and served to measure teacher and student changes in their perception of WE (if any)

after brief exposure to this material. Table 1 shows teacher pre-video to post-video

answer correspondence and the research question/s it answers.

Table 1

Teacher Pre- and Post-video Paired Questions

Answers Research
Question:

Teacher Pre-Video Question

Teacher Post-Video Question

Importance of teaching WE.

1,2 4-Importance of WE (personally) 3-Importance to get WE training
(personally)
1,2 S-Importance of teaching WE topics. | 2-Importance students learn about WE.
2 7-ELLs can be successful even if 4-Importance students be familiar with
they can’t understand WE. WE accents.
2 8-Regardless of WE training: 6-How important is it to include WE in

curricula?

2, Qualitative
Analysis

9-ESL speakers can be successful
even if they have an accent?

7-Students can be successful even if they
have an accent?

Qualitative Analysis

10-What is “good pronunciation”?

5-Do speakers in the video have “good
pronunciation”?

The teacher surveys consisted of a combination of Yes/No and Likert scale

questions, in addition to demographic questions on age, first language spoken, highest

education level, and others. There were a total of 10 demographic questions, 10 pre-

video, and 7 post-video questions in the teacher survey. On the student side, the surveys

consisted of 13 questions on demographics and 18 Yes/No and Likert scale pre-, and post-

video questions. Teacher and student answers were collected and later codified for

analysis using numbers 1 through 4, where 1 represented the lower end in a 4-point scale

and 4 the highest: 1=Strongly disagree, Completely Untrue, No; 2=Somewhat Disagree,

Somewhat Untrue, Yes; 3=Somewhat Agree, Somewhat True; 4=Strongly Agree,

Completely True. Because the answers were Likert-type, i.e., are ratio-category answers

that cannot be assumed to be equally distributed, they were analyzed non-parametric
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tests. These results are shown in the quantitative section of this analysis. Table 2 shows

student pre- to post-video answer correspondence and the research question each pair

ansSwers.
Table 2
Student Pre- and Post-video Paired Questions
Answers Research Student Pre-Video Question Student Post-Video Question
Question:
1,2 Q8-How important is it for teachers to = Q10-Importance teachers receive
know WE topics? training about WE topics.
1,2 Q5-Would like to learn more about Q5-Would you take a “Accents of the
WE pronunciations. World” class.
2 Q7-ESL speakers can be successful Q9-ESL speakers can be successful
even if they can’t understand WE. even if can’t fully understand WE.
2 Q6-Would you like teachers to use WE = Q8-Would you like your teachers to
materials? use WE materials?
Qualitative Analysis Q3-Can students be successful if they = Q7-Can ESL speakers be successful
have an accent? even if they have an accent?
Qualitative Analysis ‘ Q4-What is good pronunciation? Q6-What is good pronunciation?

All 4 survey sections (two for each site) were open for about one month; 14
teachers and 6 students submitted completed surveys during this time. A total of 7 other
participants either abandoned or chose not to finish surveys they had started. Those
results were not part of the quantitative analysis, as those respondents either did not
watch the video or did not provide enough post-video responses to answer the research
questions. For most Likert—scale and Yes/No-type questions, teachers and students were
also given the chance to expand upon their answers as much as possible. These answers

are analyzed in the qualitative section in the next chapter.
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Chapter 4
Data Analysis and Discussion

Teacher survey responses were analyzed using a combination of quantitative and
qualitative methods. In the case of the students' responses, the small sample size and the
uneven split for each site (5 participants in the NW and 1 in the MW) did not allow for
tests that measure differences or similarities between or within groups to take place. For
this reason and because students’ prose statements cannot be quantified, their responses
were analyzed using qualitative methods only.

Descriptive Statistics

Teachers.

79% (11) of teacher participants were 44 years of age or older and 21% (3) were
between 31 and 43 years of age. All teachers in the NW school and all but 1 teacher in
the MW school (Polish) were NES. The NW teachers all held MA TESOL degrees; one
of the teachers in the MW school had no TESOL training, 2 had TESOL Certificates, and
4 had MA TESOL degrees. When it came to WE training, most teachers in the NW (8)
indicated they had had some form of WE exposure: auditing a WE class (1), learning
about WE as part of other coursework during TESOL training (3), or taking a WE class
(4). Only one NW teacher had not learned about WE prior to taking the survey. As for
the MW teachers, the numbers were more evenly split between having gotten at least
some kind of WE exposure (5) and no exposure at all (4). A MW teacher had learned
about WE in graduate school (1) while others considered exposure to various topics such

29 ¢¢

as “dialects, history, phonetics;” “phonemics, phonetics;” “focus on British
pronunciation” (3); and “lessons that created awareness (of WE)” (1) WE exposure. A
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teacher’s assertion that a class or lecture qualified as WE exposure qualified it as such.
No other subjective measures of what qualified as WE exposure and what didn’t were
used.

Students.

Half of the student participants were between the ages of 18-21, 2 between 30-34,
and one between 25 and 29 years old. Half the students (all in the NW location) were
native Arabic speakers and the remainder three were one each Portuguese, Persian, and
French native speakers. All but one of the students had been in the US less than 1 year
and the remaining one between 1 and 3 years. Students’ length of English learning
ranged from 0-5 months (4), 6 months to 1 year (1) and 1-2 years (1).

Only completed surveys where teacher and student participants answered both the
pre- and the post-video portions were used for the quantitative and qualitative analyses.
Partial responses were not used for either the quantitative or qualitative analyses of the

data.

Quantitative Analysis
RQ#1-Are there any perceptual mismatches between the English varieties
students want to learn and the varieties teachers want to teach, and do these
perceptions differ depending on the learning context (Midwest school vs. West
Coast school)?
Regarding teacher and student perceptions on WE instruction, the means for
answers to paired questions (where the first number in the pair shows the pre- and the
second the post-video answers; tables 3 and 4) 4 and 3, and 5 and 2 on the teacher side;

and questions 8 and 10, and 5 and 5 on the student side were used. Teacher questions 4
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and 3 asked how important teachers believed WE training is to their teaching practice and
questions 5 and 2 asked how important they thought it was that their students learn about
WE. The means for the first set of questions on the teacher side were M=2.64 and
M=2.57, respectively; the means for questions 5 and 2 were M=2.86 and M=2.71,
respectively (Table 3). All four questions were on a 1-4 scale with 1 representing the
least and 4 the most agreement. For both sets of answers, most teachers answered it was
at least “Somewhat Important” that WE be part of their and their students' ESL learning
experience; however, the results also show that teachers were slightly more in favor of
their students learning about WE than they were about receiving WE training themselves.
Similarly, teachers’ answers showed they were slightly less in favor of WE training and
WE teaching (respectively) after watching the video than before watching the video.

Table 3
Teacher Perceptions regarding WE Instruction

Pre-Video Survey | Post-Video Survey
Question (Q) Question (Q) N Min Max Mean = Range

Q4-Importance
14 1. 4. 2.64 1-4
of WE training 00  4.00 6

Q3-Importance WE

. 14 200 3.00 2.57 1-4
training

Q5-Importance

14 1. 4. 2. -
of Teaching WE 00 00 86 1-4

Q2-Importance

Students Learn WE 14 100 400 271 1-4

Students' answers to question 8, or how important they thought it was for their
teachers to know WE topics and question 10, on their attitudes regarding their teachers

receiving WE training; and question 5, or whether or not they would like to learn more
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about WE pronunciation and question 5, regarding how important they believe WE is to
their own learning objectives resulted in a M=3.0 (min. value=2, max value=4) and
M=1.8 (min. value=1, max. value=2) for the first set of questions; and M=1.5 and M=1.8
(min. value=1, max. value=2) for the second pair (Table 4). Student scores for how
important their perceived WE training was for their teachers, as well as how important
they believed WE was for their own learning process improved after watching the video
in relation to their initial opinion, even though, in both cases, their perceptions were
mostly positive. Also, when comparing the teachers' to the students' responses, the
students viewed WE slightly more positively both when it concerned their own learning
and their teachers' professional development than did the teachers. A further explanation
of teachers’ and students’ perceptions regarding WE instruction is provided in the
qualitative section of this analysis.

Table 4
Student Perceptions of WE Teaching

Pre-Video Survey Post-Video Survey
Question (Q) Question (Q) N Min Max Mean @ Range

Q8-Importance that
teachers are familiar
with WE

6 2.00 4.00 3 1-4

Q10-Importance
that teachers get
WE training

6 1.00  2.00 1.83 1-2

Q5-Would like to
learn about WE 6 1.00 2.00 1.5 1-2
pronunciations

QS5-Importance of

learning about WE 6 1.00 | 2.00 1.83 1-2

In answer to the question of whether or not teacher perceptions differed depending
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on the NW or MW locations, a General Linear Model Repeated Measures found there
was no main effect for questions 4 and 3 within each site (F=0.176; p=0.68), or when
comparing teachers’ answers between locations (F=0.05; p=0.822). Similar results were
found for questions 5 and 2. The null hypothesis that location did not influence the
teachers' answers could not be disproven. A similar test was not performed on Student
data due to the small sample size and uneven student distribution.

RQ#2 Does exposure to WE pronunciations via a four-minute video clip change

the students' and/or the teachers' perceptions of WE pronunciation varieties?

On the teachers' side, a Wilcoxon test for Related Samples on paired questions 4
and 3, 5 and 2, 7 and 4, 8 and 6, and 9 and 7 was run to determine if teachers' perceptions
on WE changed after brief exposure to WE topics and whether changes, if any, were
statistically significant. The tests found no statistically-significant differences between
pre— and post—video answers for any of the pairs tested. Responses to pre-video
questions 4 and 5, as compared to post video questions 3 and 2, either shifted to a slightly
more negative perception (pair 4 and 3), or remained the same (pair 3 and 2). In either
case, these changes could not be attributed to the teachers' exposure to WE from
watching the video. Teachers’ answers to these two sets of questions scored lower both
for the importance of WE in teachers' professional development, as well as for the
importance of teaching WE and/or for their students learning about this topic than did
students' answers (student answers will be analyzed using qualitative methods later).
Similarly, Related-Samples test results on question pairs 7 and 4 (Sig.=.132), 8 and 6
(S1g.=.589), and 9 and 7 (Sig.=.180) did not disprove the null hypothesis that the videos
would not influence the teachers' perceptions of WE, either positively or negatively.
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Students’ results in relation to the WE stimuli will be explained in the qualitative section
of this analysis.
Qualitative Analysis

Due to the small samples that resulted from low teacher and student participation
at both sites, a qualitative analysis of the written answers complements the quantitative
analysis that, as shown in the previous pages, produced no statistically-significant results.
The following interpretive analysis will help the reader better understand the
complexities of the teacher as well as the student attitudes through the analysis of the
participants' own words provided during their elaboration on Yes/No and Likert-type
answers.

Perceptions about accented English.

Pre- and post-video Yes/No Questions 3 and 7 asked students whether they
believed it was possible for accented speakers of English to be successful in the English-
speaking world, and all but one responded affirmatively both before and after watching
the video and the remaining student changed his/her answer from “yes” to “no” after
watching the video. One student believed that it was possible for English speakers with
accents to be successful “because the accent is just a detail, what really matter is the
content [sic],” while another also responded affirmatively but with a caveat: “Possible,
but depends on other more skills [sic]” and a third student was even firmer on his/her
answer: “as long as you're able to make yourself understood, it is fine.” In most cases,
the student participants indicated that they were comfortable with accents, yet when
asked (pre-video) whether they themselves were accented speakers of English, only half

answered firmly “Yes”, one firmly “No”, and two others that they spoke with accents
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only “Sometimes.” Based on the average time the students have lived and/or studied ESL
in the US (in both cases a minimum of 0-5 months and a maximum of 3 years); the fact
that most students fell well outside the Critical Period window (three students were
between the ages of 18-21, one between 26-29, and two between 30 and 34 years of age;
and that most respondents (5) only speak English with teachers and other English
students, it is unlikely that they have either completely lost their accents or that they have
the ability to switch between accented and SAE at will. Further, these students' positive
perceptions of accent did not appear to imply self-inclusion in the group of accented
English speakers as four of the six perceived “good accent” as “speaking well enough so
that others can understand me” and from the remainder two one rated “good accent” as
the ability to speak “well enough so that others wouldn't know English wasn't [his/her]
first language” and the other as “sounding /ike a native speaker.” When asked
specifically about their own accents, (which 5 students said they had), 4 students
indicated that they would like to speak like native English speakers, and only one that
they liked their accent. Only after watching the video did several students switch from
mostly disliking their accent to either liking it (3) or being somewhat indifferent to it (2).

WE classroom implementation.

A qualitative analysis of teacher answers to the question of whether or not they
had received WE training prior to taking the survey reveals that most of these teachers
did not know what WE means. As shown in the descriptive statistics section in this study,
many teachers linked WE pronunciations with knowledge of Phonetics and Phonology
(e.g. “In Poland; part of my studies at university — it deal with phonetics, phonemics,
etc.;” “Linguistics studies at [US university], incl. dialects, history, phonetics;” etc).
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Only one teacher in the MW school expressed he/she understood WE as the
legitimization of non-standard varieties: “When I was in my MA TESOL program, I
recall lectures or lecture content about the fight to "legitimize" (so to speak) *native-like™*
proficiency; for example, pushing for schools to accept the legitimacy of both native and
native-like speakers as their English instructors.” Even though the legitimization of
“native-like proficiency” hardly encompasses the legitimization of ALL varieties of WE,
this characterization was the closest approximation to an actual definition of WE among
all teacher respondents which may, in a way, explain their relatively low scores regarding
teachers’ WE implementation in the classroom, their view of its importance in the ELT
curricula, and other similarly negative perceptions around WE.

When asked how important it was for their students to be exposed to WE
pronunciations, a majority of teacher respondents answered it was only slightly
important. One teacher in particular believed how much WE exposure students get
“depends on what other Englishes they will be exposed to in their future lives. Some
may experience many while others may experience only a few with regularity.” Another
teacher had a similar perception about the places and times their students will/should
encounter NNES pronunciations:

A lot of comprehension comes with adapting to other pronunciations. The more

they hear it, the more they will understand it (...). I had a difficult time

understanding some of my (heavy-accented students), but over time, I understand
the accent better because I hear it a lot.

Both answers assume students will and perhaps should only learn about WE

pronunciations outside the classroom, which might also explain why a majority of the
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teachers surveyed don't consider WE an important aspect of ELL. Another teacher
pointed out that “Exposure to other accents is good, but not a priority,” and yet another
that “Students are likely to succeed at some level regardless of instruction.” One
respondent who believed it was Completely Unimportant students learn WE expressed
the concept “might be interesting, but I don’t think it does much to help them learn.”
However, when teachers were asked whether they had ever incorporated WE perspectives
into the curricula, 7 out of 9 and 5 out of 9 teachers in the NW and MW, respectively,
reported using WE materials and/or pointing out to their students some differences
among English dialects only sometimes.

By contrast to their teachers' attitudes, when asked if they thought it was
important to learn what other English speakers around the world sound like 5 out of the 6
students (post-video) said they would take a class entitled Accents of the World or English
Around the World. Students’ opinions on the advantages of these two classes varied, but
they were generally in favor of the idea: “Yes, it would be nice to learn how other accent
sounds[sic]” and “Practices are helpful[sic].” Only one student of the six surveyed said
they “would like to learn about speaking from native speaker[sic].” Even from a student
sample as small as the present one, it can be observed from the students’ responses that
their support in favor of learning about other accents is more enthusiastic than their
teachers might have believed and/or would encourage their students to explore.

Self-perception of accent as a predictor of classroom WE implementation.

An analysis of teacher responses on their self-perception of accent, TESOL, and
WE training shows it is hard to predict whether teachers would implement WE based on

demographics alone. More teachers in the NW indicated they speak with an accent (5)
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compared to only 3 in the MW (including the NNEST). Almost all the teachers at both
locations had taught EFL outside the US (all 9 in the NW and 7 out of 9 in the MW) and
also a majority (8 in the NW and 5 in the MW) had received some kind of WE training
ranging in amounts and types of exposure. Wide ranging backgrounds and self-
perceptions of accent such as these could have prompted a similarly wide range of
responses from teachers based on their cognition at the time, yet there was virtually no
difference (as shown in the quantitative analysis) on how these two very different sets of
teachers approached WE.

Teacher perception of the importance of WE in their own practice.

Teachers’ perception that it is more important for their students than it is for
themselves to receive WE training was also consistent with the literature on teacher
perceptions of WE. The literature has shown that it is not enough for teachers to know
about WE but that, for a paradigm shift from standard English to WE to take place,
teachers need to spend considerable more quality time deepening and applying their
knowledge of WE (Brown, 1993) than most of the teachers in this study believed was
necessary. Even teachers who had studied WE for a whole term did not believe WE was
a central aspect of their practice and did not incorporate it explicitly in their syllabi, or in
a manner conducive to teacher-student and student-student critical inquiry about the
impact of WE in the students' short and long-term learning goals. Some teachers cited
time constraints, and others the personal belief that their students didn't need to know
about WE. These sentiments, again, contrast with the students' favorable views of WE
and it points to the presence of perceptual mismatches (Kumaravadivelu, 2003) of the

communicative, pedagogic, and attitudinal kind that are preventing students from having
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access to information they would like to get.

As shown in this analysis of the teacher and student participants’ responses,
students had generally more positive attitudes regarding WE post- compared to pre- WE
stimuli, as well as when it came to an intellectual curiosity to learn more about these
English varieties, compared to their teachers. Teachers, by contrast, had the same or
slightly less-positive attitudes toward WE after watching the video than they did prior to,
as well as toward implementing WE in their classrooms. The implications of this
mismatch between teacher and student perceptions of the importance of WE will be
discussed in the following section.

The shift in students’ perceptions after watching the video from mostly disliking
to mostly liking their accents, in addition to their more positive outlook regarding the use
of WE in the classroom, shows that students may be more susceptible to even small
amounts of WE stimuli than initially thought, especially compared to their teachers. As
mentioned in the review of the literature, it often takes intensive training and the
extensive application of WE topics in the ELL classroom for teachers to perceive it as a
valuable component in their curriculum. On the other hand, the results of the present
study are encouraging for students and teachers in that even teachers who have time
and/or resources constraints can promote students’ critical assessment of WE in their ESL
attainment through class materials and exercises which may, in turn, achieve healthier
student self-identities with relation to their accents.

Limitations
One limitation of this study was the small number of teacher and student

participants. This was due to lower MW teacher and student participation in ESL courses
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than in previous terms because of budget cuts during the term the survey was conducted.
A smaller active-teacher pool also resulted in fewer students taking ESL courses at the
time the survey was conducted, and even fewer who met the minimum required course
level 4 or above. Because of this reason, a decision was made to open the invitation to
participate to all teachers and students regardless of whether they were teaching or taking
classes at the time; for this reason, it is not possible to ascertain all MW teacher
participants had been teaching at the time they took the survey or that the student was

taking a class at the time he or she took the survey, as it is with the NW participants.

The fact this study was conducted within an ESL context and with a majority
NESTs also poses the question of whether results might have been much different in an
EFL context in an OC or EC environment. It is not possible to determine if the results of

this study might parallel a similar study in the contexts mentioned above.

Discussion

The purpose of this study was to identify teacher and student perceptions
regarding WE pronunciations before and after the participants were exposed to WE
stimuli, and the results show that teachers and students had generally positive attitudes
toward WE. Even though the test results were not found to be statistically significant in
the teachers' case (no statistical tests were run for the student responses), an important
difference between teacher and student answers was that the students had slightly more
positive perceptions after WE exposure than their teachers. The student results are in line
with the literature, which has shown that students who were exposed to a wider range of
accents had better perceptions of their own and other NNES accents than students who

did not have the same exposure (e.g., Bayyurt & Altinmakas, 2012; Madden & Moore,
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1997; and Tokumoto & Shibata, 2011). Student results are encouraging, as they show
student self-perception of accent may be sensitive to positive WE stimuli. On the other
hand, teachers did not believe WE was as important to student success and, even though
some of them used WE materials in their lessons, they perceived their ability to
implement this perspective as separate from their professional development and/or their
knowledge of the topic. This perception may point to a belief among teachers that they
have sufficient breadth and depth of knowledge of WE, when in fact the results of this
study, similar to what was found in the literature, suggest teachers' knowledge of WE
needs time and effort to evolve and develop.

Despite encouraging signs in recent years that TESOL has been moving toward
learner-centeredness (Derwing and Munro, 2009), a teaching philosophy that allows for
innovative approaches such as WE to enter the classroom, pronunciation instruction
within the WE framework still poses a serious dilemma for TESOL professionals:
Research tells us that many ELLs want to achieve native-like fluency, as did some of the
students surveyed for this study, yet a vast majority of these students don't know NNES
varieties are also legitimate, about the CPH, or about the fact WE speakers like them
(including NNESTSs) represent the majority of English speakers in the world today.
Without this information, ESL and EFL students are at a disadvantage compared to other
disciplines (where exposure to most if not all different perspectives in a specific area of
study is standard practice) and even to learners of other L2s, as seen in the literature.
And while the CPH has not been conclusively proven, there hasn't been a position to
challenge its claim that accent will likely be present if the onset of language acquisition is
past adolescence or even earlier, either. Scholars such as Marinova-Todd et al. (2000),
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who believe that “most adult learners fail to engage in the task [of acquiring native-like
English pronunciation] with sufficient motivation, commitment of time or energy, and
support from the environment” (p. 27) also fail to acknowledge that only a minority of
ELLs would be able to devote such a commitment of resources to the non-essential task
(to their overall EL2 attainment) of sounding like a native English speaker. Sentiments
such as these scholars' only fuel the belief among TESOL professionals that students who
don't make supreme efforts to get rid of their accents will always be “deficient” (Jenkins,
2006; Kachru, 1996) compared to NES. But this viewpoint is not exclusive to NESs with
regard to NNESs. The following excerpt illustrates how a NNEST perceived her accent
in relation to native speaker accent, as reported in Sayer (2012, p. 171):

[T]he native speaker is always going to be more than us, you know?(...)this

conception if you like or ideology that we have to be—or that we can't turn

ourselves into, or talk 100% like they talk, [...] here in Mexico we can't achieve
that. Sure we can talk and we can communicate, but we are lacking, you
know?[...] you can manage to APPROXimate the sounds, but you'll never, if you
like, get to 100 percent...perfection like they are, or like we believe or idealize the
native speaker to be. (italics used for emphasis).

NE “perfection” of which this teacher speaks brings to mind images of Colonel
Pickering trying to de-cockneyfy Eliza Doolittle in My Fair Lady. For decades or even
centuries since the first EL classes were first taught, accents that depart from “the norm”
have been thought to be less than ideal. Yet Cockney English has not disappeared, nor
have NNES accents decreased in amount or variety in any of the three circles of WE. On

the contrary, regional accents in IC as well as OC and EC countries have multiplied over
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the last fifty years, a phenomenon that can attributed to increased mobility, immigration,
and a globalized economy. But, for some reason, accent-based discrimination also
appears to have risen. From personal experience as a non-native speaker of English as
well as from what can be found in the literature, it would seem that discrimination that
appears to be based on accent often has less to do with “strange” phonology and more
with skin color, national origin, perceived legal status, and other factors that may have
nothing to do with speech (e.g. Kubota & Ward, 2000; Lippi-Green, 2011). If this were
not the case, European-accented English speakers wouldn’t be thought of as more
sophisticated (Derwing & Munro, 2009) than other L1 English speakers. As one teacher

in this study remarked:

I think [...] it is important [...] for students to know that there are a variety of
English accents and that comprehensibility is more important. However, in the
real world, this will not stop prejudice against English speakers who do not follow

some “‘standard”.

A more sensible approach to current teaching practices would be for NESTs to use
as many WE materials as possible, and for NNESTs to aim toward their own
intelligibility while making sure students understand differences as well as similarities
between their accent and NES accents. Or, in other words, fighting prejudice with
information about the options students have regarding their own pronunciation outcomes.

Regardless of the reasons for the current diversity of Englishes and the
accompanying prejudice against other-accented English speakers, ELT practices that are
dictated by fear students will face this type of discrimination are no longer sustainable.

WE acquisition will not hinder a student’s ability to learn to communicate in English. On
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the contrary, it will aid in that process by developing her inter-cultural awareness and by
giving her a more thorough understanding of how to accommodate and normalize for
other English speakers’ accents, how to self- and other-repair when communication
breakdowns occur, and how to negotiate meaning through pragmatic strategies. Perhaps
more importantly, she will learn that her variety of English, whether accented or not, in
accord with her own judgement of whether it’s best to aim for native-like or accented
pronunciations, has the power to project her own individuality and, as such, she deserves

the respect of native and non-native English speakers alike.
Implications and Recommendations
For teachers.

Teachers may find the results of this study useful to compare to their own and
their students’ views of WE and the place it occupies in their classroom. As the video did
for the students in this study, small adjustments to existing curricula through the
incorporation of materials (videos, movies, conversations, group work, etc.) that highlight
speakers from all 3 circles of WE may be a first step toward improving students’
perceptions of their own and others people's accents’. A multicultural, multidialectal
approach to classroom practices may lead to increased comprehensibility of others'
accents as well as better intelligibility of the students' own accents. As shown in this
study, teachers are not currently using student feedback to determine the types and
amounts of WE materials they need to use in their lessons. Teachers should encourage

student discussion about who their interlocutors are or may be in the future while also

> For a comprehensive sample of lesson plans and other WE resources see Bayyurt and
Altinmakas (2012), Hino (2012), and Matsuda and Duran (2012).
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emphasizing that exposure to a wide range of accents is, even in a worst case scenario, an
opportunity for students to become familiar with how people around the world pronounce
English. Special attention should also be paid to students who, after having a thorough
understanding of CPH and WE—most likely students enrolled in higher intermediate and
advanced courses—feel native-like pronunciation fits their learning and/or personal goals
best. Teachers should familiarize themselves with phonetics resources such as the
University Of lowa's phonetics website at

http://soundsofspeech.uiowa.edu/english/english.html. They should also have phonology

practice sheets with, among other things, minimal-pair practice exercises (e.g. Avery and
Ehrlich's (2012) Teaching American English Pronunciation and Celce-Murcia, Brinto and
Goodwin's (2010) Teaching Pronunciation) readily available for their students in case
they express an interest in learning how to speak with a native accent. Teachers should
also emphasize that it takes high levels of commitment to the task of learning the L2
phonology and high self-motivation and support from the environment (from family,
friends and other teachers) to achieve this goal (Marinova-Todd et al., 2000). Student
success will depend, in great measure, on their thorough understanding of the importance
of the factors mentioned above, and copious amounts of work and dedication their
teachers should prepare them for. Finally, teachers who implement procedures toward a
paradigm shift from nativeness to WE/intelligibility approaches will experience strong,
either positive or negative, student reactions to the topic of WE. Teachers need to prepare
themselves to resolve questions and/or concerns arisen from their students deciding to
follow either approach, as well as to provide them with the support and encouragement

needed to pursue their chosen option.
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For TESOL training programs and ESL/EFL program administrators.

TESOL programs would be advised to include mandatory intercultural
competence and WE training in all MA-TESOL programs. These courses should also be
recommended for TESOL certificate students. At a minimum, TESOL programs should
make these courses available to all MA TESOL and certificate students in Methods
classes. In all cases, these classes should include student-teacher training on how to help
their future ELLs deal with accent-based prejudice and discrimination through classwork
and group activities; e.g., related to circumstances depicted in any of the movies listed in
the materials section in the literature review. Both TESOL and ESL/EFL program
administrators would also be advised to facilitate NNES resources for classroom use by
their instructors. Faculty diversification will also help TESOL trainees as well as ELLs
in all Three Circles benefit from these teachers’ unique perspectives about the place of
English in their lives. Finally, offering at least one WE class for advanced ELLs would

solidify WE concepts students learned throughout their education.

As indicated by Canagarajah (2016), the individual domains of study within
TESOL don't always develop in a parallel way. Where innovations in methodology or
SLA approaches have made their way to the classroom fairly quickly and in keeping with
research, others such as 35-year-old WE have not. It is imperative that ESL and EFL
program administrators, aided by teacher input from planning to implementation,
increment the amount and the quality of WE materials and approaches in ELL. By
engaging with teachers in healthy discussion about the very different landscape of today's
English compared to only 40 years ago, program administrators will encourage more

reflexive and reflective practitioners who are better trained to deal with their students'
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expectations for learning outcomes.
For future research.

It would be useful for EL teachers and program administrators alike to conduct
research in the area of WE classroom implementation, as well as whether implementation
of a curriculum with an explicit WE component would help students improve their self-
perceptions of accent. There also needs to be more research on ELLs perceptions of
fluent accented ESL speakers as role-models of pronunciation (e.g., Murphy, 2013).
Examining how teacher cognition affects perceptions of WE and its implementation
within the curricula is another area worth exploring. And as Canagarajah (2016) pointed
out, there also needs to be more research into the history of English as a subject topic in
Outer and Expanding circles practices. More research is also needed in the area of
NNESTs’ views of WE and its implementation in the classroom. Finally, a study on
student identity regarding L2 (with/without regard to L.1) accent would also be beneficial

for teachers' understanding of student/accent dynamics.

Chapter 5
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Conclusions

The purpose of this thesis was to find out how teachers and students felt about
“accented” English and its use in the ELT classroom. In this regard, only a small portion
of the results was at all surprising to me: the fact that the majority of the students
surveyed, with so little as a brief 4-minute exposure to World Englishes, expressed they
would welcome its addition to their ESL instruction. This is particularly surprising
because this study also showed a majority of the teachers surveyed do not use WE in the
classroom and those who do, do so implicitly without creating opportunities for their
students to critically assess the role of WE in their ultimate language attainment. Those
teachers who only address pronunciation sporadically or on a case-by-case basis
overwhelmingly use IC English because it is implicitly accepted (by the TESOL
community as a whole) to be the standard to which students should adhere. There is also
a feeling among English instructors that, if interested in incorporating WE in their
curricula, ESL program administrators might not support WE instruction because it is

believed, again, implicitly, that students might not take well to that kind of content.

We, the TESOL community in charge of spreading English around the world,
have sheltered our students from the imaginary harm WE might do to them. We are
withholding useful and irreplaceable knowledge. We appear to have forgotten that our
students can (and should) be supported in making their own choices regarding their
learning. We are denying them of the right to be discerning learners and face the
challenge to decide for themselves whether to go the native speaker route, or to develop
the courage to conclude accented English should afford them as many opportunities to

succeed in the real, English speaking world as non-accented English—there may come a
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day when choosing the most likely outcome, speaking accented English, might no longer
be seen as a “courageous” move but simply the consequence of learning English at a later
age—. In sum, we are robbing our students of learning opportunities that are

unadulterated by our institutionalized bias against all non-native Englishes.

Why, then, did the students in this study see benefits to learning about WE when

they have hardly been shown that these are important or worthy of any instruction time?

In order to answer this question, I find it useful to first acknowledge that ELT is
one of only a few topics of instruction where important factors that influence learning
outcomes such as explicit instruction, the development of critical thinking skills, and the
exploration of contrasting or differing views on the same topic (nativeness vs.
intelligibility are at or near the top of this list) are often left unsaid, unexplored, and
untaught. We—the TESOL community—haven’t learned how to be inclusive even when the
very nature of teaching English means bringing people from seemingly distant cultural,
ethnic, linguistic and other backgrounds closer together. We don’t go there, perhaps,
because we are paralyzed by the fear we will be partly responsible for our students facing
overt discrimination if we al/low them to be accented English speakers. Or, maybe, those
at the top of the TESOL ladder do not want to be responsible for accented English being
“anew normal,” as though it were not, already. Or, dare I say, might there be more
sinister reasons behind excluding a majority of English speakers’ accents from ESL (and
EFL) curricula and materials? Have we simply become accustomed to student
participation instead of membership in the English-speaking community, or is this
exclusion done on purpose? Conspiracy theories as these might sound, any of these

explanations is as good as any one justification any TESOL administrator, scholar,
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program administrator, or ESL instructor might have offered to date for keeping our

students in the dark about what we all have known for over 30 years: WE are here to stay.

If it seems like there are more questions than there are answers regarding the
absence of WE in the ELT classroom, it is because there are no satisfactory answers to be
given. I have no doubt that more instructors would embrace WE as an integral, can’t-do-
without component in their lessons if they were offered the training and the
encouragement to incorporate it into their lessons. But it is not only up to teachers to
deliver this long overdue perspective to ELLs; teachers are merely the vessel through
which the TESOL community as a whole, teachers included, can fulfill its responsibility
to present ELLS with all choices available to them. So, perhaps the answer to the
question why students were so open to learning about WE is a simple one: ELLs come
into our classrooms ready to embrace learning. The more important question then

becomes: When will TESOL start to meet the challenge?
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Appendices

Appendix A: Teacher Surveys

Q1 How old are you?
20-25 (1)
26-30 (2)
31-36 (3)
37-43 (4)
44-50 (5)

ORNOR G ORNOING®)

51+ (6)
Q2 Are you?

O Male(1)
O Female (2)
O Other (3)

Q3 Is English your first language?
O Yes. (1)

O  No. My first language is (2)

Q4 If English is your first language, do you speak English with an accent?

O Yes. How would you describe your accent? (1)

O No.(2)

QS5 If English is not your first language, do you speak English with an accent?

O Yes. How would you describe your accent? (1)

O No.(2)

Q6 What is the highest level of TESOL training you have received, if any? When and where did you
receive this training?

Q7 Have you ever lived and/or taught English outside the United States?
O  a) Yes. (Where, when, for how long) (1)

O No.(2)

Q8 Have you ever taught English pronunciation?
O Yes(1)
O No(2)
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Q9 What type of pronunciation did you teach?
O American English (1)

(O  British English (2)
()  Other dialect/s. Please explain. (3)

Q10 Are you satisfied with the amount of classroom time you’re able to dedicate to pronunciation
instruction? Please elaborate if necessary.

O Yes. (1)
O No.(2)

The following questions relate to your teaching practice with regard to World Englishes. Please elaborate
on your responses in the spaces provided, as needed.

Q1 Did you receive World Englishes-related instruction during TESOL training or at any time before
today?

O Yes. When/Where? Please explain the type of training you received. (1)
O No.(2)

Q2 Have you ever incorporated World Englishes pronunciations perspectives into your classroom activities,
lesson plans, or materials?

O Yes. (1)
O No.(2)

Q3 How, and how often, did you incorporate World Englishes pronunciation perspectives into your
classroom activities, lesson plans, or materials?

Q4 How important is it to you personally to receive training and/or to learn about World Englishes or other
"non-native" speaker pronunciation perspectives?

O Very unimportant. (1)

(O Somewhat unimportant. (2)

(O Somewhat important. (3)

O Very important. (4)

Q5 I feel itis to teach ESL students about World Englishes pronunciations (e.g.
Singapore English, Indian English, etc.)

(O  Very unimportant (1)

Somewhat unimportant (2)

Somewhat important (3)

O 00U

Very important (4)
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Q6 How important is it for your professional development that you receive World Englishes or other non-
native speaker pronunciation perspectives training?

O Very unimportant (1)

(O  Somewhat unimportant (2)

O  Somewhat important (3)

O Very Important (4)

Q7 1Itis that speakers of English as their second language can be successful in the
English-speaking world even if they cannot fully understand how other English speakers, native or non-
native, pronounce English.

O  Completely untrue (1)

O  Somewhat untrue (2)

O  Somewhat true (3)

O  Completely true (4)

Q8 Regardless of whether or not you have received World Englishes training, how important is it to you to
incorporate World Englishes perspectives into your lessons, materials, or into your practice in general?

O Very unimportant (1)

(O  Somewhat unimportant (2)

O  Somewhat important (3)

O Very important (4)

Q9 1tis that speakers of English as their second language can be successful in the
English-speaking world even if they pronounce English with an accent.

O  Completely untrue (1)

(O  Somewhat untrue (2)

O  Somewhat true (3)

O  Completely true (4)

Q10 What is "good pronunciation" when it comes to speakers of English as a Second Language?
(O  That they speak well enough so you can't tell they are ESL speakers. (1)

(O That they speak well enough so that they can be understood. (2)

()  Other. Please explain. (3)

Please watch the following video in its entirety before moving on to the next block of questions. The video
is roughly 4 minutes long.
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Q1 Do you feel the video you just watched or similar material related to World Englishes would be
beneficial in your classroom?

O Yes. (1)
O No.(2)
Q2 I feel that it is that students learn about World Englishes and/or non-native English

pronunciation perspectives.

O Very unimportant (1)

(O  Somewhat unimportant (2)

(O  Somewhat important (3)

O Very Important (4)

Q3 1tis for me personally to get training and/or learn about World Englishes or other
non-native pronunciation perspectives.

(O Very unimportant (1)

O  Somewhat unimportant (2)

O  Somewhat important (3)

O Very Important (4)

Q4 How important is it for your students' ability to be successful English speakers to be familiar with
English accents from around the World?

(O Very unimportant. Please explain. (1)

(O Somewhat unimportant. Please explain. (2)

O  Somewhat important. Please explain. (3)

(O Very important. Please explain. (4)

Q5 In your opinion, do the speakers in the video have "good pronunciation"?

O Yes. (1)
O No. ()
(O  Other. Please explain. (3)

Q6 In your opinion, how important is it to incorporate World Englishes pronunciation perspectives into the
ESL curricula?

(O Very unimportant (1)

Somewhat unimportant (2)

Somewhat important (3)

o O U

Very important (4)
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Q71Itis that my students can be successful English speakers even if they have an
accent.

O Completely untrue (1)

O  Somewhat untrue (2)

O  Somewhat true (3)

O  Completely true (4)

Q1 Would you like to be entered into a drawing for a chance to win one of seven $10 gift cards?
(O Yes. Please provide your name and email address on the next page. (1)

O No((2

Q2 Please provide your information

Name (1)
Email address (2)

Q3 Please choose one from the following:
O  Target (1)

O  Starbucks (2)

O Amazon (3)
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Appendix B: Student Surveys

Q1 How old are you?
O 18-21(1)
O 22-25(2)
O 26-29(3)
O 30-34(4)
O 35-39(5)
O  40-44 (6)
O 45+ (7)

Q2 Are you?
O Male (1)
O Female (2)
O Other (3)

Q3 What is your first language?

Q4 How long have you lived in the United States?
0-5 months (1)

6 months-1 year (2)
1-3 years (3)

3-5 years (4)

5-10 years (5)

ORNORCRORN O

10+ years (6)

Q5 How long have you been studying English in the US?
O 0-5 months (1)

(O 6 months-1 year (2)

O  1-2 years (3)

O 2+ years (4)

Q6 Who do you most often speak English with in the US?
(O Family/Friends. (1)
Coworkers. (2)

Teachers and other English students. (3)

O 00

Other. Please explain. (4)
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Q7 Do/did you speak English in your home country?
O Yes. With whom? (1)

O No.(2)

Q8 I live in the United States
O Permanently. (1)

(O Temporarily. I plan to go back to my home country when/after. (2)

() Prefer not to answer. (3)

QO I usually tell who speaks English as their first language and who does not.
O can(l)
O  cannot (2)

Q10 Have you ever taken an English pronunciation class?
O Yes. (1)
O No.(2)

Q11 When and where did you study pronunciation? What type of pronunciation did you learn (American,
British English, other pronunciation)?

Q12 Are you satisfied with the amount of English pronunciation instruction you receive on a regular
basis/during class?

O Yes. (1)

O No.(2)

Q13 Have you ever learned about other English pronunciations besides American or British English
pronunciations (for example, Singapore or Indian English)?

(O Yes. Where, what pronunciations? (1)

O No.(2)
Q1 Do you have an accent?
O Yes. (1)
O No.(2)

O  Sometimes. (3)
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Q2 Which best describes how you feel about your accent?
(O a)Ilike my accent. [ am fine speaking with an accent. (1)
O b) Idon’t like my accent. [ would lose my accent if I could. (2)

O ¢) I would like to speak like a native speaker (someone who learned English as their first language).
A3)

O d) I would like to change/improve my accent, but I don’t need/want to sound like a native speaker
(someone who learned English as their first language). (4)

Q3 Do you think it is possible for people who have accents to be successful in the English speaking world?
O Yes. Please explain. (1)

O  No. Please explain. (2)

Q4 What do you consider "good pronunciation" to be?

(O  a) Speaking well enough so that other people don't know English isn't my first language. (1)
O b) Speaking well enough so that other people can understand me. (2)
O  c¢) Other. Please explain (3)

Q5 Would you like to learn about English pronunciations from around the world? (this question is not about
you learning to speak with a Singaporean or an Indian English accent, it’s about whether or not you would
be interested in a lesson or in taking a class where you can learn about other English accents, the people
who speak with those accents, their culture, etc.)

O Yes. (1)
O No. ()
()  Other. Please explain. (3)

Q6 Would you like your teachers to use (more) materials that include English speakers from around the
world, in addition to speakers from the US?

O Yes. (1)

O No.(2)

(O My teachers already use materials with English speakers from around the world. (3)

Q7 Do you think you can be successful in the English-speaking world even if you don't fully understand the

way English speakers pronounce English (consider both people who have been speaking English all their
lives, and people who speak English as their second language)?

() Yes. Please explain. (1)

O No. Please explain. (2)
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Q8 Without taking into account if you, personally, would or would not take a class on English
pronunciations from around the world, how important is it to you that your teachers are familiar with this
topic?

O Very unimportant. (1)
O Unimportant. (2)

O  Important. (3)

O Very important. (4)

Please watch the following video from beginning to end before moving on to the next block of
questions. The video is roughly 4 minutes long

Q1 What types of English pronunciations did you hear in the video? (It is not important to list every
pronunciation variety (“accent”), or to get the varieties “right”. I am interested in learning if you can
identify any varieties besides American English. Please list as many as you can.

Q21 tell who in the video speaks English as their first language (since birth), and who
does not.

O Can(1)
O Cannot (2)

Q3 How would you describe your pronunciation?
O Thave an accent. (1)
O Idon't have an accent. (2)

O  Sometimes I speak with an accent, sometimes I can sound like an American English speaker. (3)

Q4 Which best describes how you feel about your accent?

(O a) My English accent is a part of who I am. I would like to keep my accent. (3)
(O  b) My English accent is not a part of who I am. I would like to lose my accent. (4)
O  c¢) Other. Please explain. (5)

Q5 Is it important for you to learn about the way other people speak English? For example, would you take
a class titled "Accents of the World" or "English around the World"? (Please note: This class would not
teach you to speak with any one particular accent. You would only learn about other English accents in
addition to American or British English, etc.)

(O  Yes. Please explain. (1)

O No. Please explain. (2)

Q6 What do you consider "good pronunciation"?

()  a) Speaking clearly enough that other people understand me. (1)
(O  b) Sounding like I have been speaking English since I was born. (2)
O  ¢) I’'mnot sure. (3)

Q7 Do you think it is possible for people to be successful in the English-speaking world even if they
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pronounce English with an accent?

O Yes. (1)
O No.(2)
()  Other. Please explain. (3)

Q8 Would you like your teachers to use materials regarding World Englishes, similar to the video you just
watched, in class?

O Yes. (1)
O No.(2)

(O My teachers already use similar materials where I can hear other English accents. (3)

Q9 Do you think you can be successful in the English-speaking world even if you don't understand
everything people with accents, such as those in the video, say?

O Yes. (1)
O No.(2)
(O  Other. Please explain. (3)

Q10 Do you think it's important your teachers receive training/learn about many varieties of English
pronunciations from around the world, such as those you saw in the video?

O Yes. (1)
O No.(2)
(O  Other. Please explain. (3)

Q1 Would you like to be entered into a drawing for a chance to win one of ten-$10 gift cards?

O  Yes. You will need to provide your name and email address. (1)

O No.(2)

Q2 Please provide your information:
Name (1)
Email address (2)

Q3 If your name is selected, please choose the store you would like to receive your gift card from.
O Target (1)

() Starbucks (2)

O Amazon (3)
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Appendix C: Invitation to Participate

Dear (MW/NW) ESL Faculty

My name is Marie Arrieta and I'm a student in the MA TESOL program at Portland State University in
Portland, Oregon. | am conducting a study on the perceptions and attitudes ESL teachers and
students have regarding World Englishes pronunciations, and | would like to recruit (MW/NW) ESL
teachers and students for my study. The only requirement for your participation is that you be an
(MW/NW) instructor currently teaching at least one (any level) ESL class at the time you take the
survey. If you are currently teaching courses in level 4 or above and think your students might benefit
from being a part of the study, please forward the attached letter to them.

Your participation is completely voluntary, and it would involve answering a survey and watching a
short 4 minute video. You may withdraw from the study at any time, even after starting the

survey. Your participation may be anonymous, or you may choose to be entered into a drawing to win
1 of 7 $10 gift cards for your time. You will need to provide your name and email address if you
choose to enter the drawing.

This study has been approved by (MW/NW)'s IRB Committee Chair.

If you have any questions, please email me at arriet@pdx.edu
If you would like to take the survey, please click on the link below:

https://portlandstate.qualtrics.com/SE/?SID=SV_8eS86FZsso0RCyV

Thank you for considering being part of this study!

Marie Arrieta
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Appendix D: Teacher Consent

(MW/NW) Teacher World Englishes Survey

You are about to take part in a World Englishes pronunciations study. Your participation is voluntary; you
may withdraw from this study at any time. If you decide to participate, please follow the instructions and
complete all parts of the survey. The survey consists of roughly 30 questions and one 4-minute video.

Only the first ten teachers to submit their completed surveys are eligible to be entered into a drawing to win
1 of 7-$10 gift cards. If you choose to enter the drawing, you will need to provide your name and email
address at the end of the survey.

By agreeing to fill out this survey, you acknowledge that you are an ESL instructor currently teaching at
least one class at (MW/NW). Thank you for participating!

O Tagree (1)

O Idisagree (2)
O If | disagree Is Selected, Then Skip To End of Survey. If | agree Is Selected, Then Skip To
How old are you?
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Appendix E: Student Consent

(MW/NW) Student World Englishes Survey

You are about to take part in a study regarding World Englishes accents. Your participation is voluntary and
will in no way affect your grades and/or your performance in your class/es. You may stop taking the survey
at any time, even after starting it. The study consists of a survey of about 30 questions, plus a 4 minute
video. If you decide to participate, please follow the instructions and complete all parts of the survey to the
best of your knowledge. There are no “right” or “wrong” answers.  Your participation will be completely
anonymous, unless you choose to be entered into a drawing to win one of ten $10 gift cards of your
choosing. If so, you will need to provide your name and email address at the end of the survey. Only the
first 20 students to successfully submit their survey may be entered into the drawing. By agreeing to fill
out this survey, you acknowledge that you are at least 18 years of age and a student of English as a Second
Language enrolled in at least one (MW/NW) course Level 4 or above.  Thank you for participating!

O Tagree (1)

O 1disagree (2)
O If I disagree Is Selected, Then Skip To End of Survey. If | agree Is Selected, Then Skip To
How old are you?
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