or why not? 

2. Have you taken any pronunciation classes, courses, workshops? 

Yes   No 

3. Which of the following pronunciation features are you familiarized with? 

Consonant sounds  

Vowel sounds  

Diphthongs  

Phonemic symbols  

Articulation   

Stress  

Rhythm 

Intonation  

Connected speech  

4. Which of the following pronunciation features have you taught?  

Consonant sounds 

Vowel sounds  

Diphthongs 

Phonemic symbols  

Articulation  

Stress  

Rhythm 

Intonation  

Connected speech 

5. In your process of learning about English pronunciation, did you receive any instruction in 

pronunciation methodology, teaching activities or strategies? 

Yes   No 
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Please provide additional information to support your answer. 

6. Do you teach pronunciation in your classes? 

Yes   No 

If the answer is NO, please answer question number 7. If the answer is YES, please answer 

question number 8. 

7. Why don’t you teach pronunciation in your classes? 

8. How often do you teach pronunciation in your classes? 

 Once a month 

 Only when my students present pronunciation issues 

 Once a week 

 When the book proposes pronunciation activities 

 In every class 

 Other: ______ 

9. What are your beliefs regarding pronunciation teaching? Read the following statement and 

choose the answer that best fits your beliefs. 

In order to teach pronunciation, teachers need: 

 Specific training in pronunciation teaching methodology 

 To have a C2 English level 

 To have more class preparation time 

 To have more class time  

 To have a native or native-like pronunciation 

Other  Which?  

10. Have you ever taken a blended course? 

Yes    No  

11. Have you ever taken an online course? 

12. Do you have internet access at home? 

Yes     No 

If not, where do you access Internet? 

13.  How often do you access Internet? 

 everyday 

 Once a week 

 Twice a week 

 Three times a week 

 Other ______ 

14. Have you ever participated in forums? 

15. What are your expectations for this course? 

16.  Do you have dropbox? 

Yes    No  
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17. Do you have a youtube channel? 

Yes   No  

18. Do you own any video recording device (smartphone, camcorder)? 

Yes   No 

If so, which? 
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Appendix 6. Semi-structured interview questions 

 

1. Why did this university decide to offer a course on pronunciation 

teaching? 

2. What are your expectations for this course? 
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Appendix 7. Diagnostic Passage 

 

Diagnostic Passage  

If English is not your native language, people may have noticed that you come from 

another country because of your “foreign accent.” Why do people usually have an accent 

when they speak a second language? Several theories address this issue. Many people 

believe that only young children can learn a second language without an accent, but applied 

linguists have reported cases of older individuals who have mastered a second language 

without an accent. Another common belief is that your first language influences your 

pronunciation in a second language. Most native speakers of English can, for example, 

recognize people from France by their French accents. They may also be able to identify 

Spanish or Arabic speakers over the telephone, just by listening carefully to their 

pronunciation. Does this mean that accents can’t be changed? Not at all! But old habits 

won’t change without a lot of hard work, will they? In the end, the path to learning to speak 

a second language without an accent appears to be a combination of hard work, a good ear, 

and a strong desire to sound like a native speaker. You also need accurate information 

about the English sound system and lots of exposure to the spoken language. Will you 

manage to make progress, or will you just give up? Only time will tell, I’m afraid. Good 

luck, and don’t forget to work hard! 
1
 

 

 

 

 

 

 

 

 

                                                           
1
 Prator, C. H., Jr., & Robinett, B. W. (1972). Manual of American English pronunciation (3rd ed.). New York: Holt, 

Rinehart and Winston. Quoted in 

http://webdelprofesor.ula.ve/humanidades/azapata/materias/phonetics_1/diagnostic_passage.pdf.  
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Appendix 8. Pronunciation Diagnostic Results Format for First Recording 

Example P1 

Consonant sounds 

The sounds you need to work on are highlighted. 

Classification of consonant sounds 

Manner of articulation 

Voiced   

    ----- Unvoiced 

Place of articulation 

Bilabi

al 

Labio
- 

dental 

Denta

l 

Alveol

ar 
Palatal 

Vel

ar 

Glott

al 

Stop 
------ pie   Today  

kin

d 
 

 

bob   do  
goo

d  
 

Fricative ------ 
 feet think see sheep  hello 

 

 very 
moth

er 
zoo 

measur
e 

  

Affricate ------ 

    church   

 

    jump   

Nasal 

 

my   night  sing  

Approximant: 

Liquid 
 

   love red   

Approximant: 
Glide/semivow

el 
 

win    you   

 

Examples of words in diagnostic passage: 

Passage / Language = the second G should sounds like the J in jump. 

Noticed = Should sounds like “noutist” 

Foreign = sounds like “fourin” 

Usually / Exposure = Here the S should sound like the s in measure 

when they espeak / native espeakers = You are pronouncing an E before the S. This E doesn’t 

belong there. 
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Several = you pronounce the r sound sounds like the r sound in Spanish in the word pero, but the 

tongue should not touch the alveolar tooth ridge, it stays down behind the lower teeth. 

Native = The V should be pronounced clearly. 

Reported / Mastered = Ed sounds in past should be revised. 

English/ Spanish = The SH should sound clearly 

Arabic / work= The final K sound should sound clearly 

Accents = This should sound like “aksents” 

Exposure = Ekspou – the S sounds like the S in measure 

Will you: The Y sound begins with an I sound. You should sound like “EeU” or in Spanish “iu” 

Hard= The final D should sound. 

Accent / But = The final T doesn’t usually sound in American English. It’s what we call a glottal 

stop. We will see this in the face to face session of Week 2. 

Native:  The T sound when it is in the middle of two vowels sound like an R in American 

English. Example: “native” sounds like “narive” and the r sound is like the Spanish r in Pero. 

 

Vowel diagnostic results 

Vowel 

sound 
Results Comments 

 

 

 

 

 

Another / to / pronunciation 
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Not 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

English / issue / influences / in / native / this 

 

Diphthongs diagnostic results 

Vowel 

sound 
Results Comments 

 

 

Identify= aɪˈdentəˌfaɪ 

 

 

 

 

 

Pronunciation = proˌnənsiˈeɪʃn̩ 
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Also = ˈɒlsoʊ 

Telephone =ˈteləˌfoʊn 

Old = oʊld 

Exposure= ɪkˈspoʊʒər 

 

 

 

 

 

Stress diagnostic results 

Linking 

Environment 
Results Comments 

Word stress 

 Very good! Just focus on these words: 

Address 

linguists 

accurate 

Thought groups 

 your first language influences your 

pronunciation in a second language. 

 

-Here there should be no pauses. 

 

Only time will tell, | I’m afraid.| Good luck,| and 

don’t forget to work hard! 

 

-Here it’s important to pause between the thought 

groups to sound natural. 
 

 

If English is not your native language | people may have noticed |that you 

come from another country| because of your “foreign accent.”| Why do people 
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usually have an accent | when they speak a second language? | Several theories 

address this issue. | Many people believe | that only young children | can learn 

a second language without an accent, | but applied linguists | have reported 

cases of older individuals | who have mastered a second language without an 

accent. | Another common belief is that | your first language influences your 

pronunciation in a second language. | Most native speakers of English can, | 

for example, | recognize people from France | by their French accents.| They 

may also be able to identify Spanish or Arabic speakers over the telephone, | 

just by listening carefully to their pronunciation. | Does this mean that accents 

can’t be changed? | Not at all! | But old habits won’t change without a lot of 

hard work, | will they?| In the end, | the path to learning to speak a second 

language without an accent |appears to be a combination of hard work, | a 

good ear, | and a strong desire to sound like a native speaker.| You also need 

accurate information about the English sound system| and lots of exposure to 

the spoken language. | Will you manage to make progress,| or will you just 

give up? Only time will tell, | I’m afraid.| Good luck,| and don’t forget to work 

hard! 
2

 

 

Linking diagnostic results 

Linking 

Environment 
Results Comments 

 /iː/ + /j/ + vowel 
Word                       Word 

ending                 beginning  
 

/eɪ/ + /j/ + vowel 
Word                       Word 

ending                 beginning  may also 

uː + /w/ + vowel 
Word                       Word 

ending                 beginning  to identify 

Intervocalic 

Consonant Sharing  If English is  

because of 

                                                           
2
 Prator, C. H., Jr., & Robinett, B. W. (1972). Manual of American English pronunciation (3rd ed.). New York: Holt, 

Rinehart and Winston. Quoted in 

http://webdelprofesor.ula.ve/humanidades/azapata/materias/phonetics_1/diagnostic_passage.pdf.  
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V+ C ----- + V Several theories address this issue. 

speak a second language 

without an accent 

cases of older individuals 

pronunciation in a second language 

Does this mean that accents 

Not at all! 

without a lot of hard work 

need accurate information about 
Resyllabification 

C +C ----- + V 
Plurals and ed 

 have mastered a second language 

lots of exposure 

Lengthened 

articulation 

C ------------- C 
Word                       Word 

ending                 beginning 

 
 

Unreleased 

consonant 

Stop + stop 

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

 
 

Unreleased 

consonant 

Stop + affricate 

(/dʒ/, /tʃ/) 

 
 

 

If English is not your native language, people may have noticed that you 

come from another country because of your “foreign accent.” Why do people 

usually have an accent when they speak a second language? Several theories 

address this issue. Many people believe that only young children can learn a 

second language without an accent, but applied linguists have reported cases 

of older individuals who have mastered a second language without an accent. 

Another common belief is that your first language influences your 

pronunciation in a second language. Most native speakers of English can, for 

example, recognize people from France by their French accents. They may 

also be able to identify Spanish or Arabic speakers over the telephone, just by 

listening carefully to their pronunciation. Does this mean that accents can’t be 
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changed? Not at all! But old habits won’t change without a lot of hard work, 

will they? In the end, the path to learning to speak a second language without 

an accent appears to be a combination of hard work, a good ear, and a strong 

desire to sound like a native speaker. You also need accurate information 

about the English sound system and lots of exposure to the spoken language. 

Will you manage to make progress, or will you just give up? Only time will 

tell, I’m afraid. Good luck, and don’t forget to work hard! 
3

 

 

Intonation diagnostic results 

Intonation Results Comments 
Rising intonation 

 
 

Falling intonation 

 Why do people usually have an accent when 

they speak a second language? 

But old habits won’t change without a lot of 

hard work, will they? 

Will you manage to make progress, or will you just 

give up? 

Partial rise 

 
 

Partial Fall 

  
 

 

Linking 

If English is not your native language, people may have noticed that you come 

from another country because of your “foreign accent.” Why do people 

usually have an accent when they speak a second language? Several theories 

address this issue. Many people believe that only young children can learn a 

second language without an accent, but applied linguists have reported cases 

of older individuals who have mastered a second language without an accent. 

                                                           
3
 Prator, C. H., Jr., & Robinett, B. W. (1972). Manual of American English pronunciation (3rd ed.). New York: Holt, 

Rinehart and Winston. Quoted in 

http://webdelprofesor.ula.ve/humanidades/azapata/materias/phonetics_1/diagnostic_passage.pdf.  



A teacher training blended course in communicative pronunciation pedagogy    143 
 

 
 

Another common belief is that your first language influences your 

pronunciation in a second language. Most native speakers of English can, for 

example, recognize people from France by their French accents. They may 

also be able to identify Spanish or Arabic speakers over the telephone, just by 

listening carefully to their pronunciation. Does this mean that accents can’t be 

changed? Not at all! But old habits won’t change without a lot of hard work, 

will they? In the end, the path to learning to speak a second language without 

an accent appears to be a combination of hard work, a good ear, and a strong 

desire to sound like a native speaker. You also need accurate information 

about the English sound system and lots of exposure to the spoken language. 

Will you manage to make progress, or will you just give up? Only time will 

tell, I’m afraid. Good luck, and don’t forget to work hard! 
4

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                           
4
 Prator, C. H., Jr., & Robinett, B. W. (1972). Manual of American English pronunciation (3rd ed.). New York: Holt, 

Rinehart and Winston. Quoted in 

http://webdelprofesor.ula.ve/humanidades/azapata/materias/phonetics_1/diagnostic_passage.pdf.  
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 Appendix 9. Lesson plan rubics 

 

Rubric Week 3 

Criteria Descriptor    Comments 

Relevance Teacher states the relevance of the 

pronunciation feature chosen to teach in 

the class. 

    

Analysis and 

description 

Teacher illustrates how the sound is 

produced and when. 

    

Listening 

discrimination 

Teacher provides listening practice 

for students to learn to discriminate the 

sound from others 

    

Controlled practice Teacher provides a pronunciation 

practice activity 

    

Guided practice Students practice the pronunciation 

feature learned within a semi-controlled 

communication activity. (Dialogs, 

student A, Student B speaking, etc.) 

    

Communicative 

practice 

Students apply the pronunciation 

feature in a communicative activity 

where they speak in a less controlled 

manner. 

    

Rubric Week 5 

Criteria Descriptor    Comments 

Lesson Planning The teacher has followed and completed 

the lesson plan format provided for this task. 

    

Relevance Teacher states the relevance of the 

pronunciation feature chosen to teach in the 

class. 

    

Integration The lesson has been presented as an 

integrated part of an English class. 

    

Analysis and 

description 

Teacher illustrates how the sound is 

produced and when. 

    

Listening 

discrimination 

Teacher provides listening practice for 

students to learn to discriminate the sound 

from others 

    

Controlled 

practice 

Teacher provides a pronunciation practice 

activity 

    

Guided practice Students practice the pronunciation 

feature learned within a semi-controlled 

communication activity. (Dialogs, student A, 

Student B speaking, etc.) 

    

Communicative 

practice 

Students apply the pronunciation feature 

in a communicative activity where they speak 

in a less controlled manner. 

    

Assessment The teacher has stated how feedback will 

be provided to students in the different stages 

of the pronunciation activities. 

    

Material Design The teacher has designed and 

implemented his/her own material for 

teaching pronunciation. 
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Rubric Week 8 

Criteria Descriptor    Comments 

Lesson Planning The teacher has followed and completed 

the lesson plan format provided for this task. 

    

Relevance Teacher states the relevance of the 

pronunciation feature chosen to teach in the 

class. 

    

Integration The lesson has been presented as an 

integrated part of an English class. 

    

Analysis and 

description 

Teacher illustrates how the sound is 

produced and when. 

    

Listening 

discrimination 

Teacher provides listening practice for 

students to learn to discriminate the sound 

from others 

    

Controlled 

practice 

Teacher provides a pronunciation practice 

activity 

    

Guided practice Students practice the pronunciation 

feature learned within a semi-controlled 

communication activity. (Dialogs, student A, 

Student B speaking, etc.) 

    

Communicative 

practice 

Students apply the pronunciation feature 

in a communicative activity where they speak 

in a less controlled manner. 

    

Assessment The teacher has stated how feedback will 

be provided to students in the different stages 

of the pronunciation activities. 

    

Video The teacher has implemented a video 

activity to teach a feature of pronunciation in 

one of the stages of the class.  
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Appendix 10. Final Written Reflections Format 

TEACHING AND LEARNING PRONUNCIATION COURSE 

UNIVERSIDAD (name of university) 

INSTRUCTOR: MARTHA RAMIREZ 

 

Dear teacher, 

Below you will find the different criteria for your final reflection of this course, which will serve as a wrap up of your 

learning process. 

 

Please post your reflection in the individual reflections forum in the platform. 

THE COURSE  

The content provided: was it clear? Enough? 

The face to face session 

 

The online session 

 

The methodology 

The tasks: 

The length of the course: 

 

YOUR LEARNING: 

Expectations for the course as learner/teacher: Were they accomplished? Have you noticed improvement in your 

pronunciation? 

Your use of platform: forums, quizzes, uploading, interaction, watching the videos, reading  -flipped session (face to 

face material videos). Did you take advantage of all the material for your learning? Why or why not? 

 

Did your planning change? 

Do you think you achieved the objectives of this course? 

Did you encounter any difficulties throughout the course? If so, how could these be overcome in the future? 

YOUR TEACHING PRACTICE 

  

What was the impact of this course in your teaching and in your students’ learning? What evidence could you give to 
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support your position?  

 

Will you apply what you’ve learnt in your future classes? 

EVALUATION: 

Teacher’s feedback provided: (rubrics, recordings, grading – faces, correction) 

 

ADDITIONAL COMMENTS AND RECOMMENDATIONS: 
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Appendix 11. Focus Group Questions 

El CURSO 

 ¿Consideras que el curso fue práctico? 

¿La metodología fue adecuada? 

¿Qué les parecieron los contenidos del curso tanto en lo virtual como en lo presencial? 

¿Les gustó la modalidad blended? ¿Por qué? 

 

 ¿Considera que el curso mismo se desarrolló dentro de un marco comunicativo tanto en el 

aprendizaje de los contenidos (online y presencial) como en su aplicación de los mismos? 

 

 ¿Considera la enseñanza del curso fue sensible a los procesos de cada uno de ustedes? ¿Se 

tuvo en cuenta sus necesidades específicas de aprendizaje y de enseñanza? 

 

 ¿Considera que el curso tuvo en cuenta el contexto colombiano y del hispanohablante en 

cuenta al aprendizaje y enseñanza de pronunciación? 

 

 ¿Consideran que el flipped classroom (videos , powerpoints y materiales que se subieron 

sobre lo discutido en la clase presencial) fueron útiles? ¿Accedieron a este material cuando faltaron a 

alguna clase? 

 

¿Tuvieron alguna dificultad para realizar las diferentes actividades propuestas? (tiempo, técnico, manejo 

de la plataforma) ¿Alguna sugerencia de cómo sobrepasar esta dificultad? 

 

APRENDIZAJE 

 ¿Cómo aportó este curso a su aprendizaje de pronunciación y de enseñanza de 

pronunciación? ¿Cómo aportó a su manera de enseñar? Hubo progreso en su pronunciación y en su 

manera de enseñar? 
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¿Cómo aportó la retroalimentación (rúbricas, feedback de pronunciación, feedback papers) tanto en su 

pronunciación como en su manera de incluir pronunciación en sus clases? 

 

¿Se les brindó herramientas para aplicar los contenidos a sus necesidades específicas de enseñanza? 

 

¿Se les brindó herramientas para aplicar los contenidos a sus necesidades específicas de aprendizaje? 

 

 ¿Consideran se puede aplicar lo que aprendieron en este curso para otros contextos de 

enseñanza? (colegio, universidad, centros de lenguas) 

 

Evaluación 

¿Fue adecuada la manera en que fueron evaluados? 

¿Cómo hicieron uso del feedback que se les proporcionó? 

¿Qué es lo que más rescatan del curso? 

¿Qué podría mejorar? 
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Appendix 12. Informed Consent Form 

De acuerdo con las disposiciones de la Universidad de los Andes en el proyecto de investigación en 

cuestión se dará prevalencia al respeto a la dignidad, a la protección de los derechos y al bienestar de las 

personas y demás seres vivos involucrados en la investigación. Por medio de esta carta de consentimiento se 

le informa el propósito del estudio, las acciones esperadas de los participantes, el tiempo durante el cual se 

llevaría a cabo y la aclaración del carácter voluntario de la participación especificando la facultad que tienen 

los participantes de retirarse del proyecto en cualquier momento que lo desearan. 

 

Para garantizar la confidencialidad de la información se omitirá en el informe de investigación el nombre 

de las personas que participaron en el estudio, usando pseudónimos para tales fines. 

Carta de consentimiento  informado 

El proyecto busca que los profesores de inglés aprendan sobre pronunciación en inglés y metodología de 

enseñanza de pronunciación a través de un diseño metodológico de un curso semi-presencial sobre el 

aprendizaje y la enseñanza de pronunciación con duración de ocho semanas. Por medio de la investigación-

acción, se propone implementar y evaluar el carácter situado, contextualizado, comunicativo y práctico del 

curso a través de aplicación que le den los participantes de esta investigación en sus propios contextos 

educativos a través de diarios reflexivos del investigador, encuestas, entrevistas semi-estructuradas, 

grabaciones de las sesiones dictadas, planes de clase de los participantes y evidencias de las diferentes 

actividades que estos apliquen en sus contextos que se verán evidenciados tanto en las sesiones presenciales 

como en las diferentes herramientas proporcionadas en el componente virtual. Todos las actividades y 

productos creados y entregados por los participantes serán analizados en el contexto de esta investigación. El 

tratamiento que se le dará a esta información será confidencial, responsable y ético. 

Como resultado del estudio, se espera crear conciencia entre los participantes sobre las responsabilidades 

conjuntas para generar procesos de enseñanza y aprendizaje más significativos en la lengua extranjera. 

 

Su participación en este proyecto es fundamental y es de carácter voluntario. A todos los participantes se 

les garantizará: 

1. el uso de nombres ficticios para mantener su identidad en el anonimato. 

2. estricta confidencialidad con la información que se recolecte. 

3. que el proyecto no tendrá incidencia alguna en las evaluaciones 

4. la oportunidad de verificar las declaraciones hechas en las entrevistas en el borrador de los 

informes del proyecto. 

 



A teacher training blended course in communicative pronunciation pedagogy    151 
 

 
 

Agradezco su autorización para contar con usted como participante en este proyecto. 

Cordialmente, Martha Adelaida Ramírez, Investigadora 

 

 

Nombre: ___________________   Firma: _____________________  

  

Fecha: _____________________ 
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Appendix 13. Pronunciation diagnostic comparison format 

Example: P1 

First Diagnostic Passage Second Diagnostic passage 

Consonant sounds Error examples: Final results: 

RE= Repeated error 

CE = Corrected error 

NC = Not clear 

/dʒ/ Passage / Language  RE 

/t/ Noticed  RE 

 Foreign = sounds like “fourin” CE 

/ ʒ/ Usually / Exposure  RE 

/sp/ espeak / native espeakers RE  

/r/ Several = you pronounce the r sound 

sounds like the r sound in Spanish 

RE 

/v/ Native = The V should be pronounced 

clearly. 

CE 

/ ɪd/ Reported  CE 

/d/ Mastered RE 

/ ʃ/ English/  

Spanish = The SH should sound clearly 

RE 

CE 

/k/ Arabic / work= The final K sound should 

sound clearly 

RE 

/ks/ Accents  CE 

/ks/ / ʒ/ Exposure  RE 

/j/ Will you RE 

/d/ Hard= The final D should sound. RE 

American glottal 

stop 

Accent / But  CE 

Flap r Native 

 

RE 

Vowel sounds Error examples: Error examples: 

 

Another  RE 

To RE 

Pronunciation RE 

 

Not NC 

 

English  RE 

issue  RE 

influences  NC 

In NC 

Native CE 
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This RE 

Silent vowels Several = sevral RE 

Listening = lisning RE 

carefully = carefully RE 

Diphthongs Error examples: Error examples: 

 

Identify= aɪˈdentəˌfaɪ CE 

 

Pronunciation = proˌnənsiˈeɪʃn̩ 

 

CE  

 

Also = ˈɒlsoʊ RE 

Telephone =ˈteləˌfoʊn RE 

Old = oʊld RE 

Exposure= ɪkˈspoʊʒər CE 

Linking Error Examples: Error Examples: 

/eɪ/ + /j/ + vowel 

Word                       

Word 

ending                 

beginning 

may also CE 

uː + /w/ + vowel 

Word                       

Word 

ending                 

beginning 

to identify RE 

Intervocalic 

Consonant Sharing 

V+ C ----- + V 

If English is  CE 

because of NC 

Several theories address this issue. CE 

speak a second language RE 

without an accent CE 

cases of older individuals RE 

pronunciation in a second language RE 

Does this mean that accents RE 

Not at all!  RE 

without a lot of hard work You say “with a lot of hard 

work” 

need accurate information about RE 

Resyllabification 

C +C ----- + V 

Plurals and ed 

have mastered a second language RE 

lots of exposure RE  

Pay attention to the sound of the 

final consonant sound in OF  

Stress Error Examples: Error Examples: 

Word stress Address CE 

Linguists You say “linguistics” and not 

“linguists”. 
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Accurate RE 

Thought groups your first language influences your 

pronunciation in a second language. 

 

-Here there should be no pauses. 

RE 

Only time will tell, | I’m afraid.| Good 

luck,| and don’t forget to work hard! 

 

-Here it’s important to pause between the 

thought groups to sound natural. 

CE 

Intonation Error examples: Error examples: 

Falling intonation Why do people usually have an accent 

when they speak a second language? 

RE 

The intonation you use is 

acceptable in situations in which 

you have been asked this question 

and are responding with the same 

questions. 

But old habits won’t change without a lot 

of hard work, will they? 

RE 

Will you manage to make progress, or 

will you just give up? 

RE 
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Appendix 14. Results of pre and post diagnostic pronunciation recordings per 

feature and participant. 

  E-D1:  Errors Diagnostic 1                          

  E-D2:  Errors Diagnostic 2                         

  CE: Corrected Errorrs                         

Consonant sounds     Vowel sounds     Diphthongs   

  

E

-D1 

E

-D2 

C

E 

CE 

Percentage   
  

E

-D1 

E

-D2 

C

E 

CE 

Percentage   
  

E

-D1 

E

-D2 

C

E 

CE 

Percentage 

P

1 

2

2 

1

6 

6 27% 

  

P

1 

1

0 

9 1 10% 

  

P

1 

6 3 3 50% 

P

2 

5 4 1 20% 

  

P

2 

7 6 1 14% 

  

P

2 

1 1 0 0% 

P

3 

9 7 2 22% 

  

P

3 

9 8 1 11% 

  

P

3 

4 3 1 25% 

P

4 

3 1 2 67% 

  

P

4 

1 1 0 0% 

  

P

4 

1 1 0 0% 

P

5 

1

3 

8 5 38% 

  

P

5 

9 8 1 11% 

  

P

5 

4 1 3 75% 

P

6 

1

1 

9 2 18% 

  

P

6 

7 6 1 14% 

  

P

6 

5 4 1 20% 

P

7 

8 5 3 38% 

  

P

7 

4 4 0 0% 

  

P

7 

2 2 0 0% 

P

8 

1

2 

6 6 50% 

  

P

8 

4 3 1 25% 

  

P

8 

1 1 0 0% 

P

9 

3 1 2 67% 

  

P

9 

3 3 0 0% 

  

P

9 

1 0 1 100% 

P

10 

1

5 

1

4 

1 7% 

  

P

10 

1

1 

7 4 36% 

  

P

10 

6 5 1 17% 

T 1 7 3 *30%   T 6 5 1 *15%   T 3 2 1 *32% 
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otal 01 1 0 otal 5 5 0 otal 1 1 0 

                                  

                                  

Linking     Stress     Intonation   

  

E

-D1 

E

-D2 

C

E 

CE 

Percentage   
  

E

-D1 

E

-D2 

C

E 

CE 

Percentage   
  

E

-D1 

E

-D2 

C

E 

CE 

Percentage 

P

1 

1

3 

9 4 31% 

  

P

1 

5 3 2 40% 

  

P

1 

3 3 0 0% 

P

2 

1

0 

5 5 50% 

  

P

2 

4 4 0 0% 

  

P

2 

2 1 1 50% 

P

3 

6 2 4 67% 

  

P

3 

9 6 3 33% 

  

P

3 

3 3 0 0% 

P

4 

1

0 

5 5 50% 

  

P

4 

0 0 0 

no 

errors   

P

4 

1 1 0 0% 

P

5 

9 3 6 67% 

  

P

5 

2 1 1 50% 

  

P

5 

2 0 2 100% 

P

6 

2

1 

1

5 

6 29% 

  

P

6 

8 3 5 63% 

  

P

6 

3 3 0 0% 

P

7 

1

0 

5 5 50% 

  

P

7 

4 1 3 75% 

  

P

7 

2 2 0 0% 

P

8 

9 2 7 78% 

  

P

8 

5 3 2 40% 

  

P

8 

2 1 1 50% 

P

9 

7 0 7 100% 

  

P

9 

3 1 2 67% 

  

P

9 

1 0 1 100% 

P

10 

1

5 

1

2 

3 20% 

  

P

10 

4 4 0 0% 

  

P

10 

5 3 2 40% 

T

otal 

1

10 

5

8 

5

2 
*47% 

  

T

otal 

4

4 

2

6 

1

8 
*41% 

  

T

otal 

2

4 

1

7 7 
*29% 

 

*Percentage average 


