REPUBLIC OF TURKEY
CAG UNIVERSITY
INSTITUTE OF SOCIAL SCIENCES
DEPARTMENT OF ENGLISH LANGUAGE EDUCATION

A STUDY ON EFL TEACHERS’ BELIEFS AND PRACTICES REGARDING
PRONUNCIATION TEACHING AT STATE SCHOOLS

THESIS BY
Selda ASLAN

Supervisor : Dr. Aysun YURDAISIK DAGTAS
Member of Jury : Dr. Senem ZAIMOGLU
Member of Jury : Dr. Deniz ELCIN (Siirt University)

MASTER THESIS

MERSIN / SEPTEMBER 2021



APPROVAL

REPUBLIC OF TURKEY
CAG UNIVERSITY
DIRECTORSHIP OF THE INSTITUTE OF SOCIAL
SCIENCES

We certify that thesis under the title of “Exploring EFL Teachers Beliefs and
Practices Regarding Pronunciation Teaching at State Schools” which was prepared
by our student Selda ASLAN with number 20198018 is satisfactory consensus for the

award of the degree of Master of Arts in the Department of English Language
Education.

(The Original Copy Hold in the Institute Directorate is signed.)
Univ. Inside-Supervisor-Head of Examining Committee: Dr. Aysun YURDAISIK DAGTAS

(The Original Copy Hold in the Institute Directorate is signed.)
Univ. Inside - permanent member: Dr. Senem ZAIMOGLU

(The Original Copy Hold in the Institute Directorate is signed.)
Univ. Outside - permanent member: Dr. Deniz ELCIN
(Siirt University)

I confirm that the signatures above belong to the academics mentioned.
(The Original Copy Hold in the Institute Directorate is signed.)

17/09/ 2021
Assoc. Prof. Dr. Murat KOC
Director of Institute of Social Sciences

Note: The uncited usage of the reports, charts, figures, photographs in this thesis,

whether original or quoted from other sources, is subject to the law of Works of
Art and Thought No: 5846



DEDICATION

To my teachers and students...



ETHICS DECLARATION

Name& Surname: Selda ASLAN
Number: 20198018

Department: ENGLISH LANGUAGE TEACHING
Program: Master Thesis( X) PhD. Thesis( )
Thesis Title: Exploring EFL Teachers’ Beliefs and Practices Regarding

Ogrencinin

Pronunciation Teaching at State Schools in Hatay

| hereby declare that;

| prepared this master thesis in accordance with Cag University Institute of Social
Sciences Thesis Writing Directive,

| prepared this thesis within the framework of academic and ethics rules,

| presented all information, documents, evaluations and findings in accordance with
scientific ethical and moral principles,

I cited all sources to which | made reference in my thesis,

The work of art in this thesis is original,

I hereby acknowledge all possible loss of rights in case of any circumstances

contradicting with my declaration.



ACKNOWLEDGEMENTS

As | am reaching to an end after this difficult and challenging period of my life, 1
would like to Express my gratitude to my supervisor Dr. Aysun YURDAISIK
DAGTAS for always supporting me and being patient with me. Without her support and
feedback, | would not be able to finish this thesis. | would also like to express my
thanks to my jury members Dr. Senem ZAIMOGLU and Dr. Deniz Elgin; for their
invaluable feedback and contribution to my thesis.

I would like to thank my classmates Berivan HASGUL and Emine OZTAS for their
kindness and support. Also, | am forever grateful to my senior Serap YILDIZ for
always sharing her knowledge with me and answering my questions so patiently.

I am thankful to my family for always pushing me forward and believing in me.
Thank you for your great support: my mother, Besime ASLAN; my father, Edip
ASLAN; my brothers, Turgut ASLAN and Sahin ASLAN; my sister, Stizer CANDAN.
Also | thank my niece, Zeynep CANDAN and my nephew, Ali CANDAN for bringing
joy to my life.

Finally, 1 would like to thank to all of the teachers who has contributed to my study
and allocated their valuable time for my study.



Vi

ABSTRACT

EXPLORING EFL TEACHERS BELIEFS AND PRACTICES REGARDING
PRONUNCIATION TEACHING AT STATE SCHOOLS

Selda ASLAN

Master Thesis, Department of English Language Education
Supervisor: Dr. Aysun YURDAISIK DAGTAS
September 2021, 93 pages

Pronunciation is a very important language skill for communication. Pronunciation is
about how the language is spoken and how the sounds get together to form vocabulary.
Clear pronunciation enables us to speak more confidently and understand what we hear.
In case of bad pronunciation, understanding the speaker becomes a real challenge since
communication cannot be achieved without intelligible pronunciation. This study aims
to explore the English teachers’ beliefs and practices regarding pronunciation teaching
at state schools in Hatay, Turkey. In this study both quantitative and qualitative
instruments is used to obtain deeper understanding of the EFL teachers’ beliefs and
practices regarding pronunciation. The teaching pronunciation questionnaire is applied
to 155 English teachers who are working at Turkish Ministry of Education state schools
in Hatay, Turkey. In addition to the questionnaire, an interview is applied to eighteen
teachers. For the analysis of the quantitative data, descriptive statistics, independent t-
test and One-Way ANOVA were employed; while, the interviews were interpreted
through content analysis. As a result of descriptive statistics, the EFL teachers were
found neutral towards pronunciation. However, the qualitative data revealed positive
stance towards pronunciation. Unlike the quantitative results, the teachers were on the
side of intelligible pronunciation rather than native-like accent. Also, all of the teachers
were in agreement that they need more training in pronunciation. Furthermore, the
teachers were in consistency towards teaching pronunciation implicitly. Finally, the
teachers were not specific about how much time they allocate for teaching

pronunciation in both quantitative and qualitative results of the study.

Key words: pronunciation teaching, EFL teachers, intelligibility, implicit instruction
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DEVLET OKULLARINDAKI INGILIiZCE OGRETMENLERININ TELAFFUZ
OGRETIMINE iLiSKiN INANCLARI VE UYGULAMALARI

Selda ASLAN

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dah
Tez Damismani: Dr. Ogr. Uyesi Aysun YURDAISIK DAGTAS
Eyliil 2021, 93 Sayfa

Telaffuz konusma i¢in ¢ok Onemli bir dil becerisidir. Telaffuz dilin konusulmasi ve
seslerin kelimeleri olusturmak i¢in biraraya gelmesiyle ilgilidir. Anlasilir bir telaffuz,
daha ozgiivenli konusmamizi ve duyduklarimizi anlamamizi saglar. Koti telaffuz
durumunda konusani1 anlamak c¢ok zor hale gelir ¢iinkii iletisim anlasilir bir telaffuz
olmadan basarilamaz. Bu ¢alisma Hatay devlet okullarindaki Ingilizce 6gretmenlerinin
telaffuza iliskin inan¢ ve uygulamalarini arastirmayr amaglamaktadir. Bu c¢aligmada
Ingilizce 6gretmenlerinin telaffuza yonelik inang ve uygulamalarini daha derinlemesine
anlamk i¢in nitel ve nicel araglar kullanilmistir. Telaffuz 6gretimi anketiHatayda Milli
Egitim Bakanlhigina bagli devlet okullarinda ¢alisan 155 ingilizce Ogretmenine
uygulanmistir. Ankete ek olarak, 18 6gretmenle goriisme saglanmistir. Nicel veri analizi
icin betimsel istatistikler, bagimsiz Orneklem testi ve tek yonli ANOVA testleri
uygulanirken, goriismelerin yorumlanmasi igerik analizi ile yapilmigtir. Betimsel
istatistik sonuglarina gore, Ogretmenlerin telaffuza karsi kararsiz bir tutum iginde
olduklart bulunmustur. Bununla beraber, nitel analiz 6gretmenlerin telaffuza karsi
pozitif durusunu agiga c¢ikarmistir. Nicel veriden farkli olarak, Ingilizce 6gretmenleri
yerel aksandan ziyede anlasilir bir telaffuzdan yana olmuslardir. Ayrica, biitiin
ogretmenler telaffuzla ilgili daha ¢ok eitime ihtiyaglar1 oldugu konusunda hemfikir
olmuslardir. Dahasi, biitiin 6gretmenler telaffuzu dolayli olarak 6gretme de tutarli bir
tavir icinde olmuslardir. Son olarak, hem nitel hem de nicel sonuglara gore biitiin

Ogretmenler telaffuza ne kadar zaman ayirdiklari konusunda belirsiz olmuslardir.

Anahtar kelimeler: telaffuz 6gretimi, Ingilizce 6gretmenleri, anlasilirlik, dolayli gretim
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1. INTRODUCTION

Background of the Study

Pronunciation is about how the language is spoken and how the sounds get together
to form vocabulary. Richard & Schmidt (2002) described pronunciation as the way of
generating certain sounds. In case of bad pronunciation, understanding the speaker
becomes a real challenge since communication cannot be achieved without intelligible
pronunciation. However, some researchers believe that it is an ignored language skill
(Hardison, 2010; Harmer, 2015; O’Brien, 2004). Pronunciation training enables learners
to become much more aware of the sounds of the language instead of just thinking
about vocabulary and grammar. Thus, learners become aware of the phonemes, rhymes,
rhythm, intonation, linking of vocabulary and so on. Morley (1991) defines
pronunciation as a significant part of communicative competence. Wong (1987) asserts
that if non-native speakers’ pronunciation is under a certain level despite the fact that
their vocabulary and grammar are sufficient, they cannot communicate effectively.
Kelly (2007) argues that when teachers schedule their classes they generally neglect
pronunciation and they focus more on grammar and lexical features of English. Yates
and Zielinski (2009) believe that teachers should teach the general rules and principles
of English pronunciation to their learners by teaching the new sounds, words, sentences
and phrases for understandable pronunciation. Laroy (1995) states that teachers should

guide and support their students to learn the correct pronunciation.

Statement of the Problem

Harmer (2001) maintained that the initial goal of teaching and learning in any
language is to be able to communicate in the target language. Communicating in the
target language requires the speaker to have an accurate pronunciation (Harmer, 2001).
Comprehensible pronunciation is significant for communicative competence (Morley,
1991; Gilakjani & Sabouri, 2016). Julia (2002) asserts that pronunciation is one of the
crucial skills and the base of oral speech for English learners at all stages. In fact,
without clear pronunciation, communication and spoken language would not exist
(Julai, 2002). Inadequate pronunciation leads to misunderstandings and even hinders the
person’s speaking confidence. Gilakjani (2012) believes that teachers should promote
their learners to achieve understandable and clear speaking. He continues to say that, if

a person has an understandable pronunciation grammar mistakes can be tolerated,



because grammatical mistakes do not hinder the message but even one wrongly
pronounced word may cause very important misunderstandings. Despite being
indispensable for proficiency in the language, pronunciation is not covered very much
in EFL classes compared to other language skills (Al Fakhri, 2003; Derwing & Munro,
2005; Gilbert, 2010). Bai & Yuan (2019) found that because the schools focus on exam
results, most teachers are forced to teach reading, grammar, and writing, and they have
limited time to teach pronunciation. When English teachers do not teach certain aspects
of pronunciation, students are just memorizing the pronunciation of new vocabulary.
Besides, pronunciation is interconnected with speaking and listening skills. It is
actually a complement for these language skills. Clear pronunciation enables us to speak
more confidently and understand what we hear. It needs to be explained and taught
much more deeply and thoroughly in the classrooms.

Pronunciation is neglected in EFL classes in many different parts of the world
(Kelly, 1969; Lin, Fan, & Chen, 1995; Wong, 1993; Wei and Zhou, 2002; Dalton, 2002;
Dagtan, 2020; Moedjito, 2008). Gilakjani & Sabouri (2016) claim that teachers neglect
teaching pronunciation because they do not feel confident about their pronunciation
knowledge as much as their grammar and lexis knowledge. Teaching pronunciation
from the beginning is crucial because some pronunciation mistakes can be very difficult
to change after they are acquired wrongly. Gilbert (2008) explains that pronunciation
teaching is ignored in EFL classrooms because of two reasons. The first reason is
teachers do not have enough time to focus on pronunciation. The second reason is
students psychological barriers cause them feel more secure about grammar and
vocabulary than they feel about pronunciation. Additionally, Kelly (2000) expresses
two different reasons for not teachig pronunciation: one reason is teachers are not
interested in teaching pronunciation, the other reason is teachers do not have enough
knowledge to teach pronunciation. In a study in Turkey, teachers explained that they do
not teach pronunciation because it is not expected in the curriculum (Yagiz, 2018). The
reason for ignoring pronunciation is teachers’ reluctance to teach it. The inadequate
materials and lacking knowledge of how to evaluate learners’ pronuncation causes the
unwillingness to teach pronunciaiton (Macdonald, 2002; Baker and Murhy, 2011).
Harmer (2001) asserts that teachers do not pay enough attention to teaching
pronunciation because they are deprived of qualified and convenient teaching materials,
and time to practice pronunciation. Behzadi & Fahimniya (2014) state that

pronunciation has not been given enough importance among researchers in Iran and



researchers focused on language skills instead of pronunciation. In conclusion, most of
the studies indicate that pronunciation is ignored because teachers lack the knowledge

of how to teach it and the curriculum gives very little focus on pronunciation.

Purpose of the Study and Research Questions

The aim of the research is to investigate the teachers’ beliefs about teaching
pronunciation and their classroom practices. Yagiz (2018) claims that there is not
enough research about pronunciation teaching beliefs and practices of Turkish foreign
language teachers. This study aims to shine light on the beliefs and practices of teachers
about pronunciation. With this regard, this study also aims to discover how teachers
actually teach pronunciation and what their perceptions are about teaching
pronunciation in their classes.

Taking into account this purpose, three research questions are investigated in this

study:

1. What are the Turkish EFL teachers’ beliefs and practices regarding teaching
pronunciation?
2. Are there any significant differences between teachers’ perceptions in terms of
a. Gender;
b. Age;
c. School levels;
d. Educational background;
e. Teaching experience;
f. Graduation diploma;
3. How do Turkish EFL teachers describe their beliefs and practices regarding

pronunciation?

Significance of the Study

The absence of an adequate language environment students are exposed to (Derwing
& Munro, 2005; Al-Zoubi, 2018), makes non-native English teachers’ situation even
more difficult. Students are exposed to the foreign language mainly in their classrooms
and they are deprived of the opportunity to hear the language outside of the classroom
(Al-Zoubi, 2018). Teaching pronunciation in a foreign language classroom becomes

essential for the language teachers because the students are dependent on their teachers



for learning the correct pronunciation. Focusing on non-native English teachers’ beliefs
and practices about pronunciation in Turkish context is significant, since we need to
understand their beliefs and perceptions that dominate their teaching practices in order
to enhance pronunciation instruction. This study will enlighten the literature on English
teachers’ beliefs and practices about pronunciation. Also this study will increase
teachers’ awareness about teaching pronunciation and lead them to think about how to

teach pronunciation.



2. LITERATURE REVIEW

This section gives more details about pronunciation, the components of
pronunciation, pronunciation teaching methods, and approaches. In addition to that,
previous studies in the literature about pronunciation teaching beliefs and practices of
teachers in different parts of the world will be referred to in this part of the research.

The Definition of Pronunciation

Pronunciation is how we utter and combine the sounds of the language together.
Burgess and Spencer (2000) define pronunciation as, “the practice and meaningful use
of target language phonological features in speaking, supported by practice in
interpreting those phonological features in target language discourse that one hears”
(pp. 191-192). Madden and Moore (1997, p. 3) define pronunciation as, “the most
obvious and unavoidable marker of a language learner’s proficiency”, and it is essential
for the intelligibility of EFL speakers. Fraser (2000) defines pronunciation as the most
significant oral communication skill. Pronunciation is the basic skill for oral
communication and the lack of pronunciation leads to lack of oral communication
(Julai, 2002). As can be understood from all of these definitions, pronunciation is

crucial for mastering the speaking skill and being understood by other people.

The Components of Pronunciation

Pronunciation consists of two major components which are segmental and
suprasegmental components. Segmental components involve individual sounds; vowels
and consonants. Suprasegmental components involve stress, intonation, rhythm, and

connected speech.

Segmental Components

Segmental components are the phonemes which can be defined as the smallest unit
of speech that distinguish one word from the other (Cambridge Dictionary). There are
44 phonemes in English Received Pronunciation (20 vowels and 24 consonants). If
learners are not taught these phonemes from the beginning they will most likely transfer
the phonemes of their mother tongue to English. For instance, there is not an /&/ sound
in Turkish and Turkish students tend to replace this sound with /e/ sound. If they do not

learn it from the beginning they willl pronunounce “man, bad, bag, bat,” as “men, bed,



beg, bet,” and this may cause misunderstandings. In order to make students familiar
with the sounds, the phonemic alphabet can be used in the classroom. Celce-Murcia,
Brinton, and Goodwin (1996) defend the use of the phonemic alphabet because they
think using a phonemic decsription of letters will help students understand
pronunciation visually and orally. Minimal pairs are important part of segmental
features because they can enable learners to differentiate between similar sounds such
as, “pan-pen, sheep-ship, cup-cop,” and so on. Also teaching place of articulation, can
be helpful for students because when they know how to pronounce the sound and where
to put their tongue, they become aware of the sounds. Harmer (2005) suggests that
learning the place of articulation of sounds, and the stresses of syllables assists learners
to develop their comprehension and understandibility. Focusing on sounds enables
learners to be aware of word stress, sound features, and also spoken English (Harmer,
2001).

Suprasegmental Components

Suprasegmental components include stress, rhythm, intonation, and connected
speech. Suprasegmental features go beyond the separate sounds. Word stress refers to
the emphasized syllable of the word. The stressed syllable is said more prominently,
while the other syllables are weak. In some words the stress of the word may even
change the meaning such as; REbel (noun), reBEL(verb), ADDress(noun),
addRESS(verb), etc. Field (2005) believes that if word stress is uttered wrongly this
causes misunderstandings for the listener about how to place the word in the speech
regardless of being native or non-native. Sentence stress refers to content words and
function words in a sentence. Content words are stressed while function words are not
stressed. For example, “How is it going?”” becomes “Howzt going”. In this sentence “is”
and “it” are function words so they almost disappear. Intonation is the rising or falling
pitch of the sentence. “Wh” questions have a falling intonation such as “Where did you
go? . On the other hand, yes/no questions have a rising intonation such as “Can you
imagine? ”. Connected speech is linking words with each other so they are said
smoothly and naturally. Connected speech has some features such as catenation,
linking, assimilation, contraction, reduction, weak forms, and ellipsis. These features of
pronunciation are very useful in real life speech and they need to be explained

thoroughly to students. The patterns of connected speech are explained below.



An actress. === a nactress (catenation)

Go out. ===) go w out (intrusion)

| am going to do it. === I"m gonna do it. (contraction)

| have got to go. === | gotta go. (contraction)

Where did you go? ====)\Whereju go? (assimilation)

How are you doing? ===>How ya doing? (reduction of “are” and weak form of “you”)
Just do it. === Jus do it. (elision)

Where is he? === Whre is i? (elision)

Generally students learn formal classroom language in their English classes, so when
they hear native speakers’ speech they often struggle to understand it and this causes
low self-efficacy for students. English teachers in Turkey generally tend to teach
pronunciation with segmental level, and skip the supersegmental level (Yagiz, 2018).
Teachers reported that they do not teach suprasegmental features of pronunciation
because they lack adequate knowledge of it (Yagiz, 2018). Derwing et al (1998)
highlighted that teaching suprasegmental aspects of pronunciation is more efficient for
achieving fluency and comprehensibility. The most prominent elements of
pronunciation that play a more important role in oral speech are intonation, stress, and
rhythm (Wong, 1993). Suprasegmental features unlike segmental features, which deal
with sounds one by one, deal with pronunciation in a much broader way. Actually,
suprasegmental features enable learners to understand the chain of speech by focusing
on the whole picture rather than focusing on the individual sounds.

None of the elements of pronunciation should be prioritized over the other and both
segmental features (e.g., consonants and vowels) and suprasegmental features (e.g.,
stress, rhythm, intonation, and linking) should be involved in teaching pronunciation
(Brown, 2002; Jenkins, 2000; Jones, 2002; Wong, 1987). The segmental and
suprasegmental components of pronunciation complement each other and teaching both
of them in combination with each other enables learners to understand pronunciation

thoroughly.

English as a Lingua Franca and Teaching Pronunciation
English has become the Lingua Franca (ELF) —a common language between people
who do not share the same native language (Patsko, 2013). Dauer (2005) asserts that up

until now, two accents were dominant in language field which are: Received



Pronunciation (RP) and General American Accent (AmE). Later on, Jenkins (2000)
introduced a new accent for the millions of non-native speakers of English around the
world who are incapable of learning RP or AmE pronunciation (Dauer, 2005). Jenkins
(2000) believed that learners should not be obliged to select between two models of
English which they may not want to be classified with, and also they may not need a
native-accent. Jenkins (2000) emphasizes that in order to embrace learners from various
language backgrounds, an international English as a Lingua Franca needs to be
established. Jenkins (2000, 2002) had created Lingua Franca Core (LFC), a list of
pronunciation features that prevented the flow of communication in her multilingual
classes, to simplify intelligible pronunciation among users of English as a Lingua
Franca (ELF). Non-native speakers’ universal errors should be used in language course
books in order to fullfil intelligibility as much as possible (Jenkins, 2000). Jenkins
(2000) proposed that the basics of the LFC consists of: all consonants except 6/ d can be
replaced by f/v, consonant clusters; long and short vowels, vowels shortened before
voiceless consonants, and lengthened before voiced consonants; nuclear stress. As a
matter of fact, LFC focuses on the phonemic level of pronunciation, rather than
suprasegmental aspects of it. This suggestion was supported by Atar (2020) who
proposed that LFC is useful for non-native speakers since it provides the common
sounds required for intelligibility and helps learners understand at least the needed
sounds for communication. Marek & Lowe (2020) suggests that the idea of considering
all of pronunciation features equivalently important needs to be abandoned and LFC is
useful for teachers in order to set up their priorities about pronunciation aspects.

Schaetzel (2009) suggests that teachers must realize that English has become Lingua
Franca all around the world so the goal of teaching pronunciation needs to be equipping
the students with the skills that help them speak intelligibly both with native and non-
native speakers. Accomplishing pronunciation is highly needed in this commonplace
world because everybody needs to acquire international communication skills for any
area of study or job (Lord, 2008).

Factors That Affect Learning Pronunciation

Although intelligibility has become the attainable aim of teaching pronunciation (e.g
Morley, 1991; Jenkins, 2000; Celce-Murcia et al., 2010; Brinton, 2012) recent research
(e.g Timmis, 2002; Tergujeff, 2013a) has emphasized that some learners still consider

native-like pronunciation as an ideal goal. However, there are some important factors



that affect attaining native-like pronunciation. These factors are discussed thoroughly

below.

Age

Age is considered as an important factor in language learning. Lenneberg (1967)
claims that language will be best learned between the age of 2 and puberty. He claims
that after puberty it is almost impossible to achieve native-like pronunciation. He calls
this Critical Period Hypothesis. According to his hypothesis, the first years of life are
very important for learning a language before the brain lateralization is completed. Ellis
(1997) defines CPH as, “a period as second language competence can be obtained if
learning achieved before a certain age is reached”. Lenneberg (1967) defends that after
puberty full mastery of the language will not be achieved. Johnson and Newport (1989)
conducted a study in the USA with Chinese and Korean speakers who had arrived in the
USA between the ages of 3-39. They found that a late age of first exposure to a second
language is a hinder to native or native like performance in that language. Thompson
(1991) also conducted a study in the United States with Russian speakers and the results
showed that participants who were exposed to the language at an early age spoke better
than the adult ones, and they had more accurate pronunciation. Beginning at an
especially early age will be better for acquiring the pronunciation accurately. Adults’
brains will be loaded with their mother tongue when they begin to learn the language so
it will be much more difficult for adults to eliminate their mother tongue and think in
the foreign language when they are learning the foreign language. The Common
European Framework of references for languages recommends starting to teach
pronunciation from the beginning stage of learning especially from an early age (CEFR,
2001).

On the other hand, there were also some researchers who rejected the Critical Period
Hypothesis. Long (1990) argues that the best way to disprove the Critical Period
Hypothesis is to look at the learners who achieved native-like proficiency even though
they started learning the language after puberty. White and Genesee (1996) tested 89
adult speakers in terms of their language proficiency. They found that native-like
proficiency is attainable even after puberty. Up to this point, the connection between
age and the ability of second language pronunciation is not exactly proved because there
are many other factors that affect the second language acquisiton such as aptitude,

motivation, anxiety, learning strategies, and so on.



10

Exposure

The amount of the exposure to the foreign language is very crucial for the learners
because more exposure to the language enables the learners to immerse theirselves in
the language. Most learners think that if they live in an English-speaking country they
can learn the language perfectly. Kenworthy (1987) points out that Spanish speakers
who migrated to the USA many years ago still could not speak English because they
spent most of their time outside of the English-speaking environment. There are some
people who speak the language fluently even though they live in a non-English speaking
country. In Turkey, learners are only exposed to the language at school most of the
time. Therefore, it is crucial for teachers to engage students in the target language and

speak with them in the target language.

First Language

When we start learning a language, we already have our mother tongue in our brain.
We think in our native language, and we are used to our mother tongue’s rules,
vocabulary, pronunciation, and spelling. This knowledge sometimes may be helpful
when we learn a foreign language and, sometimes may be hindering for us. English
pronunciation is always difficult for non-native speakers because the spelling and
pronunciation are different and there are no connections between spelling and
pronunciation most of the time. Robert Lado (1957) argued that most of the mistakes
that are made in the second language are the result of the interference of the first
language. For example, Spanish speakers put a vowel in front of “sp” consonant clusters
such as, “speak” becomes “espeak”. Similarly, Turkish speakers tend to make mistakes
due to their first language interference. Turkish is written and pronounced the same
way, but English is spelled and pronounced differently. Besides, there are some specific
sounds that do not exist in Turkish phonetic system such as, “/w/, /0/, /0/, /&/, n/”.
Turkish learners confuse them with, “/v/, /d/, It/, lel,/n/” and they pronounce them
wrongly. They apply the rule of their mother tongue to the target language. This leads
to fossilization which means developing a mistake and not being able to change it. Most
of the time students develop fossilization on some words such as instead of saying
blood /blad/ they may say /blud/ even after becoming an advanced speaker. Some
advanced speakers excel at grammar, reading and vocabulary, but they may still have

difficulties with pronunciation.
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There are also suprasegmental features that affect learners’ English pronunciation.
Tennant (2007) states that the difference between some languages which have a
syllable-timed pattern, and English which has a stress-timed pattern, causes some
confusion for non-native speakers while adopting the new pattern and eliminating their
native pronunciation. Turkish is a syllable-timed language but English is a stress-timed
language. Turkish has a regular rhthym of syllables. In English, content words are
stressed whereas functional words are distressed which is called “connected speech” in
English. When a native English speaker cuts, reduces or omits the functional words it
becomes too difficult for Turkish learners to understand what he or she said. Connected
speech is one of the most troublesome causing parts of English pronunciation. Teaching
pronunciation to Turkish students from the very beginning could help them understand
the different aspects of pronunciation; starting with the phonemes of the language and

then continuing with the suprasegmental features of the pronunciation.

Pronunciation Teaching Approaches and Methods

Celce-Murcia et al. (1996) explain that there are three main approaches to teaching
pronunciation in the field of English language teaching: an intuitive-imitative approach,
an analytic-linguistic approach, and an integrative approach. The first one refers to the
learner’s ability to listen and imitate the sounds of the target language by exposure and
without explicit instruction. The second one refers to using phonetic alphabet, charts of
sound, and so on to support imitation and listening. The second approach obviously
defends explicit teaching in addition to imitation and repetition. This approach was
developed to complement intuitive-imitative approach rather than replacing it (Celce-
Murcia, Goodwin and Brinton, 1996:2). In the present integrative approach,
pronunciation is considered as an integral aspect of pronunciation instead of an isolated
drill (Hismanoglu & Hismanoglu, 2010). In this approach, task-based activities and
listening activities are utilized to practice pronunciation.

Throughout the last century language teaching methods have changed and so has the
pronunciation teaching. The Grammar Translation Method did not focus on
pronunciation, whereas with Direct Method and Audio-Lingual Method, pronunciation
started to gain importance. Audio-Lingual Method preferred explicit teaching of
pronunciation while Direct Method preferred implicit teaching of pronunciation. In
1970s and 1980s Silent Way and Community Language Learning still emphasized the

accuracy but minimised the teacher imitation. In Communicative Language Teaching,
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fluency was preferred over accuracy and meaningful communication was the priority.
Therefore, suprasegmentals were prioritized over segmentals in CLT. Natural
approach, which was pioneered by Krashen in the 1970s and 1980s, suggests that
language, including the pronunciation skill, can only be acquired instead of learned
(Krashen, 1982). Current views in teaching pronunciation aim to integrate fluency with
accuracy with the help of available technology and authentic materials. Table 1 below
which was adapted from Hismanoglu & Hismanoglu, (2010) presents how the teaching

of pronunciation has changed in accordance with new methods over the last century.



Table 1.

Approaches to teaching pronunciation
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Years

Approach

Definition

19th century

Grammar Translation and
reading-based approaches

Oral communication was not
the primary goal of language
instruction. Therefore, little
attention was given to
speaking, and almost none to
pronunciation.

The late 1800s and early
1900s

Direct method

Teachers provided students
with a model for native like
speech. By listening and then
imitating the modeler, students
improved their pronunciation.

1940s and 1950s

Audio lingual method

Pronunciation was taught
explicitly from the start.
Learners imitated or repeated
after their teacher or a recorded
model. Teachers used a visual
transcription

system or articulation chart.
Technique: minimal pair drill.

1960s

Cognitive approach

This de-emphasized
pronunciation in favor of
grammar and vocabulary
because (a) it was assumed
that native like pronunciation
was an unrealistic objective and
could not be achieved and (b)
time would be better spent on
teaching more learnable
items, such as grammatical
structures and words.

1970s

Silent way

The learners focused on the
sound system without having to
learn a phonetic alphabet or
explicit linguistic information.
Attention was on the accuracy
of sounds and structure of the
target language from

the very beginning. Tools:
sound-color chart, the Fidel
charts, word charts, and color
rods.
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Community language learning

The pronunciation syllabus was
primarily student initiated and
designed. Students decided
what they wanted to practice
and used the teacher as a
resource. The approach was
intuitive and imitative.

Mid-late 1970s (1980s today)

Communicative approach

The ultimate goal was
communication. Teaching
pronunciation was urgent and
intelligible pronunciation was
seen as necessary in oral
communication.

The techniques used to teach
pronunciation were: listening
and imitating, phonetic training,
minimal pair

drills, contextualized minimal
pairs, visual aids, tongue
twisters, developmental
approximation drills, practice of
vowel shifts and stress shifts
related by affixation, reading
aloud/recitation, recordings of
learners’ production.

20th century More recent

Total physical response

Students would begin to speak
when they were ready. They
were expected to make errors in
the initial stage and teachers
were tolerant of them.

Natural approach

The initial focus on listening
without pressure to speak gave
the learners the opportunity to
internalize the target sound
system.

Today

New directions

New thoughts from other fields,
such as drama, psychology, and
speech pathology. Techniques:
the use of fluency-building
activities, accuracy-oriented
exercises, appeals to
multisensory modes of learning,
adaptation of authentic
materials, and use of
instructional technology in the
teaching of pronunciation.
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Pronunciation Teaching Techniques

Pronunciation can be taught in many different ways. In fact, using different kinds of
techniques helps EFL teachers teach all of the aspects of pronunciation rather than
focusing on one aspect. Ur (1996) proposes different techniques for practicing
pronunciation in the classroom which are: imitation, repetition drills, recording your
voice and comparing to native models, dialogues, tongue twisters, and self-correction
by listening to recordings of your own speech. Similarly, studies conducted for young
learners indicate that the most suitable teaching techniques for young learners are:
drilling, minimal pairs, listening and repeating, ear training, tongue twisters, songs,
rhymes, chants, phonics, reading aloud, and recording pronunciation (Reid, 2016;
Hudson, 2012; Celce-Murcia, Brinton, & Goodwin, 2002; Morley, 1994;). The
techniques which are explained in detail below are taken from Reid, & Debranova’s
(2020) study and also Lin, Fan, & Chen’s (1995) study.

Sound Drills: After teaching a sound, teachers can give vocabulary that involves the
sound. Then the teacher asks the students to repeat in a row. One student says one word
then next student says the second and it continues with the next student. They repeat the
sounds as much as possible. For instance, after teaching the /w/ sound, repeating these
words: week, when, watch, wall, warm, winter, weather and so on. Teachers can also
give the sounds in sentences. An example to sound drill can be like this: “When did you

watch TV? | watched TV last night. | bought a new watch last week. The weather is not

warm in winter. There is a picture on the wall.”

Listen and repeat: Teachers can read a dialogue line by line and then ask the
students to repeat each line one by one. Teachers also can use a tape recording and ask
students to repeat what they heard. This activity gives the students opportunities to learn
the pronunciation from the beginning before making any mistakes.

Minimal pairs: Teachers can use the most confused sounds one by one and give the
difference between them. Then they can have them listen to a list of words and tick the
correct sound. For instance teachers can use minimal pair activities for the “i:-1, [-tf, ¢-
d3, f-v, v-w” sounds.

Ear training: Teachers can have the students listen to a dialogue or an interview by
looking at the subtitles. Then they will listen to the same dialogue without looking at the
subtitles. When they listen the second time, their ears will be much more familiar with
the sounds. Teachers can also use songs in the same way, at first listening with lyrics,

and then without lyrics.
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Tongue twisters: Tongue twisters are very effective for teaching pronunciation and
they can create an enjoyable atmosphere in the classroom. A teacher writes a tongue
twister about the sound that they taught and they ask the students to say it out loud.
Each student tries to say it first slowly and then faster. For instance, if the teacher is
teaching the “/b/” sound they can use this tongue twister: “Betty buys bagels from the
bakery.” Teachers also can ask students to create their own tongue twisters.

Songs: Songs can be used for teaching many different features of pronunciation.
They can be used to teach consonant sounds, vowels, rhthym, intonation, and connected
speech. Teachers can choose a song and have the students listen to it with lyrics. Then
they can explain and underline the intonation, vowels, consonants, and connected
speech. For example, teachers can use famous singers’ songs such as Miley Cyrus “The
Climb”, Michael Jackson “They Don’t Care About Us”, Lady Gaga “Poker Face”.
These songs can help the students to be aware of popular culture and have fun while
learning. Teachers can use nursery rhymes for young learners and ask the students to
sing along with the songs. Songs are very useful for keeping young learners engaged in
the lesson.

Rhymes/Chants: Rhymes are comprised of words that end with the same last sound.
They are used in poems and songs. Chants are words or phrases that are repeated many
times. Generally rhymes and chants are combined together in poems or songs. Teachers
can ask the students to listen and repeat the rhymes. Then the teacher explains which
sound is being repeated in the rhyme. After some practice, the teacher may ask students
to write their own rhymes and chants. Some example rhymes and chants are:

Catch a falling star and put it in your pocket
Save it for a rainy day
Catch a falling star and put it in your pocket
Never let it fade away

Sandy, have two candies,

Give one candy to Andy, Sandy
If you have two candies

Give one candy to Sandy, Andy.
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Reading aloud: Teachers can use reading texts and dialogues to have the students
practice pronunciation. Teachers ask each student to read the text and listen to their
pronunciation. After correcting their mistakes, teachers can ask their students to read
again.

Recording pronunciation: Teachers can give the students a text or a dialogue and
ask the students to read the text out loud and record their pronunciation. Then they can
listen to the recording in the classroom and the teacher gives the students feedback
about their mistakes. The students can hear their own voice and become aware of their
mistakes so this helps them develop themselves.

Corrections: Teachers can use corrections while they are doing reading and
speaking activities. Teachers can take notes while they are listening to the students and
later they can correct the mistakes. Some teachers correct the mistakes immediately
while others think correcting mistakes while a student is reading or speaking may cause
the student to feel embarrassed. Pronunciation mistakes should be corrected before they
become a habit.

Use of mirrors: Lin, Fan, & Chen (1995) define mirrors technique as a self-
correction tool for students when they are imitating the sounds. Teachers can show the
students how the sound is produced and the shape of the mouth while it is produced.
Then they can ask students to use a mirror and look at the mirror while they are
articulating the sound. Students will be aware of the place of articulation and when they
produce the sound they can make the same sound.

International Phonetic Alphabet: Teachers can use IPA to show the students the
phonetic symbols of the English sounds. After the students learn the IPA they can look
at the dictionary and understand the pronunciation of the sound by looking at the
phonetic description.

Visual aids: Teachers can use visual aids to make the sounds more permanent for
learners. They can use different colours and vocabulary for each sound and write them
on a poster. Then they can hang up the posters on the pinboard. So, the students will be
able to see them and remember them.

Tapping and clapping: Teachers can use this activity to teach word stress. Lin, Fan
& Chen (1995) points out that this technique is very useful to help students understand
stressed and unstressed syllables. Teachers can give a list of words and underline the

stressed syllable. While uttering the words, students can clap their hands or clap on the
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desk for the stressed syllable. For instance: “HOnest, imPORtant, CONtract,
conTRACT.”

Stress shift: Teachers can use this technique to teach how the stress changes when
the word gets a suffix. For example: “CELebrate, celeBRAtion, Dlscriminate,
discrimiNAtion, POLitics, poLITical, PSYchology, psychoLOGical, inFORM,
inforMALtion, inFORmative,” etc.

English teachers may choose to teach International Phonetic Alphabet, specific
sounds, minimal pairs, and so on while some others may want to teach it through
incorparating it with the language skills. The section of Common European Framework
of Reference (2001) on phonological competencies involves information about learners’
capability to produce and recognize phonemes, syllables, word stress, sentence stress,
intonation, rhythm, reduction of vowel sounds, weak and strong forms, elision,
assimilation, and other phonetic features. Further recommendations are to expose
learners to spoken authentic language, to imitate teachers or native speakers from the
recordings, phonetic drilling, ear-training, tongue twisters, explicit teaching, phonetic
transcriptions, reading aloud, etc.

Celce Murcia et al. (1996) proposed that commonly used pronunciation teaching
techniques are; listening and imitation, using phonetic alphabet and articulatory
descriptions, minimal pair drills, visual aids, tongue twisters, practice of vowels and
consonants, stress shifts, reading aloud and recordings of learners” own voice (pp.8-10).
Research conducted in different parts of the world show that traditional methods such as
repetition of sound drills, reading aloud, correcting mistakes and imitation were
preferred by English teachers (Frazer, 2000; Hismanoglu and Hismanoglu, 2010;
Benzies, 2013; Tergujeff, 2013b; Yagiz, 2018; Szyszka, 2016; Georgiou, 2018). Most
of the teachers use a combination of these methods which suits their teaching aims.
Foote, Holtby, & Derwing (2011) conducted a survey in Canada and they found that the
most popular pronunciation teaching techniques were preferred to be minimal pairs
(bingo and telephone games), repetition, recordings, and the use of mirrors. Buss,
(2015) surveyed sixty teachers about their pronunciation teaching beliefs and practices
in a Brazilian context. She found that most of the teachers stick to traditional methods
such as focusing on word-level fetures, individual sounds repetition, and phonetic
alphabet. To summarize, as a consequence of all of these studies the most commonly
used pronunciation teaching techniques are listening and repeating, reading aloud,

correction, and songs.
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Conducted Research on How to Teach Pronunciation

In the 21st century, teaching pronunciation has shifted from being a subcategory of
teaching methods to become a main category of language skills. Teachers’ beliefs about
how to teach pronunciation profoundly affects their classroom practices. If the teacher
focuses on grammar and vocabulary they will skip pronunciation teaching. If the teacher
focuses on communicative skills they can realize that pronunciation is the core of
teaching English.

English is spoken approximately by 1.5 billion people around the world and the non-
native speakers of English outnumber the native-speakers of English (Cyrstal, 2008).
There has been a remarkable rise in oral communication between not only native-
speakers and non-native speakers of English, but also between non-native speakers
themselves (Jenkins, 2000; Canagarajah, 2005; Crystal, 1997; Graddol, 2006). In this
regard, intelligible pronunciation becomes the most salient part of the language. Levis
(2005) claims that two main principles define the direction of teaching pronunciation:
the nativeness principle and the intelligibility principle. Intelligible pronunciation is
speaking clearly and understandably instead of trying to become perfect at a particular
accent. Some teachers believe that intelligibility is very important and they aim for
intelligibility success for their learners while some others believe having a native-like
accent is very important and they attempt to teach their students a native-like accent. In
the 21st century most of the communication occurs among non-native speakers and this
leads to an accent variability in different countries and regions (Crofton-Martin, 2015).
For this reason, being intelligible makes much more sense than having a perfect
American accent or British accent. Levis (2005) believes that a native pronunciation
model is not realistic because it is very difficult for non-native speakers to achive
native-like pronunciation. Szpyra-Kozlowska (2017) argues that speakers who are
intelligible and comprehensible can provide models for English learners. The goal of
pronunciation is to make a speaker understandable to other speakers, not to obtain an
exact copy of a native accent (Morley, 1991; Ur, 1996; Fraser, 2000; Jenkins, 2002;
Cook, 2009; Gilakjani, 2016; Zoghbor, 2018; Moedjito, 2016; Atar, 2018). Morley
(1991) highlighted that learners must establish functional intelligibility and
communicability. Crofton-Martin (2015) conducted a research study in the UK about
teachers’ and students’ beliefs about pronunciation. She found that a great amount of
the teachers want their students to be intelligible when they are speaking English. She

states that most of the teachers think that reaching native-like pronunciation does not
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sound realistic. English is spoken in many different countries and it has a variety of
accents. Students do not hear just one English accent throughout their learning period. If
the speaker can be understood by other people it is okay if you can tell they are from a
specific region or country (Celce-Murcia, Brinton, & Goodwin, 2010). When a person
speaks the foreign language it may be obvious that they are Hispanic, Arabic, Indian
and so on but their accent does not matter if their pronunciation is clear and
understandable. Students most of the time confuse some similar words such as, “sweet
and sweat, bad and bed,” and so on. These types of mistakes cause misundestandings
for the listener. Being intelligible requires having the right pronunciation but not
necessarily a specific native accent. Buckingham (2015) conducted a study in Oman and
explored the role of native-speaker accents in teaching English. The study found that the
teachers taught pronunciation regularly though they did not teach one accent as a role
model. Dagtan, (2020) and Moedjito (2016), conducted a research study with teachers
and students and it was evident that both teachers and students preferred intelligible
pronunciation to native-like accent in both of the studies. However, O’Brien (2004)
argued that non-native pronunciations most often caused problems considering
intelligibility. In order to excel at the language properly native-like pronunciation is
compulsory (Setter & Jenkins, 2005).

Some teachers teach pronunciation by integrating it with other language skills. Some
others believe that it should be taught as a separate class with teaching the segmental
and suprasegmental aspects of pronunciation. Krashen (1981) maintained that teaching
pronunciation is not necessary because learners internalise it through comprehensible
input and communicative activities. Burgess and Spencer (2000) studied 32 teachers
from a variety of ESL courses in the UK. Most of the respondents explained that they
integrated pronunciation teaching with other language skills and dealt with
pronunciation problems as they came up. Awad, M. (2018) applied a study on teachers’
beliefs and practices of teaching pronunciation in two different contexts. In this study,
one participant was a Brazilian-English teacher and the other participant was a
Phalastinian-English teacher. The researcher found that both of the teachers preferred
teaching pronunciation implicitly through exposure and integration with other skills.
Also both of the teachers believed that intelligibility is their aim for their students. They
preferred to use various accents. They gave importance to teaching “clear
pronunciation” instead of a specific accent. Breitkreutz, Derwing, and Rossiter (2001)

conducted a research study in Canada about teachers’ beliefs and approaches regarding
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teaching pronunciation. They found that nearly half of the respondents preferred
pronunciation teaching as a separate course and the others declared that they prefered
teaching pronunciation by integrating it with other language skills. Foote, Holtby, and
Derwing (2011) replicated this study after ten years and they found that Canadian
teachers’ beliefs and practices remain the same, yet they have more training
opportunities compared to ten years before. Crofton-Martin (2015) found in her study
that most of the teachers preferred to integrate pronunciation in their classes rather than
teaching it explicitly. Buss, (2015) revealed in her study that most of the teachers
prefered to incorporate pronunciation in General English classes and they taught
specific features when needed. On the contrary, some researchers explored the
efficiency of teaching pronunciation explicitly in the language classrooms (Couper,
2003, 2006; Ghorbani, Neissari, & Kargozari, 2016; Saito, 2007, 2011, 2012). Couper,
2003 states that explicit teaching of pronunciation improves the accuracy of the
learner’s pronunciation and reduces their pronunciation errors. Explicit pronunciation in
English language teaching immerses learners with activities which assist them to keep
their focus particularly on pronunciation without being distracted by a different
language skill such as grammar (Ghorbani et al, 2016). Saito, 2007 found that explicit
vowel instruction had improved the learners’ vowel production and reduced their
phonological errors. Ghorbani et al. (2016) claim that explicit vowel training raises
learners’ awareness, hence it is more efficient than implicit vowel instruction. Esling
(1998) points out that awareness-raising activities can be helpful for learners to tackle
the pronunciation errors resulting from first language transfer and universal errors.
Explicit pronunciation can be helpful because it raises students’ awareness about the
sounds, stress, intonation, and rhythm of the language whilst integrating pronunciation
with other language skills might also be helpful because learners can learn it
subconsciously. EFL teachers make their decisions regarding what is the best way to
teach pronunciation according to their learners’ needs and levels.

Baker, (2011) interviewed five ESL teachers with regard to their cognitions and
practices of pronunciaiton teaching and found that the amount of pronunciation training,
the teaching experience, and their cooperation with their colleagues have a remarkable
impact on their practices, knowledge, and pedagogical choices. Studies revealed that
teachers lack enough knowledge about how to teach pronunciation and they need
professional training on how to teach pronunciation (Breitkreutz, Derwing, & Rossiter,
2001; Baker, 2011; Couper, 2016; Burns, 2006; Dagtan, 2020). Henderson et al. (2015)



22

surveyed 640 English teachers in Europe. They found that even though English teachers
think that training is important for teaching pronunciaiton, they believe being a native
speaker is enough for teaching pronunciation well. Bai and Yuan (2019) interviewed 16
teachers, whose native language is Cantonese, about their pronunciation teaching beliefs
and practices, in Hong Kong. They expressed that all of the participants agreed that
pronunciation promotes effective daily communication and increases self-confidence
and motivation. They also accepted that pronunciation should be part of the English
curriculum. The teachers also pointed out that they find teaching pronunciation difficult
on account of being non-native speakers of English and this affects their self-efficacy
beliefs. Most of the teachers confirmed that they lack professional training in teaching
pronunciation so they believe that native English teachers are better at teaching
pronunciation. Gilbert argues that non-native English teachers can become remarkable
teachers in pronunciation because they present a reachable model for their students and
they can also relate to their personal experiences they gained while learning the target
language. Macdonald (2002) conducted a research study in Australia and found that the
participants, even though they are native-speakers of English, were not willing to teach
pronunciation because they did not know how to evaluate it or how to correct their
students’ pronunciation mistakes.  The unwillingness of teachers in teaching
pronunciation may result from not feeling adequately set up with the basics of
pronunciation which leads to the feeling of anxiety to accede the responsibility of
teaching pronunciation (Fromkin, Rodman, & Hyams, 2011). It can be concluded from
the studies that EFL teachers are aware of the importance of pronunciation, however

they need more instruction on how to teach and how to assess pronunciation.
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3. METHODOLOGY

The purpose of the study was to investigate pronunciation teaching beliefs and
practices of EFL teachers working at state schools in Hatay, Turkey. This chapter gives
information about the research design, settings and participants, instruments, data

analysis and reliability of the research.

3.1. Research Design

Even though quantitative and qualitative seem to have opposite approaches from
each other, different authors such as Dornyei (2007), Creswell (2014) and Cohen et al.
(2011) claim that these two research methods must be regarded as complementary to
each other. Colpaert (2012) points out that in quantitative research the data is collected
in the form of numbers, charts, and in percentages so it has the advantage of being
objective, measurable, and comparable. In qualitative research, the data is collected in
the form of words or pictures instead of numbers (Fraenkel et al., 2012). With regard to
these qualities a combination of both qualitative and quantitative research design was
used in this current study. As mixed method research, in this study questionnaires and
interviews were used in order to complement each other. As Fraenkel et al. (2012)
explains, by using two different research methods researchers will be able to collect and
analyze more and various types of data compared to using only one approach.
According to Creswell & Plano Clark (2007:9) a mixed method approach provides more
comprehensive evidence for studying a research problem than either quantitative or
qualitative research alone, and that it ‘helps answer questions that cannot be answered
by qualitative or quantitative approaches alone’. In this study, descriptive design was
used for both quantitative and qualitative research. Fraenkel et al. (2012) express that
descriptive study is a study that describes every element as thoroughly and as carefully
as posible. Descriptive design aims to answer “how” instead of “why” questions.
Descriptive design defines a population in terms of their beliefs and behaviors about a

subject by measuring and analyzing them.

3.2. Settings and Participants

This study was conducted at state schools in the Hatay province, which is located in
the southern border of Turkey. The setting of the study was elementary, secondary and
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high schools in Hatay, Turkey. English is the main foreign language taught at state
schools in Turkey. Students start to learn English at second grade in elementary schools
and it is taught for 2 hours a week. In secondary schools it is taught for 3 hours a week
for fifth and sixth grades, and 4 hours a week for seventh and eighth grades. If there is
optional English it becomes five to six hours a week. In high schools, English is taught
at least four hours a week.

Etikan et al. (2016) define purposive sampling as focusing on participants with
specific features who would be able to help with the present research. This study
included 155 teachers who are working as English teachers at Turkish Ministry of
Education state schools in Hatay (see Table 2). The reason for selecting state school
teachers was to obtain a better understanding of the pronunciation practices of these
EFL teachers in their local situation. In this study, three criteria were needed to select
participants; being EFL teacher, working at state schools, and working in Hatay
province. Therefore, the participants who meet these criteria were selected through a
purposive-based sampling method. They were asked for their permission to participate
in the present study (see appendix 2 ). The data was collected from English teachers by
sharing the online link of the questionnaire. The semi-structured interview was applied

to 18 participants who volunteered to do the interview.
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Descriptive Statistics N %
Gender
Female 117 75.5
Male 38 245
Age
25-29 27 17.4
30-34 47 30.3
35-39 38 24.5
40 and over 43 27.7
Educational Background
Bachelor’s 134 86.5
MA/Phd 21 135
Teaching Experience
1-5 Years 25 16.1
6-10 Years 40 25.8
11- 15 Years 44 28.4
16-20 years 21 135
20 Years and over 25 16.1
School Level
Primary School 23 14.8
Secondary School 79 51.0
High School 53 34.2
Graduation Diploma
English Language Teaching 124 80.0
English Culture and Literature 22 14.2
English Linguistics 4 2.6
English Translation and Interpretation 1 .6
Other 4 2.6
Having Received a Pronunciation Course
Yes 21 135
No 134 86.5
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As shown in Table 2 among the all participants (N=155), most of the participants
were female (N=117, 75.5%) and 38 of them were male (24.5%). The age groups
diverged from 25-29 to 40 and over and the highest number belonged to the 30-34 age
group with 30.3%. On the other hand, the lowest group of the participants belonged to
the 25-29 years of age group (N=27, 17.4%). This shows that the majority of the
participants were middle-aged teachers. Considering years of experience in English
language teaching, 11-15 years had the highest number and percentage (N=44, 28.4%)
and following 6-10 years had the second biggest number (N=40, 25.8%). This can
indicate that most of the participants were not novice teachers because they had at least
five years of experience. When it comes to the levels of schools, the secondary school
teachers outnumbered the other school groups (N=79, 51%). The second highest
number belonged to high school teachers (N=53, 34.2%). In terms of educational
background the number of teachers with a bachelor’s degree was astronomically higher
than the MA/Phd group (N=134, 86.5%). Similarly, in terms of graduation diploma, the
number of English Language Teaching group was remarkably higher than the other
groups (N=124, 80%). Regarding a pronunciation course, the teachers who did not

receive a pronunciation course generated the biggest number (N=134, 86.5%).

3.3. Instruments

The instruments utilized in this study were a questionnaire which comprised of
demographic questions, pronunciation beliefs and pronunciation practices items, and a

semi-structured interview.

3.3.1. Teaching Pronunciation Questionnaire

The questionnaire was developed by Yagiz, O. (2018) and was used in his study
called, “EFL Language Teachers’ Cognitions and Observed Classroom Practices about
L2 Pronunciation: The Context of Turkey” . In this study the same version of the
questionnaire by Yagiz (2018) was utilized and was prepared in a Google form. The
link of the questionnaire was then delivered to the EFL teachers. The questionnaire
conducted in this study consists of three parts which are: demographic questions,
teaching pronunciation beliefs items, and teaching pronunciation practice items (see
appendix 3). The demographic information part of the questionnaire was adapted from

Yagiz (2018) and the researcher added some more questions to obtain more detail about
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the personal information of the participants. Demographic items searched for age,
gender, teaching experience, educational background, graduation diploma, which school
level they teach, and if they received any special pronunciation course throughout their
career. The demographic questions were asked for the second research question of this
study to make associations between the perceptions of teachers and their demographic
information.

The second part of the questionnaire consisted of pronunciation beliefs items. It
consisted of seventeen items which aimed to find out teachers’ beliefs about
pronunciation. This questionnaire was designed by using 5-point Likert-type scale. All
of the items had five options from strongly disagree to strongly agree (1 = strongly
disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree). The Cronbach Alpha
value is stated to be.84 by Yagiz, (2018). In this study the Cronbach Alpha value was
found to be.84 for the total questionnaire which is accepted as high reliability in
quantitative studies. The Cronbach Alpha for the pronunciation beliefs items was found
to be.82 which is highly reliable. The pronunciation beliefs items were employed to
implicitly find out the EFL teachers’ perceptions on teaching pronunciation.

The third part of the questionnaire consisted of pronuncation practices items. This
subgroup included 8 items which were employed to understand the teachers’
pronunciation practices indirectly. The items had five options from strongly disagree to
strongly agree (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly
agree). The Cronbach Alpha for the pronunciation practices items was found to be.63
which is quite reliable (Lorcu, 2015, s. 207-208). The item which was;“I am reluctant to
correct my students’ pronunciation mistakes” was removed from the teaching
pronunciation practices subgroup because it decreased the reliability score of the
subgroup. This item was included in descriptive statistics but it was not taken into

account for inferential statistics.

3.3.2. Semi-Structured Interviews

To collect qualitative data, a semi-structured interview was conducted. Semi-
structured interviews were preferred because they enable flexibility, as highlighted by
Nunan (1992:149-50) and McDonough & McDonough (1997:183). In this study,
interviews were adapted from Awad’s (2018) qualitative study and some additions were

made for the purpose of this study (see appendix 4). For this study, the purpose of this



28

study is to find out EFL teachers’ pronunciation beliefs indirectly and their reflective
practices in the classrooms. The participants were reached out to by Whatsup
Messenger and were informed about the study. Because of the pandemic, none of the
participants wanted to have the interview face-to-face. Thus, the interviews were held
on Zoom at a convenient time for the participants. Furthermeore, both Directorate of
National Education in Hatay and Cag University administration were asked for their
permission to conduct the research. The approval of the ethics committee was obtained
(see Appendix 1, Appendix 5). Additionally, permission from the Office of the
Governor and Directorate of Ministry of Education in Hatay was asked (see appendix 6,
7, and 8). Then, the study was carried out in online settings.

3.4. Data Analysis

In this study there were both quantitative and qualitative data collection tools, so two
ways of data analysis were carried out. The quantitative part of the study was analyzed
through Statistical Package of Social Sciences (SPSS). Descriptive analysis was
conducted to find answers to the first research question and inferential statistics were
employed for the second research question. In these analysis the results of standard
deviations, mean scores, and percentages were taken into account for the items of the
questionnaire. The distribution of the collected data was normal, hence parametric tests
as independent sample t-test and One-Way ANOVA were conducted to find an
association between the demographic profile and pronunciation beliefs and practices of
EFL teachers.

The analysis of the interviews was carried out through content analysis. The data
collected by employing semi-structured interviews was recorded. The recorded audios
were converted to text through 360converter.com and transcribed. Then, the collected
data was coded and categorized by the researcher under the themes in relation to the
teaching pronunciation questionnaire items. After that, the data was interpreted by the

researcher and consultation was taken from an expert specialized in the same field.

3.5. Reliability/Trustworthiness

To ensure the reliability and trustworthiness of the study the scales were analyzed

through SPSS and Cronbach Alpha score of the questionnaire was presented. Moreover
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the scales were piloted on a group of teachers before starting to collect the real data and
asked for their opinions regarding the items.

Other than quantitave data, this study was also conducted qualitatively in order to
increase the validity of the research. Creswell and Plano Clark (2007:72-3) points out
that using triangulation to complement the questionnaires’ findings strengthens their
validity, and they describe this as explanatory design. To avoid bias in the qualitative
part of the research some other qualitative studies were examined as useful resources
(Awad, 2018; Bai & Yuan, 2019; Baker & Burri, 2016). To ensure the trustworthiness
of the study, the supervisor of the thesis was consulted during the data analysis. In
addition to that, the data was analyzed meticulously straightaway to maintain the
trustworthiness of the study. Furthermore the reseracher avoided adding any personal

comments to the answers of the participants.
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4. FINDINGS

This chapter puts forward the quantitative and qualitative results of the study. In the
first section the SPSS data analysis of the research was presented according to the
purpose of the study and the results were given. The descriptive statistics of the
pronunciation beliefs and practices items, the relationship between the demographic
information of the participants and the pronunciation beliefs and practices are
presented. Also the mean score of the teaching pronunciation questionnaire and the
subdomains of the questionnaire were presented. In the second section, the analysis of
the qualitative data was presented. First, the codes and categories of the interview data
were given. After that, extracts from the interviews and interpretation of the qualitative

data were presented.

Quantitative Findings of the Study

The teaching pronunciation (total) questionnaire was applied to 155 teachers who
were working at state schools in Hatay, Turkey. First of all the data was checked if there
were any missing answers and a missing data analysis was employed. The analysis
proved that there was no missing data. Then the data was checked if it was parametric
or non-parametric. The normality of the data was tested by comparing Kolmogorov-
Smirnov to Shapiro Wilk statistical results, and analyzing skewness curtosis value and
g-q plot graphs. There was no observed deviating values so no data was removed. The
data of the questionnaire was checked for normality and because the series was
normally distributed parametric tests were utilized. The two groups were tested with
independent sample t-test and more than two groups were tested with One-Way
ANOVA. If a significant difference detected between the groups, Levene’s statistical
value was checked. The variances were homogeneously distributed so LSD Post hoc
test was conducted to reveal which group or groups the difference stemed from. The

statistically significant difference was accepted as p<0.05.

Findings of the Research Question 1
This part intends to answer the first question of the research which was, “What are
the Turkish EFL teachers’ beliefs and practices regarding teaching pronunciation?”. For

this reason, descriptive statistics of the teaching pronunciation (total) questionnaire and
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its subgroups were given in Table 3. The mean scores are ordered from the highest to
the lowest with the standard deviations.

Table 3.
Descriptive Statistics of Teaching Pronunciation Beliefs and Practices Questionnaire

N M SD
Teaching Pronunciation Beliefs 155 2.66 0.50
Teaching Pronunciation Practices 155 2.88 0.55
Teaching Pronunciation (Total) 155 2.73 0.46

As can be seen in Table 3, the total score of teaching pronunciation is between
disagree and neutral (M=2.73, SD=0.46). The mean score of the pronunciation beliefs
subgroup (M=2.66, SD=0.50) is lower than the mean score of pronunciation practices
subgroup (M=2.88, SD=0.55). It can be concluded that the teachers’ pronunciation
beliefs and practices were neutral, that is they neither agree nor disagree with the items.
They may not have certain ideas about their teaching pronunciation perceptions and
how to practice it in the classroom. In order to understand the questionnaire results in
more detail, descriptive statistics were conducted for each item distinctly.

Table 4 shows the items of pronunciation beliefs subgroup and its descriptive
statistics. As for the self-confidence of teachers about their pronunciation, they are not
confident about their knowledge of pronunciation (item 1, M=2.45; item 2, M=2.52;
item 7, M=2.41; item 6, M=2.34). This result reveals that the teachers do not trust their
knowledge on both segmental and supersegmental aspects of pronunciation. The
teachers believe that they have adequate background knowledge in pronunciation (item
3, M=2.35), however they disagree that the pronunciation instruction they received at
the university level could help them lead their students (item 4, M=2.37). The teachers
agreed with the idea that the curriculum does not involve the pronunciation skill so that
they do not cover this skill in classes (item 13, M=3.50). The majority of the teachers
agreed that they need to receive more training on pronunciation to develop their
teaching pronunciation skills (item 8, M=3.24; item 5, M=3.17). The teachers were
unsure about their knowledge on assessing pronunciation (item 16, M=2.70), yet most
of the teachers acknowledged that they need training on assessing pronunciation (item

9, M=3.20). Similarly, the participants considerably agreed that the purpose of their
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students should be achieving native-like accent (item 17, M=3.14). Regarding their
attitudes towards teaching pronunciation the teachers do not prefer to pay attention to
their students pronunciation (item 15, M=1.98) and they are not certain about interfering
their students’ pronunciation mistakes. The teachers seems to not have a certain attitude
about pronunciation mistakes (item 14, M=2.95). Also, they do not accept that explicit
pronunciation instruction is beneficial for their students (item 12, M=2.12). Although
the teachers believe that correct pronunciation is required for communication (item 11,
M=2.56), they disagreed that pronunciation should be regarded as important for
communication (item 10, M=2.21). These results show that the curriculum is not
sufficient for teaching pronunciation and the teachers need more training on

pronunciation.
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Table 4.
Descriptive Statistics of Pronunciation Beliefs Items
Strongly Strongly
Disagree Disagree Not Sure Agree Agree
Items f % f % f % f % f % M SD
13. The cur_rer_lt curriculum does not encourage me to teach 6 3.9 1 ’13 7 174 55 355 34 219 350 116
pronunciation.
8. I need to improve my English pronunciation. 9 5.8 38 245 25 16.1 73 47.1 10 6.5 324 1.08
9. | need training in assessing pronunciation. 6 3.9 38 24.5 40 25.8 61 394 10 6.5 320 1.01
5. I need training in how to teach pronunciation. 11 7.1 45 29.0 24 15.5 57 36.8 18 11.6  3.17 1.18
17. My students should aim at native-like pronunciation. 8 5.2 50 323 30 19.4 47 30,3 20 129 314 1.16
14. 1am nof sure abqut Fo Whgt extent | should tolerate my g 5 54 34.8 18 a5 43 310 7 45 205 1.02
students’ pronunciation mistakes.
16. I do not know how to assess my students’ pronunciation. 10 6.5 70 452 37 23.9 33 213 5 3.2 2.70  0.98
11. Communication does not require correct pronunciation. 23 14.8 67 43.2 26 16.8 33 213 6 3.9 256  1.10
2. lam good aF practicing suprasegmentals (stress, rhythm 9 58 - 497 50 393 18 116 | 0.6 253 0.80
and intonation).
1. I am satisfied with my own English pronunciation. 10 6.5 87 56.1 33 21.3 24 15.5 1 0.6 245 0.86
7.1 am good at reading phonemic symbols (e.g., 0, w, d, ). 27 17.4 64 413 40 25.8 22 142 2 1.3 241 0098
4. The pronunciation cours_e I had taken at university 3 14.8 76 49.0 0 0.6 ” 14.8 ! 6 237 0.93
adequately helps me guide students.
3. 1 do not ha\/_e enough background knowledge in English 31 20.0 66 106 31 0.0 7 74 0 0 235 0.99
pronunciation.
6. | am good at teaching pronunciation. 17 11.0 78 50.3 50 323 10 6.5 0 0 234  0.76
10. Pronunc_latlc_)n should be viewed as a crucial part of 4 271 68 43.9 18 116 95 61 2 13 201 106
communication.
12. 1 bel!eve that explicit pronunciation instruction 24 15.5 9 504 35 6 4 26 0 0 212 0.69
contributes to students.
15. Monitoring students’ pronunciation is necessary. 34 21.9 97 62.6 17 11.0 7 4.5 0 0 1.98 0.72
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The results of the descriptive statistics of pronunciation practices subgroup are
shown in Table 5. The results showed that the teachers slightly agreed that they have
suitable resources to teach pronunciation (item 22, M=3.17). The teachers were
undecided about the time they spent for pronunciation instruction (item 8, M=2.83),
their attitudes towards correcting pronunciation mistakes of their students (item 24,
M=2.77; item 25, M=3.06) and the aspect of pronunciation they are focusing on (item
20, M=2.99; item 21, M=3.10). They relatively agreed that pronunciation needs to be
changed regardless of the identity of the learners (item 23, M=2.55). Also, the teachers
can not decide their attitude towards pronunciation while they are assessing their
students speaking performance (item 24, M=2.77). According to the results, it can be
said that the teachers are not precise about their pronunciation practices in their
classrooms and they do not have certain principles about how to correct their students’

pronunciation mistakes.
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Table 5.
Descriptive Statistics of Items of Pronunciation Practices
Strongly Strongly
Disagree Disagree Not Sure Agree Agree
Items f % f % f % f % f % M SD
22. | have appropriate materials and resources to teach
o 7 4.5 43 277 35 226 57 368 13 8.4 3.17 1.07
pronunciation.
21. | mostly devote time to individual speech sounds
. 3 1.9 44 284 49 316 52 335 7 4.5 3.10 0.93
in my classes (e.g., 0, w, d sounds).
25. I am reluctant to correct my students’
o . 13 8.4 41 26.5 32 20.6 61 394 8 5.2 3.06 1.10
pronunciation mistakes
20. | mostly devote time to rhythm, stress, and
) o 8 5.2 47 30.3 44 28.4 50 32.3 6 3.9 2.99 0.99
intonation in my classes.
18. I do not devote time to teaching pronunciation. 12 7.7 59  38.1 30 194 51 32.9 3 1.9 2.83 1.04
24. 1 ignore my students’ pronunciation performance
) ] ) ) ) 10 6.5 60 387 44 284 37 239 4 2.6 2.77 0.97
while evaluating their speaking skills.
19. My students expect me to correct their
o 11 7.1 60 387 40 258 42 27.1 2 1.3 2.77 0.97
pronunciation.
23. Since the way of speaking is a part of an
individual’s identity pronunciation does not need 18 11.6 65 419 45 290 23 14.8 4 2.6 2.55 0.97

to be changed.
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Findings of the Research Question 2

The second research question was, “Are there any significant differences between
teachers’ perceptions in terms of; gender, age, school levels, educational background,
teaching experience, and graduation diploma?”. This question aimed to find out the
relationship between the demographic information and their answers to pronunciation
beliefs and pronunciation practices. Before moving to analysis the normality test was
conducted. According to Q-Q plot and Detrended Q-Q plot results the data was found
normally distributed (see Figure 1). For this reason, parametric tests were conducted for
the analysis of the research question 2. Independent sample t-test was employed for two
groups and One-Way ANOVA was employed for more than two groups.

Hormal O-0 Plot of Ganel_Oralama Datrendad Normal 0.0 Plot of Cenel_Ortalama

Expactad Norsal
o
Diav Fram Marmal

0 25 T ¥ o 23 2
Ohuarvad Value Obasrved Valus

Figure 1. Q-Q Plot ve Detrended Q-Q Plot Graphics

First of all, Independent t-test was conducted to investigate the difference between
teaching pronunciation perceptions and gender (See Table 6). The results demonstrate
that there is no statisticallly significant diference between the groups related to their
pronuncaition teaching perceptions (p=.843, p<.05). Also no significant difference was
found between gender and the subgroups; beliefs and practices (p=.589; p=.536, p<.05).
In other words gender does not have any influence on teaching pronunciation

perceptions of EFL teachers.
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Table 6.

The Results of the Independent t-test Related to Gender

Variables Gender N M SD t p
Teaching Female 117 2.73 0.42 .198 .843
Pronunciation (Total) Male 38 2.71 0.55

Teaching Female 117 2.67 0.48 541 .589
Pronunciation Beliefs Male 38 2.62 0.54

Teaching Female 117 2.87 0.49 -.621 .536
Pronunciation Practices Male 38 293 0.70

In order to find the difference between age and teaching pronunciation perceptions of
EFL teachers One-Way ANOVA was utilized. In Table 7, ANOVA results of the age
groups and pronunciation teaching perceptions of EFL teachers are presented. As the
descriptive statistics are examined, while the mean scores of the 25-29 group were the
highest (M=2.86; M=2.77; M=3.07), the mean scores of the 40 and over age group were
lowest (M=2.59; M=253, M=2.75). This might indicate that younger teachers
acknowledge the pronunciation skill more than elderly teachers. However, in general no
significant difference was found between the age groups and their teaching

pronunciation perceptions (p>0.05).

Table 7.
The Results of the One-Way ANOVA Related to Age
Variables Age N M SD F ]
Teaching 25-29 27 2.86 0.44 2.141 .097
Pronunciation (Total) 30-34 47 2.76 0.45
35-39 38 2.75 0.42
40 and over 43 2.59 0.47
Teaching 25-29 27 2.77 0.47 1.672 175
Pronunciation Beliefs 30-34 47 2.71 0.50
35-39 38 2.67 0.45
40 and over 43 2.53 0.52
Teaching 25-29 27 3.07 0.57 2.016 114
Pronunciation Practices 30-34 47 2.87 0.54
35-39 38 2.93 0.52

40 and over 43 2.75 0.55
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The difference between school levels of EFL teachers and their answers to teaching
pronunciation questionnaire were analyzed through One-Way ANOVA test (See Table
8). The results prove that there is a significant difference between school levels related
to their teaching pronunciation (F(,152=3.838; p=.024). In order to understand the
reason for this difference, LSD post hoc test was employed. The post hoc test results
showed that the high school teachers differed from the other school levels in terms of
their teaching pronunciation in general. Also, a significant difference was detected
between the groups and their pronunciation practices (F,152=3.449; p=.034). LSD post
hoc test was used to reveal the reason for the difference. The results indicated that high
school level teachers differed from the other groups in views of their pronunciation
practices. The high school teachers had the lowest mean scores for the total
questionnaire and for the subgroups of the questionnaire (M=2.60; M=2.54; M=2.73).
On the other hand, the mean scores of primary school teachers were the highest for the
total questionnaire and the subgroups of the questionnaire (M=2.88; M=2.83; M=2.99).
This may be because high school students are not eager to learn like young learners. It
can be concluded that, primary school teachers who teach young learners seemed to
have higher perceptions about pronunciation and teaching pronunciation than the other
groups. This may be because young learners are more eager to imitate their teachers and

willing to do what they say.

Table 8.
The Results of One-Way ANOVA Related to School Levels

Variables School N M SD F p
Teaching Primary school 23 2.88 0.32  3.838 024"
Pronunciation (Total) Secondary school 79 277 042
High school 53 2.60 0.51
Teaching Primary school 23 283 034  3.015 .052
Pronunciation Beliefs Secondary school 79 2.69 047
High school 53 2.54  0.56
Teaching Primary school 23 299 041 3.449 034"
Pronunciation Practices Secondary school 79 296  0.56

High school 53 2.73  0.55
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The mean difference is significant at the 0.05 level

The difference between teachers’ educational background and their teaching
pronunciation perceptions was analyzed through independent t-test (see Table 9). The
descriptive results revealed that the mean scores of the MA/Phd group were higher
(M=2.83; M=2.78; M=2.93) than the bachelor’s degree group both for the total
questionnaire and the subgroups (M=2.71; M=2.64; M=2.88). This might pinpoint that
the highly educated group had more awareness about pronunciation and practicing
pronunciation. However, there was no significant difference between the educational

background of teachers and their teaching pronunciation perceptions (p>0.05).

Table 9.
The Results of the Independent t-test Related to Educational Background
Variables Educational N M SD t p
Background
Teaching Bachelor’s degree 134 2.71 046 -1.098 274
Pronunciation (total) MA / Phd 21 2.83 0.42
Teaching Bachelor’s degree 134 2.64 049 -1.230 221
Pronunciation Beliefs MA / Phd 21 2.78 0.47
Teaching Bachelor’s degree 134 2.88 0.56 -.428 .670
Pronunciation Practices MA / Phd 21 2.93 0.50

The difference between teaching experience of teachers and teaching pronunciation
perceptions was analyzed through One-Way ANOVA (see Table 10). Considering
descriptive statistics, the highest mean score belongs to 1-5 years (M=2.82) for the
teaching pronunciation perceptions and for teaching pronunciation practices (2.98). The
1-5 years and 6-10 years age groups has an equal mean score (M=2.75) for teaching
pronuncition beliefs. On the other hand, the more experienced teachers have lower mean
scores (M=2.50; M=2.58; M=2.69) than the less experienced teachers. It can be said that
the experienced teachers were less in favour of teaching pronunciation compared to
novice teachers. However the test result shows that there is no significant difference
between the teaching experience of teachers and their answers to the teaching

pronunciation perceptions (p>0.05).
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The Results of the One-Way ANOVA Related to Teaching Experience
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Variables Experiences N M SD F p
Teaching 1-5 Years 25 2.82 0.39 1.486 209
Pronunciation (total) 6-10 Years 40 2.79 0.42
11-15 Years 44 2.75 0.46
16-20 Years 21 2.58 0.53
21+ 25 2.60 0.46
Teaching 1-5 Years 25 2.75 0.42 1.501 205
Pronunciation Beliefs 6-10 Years 40 2.75 0.49
11-15 Years 44 2.69 0.48
16-20 Years 21 2.54 0.54
21+ 25 2.50 0.52
Teaching 1-5 Years 25 2.98 0.54 956 434
Pronunciation Practices 6-10 Years 40 2.90 0.52
11-15 Years 44 2.93 0.55
16-20 Years 21 2.69 0.61
21+ 25 2.85 0.54

Table 11 below, shows the result of One-Way ANOVA related to graduation

diploma and teaching pronunciation perceptions. The English Language Teaching group

comprises of 124 participants. The English Culture and Literature group consists of 22

teachers. The English Linguistics, English Translation and Interpretation and Other

consisted of 9 teachers. This group was accepted as one group and referred to as Other

in the Table 11. As seen in Table 11, a significant difference was detected between

teaching pronunciation practices and graduation diploma (p=.035). In order to

determine the reason of the difference, LSD post hoc test was employed and the test

results showed that the ELT group (M=2.94) gave higher points to the pronunciation

practices items. This result shows that the graduation diploma has an impact on

pronunciation practices of EFL teachers.



41

Table 11.
The Results of the One-Way ANOVA Related to Graduation Diploma
Variables Graduation N M SD F p
Diploma
Teaching English language teaching 124 2.74 044 358 .699
Pronunciation (total English language and
(total) litefiature S 22 270 0.40
Other 9 262 0.75
Teaching English language teaching 124 2.66 0.48  .086 918
Pronunciation Beliefs English language and
literature 22 270 042
Other 9 263 0.86
Teaching English language teaching 124 2.94 0.54 3.415 .035

Pronunciation Practices  English language and
. 22 2,69 0.54
literature

Other 9 2359 0.62

*The mean difference is significant at the 0.05 level

To summarize, the results of the research question 2 demonstrated that not all the
demographic characteristics had a significant effect on teaching pronunciation
perceptions and the subgroups of; beliefs and practices. The school levels, the
graduation diploma, and receiving a pronunciation course had an influence on their

answers to teaching pronunciation questionnaire and its subgroups.

Findings of the Research Question 3

In order to investigate “How do Turkish EFL teachers describe their beliefs and
practices regarding pronunciation?” semi-structured interviews were conducted with 18
volunteer EFL teachers. In order to gain a broader understanding, 9 open-ended
interview questions were asked to the teachers. The interview data was subjected to
content analysis through coding and categorizing the data under different themes. The
answers were classified into 8 categories in relation to teaching pronunciation
questionnaire items. The categories were constructed under two themes which were

beliefs and practices. Table 12 shows the categories and codes of the interview data.
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Table 12.
Analysis of Interview Data

Teaching Pronunciation Beliefs

Category Code

The significance of pronunciation Correct pronunciation

Disregard of pronunciation

Self-confidence about pronunciation Checking the dictionary
Self-assurance

Pronunciation teaching goal Comprehensibility
Native-like accent

Receiving instruction Improvement of pronunciation

No necessity for training

Teaching Pronunciation Practices

Category Code

Allocation of time for pronunciation Limited time

Ignorance of pronunciation

Correctness of pronunciation Immediate error correction
Note taking
Teaching pronunciation approach Implicit instruction

Explicit instruction

Pronunciation teaching techniques Typicalness of technigques

Variability of techniques

The first theme of the interview data was teaching pronunciation beliefs. The
questionnaire results showed uncertain stance (M=2.66). However, the interview results
showed that the teachers value pronunciation and they have positive attitudes towards
pronunciation. It can be inferred from the results that almost all of the teachers were
aware of the importance of pronunciation because it is necessary to use the language
accurately. The teachers stated that pronunciation is important to use the language
correctly.

Interviewee 10: Yes, it is important. It is crucial to speak a language properly.

Interviewee 12: Yes, | think it is important because wrong pronunciation may lead
different meanings.

Only the 7th interviewee had a negative attitude towards pronunciation and thought

correct pronunciation does not matter as long as the person is understood.
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Interviewee 7: No, | DO not think it is important as soon as you can express yourself.
I think it is enough for a person to express himself to be able to communicate. After all,
the most important thing is to agree, even if the pronunciation is not correct.

As for the self-confidence, the teachers acknowledged that even though they have
confidence in their pronunciation knowledge, they look up in a dictionary for
verification. When they see a new word they may not know its pronunciation. For
instance some of the interviewees reported that:

Interviewee 5: Sometimes | am not confident about it. Yes, | see a new word and
sometimes | pronounce it wrong.

Interviewee 13: Mostly | feel confident but I look up for its correct pronunciation. In
order to share the most accurate information with my students, | use a dictionary when
| am not sure.

In relation to their teaching goal, most of the teachers considered being intelligible is
their goal for their students. They stated that they want their students to be
understandable and clear instead of speaking with a native-accent. However this result
was in disparity with the questionnaire result. In the questionnaire the teachers
disagreed to the item that suggests pronunciation does not need to be changed. This
maybe because teachers did not perceive what the item means. They expressed that:

Interviewee 2: To make them intelligible students. I think the important thing is to be
able to teach to speak at an understandable level. It is enough if students can
communicate and express themselves in a foreign language in their life outside of
school.

Interviewee 5: Intelligible speakers. Raising clear speakers is my priority. Even if
their pronunciation is not good, it is enough to understand what they are talking about.
This shows that they are able to communicate.

Although most of the teachers suggested that clear and understandable pronunciation
is their aim for their students, some teachers informed that they would rather teach a
native-like accent.

Interviewee 1: For my students my goal is to support them to have a native-like
accent such as British.

Interviewee 3: So-so native like accent. It would be good to hear it from my students.

On the other hand, one of the participants highlighted that the only purpose is to help

the students receive high results in exams and speaking skills are not the focus.
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Therefore, he or she asserted that neither having a native-like accent nor being
intelligible was an aim for his or her students.

Interviewee 12: Unfortunately, none of them. Passing exam is the goal.
Unfortunately, it is very difficult for students to speak English in Turkey. That's why
their success in the exams is considered an important step for them.

With regard to receiving further training in pronunciation, most of the participants
expressed that they would like to receive more training in order to develop their
teaching pronunciation skills and become more competent. It has been found that most
of the teachers were very enthusiastic about improving themselves in their field
continuously. However, some participants stated that taking more education on
pronunciation is not necessary.

Interviewee 1: Yes, | do. Of course, the more we practice, the better. After all, we are
Turks. No matter how well we know the language, the language we use the most is our
mother tongue. That's why extra training is a must.

Interviewee 4: Of course, | wish | had more time to study. There is no end to one's
self-development. | would like to keep learning continuously. But unfortunately, | don't
have that much extra time.

Interviewee 7: No, I don’t wish. | don't think | need or have time for this. I don't think
it's necessary.

Interviewee 10: No, | don't. Because | had been densely educated at college and also,
| hesitate a word's pronunciation I can immediately use apps such as google translate
to learn it.

Some of the participants were not quite sure about receiving more training on
pronunciation. For instance two of the participants replied that:

Interviewee 12: Maybe. So, it's not really necessary though. If I had some extra free
time, maybe | would consider it. It's my field after all.

Interviewee 15: Maybe. It's possible. If | have time, | can think about it.

The second theme of the interview data was teaching pronunciation practices. The
questionnaire results showed an uncertain stance for this parameter (M=2.88). Similarly,
the interview results revealed an unsure stance towards pronunciation. Considering the
time spent on pronunciation, most of the participants affirmed that they spend very little
amount of time for teaching pronunciation. Some of the participants stated that they
spend time on pronunciation when they are teaching new words. The results show that

the teachers do not determine a specific amount of time for teaching pronunciation
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Interviewee 8: | spend five minutes each class. But sometimes | work on new words
from each unit | spend more time on words and their pronunciation at the beginning of
each unit like that.

Interviewee 9: | have not such a time schedule to teach pronunciation. It can be
whenever we come across a new word or when a pronunciation mistake is made by any
of the students. It feels much more spontaneous and natural.

Most of the teachers highlighted that they would like to spend more time on
pronunciation yet the curriculum, absent materials and the exams were the main
handicaps that were preventing them. However, some participants pointed out that, they
were not willing to allocate more time for pronunciation because they thought it is
unnecessary.

Interviewee 4: We always have paper based exam (LGS) pronunciation is not
important and | ignore it.

Interviewee 8: Yes, | would like to of course because it is a bit hard to have enough
time for pronunciation because curriculum has a lot of topics we don’t have enough
time to work on pronunciation.

Interviewee 7: No, I wouldn't like to spend more time. I do not spend time in my
lessons for pronunciation. | don't think this is necessary.

Interviewee 17: No. That time | allocate to pronunciation is sufficient. So | don't
think it's necessary to take the time for more extra pronunciation.

In terms of their approach to teaching pronunciation as a separate class or integrating
it with other language skills, almost all of the teachers stated that they teach
pronunciation implicitly by incorporating it with other language skills. Some teachers
reported that they especially prefer to integrate pronunciation with reading activities.

Interviewee 9: | usually integrate it with other language skills. | make my students
read the texts before the classes. | urge them to check the pronunciations of the words
that they have difficulty in pronouncing. Then they read the text aloud in the classes and
I make short evaluation of their pronunciation. If necessary, I sometimes give them
further homework, like "Please, read this text loud at home and record it. Then send it
to me." They do it willingly. I would start with teaching segmentals.

Interviewee 11: By speaking and reading. | support the development of my students'
pronunciation with various exercises in my classes. Reading and speaking are the most

important exercises for pronunciation in my opinion. Connected speech.
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Only two interviewees stated that they believe pronunciation should be taught
separately but they did not explain how they teach it separately.

Interviewee 1: I don’t integrate. I don't think it's appropriate to combine
pronunciation with other skills. It should be separate. That's why | prefer to teach
separately without combining it with other skills.

Interviewee 18: | don't integrate it with other skill. In my opinion, pronunciation
should be taught separately, it would not be appropriate and sufficient to combine it
with other skills.

Regarding pronunciation mistakes, more than half of the participants emphasized that
they preferred straightforward error correction. Thus, they think they prevent
mispronunciation and promote accurate pronunciation. Some participants acknowledged
that they note down the pronunciation mistakes and refer to them later because they did
not want to intervene with the activity.

Interviewee 18: | correct it immediately. When a student makes a pronunciation
mistake, | prefer to correct it immediately. Pronunciation errors settle very quickly. It is
very difficult to fix after a while.

Interviewee 16: | take notes and correct them. I think it makes more sense to note the
mistakes. Students already do not have enough self-confidence to speak English. I think
it becomes more difficult for them to learn when they constantly correct and intervene.

Only the 12™ and 15th participant replied that they do not have a certain approach to
correct the pronunciation mistakes.

Interviewee 12: It changes from student to student and class to class...I sometimes
correct immediately, sometimes use peer correction.

Interviewee 15: | don’t know. | can't say for sure about this. | do it the way it fits. It
is not always the same in every lesson.

When it came to techniques that were used to practice pronunciation in the
classroom, some teachers were committed to traditional techniques such as listening and
repeating, and reading aloud.

Interviewee 4: Repeating. Especially repetition is very useful in learning and
permanence of pronunciation. That's why | attach importance to repetition as the basis
of pronunciation exercises.

Interviewee 18: Listen and repeat. | use fairly classical methods and I think they are

sufficient. The variety of methods can also be confusing.
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Most of the participants stated that they preferred a variety of activities such as
listening, songs, repetition, speaking, reading aloud, tongue twisters and minimal pairs
to practice pronunciation in the classroom. Also, some of them reported that they use
videos, cartoons and phonetic alphabets.

Interviewee 1: | try to use many activities such as listening, repeating, songs, and
minimal pairs. Such activities are very useful in teaching pronunciation. Students learn
pronunciation easier with the help of various activities and | think this is more
permanent.

Interviewee 14: Listen and repeat, rhymes, songs, reading aloud, role plays, videos.
The use of various and different techniques allows students to learn the pronunciation
of words more easily.

It can be inferred from the interview data that teachers believe that pronunciation is
an important language skill, yet they cannot allocate time for it due to the curriculum
and exams. The teachers were undecided about their knowledge of pronunciation and
they needed to consult a dictionary to be sure. Nearly all of the teachers preferred
implicit teaching of pronunciation and they pursued comprehensibility as their teaching
aim of pronunciation. The teachers stated that they correct pronunciation mistakes
immediately. In general most of the teachers used repetition, listening and repeating,
reading aloud, songs and tongue twisters to teach pronunciation. Most of the

participants confirmed that they wish to receive further education in pronunciation.
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5. DISCUSSION AND CONCLUSION

This study aimed to explore the teaching pronunciation beliefs and practices of 155
EFL teachers working at state schools in the Hatay province. The relationship between
the EFL teachers’ teaching pronunciation beliefs and practices and their demographic
information were investigated. The descriptive statistics of the questionnaire items were
examined thoroughly. For this analysis, the teaching pronunciation (total) questionnaire
was utilized. Also, a semi-structured interview was conducted with eighteen EFL
teachers. The discussions of each research question, pedagocical implications,
limitations, suggestions for further studies, and the conclusion of the study were

explained in detail.

Discussion of the Quantitative Findings

Discussion of the Research Question 1

The first research question was “What are the Turkish EFL teachers’ beliefs and
practices regarding teaching pronunciation?”. The perspectives of the teachers were
examined by conducting 25 items of teaching pronunciation questionnaire. This
questionnaire involved items about teaching pronunciation goals, assessing
pronunciation, training on pronunciation, practicing pronunciation, and correcting
pronunciation mistakes. The collected data was analyzed by applying descriptive
statistics. The results demonstrated that the EFL teachers do not have certain principles
about pronunciation and how to practice it in the classroom. Also, they do not have a
positive attitude towards pronunciation. This may be because pronunciation is an
ignored language skill in Turkey (Yagiz, 2018; Dagtan, 2020). Also, another reason
maybe the pronunciation skill is not covered adequately in the current curricula. The
teachers had the same views related to the curriculum with the teachers in these studies
(Yagiz, 2018; Moedjito, 2016) that pronunciation was not included in the curriculum.
The exam focused curriculum leads the teachers to focus on grammar and vocabulary
rather than pronunciation (Bai & Yuan, 2019). Thus, they are deprived of necessary
resources and time to teach pronunciation. The teachers seemed rather undecided on the
importance of pronunciation for communication. An assumption for this result may be
that they focus on grammar and vocabulary rather than speaking skills. On the contrary,

a recent study applied in a Turkish context found that teachers held strong beliefs on
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teaching pronunciation with communication (Dagtan, 2020). Also, in some recent
studies (Yagiz, 2018; Bai &Yuan, 2019; Tran & Nguyen, 2020), the effect of teaching
pronunciation on communication was highly appreciated. Pronunciation is an essential
factor that enables students to communicate with other people (O’Brien, 2004). Most of
the communication problems monitored amidst language learners are resulted from
pronunciation errors (Jenkins, 2000). In addition, the participants were also ambiguous
with their background knowledge. They did not believe the pronunciation course that
they had taken at the university was sufficient to lead their students, yet they thought
they had enough background knowledge about pronunciation. For most of the
participants, the pronunciation instruction that they received at the university was their
background knowledge. It can be understood that the participants were very much
unsure about their knowledge of pronunciation. This may be resulted from not taking
further courses on pronunciation. Also the teachers lacked self-confidence in
pronunciation. This result was in aggrement with some other studies (Macdonald, 2002;
Bai & Yuan, 2019). Bai & Yuan conducted a qualitative study in Hong Kong and
reached to the conclusion that teachers were not confident about their pronunciation
skills and not well-prepared to teach pronunciation. Also, Macdonald (2002) conducted
a study in Australia and it was found that the participants accepted that they did not
have self-confidence in teaching pronunciation. On the contrary, in a different study
(Henderson et al., 2012) teachers were confident about their knowledge of
pronunciation and teaching skills. The participants low-self-efficacy may have resulted
from their lack of knowledge and lack of training on pronunciation. In line with this
study, the lack of enough knowledge about how to teach pronunciation and need on
professional training were noted in many other sudies (Breitkreutz, Derwing, &
Rossiter, 2001; Baker, 2011; Couper, 2016; Burns, 2006; Dagtan, 2020). However, a
study conducted in a Turkish context found that teachers do not feel a need to pursue
training on pronunciation (Yagiz, 2018). In a study conducted in a Brazilian context
(Buss, 2015), it was stated that despite their high confidence and qualification in
pronunciation, the teachers needed more training.

Another remarkable outcome of the present study was that the participants do not
appreciate explicit pronunciation instruction. This may have resulted from their lack of
knowledge and the curriculum not involving pronunciation. A similar result was noted
in a study carried out in the UK (Crofton-Martin, 2015) that teachers teach

pronunciation by integrating it so that students will not even realize they are practicing
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it. Buss (2015) reached an opposite conclusion; that explicit pronunciation teaching can
develop learners’ communication in English, and exposing learners to good input is not
adequate to teach pronunciation to learners. An opposite result was stated in a previous
study carried out in Turkey (Yagiz, 2018); that teachers believe students could benefit
from explicit pronunciation instruction. When it comes to correcting pronunciation
mistakes, teachers were quite unsure about how to do it. They do not have a certain
stand about pronunciation errors. This may have been caused by not defining certain
principles about how to deal with pronunciation mistakes. Similarly, the same result
was noted in Yagiz’s (2018) previous study. Nonetheless, Elnagar (2020) and Tran &
Nguyen (2020) reached a different conclusion that teachers hold much importance on
correcting mistakes. The participants were relatively in favor of aiming towards a
native-accent and losing their foreign accent. This view was in disparity with many
other studies (Crofton-Martin, 2015; Tran & Nguyen, 2020; Buss, 2015; Awad, 2018;
Moedjito, 2016; Foote, Holtby, & Derwing, 2011; Alsofyani & Algethami, 2017). As a
matter of fact, the participants were also not precise about which aspects of
pronunciation they focused on and the time they spent on pronunciation. Nonetheless,
they tend to practice segmental features more than suprasegmental features. The same
result was reported in a study carried out by Yagiz (2018) that teachers mostly allocated
time to individual sounds. This may have resulted from their lack of knowledge as
stated earlier.

To sum up, the participants generally did not hold certain beliefs or practices about
pronunciation. They do not have self-confidence about their own pronunciation. They
are unsure about how to correct their students’ pronunciation mistakes. They need to
develop their pronunciation teaching skills. Pronunciation is not covered in the
curriculum so the teachers do not know how to involve it in their classes. This may be
because English teachers mostly rely on their course books and practice the activities in
the course books (Ozmert, 2019).

Discussion of the Research Question 2

The second research question was, “Are there any significant differences between
teachers’ perceptions in terms of; gender, age, school levels, educational background,
teaching experience, and graduation diploma?”.

In terms of gender variable, no statistically significant difference was detected. This

may have stemmed from partcipant teachers’ uncertain stand towards pronunciation. In
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addition to that, teachers in state schools have to follow a curriculum and the curriculum
does not involve pronunciation skills. The English course books focus on reading,
vocabulary, and grammar. Furthermore, the exams are focused on these skills. This may
cause the teachers to avoid practicing pronunciation skills in the classroom. However in
literature, teaching pronunciation was not investigated in relation to gender. The studies
in literature evaluated the pronunciation teaching beliefs and practices of EFL teachers
without focusing on gender variable.

For the age variable, no significant difference was noticed. Despite the lack of a
significant difference, the mean score of the teachers decreased as the age got older.
This may be because young teachers are more aware of current developments in
language teching and more willing to address the uncovered language skills. However,
elderly teachers may tend to remain committed to traditional methods such as focusing
on Grammar Translation Method. Georgiou, (2018) found out a similar result in his
study which he conducted on different age groups concerning their pronunciation
perceptions and practices. The study revelaed that the elder group teachers neglected the
pronunciation skill compared to other language sills. Also, all of the age groups faced
the same obstacles, such as time constraint and lack of education in pronunciation
(Georgiou, 2018).

Regarding the school levels variable, a significant difference was found for the total
questionnaire and for the pronunciation practices subdomain. The post hoc test result
showed that this difference stemed from high school English teachers. High school
teachers had the lowest mean scores, whereas primary school teachers had the highest
mean scores. This may have resulted from teaching young learners. Young learners are
more enthusiastic and active compared to older groups (Cameron, 2001). Also, children
are more likely to imitate what they hear and observe (Bandura, 1977). Therefore,
primary school teachers can benefit from these features of young learners and feel more
motivated to focus on pronunciation skills. Besides, they may be aware of the fact that
starting to teach pronunciation from a young age is beneficial for learners (O’Brien,
2004). However, the high school teachers mean scores showed that they were the least
practicing group. An assumption would be that the high school students are preparing to
the university entrance exam and they are more focused on grammar, vocabulary, and
reading skills because the exam tests these skills. This situation discourages English
teachers and they cannot focus on all of the language skills. This issue was also

addressed in Dagtan’s study (2020) stating that the foreign language assessment tests
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mainly focus on grammar, vocabulary, and reading, and they need to be reviewed in
order to embrace all four language skills.

The educational background and pronuncition teaching perception of teachers were
also investigated, yet no significant difference was detected either for teaching
pronunciation questionnaire or the subgroups: beliefs and practices. The teachers’
pronunciation beliefs and practices were not infuenced by their educational background.
In a study also conducted in a Turkish context (Sarikaya, 2013); no significant
difference was found between educational background and teaching pronunciation, the
teachers had positive attitudes towards teaching pronunciation. However, in this present
study the mean scores showed that regardless of their educational backgrounds, teachers
are uncertain about their pronunciation beliefs and practices. This may be because even
though after they obtain further education, teachers try to cover the curriculum and
prepare their students for the exams. In relation to the graduation diploma, there was a
significant difference between the groups in their pronunciation teaching practices.
According to the post hoc test the difference was on the side of ELT group. This
showed that the ELT graduates were more willing to practice pronunciation than the
other groups. Also, the ELT department focuses on how to teach the foreign language,
the teaching approaches, methods, techniques and so on rather than focusing on culture
and literature. For this reason, ELT graduates were more likely to practice the
pronunciation skill compared to the other groups.

As for the teaching experience variable, no significant difference was detected
between different groups of teachers. Based on groups’ mean scores, the less
experienced teachers showed higher mean scores than more experienced teachers, yet
all of the groups were neutral in terms of their beliefs and practices. Also, in Sarikaya
(2013) no significant difference was found related to teaching experience and teaching
pronunciation perceptions of teachers. Teaching experience did not have an influence in
EFL teachers’ teaching pronunciation perceptions. It can be assumed that, being non-
native English teachers, the participants are not satisfied with their own pronunciation.
In a study conducted in Hong Kong (Bai & Yuan, 2019), the participants explained that
they were skeptical about their own pronunciation as non-native English teachers, and
they were confused about which English accent to teach to their students. Braine (2010)
argued that, since non-native English teachers cannot use the target language in real life,
they perceive themselves as inadequate in pronunciation. Ngan (2018), proclaimed that

non-native teachers felt a lack of confidence in pronunciation because they did not have
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a native-accent like a native english speaker and they were struggling to pronounce
some specific sounds.

To sum up, there were some demographic factors that had an influence on teaching
pronunciation perceptions of the participant EFL teachers such as school levels,
graduation diploma, and receiving a special pronunciation course. This may be because
in Turkey primary schools are expected to focus more on listening and speaking skills,
they can practice pronunciation more than other school levels. In addition to that, in
Turkey ELT departments are mainly concerned about how to teach the language, while
other departments focus more on translating or literature. This gives the ELT
department graduates more vision on practicing different language skills. Besides,
receiving a pronunciation course would make a difference yet in this current study the
difference was not in favour of the group who received a pronunciation course. This
may be because teachers did not utilize this instruction in their classrooms or the
number gap was huge between the two groups that it led to a difference.

Discussion of the Research Question 3

The third question of the research was “How do Turkish EFL teachers describe their
beliefs and practices regarding pronunciation?”. For this reason, semi-structured
interviews were conducted. The questions were grouped under two parameters which
were pronunciation beliefs and practices, as in the teaching pronunciation questionnaire.

First of all, considering pronunciation beliefs, the participants showed strong positive
perceptions about pronunciation. The interview results were inconsistent with the
teaching pronunciation questionnaire results. According to the questionnaire teachers
beliefs towards pronunciation were neutral. This difference may have resulted from the
fact that in the questionnaire there were too many participants and their mean scores
reflected their stance, but in the interviews the participants’ explanations were examined
one by one and in more detail.

The first question was related to the importance of pronunciation. The teachers
highly regarded pronunciation as important. This result was in harmony with these
studies (Bai &Yuan, 2019; Yagiz, 2018; Alsofyani & Algethami, 2017; Awad, 2018;
Elnagar, 2020; Buss, 2015; Tran & Nguyen, 2020; Breitkrautz, Derwing & Rossiter,
2001). On the other hand, in a qualitative study conducted in Malaysia (Shah, Othman,
& Senom, 2017), it was highlighted that teachers regarded pronunciation as inferior to

the four language skills (reading, writing, speaking, listening) and it received minor
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attention from teachers.

As for the teachers self-confidence about their pronuncaiton knowledge, the teachers
were found rather unconfident about their pronunciation because most of the teachers
affirmed that they need to check the dictionary from time to time. This result was in
alignment with the teaching pronunciation questionnaire because most of the teachers
disagreed with the items related to pronunciation knowledge. Also some other studies
reached the same conclusion (Gilakjani & Sabouri 2016; Shah et al., 2017; Macdonald,
2002) that teachers do not trust their pronunciation knowledge. Buss (2015) reached an
opposite result in her study that the participants were confident about their teaching
pronunciation knowledge and performance.

In terms of teaching goals, nearly all of the teachers confirmed that they aim for clear
and understandable speech for their students. This result was in discrepancy with the
teaching pronunciation questionnaire result. According to the questionnaire results the
teachers slightly agreed with aiming for native-like accent for their students and they
disagreed with pronunciation does not need to be changed to preserve the identity. This
may be because teachers did not understand what the item meant, especially the item
related to preserving identity. Also, the confusion of teachers may have resulted from
the popular accents of British and American English in Turkey which was stated in
Dagtan’s (2020) study. The interview results were consistent with many other studies
(Awad, 2018; Moedjito, 2016; Dagtan, 2020; Alsofyani & Algethami, 2017; Crofton-
Martin, 2015) in terms of aiming at intelligible pronunciation. Bai & Yuan (2019) found
a different result which was; teachers still valued speaking like a native-speaker and
they refrained from teaching pronunciation because they do not have a native-accent. In
this study teachers wanted their students to speak clearly because they may be conscious
of the difficulty of achieving a native-like accent. After all, the students are not using
the language outside of the classroom and they are mainly learning vocabulary and
grammar. For this reason, the participants found intelligibility more logical for their
students.

As for willingness to receive further instruction on pronunciation the teaching
pronunciation questionnaire, results were in alignment with the interview results. Both
of the data results showed that the participants wish to receive more education on
pronunciation. The teachers expressed that they want to increase their knowledge on
pronunciation and on how to teach pronunciation. These results were consistent with
other studies (Dagtan, 2020; Alsofyani & Algethami, 2017; Breitkrautz et al., 2001;
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Gilakjani & Sabouri, 2016; Tran & Nguyen, 2020). However, Yagiz (2018) found that
teachers were unsure related to receiving more training on pronunciation. As stated in
some other studies (Fraser, 2000; Macdonald, 2002), not having enough knowledge
resulted in low self-assurance about pronunciation.

In relation to pronunciation practices, the results showed that despite the inadequate
time they spent on pronunciation the teachers taught pronunciation without actually
focusing on it. This result was consistent with the teaching pronunciation questionnaire
result. In relation to time spent on pronunciation most of the participants accepted they
spent limited time on pronunciation. Their reason was the absence of pronunciation
skills in the curriculum and the Turkish education system that focuses more on the exam
results. Two other studies conducted in the Asian context (Bai & Yuan, 2019; Shah et
al., 2017) reached the same result that the participants also could not separate the proper
time for pronunciation because of curriculum and exams. On the other hand, most of the
participants in this study maintained that they would like to spend more time on
pronunciation. The teachers’ lack of knowledge as stated earlier may have hindered
them from practicing pronunciation skills even if they realize how important it is.

With regard to how they teach pronunciation, most of the participants explained that
they teach pronunciation by integrating it with the other language skills such as reading,
dialogues, listening, vocabulary, and speaking. The participants confirmed that they do
not allocate a separate class on pronunciation because it is not included in the
curriculum, thus they teach it by blending it with the activities. This result was
consistent with the teaching pronunciation questionnaire result. The participants

2

disagreed with the, “explicit pronunciation instruction contribute to students,” item.
Awad (2018) conducted a case study with two English teachers who reported that they
teach pronunciation by integrating it with the other language skills. Besides, two other
studies conducted in the Arabic context (Elnagar, 2020; Alsofyani & Algethami, 2017)
found similar results that teachers preferred to teach pronunciation with communication
activities rather than teaching it explicitly. The findings of Shah et al. (2017) were in
agreement with this study which were; instead of applying explicit pronunciation
instruction, teachers taught pronunciation implicitly by blending it with reading and
speaking skills. On the other hand, Buss (2015) reached a different outcome in her
study, the teachers believed that explicit pronunciation activities improves language
accuracy. As for their focus of pronunciation aspects, the teachers were rather unsure.

Some of the teachers explained that they focus on segmentals. Only two teachers
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considered teaching connected speech. Teachers in this study concentrated on
segmentals more than supersegmentals. In another study applied in the Turkish context
(Yagiz, 2018) , a similar result was found that the teachers allocate time on
pronunciation but mostly on the individual sounds. This result was on the same grounds
with (Buss, 2015; Yagiz, 2018; Tergujeff, 2012; Shah et al., 2017). However in
literature supersegmental features have been regarded as more significant than
segmentals (e.g. Derwing et al. 1998; Pennington & Richards, 1986).

Concerning the techniques they use to teach pronunciation, teachers stated that they
use various techniques such as listening and repeating, reading aloud, songs, tongue
twisters, role plays, videos, cartoons, minimal pairs, and phonetic alphabet. Also, Reid
& Debnarova (2020) found that teachers used similar techniques. In this present study,
despite stating earlier that they spend little time on pronunciation, they actually do teach
pronunciation. However, they are not even aware of how much they teach it because
they do not specifically plan it in a daily lesson plan. They teach it when they feel the
need by integrating it with other language skills such as listening, reading, and speaking
yet it never comes first as a skill. Similarly, Shah et al. (2017) reached the same
conclusion in their study.

In terms of correcting pronunciation mistakes, the teaching pronunciation
questionnaire results and the interview results were inconsistent with each other. The
teachers showed an undecided stance related to items about correcting mistakes. The
teachers seemed unsure about to what extent they tolerate the mistakes and were
reluctant to correct the mistakes. However, the interview results showed that teachers
correct the pronunciation mistakes because they do not want their students to
mispronounce the words. Also, the participants stated that they want to prevent the
mistake before it becomes a habit and they want to teach the right pronunciation from
the beginning. Moreover, the teachers affirmed that when they correct a student’s
pronunciation mistake the other students can learn simultaneously. On the other hand,
the other teachers who preferred correction afterwords stated that they do not want to
intervene with the flow of the activity so they take notes and correct the mistakes later.
Elnagar, (2020) and Alsofyani & Algethami, (2017) found that most of the teachers
correct the pronunciation mistakes yet they did not state if the teachers correct it
immediately or later. Salehi et al. (2016) reached the same outcome that some teachers
correct the pronunciation mistakes instantly whereas others choose to correct the

mistakes later. Numrich (1996) attained an inconsistent result with this study; that
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teachers refrained from correcting errors immediately because related to their own
English learning experiences, they felt demotivated when their teachers interrupted
them while speaking.

To summarize, the participants of the study valued teaching pronunciation, yet the
inadequacy of their knowledge lead them to feel unconfident and unsure about their
teaching practices. Also, the participants appreciated comprehensibility of speech

instead of native-like accent.

Pedagogical Implications of the Study

This study intended to find out the EFL teachers’ teaching pronunciation beliefs and
practices. It can be concluded that the results confirmed the previous studies’ results on
the lack of pronunciation skill in the curriculum. The teachers left confused about
focusing on pronunciation because of exams and course books. In order to expect
teachers to teach pronunciation, pronunciation skills need to be included in the
curriculum and English course books, both with segmental and suprasegmental features.
When it is included in the curriculum the teachers can be more determined to teach
pronunciation and have guidance to lead them. Also the teachers were not sure about
their pronunciation knowledge. In this sense, more training programs such as courses,
workshops, and seminars should be provided to teachers because they do not have
enough background knowledge about pronunciation.

It can be inferred that the teachers were not sure about how much time to spend on
pronunciation and they mostly tend to blend it with other language skills. By that, the
teachers can not focus on pronunciation thoroughly, they just give some pronunciation
of the vocabulary and correct the mistakes while doing reading activities. To remove
this uncertainty, English classes can be planned specifically as listening, reading,
pronunciation, speaking, writing, vocabulary, and grammar. By that, the EFL teachers
can feel sure about which skill to focus on and how much time to allocate for each skill.
Also, pronunciation skills can be made part of the assessment system.

The other issue was that teachers mostly rely on reading aloud, listening and
repeating, imitating and practicing dialogues while teaching pronunciation. Teachers
should be provided with technology and information about how to use the technology in
order to use more listening resources such as videos, movies, TED talks, cartoons, and
songs. Teachers also should be provided with information about how to utilize visual

images of phonetic alphabet. Overall, each of these modifications in the education
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system could help teachers to focus on teaching the language with all of its aspects and

have more resources to teach pronunciation.

Limitations

This research provides valuable findings about pronunciation beliefs and practices of
EFL teachers. Nonetheless, it has some limitations and weaknesses that need to be
considered.

First of all, the number of the participants. Despite the large number of EFL teachers
working at schools only 155 of them enlisted to participate in this study. For the
interviews, only the volunteers were included and they were eighteen teachers. For this
reason, the results of the study can not be generalized.

Moreover, only two types of data collection tools were employed in this study.
Although questionnaire and interview were used in this research, in-depth perception of
the investigated issues are demanded.

Finally, this study investigated the EFL teachers only in one city of Turkey. For
generalizations, more data from numerous contexts can provide more comprehensive

findings and pedagogical implications in the Turkish EFL context.

Further Suggestions

With regard to limitations and weaknesses of the present study, some suggestions are
offered for further studies. Firstly, the number of the participants can be expanded and
more various context can be added in order to attain more generalizable results.

Also, some other qualitative data collection tools can be employed such as classroom
observation and teacher journals. These tools, can remarkably bring more insight about
teachers’ understanding of teaching pronunciation beliefs and practices. In addition to
that, the investigation of the study can be extended to a longer period of time in order to
obtain more comprehensive data.

Finally, in addition to teachers’ views on pronunciation, students’ views can be
investigated to realize students’ visions about how they want to learn pronunciation and
what they think about pronunciation. This can make contributions to the literature by

giving both teachers’ and students’ perspectives about pronunciation skills.
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Conclusion

This study aimed to investigate the EFL teachers’ beliefs, practices and views of
pronunciation in a Turkish EFL setting, specifically in state schools in Hatay. The
quantitative data was used to find the beliefs and practices of EFL teachers and the
relationship related to their demographic information. Also, qualitative data was utilized
to understand the views of EFL teachers on pronunciation. It was evident from the
results of the questionnaire that teachers were uncertain about their beliefs and practices
of pronunciation. However, it was clear from the interview results that teachers
regarded pronuncation as very important. It is realized that the teachers were uncertain
about their self-sufficiency in pronunciation. The teachers supported the idea of clear
and understandable pronunciation although the quantitative data findings were on the
slightly native-accent side. For this reason, the teachers relied on implicit teaching of
pronunciation instead of explicit instruction.

Teachers used various techniques to practice pronunciation, however they were
ingrained with other language skills. They were not specific or sure about the time they
spent on teaching pronunciation. They were also displeased with their former
pronunciation instruction and they strongly aspired to receive professional training on

pronunciation.
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ILCELERINE/ . L . RO ol . . . .

. suretiyle Ingilizce Ogretmenligi, Ingiliz Dili ve Edebiyati, Amerikan Dili ve Edebiyati,
HANGI KURUMUNA/ A e .. e 1w MR
HANGI .(.;?vmblhm,. Ingilizce Mutermm-Tercumanhk gibi boliimlerden mezun olan tiim Ingilizce
BOLUMUNDE/ ogretmgnlerl ga.hsmaya katildiklarma dair .Or.lay F ormunu doldurup bu arastirmaya

. katilabileceklerdir. Bu arastirma demografik bilgiler (yas, terciibe yili sayisi, mezun olunan
HANGI ALANINA/ I " . . .

HANGI bolim vs.), telaffuz 6gretme 1n'a}ngla.r'1" ve uygulamalari olm:ilk lzere ¢ (3) anket
KONULARDA/ u}lgular.l.?mk '\'/e"d'gha soprasmda goniillili katilimeilarin yer alacagi bir yari-yapilandirilmig
HANGI GRUBA/ roportaj ile yiiriitiilecektir.

KIMLERE/ NE

UYGULANACAGI

GIBi AYRINTILI

BILGILER

UYGULANACAK

OLAN CALISMAYA

AIT ANKETLERIN/ 1. (1) Sayfa Onay Formu

OLCEKLERIN L .

BASLIKLARI/ 2. (1) Sayfa Derqqgraflk Bilgi Anketi .

HANGI 3.. (2) Telaffuz Ogretr_p? Infdng.:larl Anketi . . .
ANKETLERIN - 4. (1) Sayfa Telaffuz Ogretimi Sinif Uygulamalar1 Anketi 5) Bir (1) Sayfa Roportaj Sorulart
OLCELERIN

UYGULANACAGI

EKLER (ANKETLER,

OLCEKLER,

FORMLAR, V.B. GIBi

EVRAKLARIN 1) Bir (1) Sayfa Onay Formu

ISIMLERIYLE 2) Bir (1) Sayfa Demografik Bilgi Anketi

BiRLIKTE KAC 3) iki (2) Telaffuz Ogretme Inanglar1 Anketi

ADET/SAYFA 4) Bir (1) Sayfa Telaffuz Ogretimi Sinif Uygulamalar1 Anketi 5) Bir (1) Sayfa Roportaj
OLDUKLARINA AIT | Sorulari

BILGILER ILE

AYRINTILI

YAZILACAKTIR)
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OGRENCININ ADI - SOYADI: Selda ASLAN

OGRENCININ IMZASI: Enstitii
Miidiirliigiinde evrak ash imzahdir

TARIH: 03/ 12/ 2020

TEZ/ ARASTIRMA/ANKET/CALISMA TALEBI iLE iLGiLi DEGERLENDIRME SONUCU

1. Segilen konu Bilim ve Is Diinyasina katki saglayabilecektir.

2. Amlan konu ingiliz Dili Egitimi faaliyet alam icerisine girmektedir.

SOSYAL
BILIMLER
ENSTITUSU AB.D.
1.TEZ DANISMANININ 2.TEZ DANISMANININ MUDURUNUN BASKANININ
ONAYI ONAYI (VARSA) ONAYI ONAYI
Ad1 - Soyadi:
Ad1 - Soyadi: Aysun Adi - Soyadi: Murat | Sehnaz
YURDAISIK DAGTAS Adi-Soyadi: ...t KOC SAHINKARAKA
Unvani : Dr.Ogr.Uyesi Unvant: ............... Unvani:Dog. Dr. Unvani: Prof. Dr.
Imzas1: Evrak
Imzasi : Evrak Imzasi: Evrak onay1 | onay1 e-posta ile
onay1 e-posta ile alinmistir | Imzasi: .................... e-posta ile alinmigtir | alinmistir
03.12.2020 /120 28.12.2020 28.12.2020
ETIK KURULU ASIL UYELERINE AiT BILGILER
Adi1 - Soyadi: Adi1 - Soyadi: Adi1 - Soyadi: Ali Adi - Soyadt:
Ad1 - Soyadt: Yiicel ERTEKIN | Deniz Aynur Engin OBA Mustafa Tevfik
Mustafa BASARAN | (yerine) GULER (yerine) ODMAN
Unvani : Prof. Dr. Unvant : Prof. Dr. | Unvant: Prof. Dr. | Unvam : Prof. Dr. | Unvani: Prof. Dr.

Imzas1 : Evrak onay1

Imzas1 : Evrak
onay1 e-posta ile

Imzasi : Evrak
onay1 e-posta ile

Imzas1 : Evrak onayi

Imzasi : Evrak
onay1 e-posta ile

e-posta ile alinmigtir | alinmistir almmistir e-posta ile alinmistir | alinmustir
Dr. Ogr.Uyesi Aras. Gor. Ozge
...... /..../20.... |Sami DOGRU ../....120... | CETINER /120
Etik Kurulu Jiiri | Etik Kurulu Jiiri | Etik Kurulu Etik Kurulu Jiiri Etik Kurulu
Baskam - Asil Uye Asil Uyesi Jiiri Asil Uyesi Asil Uyesi Jiiri Asil Uyesi
®
Calisma yapilacak olan tez icin uygulayacak oldugu
OY BIRLIGI iLE Anketleri/Formlary/Olgekleri Cag Universitesi Etik
Kurulu Asil Jiiri Uyelerince Incelenmis olup05/ 01 / 2021
- 31/05/2021 tarihleri arasinda uygulanmak iizere
0Y COKLUGU iLE gerekli iznin verilmesi taraflarimizca uygundur.

ACIKLAMA: BU FORM OGRENCIiLER TARAFINDAN HAZIRLANDIKTAN SONRA
ENSTIiTU MUDURUNE ONAYLATILARAK ENSTIiTU SEKRETERLIGINE TESLIiM
EDILECEKTIR. AYRICA YAZININ PUNTOSU iSE 12 (ON iKi) PUNTO OLACAK SEKILDE
YAZILARAK CIKTI ALINACAKTIR.
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Appendix B. Consent Form of the Study

CAG UNIVERSITY

INSTITUTE OF SOCIAL SCIENCES

DEPARTMENT OF ENGLISH LANGUAGE EDUCATION

Thesis: A Study on EFL Teachers’ Beliefs and Practices Regarding Pronunciation Teaching at
State Schools

Responsible Researcher: Lect. Selda ASLAN
Responsible Supervisor: Dr. Aysun YURDAISIK DAGTAS

Name of Participant:

1. I consent to participate in this project, the details of which have been explained to me, and | have
been provided with a written plain language statement to keep.

2. lunderstand that the purpose of this research is to investigate post method pedagogy perceptions
and reflective practices based on these perceptions.

3. lunderstand that my participation in this project is for research purposes only.

4. 1 acknowledge that the possible effects of participating in this research project have been
explained to my satisfaction.

5. In this thesis, | will be required to be interviewed once and | needed | can be interviewed for
more detail. Also, I will be required to fill in the questionnaires.

6. 1 understand that my interviews may be audio and/or videotaped.

7. 1 understand that my participation is voluntary and that | am free to withdraw from this project
anytime without explanation or prejudice and to withdraw any unprocessed data that | have
provided.

8. | have been informed that the confidentiality of the information I provide will be safeguarded
subject to any legal requirements; my data will be password protected and accessible only by the

named researchers.

9. | understand that given the small number of participants involved in the study, it may not be
possible to guarantee my anonymity.

10. I understand that after I sign and return this consent form, it will be retained by the researcher.

Participant Signature: Date:
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Appendix C. Teaching Pronunciation Beliefs and Practices Questionnaire (taken

from Yagiz, 2018)

Questionnaire

Part 1 Demographic Information
1. Age

25-29

30-34

35-39

40 and over

2. Gender

Male

Female

3. The level of school you teach
Primary school

Secondary school

High school

4. Years of experience as an English teacher

1-5 years 6-10 years 11-15 years 16-20 years
5. Have you ever received a Qc
Yes No

6. Your graduation diploma

ial pronunciation course

English language teaching

English language and literature
American culture and literature
English linguistics

English translation and interpretation
Other

7. Educational background

Bachelor’s degree

MA / Phd

20-.....



PART 2
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Strongly

disagree

Disagree

Not

sure

Agree

Strongly

agree

1. | am satisfied with my own

English pronunciation.

2. | am good at practicing
suprasegmentals (stress, rhythm and

intonation).

3. I do not have enough background

knowledge in English pronunciation.

4. The pronunciation course | had
taken at university adequately helps
me guide students.

5. I need training in how to teach

pronunciation.

6. 1 am good at teaching

pronunciation.

7. 1 am good at reading phonemic

symbols (e.g., 0, w, d, ®).

8. I need to improve my English

pronunciation.

9. I need training in assessing

pronunciation.

10. Pronunciation should be viewed

as a crucial part of communication.

11. Communication does not require

correct pronunciation.

12. I believe that explicit
pronunciation instruction contributes

to students.

13. The current curriculum does not

encourage me to teach pronunciation.
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14. 1 am not sure about to what

2

extent I should tolerate my students

pronunciation mistakes.

15. Monitoring students’

pronunciation is necessary.

16. I do not know how to assess my

students’ pronunciation.

17. My students should aim at

native-like pronunciation.

Language Teachers’
Pronunciation
Practices (Part 3)

Strongly

disagree

Disagree

Not

sure

Agree

Strongly

agree

18. 1 do not devote time to teaching

pronunciation.

19. My students expect me to correct

their pronunciation.

20. I mostly devote time to rhythm,

stress, and intonation in my classes.

21. I mostly devote time to
individual speech sounds in my
classes (e.g., 0,

w, d sounds).

22. | have appropriate materials and

resources to teach pronunciation.

23. Since the way of speaking is a
part of an individual’s identity,
pronunciation does not need to be
changed.

24. | ignore my students’
pronunciation performance while

evaluating their speaking skills.

25. | am reluctant to correct my

students’ pronunciation mistakes.
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Appendix D. Interview Questions

1. Do you think teaching pronunciation is important? Why?

2. Do you feel confident about your pronunciation knowledge? Can you explain it
more?

3. How much time do you spend to teach pronunciation?

4. Would you like to spend more time on pronunciation?

5. Do you teach pronunciation as a separate class or by integrating it with other
language skills? If you integrate pronunciaiton with other skills how do you integrate
it? Which features of pronunciation do you focus on; segmentals, suprasegmentals,
connected speech, etc.

6. What is your principle about correcting pronunciation mistakes? Do you correct the
mistakes immediately or do you take notes and later correct them?

7. What is your goal for your students? To be intelligible speakers or to have a native-
like accent?

8. What kind of activities do you use most to practice pronunciaiton in the classroom?
Can you give examples?

9. Do you wish to receive more training on pronunciaiton? Why?
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Appendix E. Application Request for Permission to Conduct Questionnaires and

Interviews (Cag University)

CAG UNIVERSITESI

Sosyal Bilimler Enstitiisi
Sap : E-23867972-044-2100001261 19.02.2021
Konu: Selda ASLAN4G &it Tez Anket Izni
Haklanda
DAGITIM YERLERINE

Ingiliz Dili Egitimi Tezli Yiiksek Lisans Programmnda 20198018 numaralt grencimiz
olan Selda ASLAN, “Ingilizce dgretmenlerinin telaffuz 63retme inanglarn ve
uygularm]an” konulu tez caligmastm Universitemiz Fen- -Edebiyat Fakiltesi 6gretim
iyesi Dr. Ogr. Uyesi Aysun YURDAISIK DAGTAS danigmanliginda
yiritmelktedir, Adi gegen drend tez caligrmasinda Hatay 11 Milli Egitim Miidiirligime
hagli tiim devlet okullarinda halen c¢alismakta olan ingilizce
Ogretmenlerini kapsamalk iizere kopyast EK lerde sunulan anket uygulamasim
yapmayi planlamaktadir. Universitemiz Etik Kurulunda yer alan tiyelerin kurumsal
mrail adresleninden onaylar online olarak alinmig olup, gerekli iznin verilmesini arz

ederitm

Frof Dr. Ural AY
Rektir

Ek : 3 sayfa tez etik kurul izin formmu, 6 sayfa Olgek ve Anketler, 3 sayfa tez etik kurul izin onay
e-postalart, 24 sayfa tez dnerisl, 1 sayfa on bagvum dilelcesi, 2 sayfa taahhiitname.

Dagitim:
Geredi: Bilgi:
Hatay Il Mitli Egitim Midirligine Hatay Valiligine

EPosaaycnbol@agedutr  [@

Bubelze 5070 saynh elebtrond mz kavoxoma ghre gixrenlielebdrordk imz ik imzbvm st
Do A¥nilama adresi: hitps Jdibs cazedutr/BelzeDogubma - Dodi¥abma kocu: FF51937




Appendix F. Commitments
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Appendix G. Approval Letter from Directorate of National Education in Hatay

T.C.
HATAY VALILIGI
I Milli Egitim Madarlaga

Sayr  :E-32889839-605.01-21935253 08.03.2021
Konu : Selda ASLAN'In

Aragtirma |zin Onay:

CAG UNIVERSITES| REKTORLUGONE
(Sosyal Bilimler Enstittisa Midirloga )

Cag  Universitesi Sosyal Bilimleri Enstitilsti Ingiliz Dili Egitimi Ana Bilim Dal programi
bgrencisi Selda ASLAN'n "Tirkiye'deki Ingilizce Ofiretmenlerinin Telaffuz Egitimi Inanglan Ve
Uygulamalan® ile ilgili arastirma izin onayi ekte sunulmustur,

Bilgilerinize arz ederim.

Mustafa KARASU
1 Milli Egitim Maddr v,

Asli Imzalidir

Ek: Onay (I sayfa)

Bu belpge guverdi elebwronik imza de mzalanssnte
Adres - Urgon Paga Mah Sehut lsmad Yiddinm Sokak Hatay 11 Ml EQiim

Belge Doprulama Adresi Mips Swww turkiye gov triseb-chys
Meadorids Sitess No. 2/1 31010 AntakysHata

Builgi i Ozlem QOLAK Memee (1133)
Telefon No - 0(326)227 68 68 Unvas Momar 380
E-Powa. sratepgelistemed 1 @meb gov tr Internet Adeesi meb@hsd! kep v Faks 1262076965 ¥
Kep Adecsi - mebihad | kep tr
Ba eveak gvenhi chekarondk s d¢ harps fevead

u st gov i advesnden FA6f - 3604 -30C1-D244~6827 wnte e vy clibebir



Appendix H. Approval Request from the Office of Governor

T.C:
HATAY VALILIGT
[1 VBl Ezitira Midirligi
Sap  :E-32880839-605.01-21914232 08.03.2021
Konu : Selda ASLANIn
Aragtirraa Izin Onag
VALILIK MAKAMNL

Cag Universitesi Sosyal Biliraleri Enstitisii Ingiliz Dili EZitirai &na Bilira Dali prograr
dgrencisi Selda ASLANn "Tivkiye'deki Ingilizee Ogretreenlerivin Telaffuz Egitiral Inanglan Ve
Usgzularaalan” kormluaragtraay yapraay talep etrae kiedir.

Soz konusu cahgmaran “Tvllli Egitin Bakanhg Yenlik we Egifira Tekrolojileri Genel
Ilidiirl g imiin 21.01.2020 tanihli ve 81576613-10.06.02-E.1563890 ve 2020/2 nolu Aragtrraa Uygulara
Izinlen Genelgesine™ uygun oldugundan, ilgilinin araghrnoamn Wiz yize egitim dZretirae ara venlmesi
gz dniine ahnarak drgiin egifirain tara olarak baglarasiyla birlikte Iiidirligiraiizin izn ie dere tivai
Uge ralli egitiva rmidivlitkler ve okul/kurura idaresinde olmak iizere, kurura faalivetlerind aksatadan,
goniillililk esasma dayaly, elde edilen verilerin karauoyu ile paylagilmadan dnce Wiadirlig iraiizin ilgili
biriraine iletilresi ve onayhi bir dmegl Midinligirmizde rauhafaza edilen, uygulama swasmda da
rithiirlii ve irazah dmekten gogaltlan ven toplama araglanrn kullanlmas kosulusla; Iliriz gerelinde
resral ilkokul, ortaokul wve lisslerde gorevli Ingilizce ogretrenlerine wimelik uygulama gabsmas
vaprmasimy, olurlannza arzederira,

_ Wahwut SABAH
11 VALl Egitim Sube Midiri

OLUR
Ivhstafa KARAST
Valia.
11 Wil Egitiva Ivliadir V.
Butal stunhi ah)tmonid imss ik imsslamy .

Adms : Urgn Paga Mah Sobit Tomadl Vikamm $oXad Hatwy 1l BT F pitim Bulge Do grolums Adwmei : bty S tmd i o vt met-ohys
Mdedgn S Ho: 231010 AxnlyaHaty Filgi igin Cxkim (OLAR Moo {1133)
Tokfin B 10 (326)227 6343 Thaan: Mexm B
F-Fosts: ¢ sk jign i Hima3 1 Bmab. v tr et Al maMALOL duptr  Fabe 3262276969 5

Fop fdmri : et 01 Jopt
B ondd plwmli ckluoal iom leimmomiun bups M ndaogu ocb gy u choids 8bZ29- a8FF -31LE-9C55- BAZC todi ilewcpicdicaln
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