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This paper introduces a study on a teacher training course with a focus on how to teach 

and assess second language (L2) oral skills. The course had an emphasis on 

pronunciation, and it was developed in response to research that demonstrates a lack of 

teacher training in L2 pronunciation pedagogy. To evaluate the effects of the course, the 

participants (N = 29) were surveyed before and after the course. In the present paper, 

we focus on two areas of the survey: how the participants’ (a) knowledge of 

pronunciation teaching techniques and (b) self-efficacy developed during the course. 

The results reveal promising developments suggesting that even a short, generic course 

on L2 oral skills pedagogy can be especially influential on teacher students’ self-

efficacy regarding the goal and focus of pronunciation teaching, teaching oral skills 

with varied techniques, and assessing oral skills. 

 

INTRODUCTION 

 

As recommended by Murphy (2014), second language (L2) teacher training programmes 

should include pronunciation pedagogy. If teachers are poorly equipped to teach 

pronunciation, they might feel insecure and even avoid teaching it (Macdonald, 2002). Yet, 

many pronunciation features are crucial for L2 speech intelligibility (Levis, 2018). Hence, it 

is important that L2 teachers know how to teach pronunciation, and that they teach it 

systematically with confidence. This paper discusses the potential of a simple solution for 

training L2 teachers to teach pronunciation. We present a short, generic pre-service teacher 

training course on L2 oral skills pedagogy and report on a questionnaire study that explored 

the effects of the course. In the study, we focus on how the teacher students’ knowledge of L2 

pronunciation techniques developed, and what effects the course had on participants’ self-

efficacy in teaching and assessing oral skills. 

 

Pronunciation Pedagogy Training and Teacher Self-Efficacy 

 

Drawing on history, it is evident that teacher training has not always provided teachers with 

adequate skills to teach pronunciation. According to Murphy and Baker (2015), this derives 

from the popularity of L2 reading and writing research in the past: numerous scholars 

specialised in these areas focused on their specialties also when training future teachers. 

Scholars interested in pronunciation learning and teaching were fewer, which led to many 

teachers receiving only little training in pronunciation pedagogy, and wishing they had 

received more (e.g., Couper, 2017; Foote et al., 2011). Additionally, studies have identified 

further challenges teachers face when trying to tackle pronunciation teaching: pronunciation 

is not clearly mentioned in curricula (e.g., Georgiou, 2019), teaching materials are not ideal 

(e.g., Derwing et al., 2012; Levis & Sonsaat, 2016), and teachers’ poor confidence to teach 

pronunciation may lead to avoiding it (e.g., Macdonald, 2002). Due to these challenges, it is 

of great importance to include L2 pronunciation pedagogy in teacher training. 
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Today, pronunciation receives more attention within L2 research. Pronunciation researchers 

are also passing on their knowledge in the form of teacher training. An excellent example of 

this is the systematic design and long-term development of a pronunciation pedagogy course 

by Baker and Burri (see Baker & Burri, forthcoming). Their course equips future ESL/EFL 

teachers with knowledge of English sound system and prosody, how to identify and evaluate 

learners’ strengths and challenges, and how to design pronunciation training applying 

different approaches. Similar courses have been developed for example, in Poland (Baran-

Łucarz, 2022), Canada (Buss, 2017), and the US (Kochem, 2022). 

 

Pronunciation pedagogy courses are known to foster knowledge of teaching techniques. In a 

six-year longitudinal perspective, Burri and Baker (2021) triangulated data gathered from 

course participants before, during, and after the course, and followed the participants in the 

first years of their teaching. The study demonstrates that a teacher training course can 

facilitate excellent knowledge of pronunciation teaching techniques, and most importantly, 

that teachers implement these techniques when they start teaching. In Baran-Łucarz (2022), 

teacher students’ self-reported teaching competence increased during a pronunciation 

pedagogy course in terms of why, how, and when to teach pronunciation, what to teach about 

it, and how to assess it. In other words, their self-efficacy regarding pronunciation teaching 

and assessment improved. 

 

In the case of teachers, self-efficacy is understood as teachers’ beliefs regarding their 

capability to teach (e.g., Tschannen-Moran et al., 1998). In a study focused on pronunciation 

teaching, Zhang & Faez (2024) found the self-efficacy of Canadian ESL teachers high, 

underscoring teaching experience as a significant factor building confidence and insufficient 

training as deterring it. Also, the study highlights teachers’ own (self-assessed) pronunciation 

skills as a cause of insecurity and reluctance to teach pronunciation.  Luckily, (future) 

teachers can gain confidence during training, as demonstrated by Baran-Łucarz (2022). In 

Buss (2017), questionnaire data from teacher students who took a pronunciation pedagogy 

course and a teaching practicum showed significant differences to a control group as for 

questions related to self-efficacy. In addition, interview data from the same study demonstrate 

how teacher students felt more confident about teaching pronunciation especially because 

they had tried it out in practice. Kochem (2022) also emphasises the importance of hands-on 

training, because learning how to implement activities and gaining confidence are difficult to 

teach without a practical component. When teachers are not L1 speakers of the language they 

teach, pronunciation pedagogy training can also help them overcome the faulty conception 

that L2 speakers are not eligible to teach pronunciation (Burri, 2015; on the topic of eligible 

teachers, see Derwing & Munro, 2015). 

 

Introducing a Generic Course on L2 Oral Skills Pedagogy 

 

The context of the present study is Finland, where L2 teacher education is a collaboration 

between three university units. The formal qualification is a Master’s degree in the 

language(s) the teacher teaches, granted by a Language Department. The degree includes 

intermediate studies in education, which are organised by Education Departments. These 

studies include a teaching practicum at University Training Schools. Language Departments 

seldom offer courses on pronunciation pedagogy but tend to focus on the teacher students’ 

own pronunciation (Henderson et al., 2015). According to our understanding, pronunciation 

does not always receive sufficient attention in the Education Departments and the University 

Training Schools either. 
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To ensure that teachers gain at least some knowledge of L2 pronunciation pedagogy, a short, 

generic course called “Learning and Teaching Oral Skills” was designed collaboratively by 

researchers and lecturers at a Finnish university. By “generic,” we mean that the course 

focused on various aspects of oral skills—not only pronunciation—and it was not language-

specific. Since its creation in 2010, it has been offered as an elective course worth 5 ECTS to 

MA-level students every other year. The university in question trains L2 teachers in seven 

languages, and students with any language specialisation can take the course, as it focuses on 

topics and techniques that can be applied to teaching all languages. Examples are drawn from 

various languages, and in written course assignments, the teacher students reflect on their 

specialisations. Written assignments complement the course core that consists of lectures and 

workshops given by a team of instructors. 

 

The present study was conducted with a cohort of students who took the course in 2024. For 

this cohort, the course consisted of seven 90-minute lectures/workshops, covering the 

following topics: 

 

1. second language intelligibility/comprehensibility (e.g., the importance of prosody); 

2. sociophonetics (e.g., accent attitudes); 

3. theories on L2 speech perception and production (e.g., the Speech Learning 

Model); 

4. teaching techniques for L2 speaking (e.g., teaching segmentals and 

suprasegmentals); 

5. teaching techniques for L2 listening; 

6. teaching materials for L2 speaking and listening; 

7. L2 speech assessment. 

 

Most of the lectures/workshops were a mixture of pronunciation and more general oral skills 

content. Pronunciation was dealt with, for example, when discussing important speech 

features for intelligibility and comprehensibility, the goals of L2 teaching, how L2 speech is 

learnt, taught, and assessed, and teaching materials that are available for teaching L2 speech 

and listening. All in all, approximately 40% of the course dealt with pronunciation, inclusive 

of two additional sessions that were arranged after the lectures/workshops. In these sessions, 

students gave teaching demonstrations on topics and languages of their choice, designed in 

small groups. Four out of seven groups chose a pronunciation topic. In connection to the 

teaching demonstration, students reflected on the collaboration and presented the 

justifications for their choices in written form. In addition, students were assigned four other 

written tasks during the course, in which they were expected to: (1) study and summarise a 

research article on L2 learning or teaching, (2) analyse L2 speech, (3) design listening 

activities for L2 learners, and (4) conduct a textbook analysis or classroom observations with 

focus on oral skills.  Altogether, the course took nine weeks. 

 

Research Questions 

 

The overall aim of this paper is to study the effects of a short, generic teacher training course 

on L2 oral skills pedagogy. The focal area is pronunciation, in which many teachers wish to 

receive more training (e.g., Foote et al., 2011). The following research questions were set for 

the study: 

 

1. How does teacher students’ knowledge of pronunciation teaching techniques develop 

during a short, generic course on L2 oral skills pedagogy? 
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2. What effects does such a course have on teacher students’ self-efficacy? 

 

To address these questions, a research design based on a questionnaire was developed. The 

study was conducted in connection to the pre-service teacher training course “Learning and 

Teaching Oral Skills”, taught at a university in Finland in 2024. 

 

METHOD 

 

Participants 

 

Twenty-nine students volunteered and gave their consent after being informed about the 

research both in person and through a written privacy notice. They were MA students 

pursuing L2 teacher qualifications in Finnish, Swedish, English, French, German, Spanish, 

Russian, or as in most cases, two of these languages. A vast majority of the students had 

already completed their teaching practicum, or it was ongoing at the time, whereas only a few 

had plans to do the practicum later. Ten out of 29 students indicated that they had no previous 

teaching experience, while the rest had experience ranging from occasional days of substitute 

teaching to over a year of teaching. In addition to the course participants, 11 controls were 

recruited. They were similar students, but they did not take the course, nor had they taken it 

before. These students simply took part in the data collection without participating in the 

course. 

 

Questionnaire 

 

To elicit data, the participants filled in an identical online questionnaire before and after the 

course. The questionnaire included questions regarding the participants’ background, and 

their views and knowledge related to various themes within L2 oral skills teaching. In this 

paper, we first focus on a Likert-scale question which mapped the participants’ self-reported 

knowledge of commonly used pronunciation teaching techniques, recommended in the 

literature. The scale had two negative and two positive answer options: No knowledge, Weak 

knowledge, Moderate knowledge, Good knowledge (+ I don’t know). Second, we focus on a 

question in which the participants evaluated their agreement with several statements about 

their confidence to teach and assess oral skills. The four-point Likert scale included the 

following answer options: Disagree, Somewhat disagree, Somewhat agree, Agree (+ I don’t 

know). 

 

Analyses 

 

The questionnaire data elicited from both the intervention group and the control group were 

analysed by means of descriptive and inferential statistics. First, relative frequencies of 

responses across the Likert scale in the pretest and posttest were calculated. Second, 

differences between pretest and posttest data were studied with Wilcoxon signed-rank test 

(Z). Third, results regarding the statistical significance (p) of possible differences derived 

from the Wilcoxon Z were complemented by calculating the effect size (r) of the differences. 

Fourth, the gain scores (posttest minus pretest) were calculated for all intervention group and 

control group results and compared between the groups with Mann-Whitney U to study 

whether the developments can be traced back to the course. Answer option 5 (“I don’t know”) 

was disregarded, as it is separate from the scale. To offer concrete results yet good readability, 

we simply present the intervention group’s combined positive results, i.e. the relative 

frequency of Good knowledge and Moderate knowledge (Table 1) and Agree and Somewhat 
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agree (Table 2) together. However, we present the inferential statistics across the whole 

Likert scale. 

 

RESULTS 

 

Knowledge of Pronunciation Teaching Techniques 

 

The first research question set out to investigate how pre-service teachers’ knowledge of L2 

pronunciation teaching techniques develops during a short teacher training course. Our data 

show that several techniques were already familiar to the students before the course. These 

include listen and repeat, auditory observation, read aloud, music and singing, rhymes and 

poems, imitation, tongue twisters, controlled pair discussions, and contrastive analysis. Out of 

these, auditory observation still yielded a statistically significant change after the course: the 

frequency of students who indicated that they had good or moderate knowledge of the 

technique went from 79.3% to 96.6%. Similarly, the knowledge of tongue twisters yielded a 

significant result, the proportion of students giving positive responses growing from 75.9% to 

93.1%. However, both these developments had a small effect (Table 1). 

 

Table 1 

Teacher Students’ Knowledge of Teaching Techniques: Combined Positive Responses and 

Inferential Statistics across the Likert Scale 

Technique Good/moderate 

knowledge in 

pretest (%) 

Good/moderate 

knowledge in 

posttest (%) 

Inferential statistics 

across the Likert scale 

Z p r 

Listen and repeat 100.0 100.0 –1.41 .157 –0.19 

Auditory observation 79.3 96.6 –2.00 .046 –0.26 

Read aloud 100.0 100.0 –1.41 .157 –0.19 

Music and singing 89.6 93.1 –0.97 .334 –0.13 

Rhymes and poems 75.9 89.6 –1.50 .134 –0.20 

Phonemic transcription 55.1 68.9 –0.29 .773 –0.04 

Imitation 93.1 96.6 –0.81 .417 –0.11 

Minimal pairs 48.2 72.4 –1.87 .062 –0.24 

Affective prosody 24.1 75.8 –2.33 .020 –0.31 

Tongue twisters 75.9 93.1 –2.11 .035 –0.28 

Controlled pair 

discussions 

75.9 100.0 –1.63 .103 –0.21 

Pictures and other visual 

cues 

69.0 72.4 –1.17 .242 –0.15 

Contrastive analysis 82.7 89.6 –1.60 .109 –0.21 

Pronunciation tools such 

as mirrors, kazoos, and 

rubber bands 

20.7 62.1 –3.73 < .001 –0.49 

Note. Statistical significance p < .05; small effect r = 0.10–0.30, medium effect r = 0.30–0.50. 
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The biggest changes in the students’ knowledge concerned pronunciation tools such as 

mirrors, kazoos, and rubber bands, and affective prosody, e.g. reading texts as if enthusiastic 

vs. bored. Before the course, 20.7% of the students had good or moderate knowledge of tools, 

whereas after the course the relative frequency was 62.1%. Affective prosody received 

positive responses from 24.1% of the students before the course, but after the course the 

proportion was 75.8%. Both developments were significant with a medium effect (Table 1). 

Despite these promising changes, intergroup statistics did not yield significant differences 

between the intervention group and the control group, which means we cannot confirm that 

the developments took place because of the course. Yet, the control group demonstrated a 

statistically significant development only in affective prosody (Z = –2.33, p = .020, r = –

0.69). 

 

Self-Efficacy 

 

Our second research question was about the effects of a short teacher training course on 

teacher students’ self-efficacy. In some respects, the participants felt self-efficacious already 

before the course, which made it difficult for them to develop. This relates to Statements 1, 2, 

and 7, in particular (Table 2). The remaining statements left more room for development. The 

proportion of positive responses to Statements 3–6 and 8–9 went from 37.9–65.5% before the 

course to 89.7–100% after the course. All the changes were statistically significant across the 

Likert scale, and many of them yielded medium effect sizes (Table 2). 

 

The biggest changes were detected regarding Statements 3, 4, 6, and 9, which yielded 

significant positive developments with medium effect sizes (Table 2). Before the course, 

51.7% of the students indicated to agree or somewhat agree with knowing what to focus on in 

pronunciation teaching (Statement 3), whereas after the course the relative frequency was 

89.7%. Another impactful development was detected in Statement 4, which dealt with teacher 

students’ confidence on their ability to teach oral skills with varied techniques. The frequency 

of positive responses went from 37.9% to 91.3%. Next, students’ knowledge of assessing oral 

skills (Statement 6) changed significantly: the proportion of students indicating to agree or 

somewhat agree with knowing how to assess L2 oral skills went from 55.1% to 93.1%. 

Finally, Statement 9 was about the students’ confidence to assess oral skills and yielded 

positive responses from 58.6% of the students before the course, and 89.7% after the course. 

 

Intergroup statistics reveal significant differences between the intervention group and the 

control group with regard to Statement 2 “I know the goal of modern pronunciation teaching” 

(U = 70.00, Z = –2.53, p = .011, r = .40), Statement 3 “I know what to focus on when 

teaching pronunciation” (U = 55.00, Z = –2.90, p = .004, r = .46), Statement 4 “I know how 

to teach oral skills with varied techniques” (U = 37.50, Z = –3.64, p < .001, r = .58), and 

Statement 9 “I’m confident about my ability to assess oral skills” (U = 86.00, Z = –2.22, p = 

.026, r = .35). The differences proved to have medium (Statements 2, 3, 9) and large 

(Statement 4) effects, which leads to the conclusion that the course had a positive impact on 

the students’ self-efficacy regarding knowledge of the goal and focus of pronunciation 

teaching, teaching oral skills with varied techniques, and assessing oral skills. Underscoring 

the effect of the course, the control group did not demonstrate a statistically significant 

change in any of the statements. 
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Table 2 

Teacher Students’ Self-Efficacy: Combined Positive Responses and Inferential Statistics 

across the Likert Scale 

Statement Agree/somewhat 

agree in pretest 

(%) 

Agree/somewhat 

agree in posttest 

(%) 

Inferential statistics 

across the Likert scale 

Z p r 

1. I know what is important 

about L2 oral skills. 

96.6 100.0 –3.00 .003 –0.39 

2. I know the goal of modern 

pronunciation teaching. 

72.4 100.0 –2.10 .036 –0.28 

3. I know what to focus on 

when teaching 

pronunciation. 

51.7 89.7 –3.23 .001 –0.42 

4. I know how to teach oral 

skills with varied 

techniques. 

37.9 93.1 –3.75 < .001 –0.49 

5. I know how to teach 

listening as part of oral 

skills. 

65.5 100.0 –2.47 .014 –0.32 

6. I know how to assess L2 

oral skills. 

55.1 93.1 –3.07 .002 –0.40 

7. My L2 proficiency is 

sufficient to teach oral 

skills. 

93.1 89.7 –1.73 .083 –0.23 

8. I’m confident about my 

ability to teach oral skills. 

58.6 89.7 –2.02 .044 –0.26 

9. I’m confident about my 

ability to assess oral 

skills. 

58.6 89.7 –3.32 < .001 –0.44 

Note. Statistical significance p <.05; small effect r = 0.1–0.3, medium effect r = 0.3–0.5. 

 

DISCUSSION 

 

This study investigated the effects of a short, generic course on L2 oral skills pedagogy on 

teacher students. While Baker and Burri (2021) conclude that their course facilitated overall 

excellent knowledge of pronunciation teaching, our finding is more modest. Limited time for 

training students on pronunciation teaching and the low number of participants in our study 

(especially in the control group) did not yield statistically significant results to demonstrate 

that the developments in the students’ knowledge of pronunciation teaching techniques took 

place because of the course. With respect to less familiar techniques, we believe that seeing 

them in the pretest may have raised the students’ awareness even in the control group, 

affecting their responses in the posttest. Yet, course participants responded more positively to 

Statement 4 I know how to teach oral skills with varied techniques after the course, and the 

difference to the control group was statistically significant. This implies that overall the 
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course did equip students with knowledge of teaching techniques. Still, the course seems to 

have been more impactful regarding the participants’ self-efficacy. 

 

Similarly to Buss (2017) and Baran-Łucarz (2022), the course had a major positive impact on 

the students’ confidence. This may be due to added knowledge but also what is highlighted 

by Buss (2017), Kochem (2023), and Zhang and Faez (2024): the students got hands-on 

experience in teaching. Curiously, not all students gained full confidence in their L2 

proficiency being sufficient to teach oral skills (Table 2). This may be due to overconfidence 

in the beginning, followed by gaining a more realistic perspective on the complexities of 

teaching oral skills and on their ability to tackle them. Also, L2-speaking teachers may think 

that pronunciation is better taught by L1 speakers, but after having training, their views may 

change (Burri, 2015). Despite course contents related to L2 intelligibility and sociophonetics, 

some of the participants may still have doubts about their eligibility to teach pronunciation. 

Yet, L2 speakers can be excellent pronunciation teachers (see Derwing & Munro, 2015). In 

our view, this topic should receive more attention in teacher training.  

 

The results regarding the first research question are solely based on teacher students’ self-

reported knowledge of teaching techniques. However, students might not always recognise all 

aspects of their learning (Herrera et al., 2022); hence, it is impossible to evaluate their true 

knowledge. In addition, the teaching did not address all the techniques equally, which may 

have affected the results. Overall, the results are based on a small sample of students, which 

makes it difficult to reach generalisable conclusions. Yet, our study suggests that in this group 

of students, it was possible to gain self-efficacy related to confidence and knowledge of 

techniques during the course. 

 

To conclude, our findings suggest that even a short, generic course in L2 oral skills pedagogy 

can have positive effects on future teachers. However, a longer course is likely to bring 

greater effects. Therefore, we see courses such as the one presented in this paper as “first aid” 

for teacher training programmes that have neglected the teaching of pronunciation pedagogy. 

We acknowledge that pronunciation is ideally included more thoroughly and language-

specifically, but if that is not possible, it is preferable to offer teachers at least the very basics. 

Also, a generic course could work as a stepping stone for the development of more profound 

pronunciation pedagogy training. Whether short and generic or more thorough, teacher 

training programmes should aim at equipping L2 teachers with skills and confidence to teach 

pronunciation – and to prevent them from turning into reluctant pronunciation teachers 

(Macdonald, 2002). This is the only way to make sure that language learners will get 

systematic teaching in this area and become intelligible and confident L2 speakers. 
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