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Abstract: It is essential that non-native English-speaking teachers in Japan acquire sufficient knowledge on
pronunciation in conjunction with teaching skills, especially now that more spoken English is encouraged in the
classroom and all English teaching is expected to be conducted in English. This paper presents our findings based on
a questionnaire administered to 100 public junior high school teachers in Tokyo in 2015, focusing on teachers’
phonetic knowledge and teaching practice, and provides suggestions for improvement. Popular teaching techniques
were those feasible in a large class, including listening and repeating in unison. Both segmentals and suprasegmentals
were instructed, and emphasis on phonics instruction was observed. In addition, certain areas of suprasegmentals,
such as “focus,” “sentence stress,” and “rhythm,” which are all important in communication yet require more
knowledge and skills to teach, received less attention in class, compared to “relation between tones and sentence
types,” which is relatively simple to teach. We suggest that students be taught how to use dictionaries, and that
katakana be used as an aid in instruction. Phonetic knowledge is especially important since it adds to the strengths of
non-native English teachers.

Key words: non-native English teachers, questionnaire, pronunciation instruction, phonetic knowledge, phonetics

in teacher training, English education in Japan

Introduction

With an increasing recognition of the importance of actual
language use in the English classroom, English teachers in junior
and senior high schools in Japan are now strongly encouraged by
the government to conduct teaching in English. While they need
to be more conscious of their own pronunciation, they also have
to give their students feedback on pronunciation. Despite this
recent policy change in teaching style, there does not seem to be
enough assistance provided to teachers. There is no discussion
taking place on what level of pronunciation they and their
students should achieve. Moreover, very little time seems to be
made available for pronunciation teaching.

Part of the problem may be attributed to the teacher training
program teachers received in their studies at the university,
which often fails to cover the areas of phonetics and/or
pronunciation teaching. The authors, as instructors of
university-level teacher-training courses, believe that the current
situation needs to be ameliorated by examining what teachers
know and teach on pronunciation, identifying the phonetic
elements that need to be supplemented, and providing teachers
with the necessary information, so that they will become more
confident in English pronunciation in general, and can teach
pronunciation more effectively.

i . English education and teachers in Japan

The status quo that surrounds English teachers in Japan can be
described from various perspectives. Within the framework of
the 6-3-3-4 school system in Japan (6 years of elementary school,
3 years of junior high school, 3 years of high school, and 4 years
of university), English as a subject starts in junior high school
(grades 7-9), and most students study English up to high school
(grades 10-12)." One class, consisting of up to 40 students, is
typically a monolingual classroom taught by one teacher who is
a native Japanese speaker, with support from an assistant
language teacher (ALT), an English speaker mainly from a
country where English is spoken as the first language or one of
the official languages (The Japan Exchange and Teaching
Programme [JET Programme], 2017).

The English curricula of junior high schools and high schools
should be in accordance with the “Course of Study,” the
curriculum guidelines specified by the Ministry of Education,
Culture, Sports, Science, and Technology (MEXT, 2008), in
which succinct descriptions of pronunciation instructions are
provided. English textbooks are revised every four years and
undergo governmental inspection.

Preservice junior high/high school teachers in Japan are
required to take teacher-training courses at a college or
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university to acquire a teacher’s certificate. Taking courses on
phonetics or pronunciation teaching is not always mandatory,
however; it is up to each university whether to include it in the
curriculum. Thus, such a course may be optional or obligatory,
and its length ranges from one semester to a whole year.
Moreover, there are currently no clear guidelines as to what to
teach in the teacher-training course. This means that a wide
variability on the knowledge and background of phonetics as
well as teaching skills is likely to exist among currently active
teachers.

ii . Overview of previous research

Issues surrounding pronunciation instruction are investigated
worldwide, and approaches including interviews (Jenkins, 2007;
Macdonald, 2002), classroom observations (Baker, 2014), and
textbook analysis (Burgess & Spencer, 2000), have been
employed.

Another popular approach, the questionnaire, has been taken
up by researchers not only in ESL countries such as Australia
(Burns, 2006; Macdonald, 2002), Canada (Foote, Holtby, &
Derwing, 2011), the United Kingdom (Burgess & Spencer, 2000),
and the United States (Murphy, 1997) but also in EFL countries
such as Colombia (Cohen & Fass, 2001), Cyprus (Hismanoglu &
Hismanoglu, 2010), Greece (Sifakis & Sougari, 2005), and Japan
(Orii-Akita, 2015; Shibata, Yokoyama, & Tara, 2008). There is
also a joint project looking at 10 European countries (Henderson
et al., 2012; Kirkova-Naskova et al., 2013).

1) Common problems regarding pronunciation teaching

The problem that is recurrently pointed out in questionnaire
research is the lack of confidence in instruction and reluctance to
take up pronunciation instruction, which is typically attributed to
a lack of training, a lack of teaching materials, and the challenge
of pronunciation assessment (Burns, 2006; Foote et al., 2011;
Macdonald, 2002). This outcome seems to be more or less
consistent across countries, and it is an issue shared by both
native English-speaking (NES) teachers and non-native
English-speaking (NNES) teachers. Shibata et al. (2008), for
example, reported that half of the Japanese junior high and high
school teachers surveyed lacked confidence in pronunciation
instruction, which had a negative impact on actual teaching.

2)  Non-native English speaking teachers’ problems
pertaining to pronunciation teaching

In addition to the problems described above, there is another
problem peculiar to NNES teachers, which is a lack of
confidence in self-pronunciation, or a sense of insecurity about
the quality of self-pronunciation (Levis et al., 2016; Murphy,
2014a; Rajagopalan, 2005; Uchida & Sugimoto, 2016). Many
NNES teachers/preservice teachers tend to set their
pronunciation goal to native-like pronunciation (Jenkins, 2007,
Timmis, 2002; Uchida & Sugimoto, 2017), which is now widely
recognized to be unrealistic for most non-native English speakers
(Celce-Murcia, Brinton, & Goodwin, 2010; Derwing & Munro,
2005). Uchida and Sugimoto (2017) found that the Japanese
preservice teachers they studied tended to describe
native-speaker accents with positive adjectives such as “correct,”

“perfect,” “authentic,” and  “intelligible,”  whereas
Japanese-accented English was given negative labels such as
“bad habits,” “difficult to understand,” and “not acceptable.”
Thus,
self-pronunciation and also to change their negative attitudes

toward Japanese-accented English.

it seems crucial to raise teachers’ confidence in

3) Advantages of non-native English speaking teachers
over native English-speaking teachers

Being a non-native English speaker does not necessarily work
against teaching students effectively, however. NNES teachers
should be made aware of the advantages they have as language
teachers (Braine, 2010; Murphy, 2014a).

First, NNES teachers’ experience of having been a language
learner themselves and their knowledge of students’ learning
difficulties enable them to become more empathetic to their
students. In addition, having the same L1 makes it possible for
NNES teachers to predict what kind of L1 transfer is likely to
take place by their students both in pronouncing and perceiving
certain elements of English sounds. They can often offer them
solutions in more understandable ways than NES teachers can.

Studies from the students’ perspective have also supported this.
For example, secondary students in Hong Kong pointed out the
use of students’ L1, understanding of students’ difficulties and
needs, and a closer relationship with teachers as some of the
strengths NNES teachers have (Ma, 2012).

Linguistic, cultural, and emotional closeness to students can
work favorably for NNES teachers in the sense that their English
pronunciation is likely to be perceived as more attainable by the
students. Murphy (2014b) in fact proposes setting up
comprehensible (even if accented) non-native speakers’ English
as pronunciation models to be followed by ESL/EFL students
who share the same L1.

4) Pronunciation instruction provided in the classroom

Some previous studies have reported popular pronunciation
instruction techniques in the classroom. Hismanoglu and
Hismanoglu (2010), for example, conducted a survey on popular
pronunciation techniques adopted by language teachers in North
Cyprus. They revealed that the teachers preferred traditional
techniques such as reading aloud and use of dialogues over
modern ones such as computer and the Internet, regardless of
their experience of taking a pronunciation course in B.A.
education, casting doubt on the effectiveness of teacher training
in terms of promoting modern techniques. They also pointed out
the teachers’ tendency to teach in similar ways to how they
themselves were taught when they were students.

Finding out the phonetic features that are taught in class is
another topic frequently examined. Foote et al. (2011), for
example, asked their participants to report activities they found
to be most effective. They later categorized the responses based
on the phonetic features involved, and found that activities
learning about segmentals were favored over those focusing on
suprasegmentals.

Surveys in Japan presented a list of phonetic categories to the
respondents and asked them whether they teach the categories.
Shibata et al. (2008) asked about five features: “phonetic
symbols,” “pronunciation-spelling relationship,
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consonants,” “stress/rhythm/ intonation,” and “sound change (e.g.

weak form, assimilation).” Their results included observations
that there is more emphasis placed on suprasegmentals than in
the past, and that phonics is being taught more in junior high
school than in high school, where phonetic symbols are taught
instead.

Similarly, Orii-Akita (2015) examined the relationship
between classroom instruction and teachers’ knowledge. Nine
phonetic features were presented to Japanese junior high school
teachers, and high correlations were found between frequency of
teaching and of knowledge/skill with four
features—“phonetic ~ symbols,”  “phonemes,”  “phonics,”
“chunking”—but not with the others. However, the relationship
between teachers’ knowledge and actual instruction in class has
not been fully clarified, one reason being that the number of
features investigated has not been sufficient. For example, the
feature “stress” could have been further subcategorized into
“word stress,” “compound stress,” and “content/function words.”

amount

iii. Objectives

The aim of the study is to learn about current teaching
practices in the classroom and what phonetic knowledge teachers
have, and to bring to light some possible ways of improving their
pronunciation instruction. We specifically address the following
two research questions:

1) What are the popular types of pronunciation teaching
techniques?

This question can be further investigated by asking what kind
of techniques of pronunciation teaching are popular in the
classroom; what is behind preferred techniques; and if there is
any possibility that some of the less popular techniques could be
reconsidered and changed into useful learning techniques.

2) What do the teachers know and what do they teach about
English pronunciation?

The question can be further explored by examining whether
more emphasis is placed on segmentals or suprasegmentals, if
teachers are strong or weak in certain areas, and if there are any
phonetic features they should be more knowledgeable about in
order to teach pronunciation more effectively.

Table 1. Topics of questions covered in the questionnaire

Topic of questions # of questions

Part 1: English competence in general as teachers 2
Part 2: Pronunciation model and goal 7
Part 3: Confidence in their own pronunciation 5%
Part 4: Attitudes towards teaching pronunciation 10*
Part 5: Pronunciation teaching techniques 4*
in the classroom and students’ attitudes
Part 6: Phonetic features taught in class 19
Part 7: Knowledge of phonetic features 19
Part 8: Teachers’ profiles 8

The asterisk next to the number indicates that one of the
questions was open-ended.

Method

Table 1 shows the structure of the questionnaire, which
consists of eight parts and a total of 74 questions. The questions
created were based on the findings of a textbook analysis
conducted by the authors (Sugimoto & Uchida, 2015), as well as
similar surveys conducted both in Japan and outside of Japan in
the past (Foote et al., 2011; Shibata et al., 2008). The question
format included 4- or 5- point scale questions, multiple choice
questions, yes/no questions, and open-ended questions. (For
more details, please contact the authors. The original survey is
available upon request.) The original questionnaire and all
responses were in Japanese, and all the responses reported in this
article have been translated into English by the authors. This
article is reporting on the results and analyses of Parts 5, 6, and 7,
which are relevant to techniques of pronunciation instruction,
classroom instruction, and teachers’ phonetic knowledge. In
addition, teachers’ comments on pronunciation instruction from
the open-ended questions are incorporated in the report.

i. Procedure

In Part 5, the questionnaire asked the teachers about
pronunciation-related teaching techniques that they use in the
classroom. Thirteen techniques, selected based on questionnaire
studies in the past and comments offered by three Japanese
junior high school teachers who served as pilot participants, were
included in the list, from which the teachers were asked to
indicate the ones they actually use in class. When the
respondents were using techniques not shown on the list, they
were asked to write them down in the space provided.

In Part 6, 19 phonetic features (numbered /01]-/19] in Table
3) were presented to the respondents, and they were asked to
indicate whether they teach them or not on a 4-point scale: 1 =
applies very well; 2 = applies to some extent; 3 = does not apply;
4 = does not apply at all. The phonetic features were selected as
relevant to pronunciation teaching in junior high school
(Sugimoto & Uchida, 2015). Supplementary information was
provided in the actual questionnaire so that the respondents
would be able to have a better understanding of each item. For
example, the phonetic features [01] phonetic symbols and [02]
vowels were respectively presented in the following way:

[01] 1 teach phonetic symbols.
[02] 1teach vowels. (e.g., I teach the distinction of low-law,
hot-hut-hat, and farm-firm.)

See Appendix A for an exhaustive description.

Part 7 asked teachers whether they think they possess the
knowledge necessary to teach pronunciation. Nineteen
statements of phonetic knowledge, corresponding to the 19
phonetic features in Part 6, were presented, and this time, too,
the teachers were asked to respond to each statement on a
4-point scale. Again, the actual questionnaire provided
information that makes it easier for them to follow. For example,
[01] phonetic symbols and [05] Eng. and Jpn. syllable structures,
respectively, were presented in the following way:

[01] T have knowledge on phonetic symbols.
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Table 2. Common pronunciation teaching techniques (# of responses)

pd

N
more popular technique

*»Read aloud passages
in unison (96)

«»Listen and repeat words
in unison (86)

«»+Correct pronunciation
errors on the spot (76)

+»Listen and repeat phrases/
sentences in unison (72)

«»Teach phonics (70)

+Do shadowing (56)

+*Check mouth shape and
sagittal section diagrams (50)

+Sing songs and chants (50)

++Do pronunciation exercises in
textbooks (47)

e
less popular technique

++Play games (34)

*»Use katakana (26)
«¢Instruct individually (25)
+Use a dictionary to check

pronunciation (22)

[05] 1 can explain the difference between English and
(e.g.,

consonant clusters or syllables that end with consonants.)
Note that different wording was used in /05/, [11], and [14] for
instruction/knowledge of the same phonetic elements. Also note

Japanese syllable structures. There are no

that /79] is the only case where the aims of the question are
different between instruction and knowledge.

See Appendix B for an exhaustive description.

Three open-ended questions in Parts 3-5 allowed the teachers
to give their opinions on pronunciation instruction, in addition to
concerns about self-pronunciation and their observations of
students’ reactions to pronunciation instruction in the classroom.

ii . Participants

The participants were 119 public junior high school English
teachers in Tokyo. The survey was carried out on a voluntary
basis in July and August 2015: paper-based questionnaire forms
were distributed to those who attended a teachers’ summer
workshop, and teachers from one school district received an
electronic Word format copy.

From the responses from the 119 teachers, 19 of them had to
be excluded because of missing data, and the description and
analysis hereafter is based on the data collected from the
remaining 100 teachers.

According to the information provided in Part §, among the
100 teachers, 65 were female, and 35 were male. Eighty of them
said they had experience of phonetics either in college, graduate
school, or courses offered to active teachers. Sixty-three of them
reported they had stayed abroad at least one month: one to six
months = 31; six months to one year = 8; one to five years = 17;
five to ten years = 4; more than ten years = 1; and unspecified =
2. The teaching experience varied from less than a year to more
than 30 years, with a median of 15 years.

Results

This section presents the responses obtained from the 100
participants.

i . Techniques of pronunciation teaching

The 13 pronunciation teaching techniques in the list were:
check mouth shape and sagittal section diagrams; correct
pronunciation errors on the spot; do pronunciation exercises in
textbooks; play games; instruct individually; listen and repeat
phrases/sentences in unison; listen and repeat words in unison;
read aloud passages in unison; do shadowing; sing songs and
chants; teach phonics; use a dictionary to check pronunciation;
and use katakana. The teachers chose and reported on all the
techniques they use in class.

As is shown in Table 2, five techniques were selected by 70 or
more respondents: read aloud passages in unison (96), listen and
repeat words in unison (86), correct pronunciation errors on the
spot (76), listen and repeat phrases/sentences in unison (72), and
teach phonics (70). In contrast, four techniques were chosen by
fewer than 40 respondents: play games (34), use katakana (26),
instruct individually (25), and use a dictionary to check
pronunciation (22).

Two teachers wrote that they use techniques other than those
in the list. They were: have students read aloud and check their
and video record students’

pronunciation  individually,

pronunciation and check it in the whole class.
ii . Instruction of phonetic features

The results of Part 6 are shown in the left-hand columns of
Table 3, which summarizes the responses on a 4-point scale
obtained from the 100 teachers. Overall, most of the phonetic
features appeared to be covered in class. The following five
phonetic features showed particularly high answer rates: over
50% for “strongly agree” alone, and over 90% for “strongly
agree/agree” combined: [08] linking, [07] distinction of two
forms of indefinite articles (“a”/“an”), [17] relationship
between tones and sentence types, [11] correct placement of
word stress, and [09] sound changes that occur in connected
speech. Four out of five are related to the sentence level.
Meanwhile, the following three phonetic features showed a low
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Table 3. Instruction and knowledge of 19 phonetic features

Instruction: I teach ...

Knowledge: I can explain ...

1 2 3 4 M SD Phonetic features 1 2 3 4 M SD
8 13 42 37 3.08 091 [01] phonetic symbols 37 54 6 3 1.75  0.70
29 39 26 6 209 089 [02] vowels 2850 19 3 197 0.77
38 47 13 2 1.79 0.74 [03] consonants 37 50 12 1 1.77  0.69
40 37 15 8 191 093 [04] phonics 26 58 14 2 192 0.69
[05] no extra vowel insertion
38 41 16 5 1.88 0.86 23 32 39 6 228 0.8
[05] Eng. and Jpn. syllable structures
44 42 11 3 1.73  0.78  [06] rules of —e(s) ending pron. 39 48 11 2 1.76  0.73
59 31 8 2 153 0.73 [07] distinction of “a” and “an” 54 41 5 0 151 059
59 37 4 0 145 0.58 [08] linking 33 53 11 3 184 0.73
51 40 8 1 1.59  0.68  [09] sound change in connected speech 31 51 16 2 1.89 0.74
40 45 13 2 1.77 0.75 [10] sound deletion in connected speech 27 43 25 5 2.08 0.85
[11] word stress placement
51 42 6 1 157 0.66 23 40 32 5 219 0.85
[11] word stress and suffixes rules
13 42 36 9 241 0.83 [12] compound and phrasal stress 19 34 39 8 236 0.88
26 45 22 7 210 0.87 [13] sentence stress 33 49 16 2 1.87 0.75
[14] rhythm
31 51 16 2 1.8 0.74 - 19 40 34 7 229 0.86
[14] Eng. stressed-timed and Jpn.
syllable-timed rhythm
40 47 11 2 175 073  [15] thought groups 29 58 12 1 1.85 0.66
24 45 24 7 214 086 [16] focus 35 54 9 2 178 0.69
55 41 2 2 151 0.64 [17] tones and sentence types 54 42 4 0 1.50 0.8
35 53 10 2 1.79 0.70  [18] how to pronounce with feelings 26 55 19 0 193 0.67
9 31 32 28 279 096 [19] katakana
[19] check word stress in dictionary 64 32 4 0 140 0.57

<1> = Applies very well; <2> = Applies to some extent; <3> = Does not apply; <4> = Does not apply at all

answer rate: under 20% for “strongly agree” alone, and under
55% for “strongly agree/agree” combined: [01] phonetic
[19] katakana,
compounds and phrases.

symbols, and [12] stress placement on

iii. Knowledge of phonetic features

The data from Part 7 are shown in the right-hand columns of
Table 3. For most statements, the respondents’ answers were
positive, which indicates that the teachers believe they possess
the required knowledge. In particular, three questions showed a
high percentage compared to the other features, with all showing
a percentage of over 50% for “strongly agree” alone, and over
95% for “strongly agree/agree” combined: [19] check the
placement of word stress using dictionary, [17] relation between
tones and sentence types, and [07] distinction of “a” and “an.”
Meanwhile, the following four features showed a low response

rate, with a percentage lower than 25% for “strongly agree,” and
lower than 65% for “strongly agree/agree” combined: [12]
difference between compound stress and phrasal stress, [14]
difference  between  English  stress-timed and Japanese
syllable-timed rhythm, [05] difference between English and
Japanese syllable structures, and [11] rules between word stress
and suffixes.

iv. Relationship between instruction and knowledge

Fig. 1 was created to visualize the relationship between
instruction and knowledge of respective phonetic features by
plotting the averages of the responses. There seems to be a
certain correspondence between instruction and knowledge. For
[12]

percentage for both instruction and knowledge, whereas [07]

example, compound/phrasal  stress shows a lower

distinction of “a” and “an” and [17] the relationship of tones
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and sentence type shows a high percentage for both instruction
and knowledge. One exception is /01] phonetic symbols, which
is the least commonly instructed, but the teachers claim to have
sufficient knowledge of it. /1] Word stress placement somewhat
deviates from the trend, as it is taught frequently but the teachers
do not seem to have acquired the suffix rules. The same can be
said about /05] English and Japanese syllable structure and [14]
English stress-timed and Japanese syllable-timed rhythm.

25
Ci@ D
10
2 9 18 o4 O2
[ 08 15 13
3
S

1 1.5 2 2.5 3 35

Instruction

Fig. 1 Relationship between instruction and knowledge. The
averages of 19 phonetic features collapsed across 100
participants’ responses. 1 = Applies very well; 2 = Applies to
some extent; 3 = Does not apply; 4 = Does not apply at all.

v . Teachers’ questions and comments on
pronunciation instruction

A total of 65 comments were contributed by teachers in the
three open-ended questions, among which those relevant to
knowledge and instruction can be categorized into the following
five topics. (The comments were all written in Japanese in the
original, and were translated by the authors.)

1) Lack of time
» 1 wish I could spare the time to check students
pronunciation individually.
» 1 cannot spend enough time on pronunciation practice
because there are limited hours for English classes and I
need to keep up with the other classes.

)

2) Difficulties in teaching
» It is not easy to effectively teach the distinction between
strongly-pronounced words and weakly-pronounced
words.
» Explanation, such as the position of the mouth in
pronunciation, is challenging.
» Unless I would have more knowledge on phonetic
symbols and phonics myself, I cannot teach my students

effectively.

3) Difficulty of assessment
» Whatever taught in class needs to be tested, but since I

do not know how to assess the students’ achievement in
pronunciation, I cannot take it up in class.

4) Tips for pronunciation teaching
» Pair-work is effective for nurturing good relationships
among students.
» I make use of listening exercises in the textbooks to
make the students aware of the importance of sounds.

5) Issues regarding katakana transcription

» 1 reluctantly use katakana when my students cannot
perceive the difference in English sounds.

» Is it OK to use katakana transcription for phonetic
symbols?

» It is hard for students to learn correct English
pronunciation of loanwords that are widespread for
everyday use with katakana pronunciation (e.g., pizza,
basketball, team).

» It is a pity some students use katakana to express
pronunciation when they learn new words.

Discussion

This section attempts to answer the research questions based
on the results described above. Important elements NNES
teachers need to be aware of will be presented and discussed.

i . Pronunciation instruction techniques

Because of classroom size, it is understandable that the
activities that can be conducted in unison such as read aloud and
listen and repeat are favored. Correct students’ errors on the spot
is also among the top five. However, the frequency, quality, and
content of feedback need further investigation.

When we turn to the less popular techniques, the avoidance of
using katakana is observed, and we can see that dictionaries are
also not used as an aid to learn pronunciation. The low response
of individual instruction is possibly due to lack of time, as can be
seen in the comments found in the open-ended questions.

The following is further observation regarding some selective
techniques.

1) Little use of dictionary

The contrast between an emphasis on phonics and the little use
conspicuous. As was found in the
knowledge/instruction part of the survey, the teachers claim to

of dictionaries is

possess knowledge on phonetic symbols, and they also make use
of dictionaries themselves in checking the stress placement of
words. However, little instruction is provided to the students on
how to check pronunciation in the dictionary. This is a pity,
considering that checking the pronunciation of new words is an
essential skill not only in junior high school but also later in
senior high school. Since there is a speaking function as a
standard feature of most electronic and online dictionaries
nowadays, the active use of such dictionaries by students should
be encouraged.
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2) Preference of phonics over phonetic symbols

While English learners whose mother tongue is a European
language are typically familiar with the alphabet from an early
age, Japanese learners of English have to struggle to learn a set
of new letters: Because the alphabet is different from the
Japanese syllabary (hiragana or katakana), many students have
difficulty grasping the new system. It is not hard to imagine that
learning phonetic symbols in addition to the Latin alphabet can
be too challenging a task for most Japanese learners of English.
For these reasons, it is understandable that the introduction of
phonics is preferred over teaching phonetic symbols (which is
also indicated in the instruction data) in Japanese classrooms.

3) Avoidance of using katakana

Another tendency observed regarding the preference of
pronunciation techniques, as taken from the instruction data and
the individual comments in the open-ended questions, was the
avoidance of the use of katakana. The following is our opinion
on the issue.

First, it should be pointed out that katakana transcription can
be helpful, and there is no reason to deny its use in some cases. It
can be used as a reference point and a shortcut to achieve the end
product pronunciation. For example, by indicating that the word
“dawn” sounds not like “# 7 >” but “ K—1-” (which can be
phonemically transcribed as /da.u.n/ and /do.o.N/, respectively),
and demonstrating the English pronunciation in parallel,

Japanese students will get closer to the appropriate pronunciation.

To further reach the target pronunciation /do:n/ in English, the
teacher may add the explanation that “The vowel has less lip
rounding than ‘4—’ /0.0/, so make it a little bit like ‘7" —’
/a.al.”

Another proposal we can offer is to make good use of
katakana by having students listen to English phrases such as “a
little bit” and write the sounds that they hear in katakana. They

should come up with an answer like “7 L # X" /a.re.ro.be.Q/.

From this response, teachers can explain that the English vowel
/1/ in /it bit/ may sound somewhat similar to Japanese /e/, that
the English /t/ sometimes becomes like Japanese /r/, and that the
English /I/ can be pronounced with a dark quality that sounds
like a Japanese /o/, without bringing up the technical terms “lax
vowel,” “voiced /t/,” or “dark /1/.”

ii . Teachers’ knowledge and instruction

This study is one of few that attempted to explore in detail the
relationship between teachers’ knowledge and actual instruction
in the classroom, with as many as 19 phonetic features taken into
account. Asking teachers their instruction and knowledge on
each of the features enabled us to obtain more information on
current teaching practices.

1) Not all suprasegmental features taught equally

As for the question of whether more emphasis is placed on
segmentals or suprasegmentals, the results of the present study
in accordance with Shibata et al. (2008).
Pronunciation teaching in Japan that tended to be restricted to the
word level in the past has changed, and more emphasis on
sentence-level instruction has been placed on pronunciation

were overall

teaching. Phonetic features related to the sentence level such as
connected speech and intonation are among the ones that are
taught more frequently /08, 09, 11, 17].

However, note that not all suprasegmental features are taught
with equal weight. [17] Relation between tones and sentence
types is taught more often, probably because the rules are both
teachable and learnable: learners can choose which tone they use
as long as they know the sentence structure (e.g. whether the
sentence is a wh-question or Yes/No question).

In contrast, the rules for [16] focus, [13] sentence stress, and
[14] rhythm are not that simple. In the case of sentence stress,
while there are rules that content words (nouns, verbs, adjectives,
adverbs) are pronounced with strong stress whereas function
words (prepositions, articles, pronouns) are not, there are also a
number of exceptions, and the application of the rules can be
very complicated. This is true because the context, rhythm and
intonation of the whole sentence, as well as the speaker’s
intention, can all come into play and require sophisticated

judgment.
Still, even with its complexity, the teaching of some of these
suprasegmental features is unavoidable. This is because

placement of appropriate focus is essential whether the listener is
a native or non-native speaker of English, as is pointed out by
Hahn (2004) and Jenkins (2000), and it is a phonetic feature that
should be a priority for English learners. Teachers should receive
sufficient training on this and become familiar with such features
that are essential for effective communication.

2) Some phonetic features taught without sufficient
knowledge

While the phonetic features teachers are knowledgeable about
are covered in class overall (when teachers think it is necessary),
it seems that certain phonetic features are taught without
sufficient knowledge. One example is the knowledge of [11] the
relationship between word stress and suffixes. Unlike NES
teachers, NNES teachers need to learn word stress placement one
word at a time in many cases; however, certain suffixes help
learners detect stress placement, and knowing the rules of such
stress placement can save time spent working with a dictionary.
More importantly, this knowledge can be generalized for new
words. By the same token, knowing /05] English and Japanese
syllable structures and [14] English stress-timed and Japanese
syllable-timed vrhythm is quite useful in pronouncing longer
utterances. Teachers often guide their students through practicing
English stress and rhythm, but in some case, may lack
knowledge of the concepts themselves.

As mentioned above, NNES teachers’ advantages over NES
teachers include a better understanding of the problems learners
experience in the process of acquiring English pronunciation.
For example, English /1/-/t/ pronunciation and distinction (Saito
& Lyster, 2012; Takagi, 2002) is a problem area for most
Japanese learners of English, and Japanese teachers can share
their experience of overcoming this difficulty with their students.
To maximize their advantage as NNES teachers, possessing the
knowledge of how /I, r/ sounds are articulated in relation to
Japanese /r/, how perceptually the three sounds are different, and
the distribution of the three sounds, will be helpful in instruction
(Dalton & Seidlhofer, 1994; Takebayashi, 1996).



72 Yoko UCHIDA and Junko SUGIMOTO

Providing prospective teachers with sufficient phonetic
knowledge should help teachers build confidence and teach
effectively (Thomson, 2013).

iii. Limitations and future directions

One limitation of this study is the overall high positive
responses to questions on instruction and knowledge. The
teachers voluntarily agreed to participate in the survey, and this
may imply that they are especially keen on pronunciation
teaching; the results cannot be interpreted as representing the
opinions of teachers in general. Additionally, it is often pointed
out that self-reported results come out showing higher scores,
since respondents may feel pressured to give a more desirable
answer, even if it is actually not true (Dornyei, 2010). The
teachers’ high responses showing that they teach and have
knowledge on many of the items, therefore, cannot be accepted
at face value.

With regard to further suggestions on what to know and what
to teach, practical consideration should be made. For example, a
lack of time (found in the comments in the open-ended
questions) means a priority should be set on which phonetic
elements to teach in the limited time available for pronunciation
instruction in class. An easy-to-carry-out assessment for
measuring student achievement should be established, too.

To further tease out what teachers know/do not know and
teach/do not teach, as well as to identify what they need to know
to be able to carry out pronunciation instruction effectively,
approaches other than a questionnaire should be undertaken. In
the future, such as
observations will further illuminate the situation.

measures interviews or classroom

Conclusion

This article focused on Japanese junior high school English
teachers’ knowledge and instruction of English pronunciation
through a questionnaire, and made suggestions on how the
instruction by NNES teachers in Japan can be improved. While
some of the teaching practices reflected the teaching
environment in the Japanese class (e.g., class size and a limited
time available for pronunciation instruction) that may be hard to
change, there were a number of cases where the teachers’ lack of
sufficient knowledge appears to be hindering otherwise more
fruitful pronunciation teaching. Realizing that NNES teachers
have great advantages over NES teachers in that they can share
their experiences, Japanese teachers of English should base their
teaching on a good understanding of the sounds of both English
and Japanese.

Acknowledgments
The authors would like to express their gratitude to the

headmasters and teachers of public junior high schools in Tokyo,
who cooperated and willingly participated in this study.

References

Baker, A. (2014). Exploring teachers’ knowledge of second language
pronunciation techniques: Teacher cognitions, observed classroom
practices, and student perceptions. TESOL Quarterly, 48, 136-163.
doi:10.1002/tesq.99

Braine, G. (2010). Nonnative speaker English teachers: Research,
pedagogy, and professional growth. New York: Routledge.

Burgess, J., & Spencer, S. (2000). Phonology and pronunciation in
integrated language teaching and teacher education. System, 28,
191-215. doi:10.1016/S0346-251X(00)00007-5

Burns, A. (2006). Integrating research and professional development on
pronunciation teaching in a national adult ESL program. TESL
Reporter, 39(2), 34-41.

Celce-Murcia, M., Brinton, D. M., Goodwin, J. M. (with Griner, B.)
(2010). Teaching pronunciation: A course book and reference guide
(2nd ed.). New York: Cambridge University Press.

Cohen, A. D., & Fass, L. (2001). Oral language instructions: Teacher and
learner beliefs and the reality in EFL classes at a Colombian
university. fkala, 6(11), 43-62.

Dalton, C., & Seidlhofer, B. (1994). Pronunciation. Oxford: Oxford
University Press.

Derwing, T., & Munro, M. (2005). Second language accent and
pronunciation teaching: A research-based approach. TESOL
Quarterly, 39, 379-397. doi:10.2307/3588486

Doérnyei, Z., (with Taguchi, T.) (2010). Questionnaires in second
language research: Construction, administration, and processing
(2nd ed.). New York: Routledge.

Foote, J. A., Holtby, A. K., & Derwing, T. M. (2011). Survey of the
teaching of pronunciation in adult ESL programs in Canada, 2010.
TESL Canada Journal, 29, 1-22. doi:10.18806/tesl.v29i1.1086

Hahn, L.D. (2004). Primary stress and intelligibility: Research to
motivate the teaching of suprasegmentals. TESOL Quarterly, 38,
201-223.

Henderson, A., Frost, D., Tergujeff, E., Kautzsch, A., Murphy, D.,
Kirkova-Naskova, A., Waniek-Klimczak, E.,
Cunningham, U., & Curnick, L. (2012). The English pronunciation

Levey, D,

teaching in Europe survey: Selected results. Research in Language,
10(1), 5-27. doi:10.2478/v10015-011-0047-4

Hismanoglu, M., & Hismanoglu, S. (2010). Language teachers’
preferences of pronunciation teaching techniques: Traditional or
modern. Procedia Social and Behavioral Sciences, 2, 983-989.
doi:10.1016/j.sbspro.2010.03.138

Jenkins, J. (2000). The phonology of English as an international
language. Oxford: Oxford University Press.

Jenkins, J. (2007). English as a lingua franca: Attitude and identity.
Oxford: Oxford University Press.

Kirkova-Naskova, A., Tergujeff, E., Frost, D., Henderson, A., Kautzsch,
A., Levey, D., Murphy, D., & Waniek-Klimczak, E. (2013).
Teachers’ views on their professional training and assessment
practices: Selected results from the English pronunciation teaching
in Europe survey. In J. Levis & K. LeVelle (Eds.), Proceedings of
the 4th Pronunciation in Second Language Learning and Teaching
Conference (pp. 29-42). Ames, IA: Iowa State University.

Levis, J.M., Sonsaat, S., Link, & S., Barriuso, T.A. (2016). Native and
nonnative teachers of L2 pronunciation: Effects on learner
performance. TESOL Quarterly, 50, 894-931.

Ma, L. P. F. (2012). Advantages and disadvantages of native- and



A Survey of Pronunciation Instruction by Japanese Teachers of English: Phonetic Knowledge and Teaching Practice 73

nonnative-English-speaking teachers: Student perceptions in Hong
Kong. TESOL Quarterly, 46(2), 280-305.

Macdonald, S. 2002. Pronunciation: Views and practices of reluctant
teachers. Prospect, 17(3), 1-22.

Ministry of Education, Culture, Sports, Science and Technology. (2008).
Chugakko gakushu Gaikokugo [A
commentary on the government curriculum guidelines of junior

shido yoryo kaisetsu:
high schools: foreign language]. http://www.mext.go.jp/component/
a_menu/education/micro_detail/ _icsFiles/afieldfile/2011/01/05/12
34912 010 _1.pdf Accessed 09.03.17.

Murphy, J. M. (1997). Phonology courses offered by MATESOL
programs in the U.S. TESOL Quarterly, 31, 741-764.
doi:10.2307/3587758

Murphy, J. M. (2014a). Teacher training programs provide adequate
preparation in how to teach pronunciation. In L. Grant (Ed.),
Pronunciation myths (pp. 188-224). Ann Arbor: University of
Michigan Press.

Murphy, J. M. (2014b). Intelligible, comprehensible, non-native models
in ESL/EFL pronunciation teaching. System, 42, 258-269.
doi:10.1016/j.system.2013.12.007

Orii-Akita, M. (2015). Eigo onsei kyoin kenshuno hitsuyosei: Hatsuon
shidoni kansuru chugakko kyoinno ishiki chosakara [Necessity of
teacher training for English pronunciation: A survey of junior high
school teachers on their attitudes towards pronunciation instruction],
Waseda University, Gakwjutsu Kenkyu: Jinbun Kagaku/Shakai
Kagaku, 63,203-222.

Rajagopalan, K. (2005). Non - native speaker teachers of English and
their anxieties: Ingredients for an experiment in action research. In
E. Llurda (Ed.), Nom-native language teachers: Perceptions,
challenges and contributions to the profession (pp. 283-303). New
York: Springer.

Saito, K., & Lyster, R. (2012). Effects of form-focused instruction and
corrective feedback on L2 pronunciation development of /1/ by
Japanese learners of English. Language Learning, 62, 595-633.
doi:10.1111/j.1467-9922.2011.00639.x

Shibata, Y., Yokoyama, S., & Tara, S. (2008). Onsei shidoni kansuru

kyoinno jittai chosa [A survey on pronunciation teaching]. Nikon
Eigo Onsei Gakkai Dairokkai Kyushu Okinawa Shikoku Shibu
Kenkyu Taikai Kinen Ronshu, 49-55.

Sifakis, N. C., & Sougari A. (2005). Pronunciation issues and EIL
pedagogy in the periphery: A survey of Greek state school teachers’
beliefs. TESOL Quarterly, 39, 467-488. doi:10.2307/3588490

Sugimoto, J., & Uchida, Y. (2015). An analysis of Japanese junior high
school textbooks as pronunciation teaching materials. Przedlacka,
J., Maidment, J., & Ashby, M. (Eds.), Proceedings of the Phonetics
Teaching and Learning Conference, 91-95.

Takagi, N. (2002). The limits of training Japanese listeners to identify
English /r/ and /V/: Eight case studies. The Journal of the Acoustical
Society of America, 111,2887-2896. doi:10.1121/1.1480418

Takebayashi, S. (1996). Eigo Onseigaku [English phonetics]. Tokyo:
Kenkyusha.

The Japan Exchange and Teaching Programme. Participating countries.
(2017). http:/jetprogramme.org/en/countries/ Accessed 09.03.17.

Thomson, R. L (2013). ESL teachers’ beliefs and practices in
pronunciation teaching: Confidently right or confidently wrong? In
J. Levis & K. LeVelle (Eds.). Proceedings of the 4th Pronunciation
in Second Language Learning and Teaching Conference. Aug. 2012.
(pp. 224-233). Ames, IA: Iowa State University.

Timmis, 1. (2002). Native-speaker norms and international English: A
classroom view. ELT Journal, 56, 240-249.
doi:10.1093/elt/56.3.240

Uchida, Y., and Sugimoto, J. (2016). A survey of Japanese English
teachers’ attitudes towards pronunciation teaching and knowledge
on phonetics: Confidence and teaching. In T. Isei-Jaakkola (Ed.),
Proceedings of ISAPh2016: Diversity in Applied Phonetics (pp.
38-42). Nagoya, Chubu
doi:10.21437/ISAPh.2016

Uchida, Y., and Sugimoto, J. (2017, June). Towards the implementation

Japan: University.

of ELF-oriented pronunciation teaching in Japan. Paper presented
at ELF 10 and changing English: 10" anniversary conference of
English as a Lingua Franca, Helsinki, Finland.

Appendix A. Nineteen statements presented to the teachers in Part 6 of the questionnaire.

The teachers indicated whether they teach them or not on a 4-point scale: 1 = applies very well; 2 = applies to some extent; 3 = does

not apply; 4 = does not apply at all.

[01] 1 teach phonetic symbols.

[02] 1 teach vowels. (e.g., I teach the distinction of low-law, hot-hut-hat, and farm-firm.)

/03] 1 teach consonants. (e.g., I teach the distinction of right-light, she-see, and mouse-mouth.)

[04] I make use of phonics (the rules between pronunciation and spelling) when I teach.

[05] 1 teach not to insert extra vowels in consonant clusters. (e.g., When pronouncing dream, 1 teach not to insert an extra vowel in

/dr-/, so that it does not sound like “ K Y — 2 /doriimu/.)

[06] 1 teach the rules for three ways to pronounce the suffix -(e)s for plurals and third person singulars (e.g., likes, plays, watches).

[07] 1 teach the distinction between the two forms of indefinite articles a and an (e.g., the decision of whether a or an comes before

words such as year and university).

[08] 1 teach to link words smoothly (e.g., look_up, good_time).

[09] 1teach the sound change that can occur in connected speech (e.g., meet_you [tj]—[t[], did_you [dj]—[d3]).

[10] 1 teach there are sounds that can be deleted in connected speech (e.g., doesn’[t] know, goo[d] luck).
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[11] 1 teach the correct placement of word stress (e.g., guitar, calendar, umbrella).

[12] 1 teach the correct placement of stress on phrases that consist of two or more words (e.g., different stress placement for “a love
song” and “a famous song”).

[13] 1 teach the distinction of strongly pronounced words and weakly pronounced words in sentences. (e.g., She can dance, but she
can’t sing.)

[14] 1 teach in such a way that the students will be aware of alteration of strong-weak rhythm in English. (e.g., Where did you go?
o -0

[15] 1 teach the division of a long English sentence when having students read aloud. (e.g., I went shopping // with my mother
yesterday.)

[16] 1 teach which words should be pronounced with emphasis in English sentences based on the context. (e.g., That’s MY notebook,
not YOURS.)

[17] 1 teach the relationship between English sentence types and tones. (e.g., Yes-no questions are often pronounced with rising tone.)

[18] 1 teach students how to express emotions in English pronunciation.

[19] I make use of katakana in pronunciation teaching.

Appendix B. Nineteen statements presented to the teachers in Part 7 of the questionnaire.
The teachers indicated whether they think they possess the knowledge on a 4-point scale: 1 = applies very well; 2 = applies to some

extent; 3 = does not apply; 4 = does not apply at all.

[01] T have knowledge of phonetic symbols.

[02] 1 can explain vowels. (e.g., I can explain the distinction of low-law, hot-hut-hat, and farm-firm.)

/03] 1 can explain consonants. (e.g., I can explain the distinction of right-light, she-see, and mouse-mouth.)

[04] T have knowledge of phonics (the rules between pronunciation and spelling).

[05] 1 can explain the difference between English and Japanese syllable structures. (e.g., There are no consonant clusters or syllables
that end with consonants.)

[06] 1 can explain the rules about the three ways to pronounce the suffix -(e)s for plurals and third person singulars. (e.g., I can explain
when to use /s, z, 12/.)

[07] 1 can explain the distinction between the two forms of indefinite articles @ and an (e.g., the decision of whether a or an comes
before words such as year and university).

[08] 1 can point out where to link words to smoothly pronounce a sentence and explain the reasoning (e.g., look_up, good_time).

/09] 1 can explain the sound change that can occur in connected speech (e.g., meet_you [tj]—[tf], did_you [dj]—[d3]).

[10] 1T can point out the sounds that can be deleted in connected speech and explain the rules (e.g., doesn’[t] know, goo[d] luck).

[11] 1 can explain the rules between word stress placement and suffixes. (e.g., The stress in words with -ity as in minority, opportunity,
responsibility falls on a syllable before the suffix.)

[12] 1 can explain the difference between phrasal stress and compound stress (e.g., different stress placement for “a love song” and “a
famous song”).

[13] 1 can explain which words are strongly pronounced and which words are weakly pronounced in a sentence (e.g., the distinction
between content words and function words).

[14] I can explain the difference between stress-timed rhythm in English and syllable-timed rhythm in Japanese.

[15] 1 can explain the rules on division of a long English sentence when reading it aloud.

[16] 1 can explain which words should be pronounced with emphasis in English sentences based on the context. (e.g., That’s MY
notebook, not YOURS).

[17] I can explain the relationship between English sentence types and tones. (e.g., Yes-no questions are often pronounced with rising
tone).

[18] 1 can explain how to express emotions in English pronunciation.

[/19] When I am not sure of stress placement of a word, I check it in a dictionary (e.g., guitar, calendar, umbrella).
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