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UNIVERSITY OF SOUTHAMPTON
ABSTRACT
FACULTY OF HUMANITIES
DOCTOR OF PHILOSOPHY
AN INVESTIGATION OF JAPANESE UNIVERSITY STUDENTS  ATTITUDES
TOWARDS ENGLISH
By Nicola Galloway

As a global language, English has spread to the extent that non-native speakers now
outnumber native speakers. In the last few decades, a body of research literature has
emerged demonstrating the decreasing global relevance of native English speakers, and
calling for a re-evaluation of English Language Teaching (ELT) practices, in order to
better prepare students for using English as a global lingua franca. However, students’
needs and attitudes towards English and ELT must be fully investigated before
curriculum changes can be suggested. Many attitude studies conclude that students
favour native varieties of English. However, such research often uses single research
methods and very few relate attitude studies to ELT. Further research is required
regarding students’ attitudes towards English, the factors influencing these attitudes and
how they relate to ELT. Moreover, few studies have investigated these proposals in any
depth or explored the impact of course instruction in the global uses of English on
students’ attitudes.

This thesis is an investigation of Japanese university students’ attitudes towards
English and English teachers in relation to the use of English as a lingua franca (ELF).
In order to widen the scope of understanding, this research employed a mixture of
guantitative and qualitative measures to obtain data about the participants and their
attitudes. Thus, questionnaires, interviews and focus groups were used. Following the
introduction, chapter two and three provide a literature review. Chapter four outlines the
methodology, and the results are presented in chapters five, six and seven. Chapter eight
presents a discussion of the results and the implications of this study for teaching
English are discussed in chapter nine. The findings suggest that English is seen as a
language belonging to native English speakers and those students want to learn native
English. However, the results highlighted that a number of factors influence students’
attitudes. The findings also demonstrated that the study of Global Englishes influenced
students in a number of ways, including their motivation for learning English, attitudes
towards varieties of English and attitudes towards English teachers. It encouraged them
to question notions of ‘standard English’, was helpful for future ELF communication
and raised their confidence as English speakers. In sum, the findings of this study
provide an empirical basis for a re-evaluation of ELT and suggest that Global Englishes
Language Teaching is something that should be further investigated.



Contents

Abstract

List of Contents

List of tables

List of figures

List of accompanying material
Declaration of Authorship
Acknowledgements

Abbreviations

Chapter One: Introduction

1.1 Who speaks English?

1.2 Attitudes towards the spread of English
1.3 Current study

1.4 Thesis structure

Chapter Two: English and English language
teaching

2.1 The native English speaker in English language teaching

2.2 The decline of the native English speaker
2.2.1 Legitimacy of the terms “Native’ and ‘Non-native’
2.2.2 Questionable targets and growing awareness of English as a lingua franca
2.2.3 English as a lingua franca

2.3 Teaching English: Global Englishes Language Teaching
2.3.1 Increased exposure
2.3.2 Local relevance and culture
2.3.3 Introduction to GE related issues
2.3.4 Flexibility
2.3.5 English teachers

2.4 Barriers to change

2.5 Japan
2.5.1 Historical context

2.5.2 English education

Xi
xii

Xiii

oo W W

11
11
12
14
16
17
18
20
21
24
25
28
28
29



2.5.3 Japanese English
2.5.4 Recent proposals
2.6 Chapter summary

Chapter Three: Attitude

3.1 Attitudes and their importance
3.2 Why do people have certain language attitudes?
3.2.1 Factors influencing attitudes
3.2.2 Attitude change
3.3 Research methods used in language attitude studies
3.3.1 Societal treatment
3.3.2 Indirect approach
3.3.3 Direct approach
3.4 English language attitude studies
3.4.1 Attitudes towards native English
3.4.2 Attitudes towards both native and non-native English
3.4.3 Language attitude studies related to the pedagogical context of English
language teaching
3.4.4 Teachers’ attitudes towards the role of Global Englishes
3.4.5 Students’ attitudes towards the role of Global Englishes
3.4.6 The influence of Global Englishes instruction
3.4.7 Summary
3.5 Attitudes towards teachers of English

3.5.1 Studies that involve attitudes when teachers share the same first language

3.5.2 Non-native English teachers with a different mother tongue
3.5.3 English teachers
3.6 Chapter summary

Chapter Four: Methodology

4.1 The aims of the study
4.1.1 Research questions
4.1.2 Research setting
4.2 Research instruments
4.2.1 Data collection procedure

4.2.2 The questionnaire development

31
35
38

39

39
4
4
44
45
46
46
47
48
49
50
52

55
59
62
64
64
65
67
69
71

73

73
74
74
75
77
79



4.2.3 Interviews

4.2.4 Focus groups

4.2.5 Ethnographic approach
4.3 Credibility of research findings
4.4 Risks and limitations

4.5 Chapter summary

Chapter Five: Questionnaire data analysis

5.1 Data analysis tools
5.2 Results
5.2.1 Respondents
5.2.2 Results in relation to research questions
5.3 Summary of quantitative results
5.4 The open-ended questionnaire results
5.4.1 The open-ended questionnaire thematic framework
5.4.2 Questionnaire results in relation to the thematic framework
5.4.2.1 Attitudes towards English
5.4.2.2 Attitudes towards learning English
5.4.2.3 Influence of Global Englishes class
5.4.3 Summary of open-ended results

5.5 Chapter summary

Chapter Six: Interview data analysis

6.1 Attitudes towards English
6.1.1 Beliefs about native English
6.1.1.1 Familiarity
6.1.1.2 Stereotypes
6.1.1.3 Future goals
6.1.1.4 Culture
6.1.1.5 Influence of teachers
6.1.1.6 Influence of America
6.1.1.7 Attitudes towards Japanese English
6.1.2 English as a means of communication
6.1.3 Beliefs about English as a global language
6.1.3.1 Familiarity

6.1.3.2 Shared non-nativeness

82
85
91
92
94
95

97

97

99

99
102
115
116
116
119
119
123
128
130
131

133

135
136
138
139
140
140
141
141
144
146
148
149
150



6.1.3.3 ELF experience
6.1.3.4 Identity
6.2 Attitudes towards learning English
6.2.1 Pedagogical beliefs about native English
6.2.1.1 Beliefs about standard English
6.2.1.2 Introduction of Global Englishes
6.2.1.3 Attitudes towards Japanese English
6.2.1.4 Negative attitudes towards non-native English teachers and non-
native English
6.2.1.5 Negative attitudes towards the dominance of America
6.2.2 Pedagogical beliefs about English as a global language
6.2.2.1 Stereotypes
6.2.2.2 Exposure
6.2.2.3 Negative attitudes towards the dominance of America
6.2.2.4 Introduction of Global Englishes
6.2.2.5 English as a lingua franca experience
6.2.2.6 Shared non-nativeness
6.2.2.7 Japanese teachers
6.3 Influence of the Global Englishes class
6.3.1 Raised awareness and image
6.3.2 Raised confidence
6.3.3 Improved comprehension and helpful for communication
6.3.4 Introduction of Global Englishes
6.3.5 Favourable attitudes towards native English

6.4 Chapter summary

Chapter Seven: Focus group data analysis

7.1 Attitudes towards English

7.1.1 English in Japan

7.1.2 Acquisition of a native English accent

7.1.3 Variety preference

7.1.4 English teachers™ nationalities

7.1.5 Global Englishes awareness

7.1.6 Attitudes towards non-native English
7.2 Attitudes towards learning English

7.2.1 Native English speaker ownership

7.2.2 Shared non-nativeness

151
152
154
154
155
158
159

159
162
163
164
164
166
167
169
171
171
172
173
177
178
181
182
184

187

190
190
195
201
206
208
212
214
214
215



7.2.3 Pronunciation
7.2.4 Introduction of Global Englishes

7.3 Influence of the Global Englishes class
7.3.1 Raised awareness of Global Englishes
7.3.2 Question notions of standard English
7.3.3 English language teaching

7.4 Chapter summary

Chapter Eight: Discussion of Results

8.1 Results in relation to the research questions
8.1.1 What are students” attitudes towards English?
8.1.2 How do these attitudes relate to English language teaching?
8.1.3 What factors explain these attitudes?
8.1.4 To what extent does Global Englishes instruction influence these
perceptions?

8.2 Chapter summary

Chapter Nine: Conclusion

9.1 Research rationale
9.2 Research questions, research methodology and findings
9.2.1 Research questions
9.2.2 Research methodology
9.2.3 Research findings
9.3 Implications of the research and recommendations for English language teaching
9.3.1 Exposure to non-native English
9.3.2 Global Englishes awareness raising
9.3.3 Alternative ‘models’
9.3.4 English as a lingua franca contexts and communities
9.3.5 Global Englishes language teaching materials
9.3.6 Global Englishes culture and identity
9.3.7 Teacher recruitment
9.3.8 Teacher training
9.3.9 Early introduction of Global Englishes
9.3.10 Global Englishes assessment
9.3.11 Summary of implications
9.4 Limitations of the research

217
219
220
223
225
226
227

231

231
231
236
239
251

254

257

257
258
258
258
259
261
262
264
265
267
268
269
269
272
273
274
275
276

Vi



9. 5 Further research

9. 6 Chapter and thesis summary

References

Appendices

Appendix 1:
Appendix 2:
Appendix 3:
Appendix 4:
Appendix 5:
Appendix 6:
Appendix 7:
Appendix 8:
Appendix 9:

Appendix 10:
Appendix 11:
Appendix 12:
Appendix 13:
Appendix 14:
Appendix 15:
Appendix 16:
Appendix 17:
Appendix 18:
Appendix 19:

Course material

Exploratory questionnaire

Pilot (Pre and Post) questionnaire

Main (Pre and Post) questionnaire

Interview guide

Pilot study focus group prompts

Pilot study moderator guidelines

Main study moderator guidelines

Main study focus group prompts

Consent form

Statistical results

Coding nodes for open-ended questionnaire analysis
Open-ended questionnaire node frequencies
Interview profiles

Coding nodes for interview analysis
Interview code frequencies

Focus group profiles

Coding nodes for focus group analysis

Focus group node frequencies

277
279

281
320

320
323
333
353
377
379
385
387
393
399
401
431
433
437
445
447
451
453
455

vii



List of Tables

Table 4.1: Series of data collection

Table 5.1: Students’ TOEIC scores

Table 9.1: Shifts in pedagogical practice
Table 9.2: A comparison of ELT and GELT

Table 11.1:
Table 11.2:
Table 11.3:
Table 11.4:
Table 11.5:
Table 11.6:
Table 11.7:
Table 11.8:
Table 11.9:

Table 11.10

Table 11.11:
Table 11.12:

Table 11.13:

Table 11.14:

Table 11.15:

Table 11.16:

Table 11.17:

Table 11.18:

Table 11.19:
Table 11.20:

Frequencies and percentages of demographic variables

Frequencies and percentages of English learning variables

Frequencies and percentages of English learning motivation

Frequencies and percentages for attractive varieties of English

Frequencies and percentages for varieties to imitate

Frequencies and percentages for countries to recruit English teachers

Frequencies and percentages for countries for ELT materials

Frequencies and percentages for important skills for English teachers

Paired t- test results for the relationship between attractiveness and variety
to imitate

: Chi-square results for the relationship between attractiveness and variety
to imitate

Students’ attitudes towards their English teachers

Paired t- test results for the relationship between countries to recruit
English teachers and for use in ELT materials

Cross tabulations for relationship between countries to recruit English
teachers and for use in ELT materials

Independent T-test results for the influence of background factors on
attitudes towards selected choice of varieties

Independent T-test results for the influence of background factors on variety
to imitate

Independent T-test results for the influence of background factors on
countries to recruit English teachers from

Independent T-test results for the influence of background factors on
countries to use in ELT materials

Paired samples T-test results for pre and post course questionnaire (GE
and non GE)

Paired T-test results for GE and non GE students

Paired T-test results for attitudes towards teachers (GE and

non-GE students)

Table 12.1:

Nodes and descriptions for questionnaire analysis

79

99
267
276
401
402
403
403
404
404
405
405

406

407
408

409

410

412

415

418

421

424

426

429

431

viii



Table 13.1: Node frequency in open-ended questionnaire

Table 13.2: Students™ experience using English in open-ended questionnaire
Table 13.3: Nodes coded together in open-ended questionnaire

Table 13.4: Matrix query results in open-ended questionnaire

Table 14.1: Profile of tourism interviewees

Table 14.2: Profile of GE interviewees

Table 15.1 Nodes and descriptions for interview analysis

Table 16.1: Node frequencies in interviews

Table 16.2: Nodes coded together in interviews

Table 16.3: Matrix query results for interviews (GE and non GE students)
Table 17.1: Focus group profiles

Table 18.1: Nodes and descriptions for focus group analysis

Table 19.1: Node frequency in focus groups

Table 19.2: Nodes coded together in focus groups

Table 19.3 Matrix query results for focus groups

List of Figures

Figure 2.1: A selection of job advertisements in Japan

Figure 5.1: Students’ experience abroad

Figure 5.2: Students’ current use of English

Figure 5.3: Nationalities of present and past English teachers

Figure 5.4: Students’ perceived future English use

Figure 5.5: Attractive varieties of English

Figure 5.6: Attractive varieties of English (Inner Circle, Outer Circle, Expanding Circle)
Figure 5.7: Variety of English to imitate

Figure 5.8: Varieties of English to imitate (Inner Circle, Outer Circle, Expanding Circle)
Figure 5.9: Students’ preferred English teachers

Figure 5.10: Students’ preferred English teachers (Inner Circle, Outer Circle, Expanding
Circle)

Figure 5.11: Students’ preferred ELT materials

Figure 5.12: Students’ preferred ELT materials (Inner Circle, Outer Circle, Expanding
Circle)

Figure 5.13: Important skills for an English teacher

Figure 5.14: The open-ended questionnaire thematic framework

Figure 6.1: Interview transcription conventions

Figure 6.2: The interview thematic framework

Figure 6.3: An example of a student’s listening journal

433
433
434
435
437
440
445
447
448
450
451
453
455
456
457

10
100
101
102
103
103
104
105
105
107

107
108

109
110
118
133
135
179



Figure 6.4: An example of a student’s presentation reflection
Figure 7.1: The focus group transcription conventions
Figure 7.2: The focus group thematic framework

List of accompanying material

A CDRom is provided that includes the textbooks used for both courses and full interview

and focus group transcripts.

180
188
189



DECLARATION OF AUTHORSHIP

I, NICOLA GALLOWAY,

declare that the thesis entitled

AN INVESTIGATION OF JAPANESE UNIVERSITY STUDENTS ATTITUDES
TOWARDS ENGLISH

and the work presented in the thesis are both my own, and have been generated by me as the
result of my own original research. | confirm that:

this work was done wholly or mainly while in candidature for a research degree at this
University;

where any part of this thesis has previously been submitted for a degree or any other
qualification at this University or any other institution, this has been clearly stated;

where | have consulted the published work of others, this is always clearly attributed;

where | have quoted from the work of others, the source is always given. With the exception
of such quotations, this thesis is entirely my own work;

I have acknowledged all main sources of help;

where the thesis is based on work done by myself jointly with others, | have made clear
exactly what was done by others and what | have contributed myself;

none of this work has been published before submission, or [delete as appropriate] parts of
this work have been published as: [please list references]

SHgNBA . ot e e

Xi



Acknowledgements

Firstly, my thanks go to my supervisor, Professor Jennifer Jenkins, who has
been an integral part of the development of this PhD thesis and a constant
source of much appreciated guidance. Her expert supervision helped me
from the start, and | am extremely grateful for her continued patience and

valuable advice during my candidature.

| should also like to support my Japanese friends for their advice on
English-Japanese translations, particularly of the questionnaire, focus

group prompts, moderator guidelines and transcriptions.

| also express my appreciation to family and friends, who have been very
helpful and supportive. | would especially like to thank my mother,

Eleanor, who has supported me all the way and been an invaluable help.
My gratitude and thanks also go to the research participants who

volunteered to participate in and support my research. This thesis would

not have been possible without them.

xii



Abbreviations

American English (AmEng)

Assistant Language Teacher (ALT)

British English (BrEng)

Canadian English (CanEng)

English as a Foreign Language (EFL)

English as a Lingua Franca (ELF)

English Language Teaching (ELT)

First Language (L1)

Global Englishes (GE)

Global Englishes Language Teaching (GELT)
Kanda University of International Studies (KUIS)
Multilingual English Teachers (METS)

Native English (NE)

Native Speaker (NS)

Native English Speaker (NES)

Non-Native English (NNE)

Non-Native English Speaker (NNES)

Non-Native English Speaking Teacher (Different first language) (NNESTdiffL1)

Open-Q (Open-Q)

Pre-course Questionnaire (Pre-Q)
Post-Course Questionnaire (Post-Q)
Standard English (SE)

Xiii



Chapter One: Introduction

The main objective of thisresearch isto investigate Japanese university students' attitudes
towards English and their English teachers from a fresh perspective, namely in relation to
the role of English asaworld language. Thisintroductory chapter begins with an
examination of the spread of English and attitudes towards the transformation of English
into aglobal lingua franca. Proposals regarding changes in English-teaching approachesin
relation to Global Englishes (GE) and the need for research that investigates students
needs and attitudes towards English language |earning are then outlined within the context

of the study. The thesis structure is then summarised in accordance with the research aims.

1.1 Who speaks English?

English has now spread to become an internationa language and as a result of globalization,
it is spoken by large numbers of people across a wide range of countries. Asaglobal lingua
franca, it isadominant or official language in over 60 of the 185 nation-states recognised
by the United Nations (Nettle & Romaine, 2000); in 1995-6, 85% of internationa
organisations used English as one of their working languages (Crystal, 2003), and English
radio programmes are listened to by 150 million people in over 120 countries (Crystal,
2008). English dominates the entertainment industry and over 80% of feature films rel eased
in cinemas worldwide in 2002 were in English (Crystal, 2003). English isaso dominant in
many academic disciplines, workplaces, international communications and publications.
Notwithstanding the issue of obtaining reliable estimates due to the lack of available datain
many countries and proportional biases in countries with large populations such as India,
Crystal (2008:1) estimates that there are currently roughly 1 billion English speakers
worldwide, and “in short, we have moved in 25 years from afifth to a quarter to athird of
the world' s popul ation being speakers of English” (Crystal, 2008:5). The most substantial

increase has been in the number of speakers of English as a second language (ESL), which



has almost doubled from 235,351,300 in 1997 to over 430 million in 2003 (Jenkins, 2009a).
Thus, Native English Speakers (NESs) have “lost their majority” (Graddol, 1999:58).

English has devel oped from the “ native language of arelatively small island nation” to “the
most widely taught, read, and spoken language that the world has ever known” (Kachru and
Nelson, 2001:9). Asaglobal lingua franca, it has undergone a number of linguistic
processes, resulting in an enormous spoken diversity and heterogeneity (Gnutzmann, 2005).
Speakers from different linguistic and cultural backgrounds utilise English as a Lingua
Franca (ELF) and many use varieties influenced by their mother tongue. Due to the
multiple profiles of English, speakers are traditionally categorised as speakers of English as
anative language (ENL), a second language (ESL), or aforeign language (EFL); the latter
isnow termed English as a Lingua Franca (ELF). Kachru's (1999) model of English
speakers divides these into the Inner Circle, Outer Circle and Expanding Circle (ENL, ESL
and EFL (or EIL/ELF)) and, despite the many criticisms of this model (e.g. Bruthiaux,
2003; Graddol, 1997; Jenkins, 2009a), it has been very influential in raising awareness of
the existence of varieties of English. Therefore, these terms are used throughout thisthesis.

The 20™ century saw a sharp rise in the number of speakers of English in the Expanding
Circle due to globalisation and the increasing global presence of America. The language s,
therefore, changing and assuming distinct formsin different contexts. It is no longer
relevant to associate English purely with native-speaking nations, but with a community of
English users who utilise and own the language as global ‘ shareholders . These

devel opments have precipitated a need to understand the new global role of English, its
character and related attitudes. It isalso time for acritical evaluation of the way Englishis
taught worldwide. The tradition of aiming towards NES targets clearly requires
investigation, since current English users require the language skills to participate in global

conversations and to be intelligible as users of an internationa language.



1.2 Attitudes towardsthe spread of English

With the spread of English, many academics point towards the advantages of a global
lingua franca. Tollefson (2000) suggests that a global language not only makes
international communication more efficient, but also reduces the probability of political
conflict and bridges intercultural communication barriers. As a business language, English
aids modernisation through worl dwide trade and access to technology (Kanyoro, 1991) and
has created a genuinely pan-European space for political debate. Kirkpatrick (2009) also
points out that, as the official working language of Association of Southeast Asian Nations
(ASEAN), English considerably reduces trandation and interpretation bills.

Conversely, many people refer to the ideological, cultural and elitist power of English and
the economic advantage it offersto NES countries and it has been labelled a form of
“linguistic imperialism” (Phillipson, 1992, 1997, 2000, 2003). English is also said to
perpetuate socio-economic divisionsin former colonies (Canagarajah, 1999; Phillipson,
2008), and has been criticised for being associated with the spread of Western culture
(Kubota, 1998; Pennycook, 1994). Phillipson (2003) also draws attention to the threat
English poses to indigenous languages. The ELT industry is a multi-dollar industry and
more than 586,000 international students are enrolled in US colleges and universities,

contributing roughly $12 billion to the US economy annually (Braine, 2005b).

This criticism extendsto ELT. NES norms, and their associated cultures, continue to
dominate. However, it is becoming increasingly clear that such norms are now irrelevant to
learners, who are likely to use English as a lingua franca (ELF) with speakers from many

parts of the globe. New approachesto ELT require investigation.

1.3 Current study

Students’ ‘desire’ for NESTs (Medgyes, 1994; Llurda and Huguet, 2003; Benke and
Medgyes, 2005; Lasagabaster and Sierra, 2005; Pacek, 2005) is often used to justify the

continued recruitment of Inner Circle teachers and the use of materials from those countries.



However, this preference of NE may represent ssmply an uninformed choice, asit isthe
only option for many students. As Chapter Three illustrates, preference for a native English
speaking teacher (NEST) in Benke and Medgyes' (2005) and Lasagabaster and Sierra’s
(2005) studies was related to student proficiency, and to the country where the students
were studying, in Pacek’s (2005) study. Nevertheless, many students remain uninformed
about alternatives and traditional ELT, with its NES focus, does not meet the needs of
students learning the language for ELF usage. However, literature published in the last few
decades documents the increasing number of non-native English speakers (NNESs),
stresses the increasing irrelevance of NESs and the need for arevaluation of ELT practice.
Thus, while current ELT focuses on teaching the language itself, particularly that used in
the Inner Circle, research studies are required that investigate alternative approaches,
particularly those that include greater emphasis on raising awareness of Global Englishes
(GE).

However, curriculum changes should not be made prematurely and it is not only important
to analyse English usage, but also students’ attitudes towards the language and what
influences these attitudes, in order to gain a deeper understanding and to think critically
about English education. Nevertheless, as Chapter Three shows, many studies to date use
single research tools, and the many factors that influence attitudes are often ignored.
Moreover, only afew studies have connected English language research with the classroom
context and many of the research toolstell uslittle about what would be useful to prepare
students for future English use. In addition, despite the increasing body of literature
stressing the need for curriculum reform, few studies have examined what a new approach

would look like and its potential influence on students’ attitudes.

Therefore, | contribute herein to existing research by investigating Japanese students
attitudes towards English and their English teachersin relation to the role of English asa
world language. My previous research (Galloway, 2008) examined the changing role of
NESTs and their self-reflections on English instruction in Japan. A further M Sc-related
study exploring NESTs' impacts (Galloway, 2009) raised further questions regarding
students attitudes towards English teachers and ELT in Japan. This PhD research



investigates Japanese university students’ attitudesin depth. My overall research amisto
investigate attitudes towards English and English teachers, and to what extent Global
Englishesinstruction influences these perceptions. This generated three research questions

asfollows:
1. What are students’ attitudes towards English?
2. How do these attitudes relate to English language teaching?
3. To what extent does Global Englishes instruction influence these perceptions?

The aim isto provide richer insights into Japanese students' orientations, by exploring the
reasons underlying their attitudes. Attitudes of students taking a GE class are compared
with those who don't, in order to explore the effect of direct knowledge of GE, building on
previous research and on proposals for change in ELT. Therefore, this study also covers
curriculum design and materials devel opment for the GE course, samples of which are
provided on the accompanying CD Rom. It isimportant to point out that the term GE,
which isexplained in detail in Chapter Two, includes varieties of English from the Inner
Circle, Outer Circle and Expanding Circle (World Englishes (WE)) and ELF.

Reasons for selecting Japan as the site for data collection are fully discussed in Chapter
Two. With seven years experience teaching English in elementary, junior and senior high
schools and universities in Japan and a working knowledge of the Japanese language, |

have been able to make long-term observations as both a foreigner and an English teacher.

Japan is known for being monolingual, monoethnic and monocultural (Maher and Y ashiro,
1995; Noguchi and Fotos, 2001). The total population is about 127, 700, 000, of which
98% are categorised as ethnically Japanese (Suzuki, 2006). English is primarily used to
communicate with people outside of Japan, although the language appears everywhere.
There are numerous English language schools, radio and TV programmes and English
newspapers. In addition, Japan is one of the largest commercial markets for English-
language instruction in the world, and the ELT industry was valued at 554,255,000 yen
(approximately US$5,731,000) in 2007 (Y ano, 2007). It isalso usually the only foreign

language option available in compul sory education. It has clearly been elevated to the status
5



of “marvellous tongue’ (Pennycook, 1998), and in 2000 there was even a proposal to make
it the official second language (Suzuki, 2006).

Japan is also an interesting country in which to research English language attitudes, due to
the increasing opportunities for ELF and the recent proposals that have been suggested for a
new approach to ELT. Furthermore, Japan is a member of the Expanding Circle and as
Canagarajah (2006) and Berns (2005) note, more research is needed there. A body of
literature on Outer Circle Englishes exists and it is hoped that this study will contribute to
an understanding of Expanding Circle English, its use and the attitudes of those learning it.
Thereis aso aready a well-established discourse of GE in Japan and the journals, Asian
Englishes and the Japanese Association for Asian Englishes, both originated there. It isthe
intention of this research study to push the GE discourse further and to suggest directions

for both future research and ELT.

1.4 Thesis structure

Chapters Two and Three provide a literature review. Chapter Two comprises an overview
of the theoretical developments surrounding the spread of English. It begins with a critical
review of the rise inimportance of the NESin ELT, followed with a critique of the
literature that questions the relevance of the NES, leading to a discussion of the growing
importance of GE. It supplies a contextual backdrop for the study, to enable a deeper
understanding of the research participants wider social context. The role of Englishin
Japan, the devel opment of a distinct Japanese variety of English and attitudes towardsit are

examined.

Chapter Three concentrates on the importance of studying language attitudes. Relevant
research iscritically examined and it provides the theoretical basis regarding the need for
further study.

The subsequent chapters relate to the empirical study. Chapter Four gives a detailed
description of the methodological design. Firstly, the objectives and the research questions



are outlined, followed by an account of and rationale for each of the research methods.
Next, the research questions are discussed, followed by a description of the methodology.
The chapter also discusses the research setting, data collection procedure and the
development of the research instruments. A brief discussion of the credibility of the
research findings is then undertaken before the ethics and risks of the study are detailed.
Finally, the limitations of the study are discussed.

Chapter Five presents the quantitative results and begins with an outline of the respondent
characteristics and statistical procedures. The results are then stated in relation to the
research questions. The chapter then presents the open-ended data analysis tools, followed
with the development of the thematic framework, the open-ended results and ends with a

summary of the questionnaire results.

Chapter Six begins with an outline and description of the interview data analysistools,
followed by an explanation of the transcription guidelines and an overview of the
development of the thematic framework. The interview results are presented in relation to

each main theme, followed by a summary.

Chapter Seven presents the focus group results. The data analysistools are described,
followed with the thematic framework. This follows with the results and the chapter ends

with asummary of the resultsin relation to previous results.

Chapter Eight begins with a comparison of the results over the different data methods. Then,

amore holistic summary is offered in relation to previous research and literature.

Chapter Nine provides a summary and conclusion. It begins with a brief synopsis of the
literature review and then returns to the objectives of the study and the research questions,
giving asummary of the results. The chapter also provides a discussion of the implications
of the research in relation to ELT and outlines approaches to Global Englishes Language
Teaching (GELT). It concludes with a consideration of the limitations of this study and

possible areas for further research.






Chapter Two: English and English language teaching

This chapter provides an analysis of the literature concerning the dominance of the NES in
ELT, followed by a discussion on the diminishing importance of the NES in light of the use
of ELF. It then proceeds to examine the growing importance of GE and related suggestions
for ELT.

2.1 Thenative English speaker in English language teaching

Traditionally, theories about language learning have typically posited the Native Speaker
(NS) asthe ‘ultimate goal’ (Van der Geest, 1981; Stern, 1983) and, as with “many
hegemonic practices, there has been atendency to accept it without question” (Phillipson,
1992:15). The NESisused as ayardstick of competence and many language attitude
studies have concluded that students prefer Native English (NE). Chomsky’ s use of the
expression “ native speaker” asthe “idea speaker-listener, in acompletely homogenous
speech community, who knows its language perfectly” (Chomsky, 1965), has resulted in
the NSideal remaining a central part of the ELT profession. Furthermore, even when the
focus shifted from the Chomsky-inspired idea of “linguistic competence’ to the Hymesian
notion of “communicative competence”, despite not being Hyme' sintention the NS served
asthe yardstick (Rajagopalan, 2004; Rampton, 1995).The attitudinal loading of terms such
as “native speaker” have also trandated into a preference for NSs (Mahboob, 2004:77) and
the NS' s status as “the uncrowned king of linguistics’ (Mey, 1981:73) is upheld.

NESs dominate ELT materials, examinations (Cook, 1999; Seidlhofer, 1999) and major
ELT periodicals. Thus, as Jenkins (2007:48) states, “NNS English countries emerge as
places where NSs of English go to teach, NS countries as places that NNSs go to learn, and
where experts and authoritative publications originate”. This prgudice isalso evident in
hiring practices (Bamgbose, 1998; Cook, 2005), as figure 2.1 shows. In countries such as

Japan, where interlocutors are likely to be other NNESs, obtaining a teaching position for a
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NNEST isamost impossible, although for a Native English Speaker (NES), education is
merely “ preferred”. Thousands of language teaching jobs worldwide advertise for NESs,
“addressing a hypothetical preference by L2 learnersfor NESTS’ (Moussu and Llurda,
2008:316). However, as the next chapter will highlight, how far students preferences for
NESs or NESTsjustifies the status quo is questionable.

Figure 2.1: A selection of job advertisementsin Japan.

ENGLISH TEACHER.
Full-time. 250,000yen/month...... Native English speaker and university degree (Education preferred) required.’

ENGLISH TEACHER. Full-time, 40 working hours/week. Native English speaker required. "Univer sity degree not
required if applicant hasvisa."

ENGLISH TEACHER. Full-time, 40 working hours/week. Follow an English language curriculum which contains
detailed lesson plans for every class.Teaching experience preferred. "Applicants from countries where English is not the
native language must have atotal of at least 10 years of education from schools where English is the primary mode of

education, including a Bachelor's degr ee from an English spesking country.”

(ohayosensei.com, February, 2009).

In addition, as Cook (1999:196) points out, “this acceptance of the native speaker model
does not mean these attitudes are right”. Nevertheless, Clark and Paran’s (2007)
questionnaire results show that the majority of those responsible for hiring teachers judged
the ‘ native speaker criterion’ to be either moderately or very important. Moussu’ s (2006)
study also showed that hiring NESs is often a political and money-driven move. NESs
continue to attract students, although as Holliday (2008) argues, it is unlikely how far
students' preferences would be provided for if, for instance, they requested male or white

teachers.

Additionally, despite the spread of English and the use of ELF, indigenised, ‘new’ varieties
are still viewed as ‘deficient’ or ‘fossilised’ versions. Bamgbose (1998) argues that, while
NES English change is often seen asa sign of creativity and innovation, NNES-led change
islabelled as an error. Mufwene (2001:107) adds that the indigenised Englishes of the
Outer Circle are treated as the “illegitimate” offspring of English, while NES varieties are
regarded as the “legitimate” offspring because of the (mistaken) belief that they have
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evolved from old English without “contamination”. However, as English spreads beyond its
original boundaries, many countries are making it their own as they adapt it for their uses.

Thiswill be discussed more fully in relation to Japan in the latter part of this chapter.

However, as outlined in Chapter One, despite their dominance, the idealistic notion of the
NES prevalent in the 1960s has been called into question in recent years. The ‘ decline of
the NES', leading to the growing awareness of GE and the need for curriculum reform in
ELT, will now be discussed.

2.2 The decline of the native English speaker

The decline in importance of the NES can be seen in many ways. Firstly, the legitimacy of
the term has been called into doubt (Braine, 1999; Kramsch, 1997; Medgyes, 1994,
Paikeday, 1985), a number of people have questioned the notion that NESs represent the
ideal teacher (Mahboob, 2004; Medgyes, 1994; McKay, 1992; Pacek, 2005; Phillipson,
1992; Prodromou, 1992; Rampton, 1990; Tang, 1997; Widdowson, 1994) and there has
also been a growing realisation of the cultural problems NESs face when teaching abroad
(Pacek, 2005). Furthermore, the growing awareness of GE, firstly WE and more recently
ELF, has highlighted the increasing irrelevance of the NES model in ELT.

2.2.1 Legitimacy of the terms‘Native' and ‘Non-native

A substantial body of literature exists on what definesaNS (Davies, 1991, 2003; Nayer,
1997; Park, 2007; Paikeday, 1985 and Rampton, 1990, 1995). Many scholars have
attempted to provide a workable and rational distinction between a NES and a NNES.
Paikeday (1985) argues that the NS “exists only as a figment of alinguist’s imagination”,
preferring the term “ proficient user”. Rampton (1990, 1995) proposed that, in addition to
language expertise, the concept of a NS includes language affiliation and language
inheritance, although “ expertise” isthe main criterion. Davies (1991, 2003) proposed five
defining features of a NS although these are neither necessary nor present in all average
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NESs. Furthermore, studies reveal that many self-ascribed NNESs can pass for NESsin
certain situations (Inbar-Lourie, 2005) and that self-ascribed NESs can be taken for NNESs
by their students (Moussu, 2006).

The terms ‘native’ and ‘non-native’ have been criticised for being evaluative and
judgemental, ascribing power to NEST's, while presenting the NNEST s as “lacking”
something (Holliday, 2005). It has also been viewed as “a skewed perspective” (Firth and
Wagner, 1997) and this “life-long apprenticeship for the L2 speaker” (Tollefson, 1995)
undoubtedly has negative effects on the confidence of NNEST's, and hinders Second
Language Acquisition (SLA). Cook (1999) refersto Labov’s (1969) classic argument that
one group should not be measured against the norm of another. People cannot be expected
to conform to the norm of a group to which they do not belong, whether groups are defined

by race, class, sex, or any other feature.

Moreover, as Seidlhofer (2003b:183) argues, the terms imply homogeneity, although most
NESs don't speak a “standardized” version and monolingualismis no longer the norm.
Furthermore, the division is not clear cut and “the concepts ‘ native speaker’ and ‘ mother
tongue speaker’ make little sense in multilingual societies where it may be difficult to

single out someone’s mother tongue” (Kirkpatrick, 2007:9).

Nevertheless, the terms NES and NNES have now become the reality and the former
continues to be used as a yardstick of competence in the language. Thus, despite the various
problems associated with these terms, they are commonly used and, while the terms are
utilised in thisthes's, it isimportant to note the problems with them discussed above,

particularly today, when more importance should be placed on multilingual users.

2.2.2 Questionable tar gets and growing awar eness of English asa lingua franca

In addition to the irrelevance of the terms, the issue of expecting near-native proficiency
has al so been heavily discussed in the last two decades (e.g. Cook, 1999; Firth and Wagner,
1997; Kramsch, 1993; Medgyes, 1992; Modiano, 2001; Smith, 1983; Timmis, 2002;

Tollefson, 1995), and it is becoming increasingly clear that new competencies are required
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to make English more relevant for ELF usage. The NES model has been criticised in terms
of itsimpossibility (Cook, 2005) and research carried out from the 1970s to the 1990s,
involving both NESs and NNESs has demonstrated that NES accents are by no means the
most intelligible to NNES ears (Jenkins, 2006a). “In Brussels, native English-speakers are
notoriously hard for colleagues to understand: they talk too fast, or use obscure idioms”
(The Economist 12.02.09). In fact, NESs are often at a disadvantage when brokering deals
in their mother tongue and foreign clients often prefer to work with other NNESs
(Newsweek, 5.05.08). Consequently, companies have been set up, such as London’s
Canning School, to teach “ Offshore English”, which consists of roughly 1,500 of the most
common English words and excludes idioms, which are often unintelligible to many

speakers of other varieties of English (Canning website, n.d).

Furthermore, in an erawhere English isincreasingly used in internationa contexts, are-
assessment of student goalsisrequired (Ferguson, 2006; Llurda, 2004), as the NES model
failsto equip students for the real-world uses of English, at least for those who do not
require English for NES contexts (Grau, 2005). Many believe that English now “belongs to
everyone who speaksit, but it is nobody’s mother tongue”’ (Raagopalan, 2004:111) and
Widdowson (1994:385) states “How English develops in the world today is no business
whatever of native speakersin England, the United States, or anywhere else...... They are
irrelevant”. However, this claim is not widely accepted and Trudgill (2005:87), for
example, notesthat, while NESs may not “own” English, it “stemsfrom them” and even
“resides in them”, although as Jenkins (2007) notes, thisis only true of NE. Perhaps more
correctly, Brutt-Griffler (2002:179) notes that Inner Circle varieties are only the “source of
aworld language, not the world language itself”. As Widdowson (1997:136) notes,
language “is not transmitted without being transformed” and English has not spread asa
“set of established encoded forms’ (ibid:139) like a“franchise language”, but “it spreads,
and as it does it gets adapted as the virtual language gets actualized in diverse ways,

becomes subject to local constraints and controls” (ibid:140).

Jenkins (2006b) distinguishes between a foreign language and a lingua franca. In the former,

the ultimate goal may be near-native competence, a“deficit” perspective prevails and code-
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switching/code-mixing is viewed as the result of gapsin knowledge. On the other hand, in
the latter, code-switching and code-mixing are seen as natural. “Multicompetent” language
users (Cook, 1999:190) should not be penalised for using their L1 and own culture (C1) as
aresource to aid communication. From this perspective, concepts such as interlanguage and

fossilisation are irrelevant.

2.2.3 English asalingua franca

Smith (1976) discussed EIL as early as 1976 and Jenkins (2003) notes that, since the mid
1990s, it has become increasingly common to find EFL speakers referred to as speakers of
EIL or, more recently, ELF. The large number of terms can cause confusion and
researchers must be clear about those that they choose to employ . In this thesis, WE, ELF
and GE are the chosen terms. The concept of WE includes varieties of English from the
Inner Circle, Outer Circle and Expanding Circle, and ELF involves the use of English
between speakers from different L1s. GE includes both concepts and, in the ELT context,
involves raising students awareness of GE amongst other things.

Therefore, in thisthesis, the term ELF is used to describe English when it isused in
intercultura situations. Phillipson (2008; 2009) claims that |abels such as “lingua franca’
are misleading, lead to the belief that the language is culturally and ideologically neutral,
and substantiate the processes of language hierarchisation. He believesthat “Englishis
frequently legitimated in this way by its native speakers’ (Phillipson, 2008:260), a point
also raised by Holliday (2005:9), who criticises the concept of ELF as* yet another * Centre-
led’ definition of what English should be”. However, English is, already, the ‘ default
language’ in a number of fields, and researchers, who are mostly NNESs, do not ‘ignore’
other languages, but seek to empower NNESs. ELF researchers recognise the problems

associated with the spread of Inner Circle English, and ELF minimises the aspects of

! Various other terms have been used to describe the use of English among people from different language
backgrounds, including “World English” (Brutt-Griffler, 2002), “English as a Global Language” (Crystal,
2003; Gnutzmann, 1999), “English as aworld language” (Mair, 2003), “International English” (McKay,
2002), “Global English” (Crystal, 1997) and “English as a medium of intercultural communication”
(Meierkord, 1996).
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linguistic and cultural imperialism, seeing the L1 and C1 of its users as aresource, not a
hindrance. ELF isnot one single variety of English, but the English used by people of
different L1s. Similarly, it does not represent a ssmplified version of English, but isa
description of the way in which English is used between speakers of different languages. It
isavery different concept to ESL and EFL, and although it includes NESs, empirical work
on describing it does not involve alarge proportion of them (Seidlhofer, 2004).
Additionally, it isnot a NES that provides alinguistic reference point, but an “expert in
ELF use” (House, 2003). Therefore, ownership isremoved from NESs, ELF speakers
construct their own norms, and unlike Inner Circle English, it isnot a*“lingua

frankensteina’. It does not destroy other languages, but embraces them.

While attempts at the systematic study of the nature of ELF are scarce in comparison to NE,
in recent years alot of research has been conducted. Research has been carried out in
phonology (Jenkins, 2000), the use of idioms (Pitzl, 2009; Seidlhofer and Widdowson,
2009), pragmatics and culture (Baker, 2009; Cogo, 2009; Hulmbauer, 2009; House, 2003a;
2003b; Kaur, 2009; Mauranen, 2006; Meierkord, 2002; Pitzl, 2005; Polzl, 2003; Polzl and
Seidlhofer, 2006) and lexicogrammar (Bjorkman, 2009, 2010; Breiteneder, 2005; Dewey,
2007; Seidihofer, 2004). Other ELF research has also shown how ELF speakers exploit
‘virtual language’ (Widdowson, 1997, 2003; Seidlhofer and Widdowson, 2009) and shared
‘non-nativeness when they use ELF (Firth, 1996; Hilmbauer, 2009). Thereisaso an
increase in corpora (e.g. the English as alingua francain Academic settings (ELFA) corpus
(Mauranen, 2003), the Studying in English as a Lingua Franca (SELF) project, the Vienna-
Oxford International Corpus of English (VOICE) (Seidlhofer, 2004), the Asian Corpus of
English (ACE)) and dictionaries (e.g. The Macquarie Dictionary (1997) which includes
words from arange of Southeast Asian Englishes). Such work has shown that ELF features
are not just “errors’ caused by different L1s, but common features of spoken English.
These studies are invaluabl e to raising the profile of ELF and understanding the forms and
functions of English in international situations. Jenkins' s (2000) work on phonology, for
example, highlights the pronunciation features which impede mutual intelligibility in ELF
conversations and those that are essential for intelligibility. This ground-breaking research

supports arguments in the literature of the irrelevance of NES norms for those that use
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English in international contexts and adds to the very scarce bank of resources available to
teachersinterested in GE.

Work in thisareais clearly growing and more research is needed to investigate the possible
transition from ELT to GELT, particularly in contexts where English isbeing learned to use
asaglobal linguafranca. Research is needed that investigates new ways of raising
students awareness of GE, how speakers from very different L1s and Clsinteract to
construct meaning, and peoples’ attitudes should be explored. While, for many, the NES
model may be preferred and even more relevant, the presence of aternatives will ensure
that students are making an informed choice. The continued use of the NES model
perpetuates stereotypes that NESs ‘own’ the language and promotes the fallacy that the
ultimate goal of English language learnersisto achieve native-like competence. In addition,
the continued recruitment of NESs as English teachers also reinforces the narrow definition
of pedagogical expertise. NES norms also prevail in ELT, due to the lack of other options
and unawareness about GE.

The next section continues with an examination of the main proposals for GE that have

been put forward in recent years.

2.3 Teaching English: Global Englishes L anguage Teaching

English is now not only a global language, but istaking on many different formsin the
various contexts in which it is used. As aresult, students learning the language may now
require something very different. Thus, while it has been pointed out that no firm
curriculum proposals can be made without further research, many scholars have begun to

suggest future directions.

Suggestions for a new approach include afocus on the global nature of English and raising
students’ confidence as speakers of aglobal language. A review of the literature and
proposals suggest that Global English Language Teaching (GELT) would include a focus
on NNE and ELF, including the students’ own variety of English, GE related issues, ELF
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contexts and communities and awareness raising in relation to GE culture and identity. In
this approach then, English is disassociated from its NESs, and, with regardsto linguistic
benchmarks, emphasis is taken away from the NES and put on the * Expert ELF users'.
These proposals are examined in turn below.

2.3.1 Increased Exposure

English is now spoken in amost every corner of the globe and we are now faced with who
the legitimate speakers of this global language are and whose variety is worthy of
description. However, with several ‘owners from disparate backgrounds, GELT promotes
amore global ownership of the language. Instead of striving to conform to rigid, outdated
NES norms, as Cook (1999) pointed out, people should not be expected to conform to the
norm of a group to which they do not belong. ELF speakersform part of an ELF
community and, thus, it isirrelevant for them to be compared to members of this group. In
GELT, NNESs are treated as people in their own right and not as deficient NSs (Cook,
1999). Thus, one approach isto legitimise different varieties of English through exposure to
the global uses of the language.

Thereisabody of literature that supports the notion that students should be exposed to WE,
particularly the Outer Circle and Expanding Circle (Y. Kachru, 1992; Matsuda, 2002;
Morrison and White, 2005; Morrow, 2004). Suggestions include teaching students how to
accommodate differencesin accent, lexicogrammar and discoursal strategies to prepare for
ELF usage. As Moussu and Llurda (2008:331) note, “exposing ESL and EFL studentsto
multiple accents and cultures can only be beneficial to them” and “exposing all speakers of
English to as many varieties of English as possible would do more to ensure intelligibility
than trying to impose a single standard on everyone” (D’ souza, 1999:273).Thisincludes
raised awareness of varieties of the language and that communication is about negotiation
of meaning (Erling, 2005). While ELF work is more useful for those students learning

Englishto use in international contexts, as Matsuda (2002) points out, exposure to NNE

17



can also increase familiarity, listening comprehension, reduce stereotypesthat Englishis

only spoken by NESs and increase positive attitudes towards NNE.

However, it is not suggested that teachersintroduce every variety. Instead, research is
needed that examines students needs, and, of course, those most salient to them. While
thismay be Inner Circle English for some, the inclusion of a more global approach to ELT
should be investigated.

2.3.2 Local relevance and culture

Culture has been a feature in many of the discussions on ELF (Baker, 2009; House, 20033;
2003b; Jenkins, 2006b, 2006d; Jenkins, 2007; Kirkpatrick, 2007; McKay, 2002; Meierkord,
2002; Polzl, 2003; Prodromou, 2008; Seidlhofer, 2006) and cultural awarenessisacrucial
part of successful intercultural communication (Byram, 1997). Neverthel ess, textbooksin
places like Japan, for example, continue to be filled with Inner Circle culture, and learners

are often expected to drop their own cultural (C1) identity.

However, in international contexts, a number of people with different Clsinteract in
various “communities of practice” (Seidlhofer, 2007, 2009), “with their particular ELF
registers constituting shared repertoires for international/intercultural communication”
(Seidlhofer, 2009: 238-9). Pennycook’ s (2007) notion of “transcultural flows’ is helpful.
He suggests that global languages and cultures offer alternative identities and forms of
expression, while at the same time being re-shaped to meet local needs. Thus, for ELF users,
culture and language can be viewed as hybrid, fluid and constantly changing, as people
shape the language and the culture to meet their own needsin various “communities of
practice”. Therefore, participants in ELF communication may also be seen to co-construct a
“’third space’” (Baker, 2009; Polzl, 2005). In traditional ELT, Englishislinked to the
culture of NESs, but, in ELF communication, people can construct their own cultures and
language use is related to context. As pointed out by Baker (2009), Rampton’s (1995)
notion of “crossings’ is helpful. In a UK-based study of communication between different

ethnic groupsin the UK, he identified “liminal moments’ or “crossings’, when language

18



users, who are not part of a community, adopt the language for their own purposes or needs
which leads to a code-alteration of the language by a minority of outside users. Meierkord's
(2002) analysis of a corpus of recordings of conversations by overseas studentsin the UK
also showed that cultures are constructed in communication.

This hybrid and fluid nature of ELF makes it undesirable to teach one fixed cultural model.
Modiano (2005) suggests that students need to learn how to position themselves as
members of their own culture, as opposed to prospective members requesting
acceptance/admittance of aforeign group of L1 speakers. Canagargjah (2005) also refers
to cultures as hybrid, diffuse and de-territorialised, he notes that English learners are not
learning to join a single language community, but are “shuttling between communities’,
between the local and the global, where a variety of norms and a repertoire of codes are to
be expected. Local knowledge and practicesin English use should be valued and he
proposes a move away from NES expertise to a focus on multi-lingual and multi-cultural
communicative practices, and on negotiation and communicative strategies; atheme that

will be returned to in the next section.

Recent ELT proposals have seen many calls for the need to make ELT more socioculturally
sensitive and appropriate (Bhatt, 2001; Holliday, 1994, 2005; Kramsch, 1993; Kubota,
2001; Luk, 2005; McKay, 2000; Modiano, 2001) to reflect local identities and incorporate
local aswell as worldwide norms (Canagarajah, 2005; Mckay, 2002; Phillipson, 2003b).
The aim isto promote English as a means to articulate local cultures, as opposed to a means

of integrating into aforeign culture.

Norton (2005) adds that language teachers also need to develop an understanding of their
students' investmentsin the language and their changing identities, stressing the
importance of incorporating their experiences into the classroom and future opportunities
for English use. Asthe next chapter illustrates, it is surprising that many studiesin thisfield
have either neglected to directly involve students or neglected to investigate their actual
uses of English, and their perceived future usage. Such information isinvaluable to teachers
and language planners today to make ELT more relevant for students, and more research is

needed in this area to help inform curriculum and materials devel opment.
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Aswith selecting varieties of English, however, selecting cultural referencesis complex,
particularly due to the hybrid nature of ELF cultures. Language cannot be taught in a
culturally neutral manner and people aways bring different cultural references with them.
Byram’s (1997) Intercultural Communicative Competence (1CC) isuseful. It offersan
extension of Hymes's (1972) Communicative Competence, taking account of the specific
needs, goals and difficulties of interaction across cultures. Thus, students can learn a
language and a culture together and this approach allows students to move from superficial
representations of different culturesto critical understandings. Therefore, since GELT aims
to teach students how to participate in various ‘ communities of practice’ and how to
‘shuttle’ between them, this approach isuseful, since, in the final stage of ICC, ‘critical
awareness , students learn how to mediate between cultures and critically compare norms
and beliefs, etc. This approach to teaching culture clearly fitswell with GELT and students
can learn about their own culture, but also how to mediate between different cultures as
intercultura speakers (Byram, 1997; 2008a).

In addition, students are introduced to the idea of having a multilingual and multicultural
identity. This approach may raise students awareness that English speakers from a
multitude of language and cultural backgrounds use English today and that their own
variety of the language can be used as a resource. Overall, it aims to convince them that
“they are successful multi-competent speakers, not failed native speakers’ (Cook,

1999:204) and increase their confidence.

2.3.3 Introduction to GE related issues

Sifakis and Sougari (2003) also outline the need to raise students awareness on what they
term “ElL-related matters’ including the “need” for an international language today, the
reasons for the spread of English, the relationship between English and their mother tongue
and information on the possible detrimental effects of English on their mother tongue or
local dialect. Here, the importance of studying the country’s own variety of Englishisalso

stressed, in order to understand the roleit playsin society, as well asthe way it has been
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appropriated for the local context. As Tsui and Tollefson (2007) note, English has been
adapted to local contexts and has become a crucial component of Asian countries’ policies
to engage in globalisation and to represent their local culturesto the world. English has
become an integral part of the national identity of these countries and, therefore, NES

norms are no longer appropriate.

GE related issuesinclude the spread of the English language, attitudes towards it, concepts
of ‘Standard English’ (SE), the evolution of different varieties and the use of English
worldwide. An introduction to such issues may influence students' perspectives on the way
English isviewed. Different emphases are possible in the discussion of GE. For example,
Phillipson (2009:8) argues that “the study of the international role of English needsto
engage with US history, the consolidation of the language nationally, and with its
promotion worldwide as a constituent of American empire. This necessitates a
multidisciplinary approach.” On the other hand, Tsui and Tollefson (2007) noted, English
has been adapted to local contexts and has become a crucial component of Asian countries
policies to engage in globalisation and to represent their local cultures to the world.
According to these authors, English has become an integral part of the nationa identity of
these countries. Overall, through studying the role of English in different countries, GELT
raises students awareness of how as an international language, English has become part of
the identity of many ‘NNES’, and it may also help them to understand the role English

playsin their country and their own lives.

2.3.4 Flexibility

Thus, as stakeholders of an international language, further suggestions have been made to
train students to “ shuttle between communities’ (Canagarajah, 2005:xxv) and learn
multiple forms of competence (Phillipson, 2003b). ELF users encounter different varieties
of Englishes and cultures, and are likely to need detailed knowledge about the differences
in varieties of English aswell as accommodation and co-operation skills, as they negotiate
and mediate communication. Mckay (2002) stresses the need to help learners develop
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interaction strategies and Dornyel and Cizer (2002) have also re-examined the theory of
integrative motivation, since many L2 learners may now not wish to integrate into aNS
English culture, but into what they refer to as “the world at large”. Thus, researchis
required that investigates how best to prepare students to adjust, accommodate and adapt
their speech in ELF contexts instead of expecting them to follow arigid set of rules based
on the NES model.

This approach is not an attempt to “replace one model with another”, with a“one-size-fits-
al model of English” (Saraceni, 2008:22), but as discussed earlier, the NES model clearly
needs to be revised. ELT must rid itself of the “ comparative fallacy” (Cook, 1999) and
NNESs should not be judged against unfair norms. Thus, GELT would focus on raising
students' awareness of the norms and behavior patterns of other ELF speakers and, instead
of attaining native-like proficiency, the aim would be mutual intelligibility. This may
challenge stereotypes that communication is not achieved by conforming to a “fixed” set of
norms of minority users of the language. The NES model that focuses on sameness and
uniformity isno longer relevant and students need to learn that nothing is‘fixed’, but that
ELF isfluid and dynamic. The language that is currently taught is not the language
currently used worldwide. In this new teaching approach, NESs are not completely ignored,
but there isless focus on them and they are not seen as alinguistic reference point, but as

one of the many groups of users of an international language.

ELF research isuseful ininforming GELT, although descriptions, such as corpus data,
cannot simply be transferred into teaching materials. As Widdowson (1991: 20) notes,
“[Ianguage teaching cannot simply be based on descriptive facts... These are “factors’ to
be considered, of course, but not facts to be uncritically incorporated into prescriptions”’.
Nevertheless, awareness can be raised and teachers can use these studies to make their
classrooms more accommodating to ELF. The VOICE corpus, for example, includes
transcriptions of over amillion words from spoken ELF interactions, which isleading to a
greater understanding of the lexico-grammar of ELF (Seidlhofer, 2004). The recent
addition of audio material also furthers the usefulness of this resource. Similar work has

been done with pragmatics and culture (Baker, 2009; Cogo, 2009; Hulmbauer, 2009; House,
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2003a; 2003b; Kaur, 2009; Mauranen, 2006; Meierkord, 2002; Pitzl, 2005; Polzl, 2003;
Polzl and Seidlhofer, 2006) and lexicogrammar (Bjérkman, 2009, 2010; Breiteneder, 2005;
Dewey, 2007; Seidlhofer, 2004). These studies show how ELF users use the language and
can be very useful to students, teachers and language planners. Thereis no suggestion that
language patterns should be copied or followed, since ELF isfluid and ever-changing.
However, they provide a good starting place to see how English is used worldwide today in

different contexts and communities.

In order to equip students with arepertoire of skills and knowledge to draw upon to
communicate in ELF contexts, ELF research is useful, once again. Here, Bjorkman’'s
(2010) research, showing how rising intonation aids communication, is helpful. In addition,
Kaur’'s (2010) study of naturally occurring spoken interactions in ELF, between participants
of arange of first language and cultural backgrounds, revealed that several interactional
practices are used, such as repetition, paraphrase and various confirmation and clarification
procedures. Such studies are helpful to understand the common, shared interactional
practices employed by ELF speakers to reach mutual understanding. Other research has
also shown how ELF speakers exploit ‘virtual language’ (Widdowson, 1997, 2003;
Seidlhofer and Widdowson, 2009) and shared ‘ non-nativeness (Firth, 1996; Hiulmbauer,
2009). In addition to these skills, students' awareness can also be raised of the fact that
code switching and code mixing are natural (Jenkins, 2006b).

Thus, the focusis on encouraging students to see themselves as “ Multicompetent” language
users (Cook, 1999), with opportunitiesto use, or at least be exposed to, ELF. Studentslearn
that communication is not achieved by conforming to a set of ‘fixed’ norms belonging to a
group of minority users of the language, and are also encouraged to seetheir L1 and C1 as
aresource, as opposed to a hindrance. More emphasisis placed on pragmatic strategies as
opposed to the grammar of NESs and linguistic benchmarks set by monolinguals are

critically examined.
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2.3.5 English teachers

Recent years have also seen calls for the employment of more NNESTs (B. Kachru, 2005;
Holliday, 2005; Moussu and Llurda, 2008; McKay, 2003; Phillipson, 2003b). NESTS
gualifications have also come under scrutiny (Browne and Evans, 1994; Butler, 2007,
Conell, 2003; Crooks, 2003; Helgeson, 1991; McConnel, 2000) and, with changesin users
of English, many are questioning how far ‘foreign’ expertise and methods are exportable to
different cultures (Canagargjah, 1999; Luk, 2005; Miller, 1995; Pacek, 2005; Pennycook,
1994, Phillipson, 1992).

Since the early 1990s, there has been an ever increasing importance attached to NNESTs
(Braine, 1999; Cook, 1999; Medgyes, 1994; Thomas, 1999) and their merits have been well
documented (Cook, 1999; Medgyes, 1992, 2001; Phillipson, 1992; Tang, 1997; Seidlhofer,
1999). These include qualifications, English learning experience, knowledge of students
L1 and cultural backgrounds, experience as alanguage learner, knowledge of students
needs, similar attitudes to teacher/student rolesin the classroom, etc. However, while such
factors help NNEST's pinpoint those linguistic and non-linguistic issues that are difficult for
their students and help them facilitate the learning process, it should not be forgotten that
many NEST s have experience as |anguage |earners and many are proficient in the students
L1 (Galloway, 2009).

Both groups of teachers have benefits and contribute something to the classroom. However,
NESTs still continue to be employed in larger numbersin many countries. Phillipson
(2009:22) notes, “One wonders how it can be that monolinguals are seen as expertsin
second language acquisition”. This echoes Cook’s (1999:196) point that NNESs who desire
to sound like NESs have “ accepted the role assigned to them in a society that is dominated
by monolinguals and where bilingualism is a problem but monolingualismis not”.

A number of suggestions have, therefore, been made for anew approachin ELT. This
includes respect for the learners’ L1 and C1 and recognises that many students today are
learning English to participate in aglobal, not a NES context. While Cook (1999:196) notes
that “abandoning the native speaker totally may be unrealistic because this model is so
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entrenched in teachers' and students' minds' and because for some students, the target
audience may well be NESs’, studies are needed that investigate students needs and
opinions. Whether using English with aNES or as alingua franca, intelligibility is crucial
and students need to learn to be flexible communicators. Research is also required that
investigates what varieties of English are salient to them and their attitudes towards them.
Nevertheless, people are questioning NES norms, examining how people use ELF
worldwide and making suggestions for change. While the field of ELT has not yet made
this departure from NES norms, further studiesin this area will help these proposals.

The arguments put forward here, therefore, reflect a very different concept to traditional
ELT. GELT focuses on diversity and the purpose of learning English isto use the language
with avariety of people, asopposed to aminority group. The target would be based on
diversity and flexibility and the emphasis on developing skills to interact with people from
different language backgrounds. Suggestions for change have also been made in the Inner
Circle? and it isimportant to remember that the burden of international communication
does not only lie with NNESs; Inner Circle speakers also have to learn how to adjust their

speech and accommodate speakers of other languages.

2.4 Barriersto change

In addition to these proposals, while WE may have been afamiliar term for a number of
years, ELF is aso gaining prominence at worldwide linguistics and ELT conferences, and,
in recent years, many plenary speeches have been given at worldwide SLA and ELT
conferences. Nevertheless, few practical proposals have been tried and tested and there
appears to be atheory/practice divide. As Saraceni (2009:177) notes, “the volume of such
academic attention does not seem to have had atangible impact on actual classroom

reality”. Indeed, when ELF researchers have been seen to relate their work to ELT, they

2 As noted in the DEMOS think tank publication (Jones and Bradwell, 2007), the changes in the uses of
English have also created a new agenda for the British government. The publication statesthat varieties of
English should not be seen as “amusing corruptions’ and “interlanguages’ (p88), but as varieties of English in
their own right. Furthermore, the importance of cultural literacy and accommodation skills to communicate
with speakers of different varieties of English are also stressed.
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have met severe criticism (e.g. criticism from Kuo, 2006; M ukherjee and Rohrbach, 2006;
Saraceni, 2008, 2009). However, Jenkins (2007:19) notes that many criticisms of ELF stem
from misunderstanding, and that an “invisibility myth” appearsto exist. Trudgill (2005), for
example, dismisses the claims that NNESs use English more than NESs, and Quirk (1985)
argues that speakersin the EC use English for mainly external purposes and, thus, “for the
relatively narrow range of purposes for which the non-native needs to use English (evenin
ESL countries) isarguably well catered for by a single monochrome standard form”.
Nevertheless, as Jenkins (2007) notes, he fails to recognise that no such thing exists, except
ideologically (for a detailed overview of these misconceptions and responses see Jenkins,
2007; Seidlhofer, 2006). Further misunderstanding is evident in Saraceni (2008:22), who
claims that the concept of ELF attemptsto “replace one model with another”, with a“one-
size-fits-all model of English”, and that ELF research does not involve a representative
sample of speakers. Thisisobvioudy not the purpose of ELF research and, as Cogo
(2008:58) notesin her response, ELF “ describes the diversity and appropriacy of usein
special loca and lingua franca contexts of use”, and research does not exclude any kind of
Speaker.

GE related research isimportant here because descriptions of WE and ELF, aswell as
investigations into ELT approaches, may result in their representations in materials, syllabi
and examinations, which, in turn, makes them more accessible for |anguage teachers. In
fact, many of the studiesin the next chapter reveal that teachers' often negative attitudes
towards GE stem from practical limitations. Thisis understandable given the lack of
resources available, which, as mentioned previously, cannot be properly addressed until
extensive conceptua work has been carried out. Moreover, Morrison and White (2005)
point out that textbooks continue to bias the NS and even those that claim to include
varieties of English often focus on Inner Circle speakers. In their study into the legitimate
representation of WE, Morrison and White (2005) found that while the speakers in
Englishes of the World (Sanshusha, 1999) were all from the countries they represent, the
voices on the CD of Communication Strategies (Longman, 2003) belonged to professional

American actors. Similarly, the Japanese student, ‘Mika' in Select Readings (Oxford

26



University Press, 2002), was also an American actor. Thisis discussed further in relation to
Japan in the next section (2.5.2, p. 29-31).

On the other hand, in recent years, a number of books have been published to introduce
students to the history of English, the sociolinguistic uses of the language and descriptions
of different varieties and the issues surrounding them (Brutt-Griffler, 2002; Jenkins, 2003,
2009; Kachru et al, 2006; Kirkpatrick, 2007; Melchers and Shaw, 2003). However, only
Kirkpatrick’s has an accompanying CD and they are al aimed at advanced English users.
In addition, Melchers and Shaw’ s publication is mostly concerned with the Inner Circle,
with a mere ten pages for Expanding Circle Englishes, and Kirkpatrick’s (2007) text
devotes 30 pages to the Inner Circle, 68 to the Outer Circle and 18 to the Expanding Circle,
although it has a further 16 pages for adiscussion of ELF. Additionally, while Jenkins
(20094) includes discussion questions and activities, making it more suitable for classroom
use, thereis alack of resourcesfor lower level students. Nevertheless, these materias are

useful for teacher education and for advanced students.

In addition, afew education departments include GE components (cf. Baumgardner, 2006),
such as many UK Masters coursesin Applied Linguistics or TESOL at various universities.
Nevertheless, thereislittle evidence of thisin ELT classrooms around the world. Chukyo
University in Japan has a WE department, although the majority of teachers remain to be
NESs, and there is afocus on WE, particularly the Outer Circle, as opposed to ELF.
Nevertheless, the very existence of such adepartment in the Expanding Circle isvery

promising.

Language testing represents another barrier to these suggestions for change due to
popularity of tests such as Test of English for International Communication (TOEIC), Test
of English as a Foreign Language (TOEFL), International English Language Testing
System (IELTYS) and Certificate of Proficiency in English (CPE). However, while test-
takersvary drastically in their linguistic and cultura backgrounds, these tests continue to
use NES norms, meaning there is a difference between the English used by test-takers and
the English studied for tests. “Rating criteria and the practices of raters should be re-
considered and re-established, so as to acknowledge the evolution of World Englishes’
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(Kim, 2006:37). While research in thisareais scarce, ELF descriptive work and research on
students' uses of English and their attitudes towardsit is very important to provide abasis
from which to examine appropriate assessment strategies. Jenkins (2007) provides a
critique of various language tests, noting that the accompanying IELTs practice test CDs,
which claim to provide arange of “international dialects and accents’, use NESs. Moreover,
TOEFL, asatest of academic English, also expects students to defer to NES academic
norms. Jenkins (2007) suggests that tests could be made more relevant by prioritising
accommodation skills and not penalising students for forms that ELF researchers are

showing are common and intelligible among ELF speakers.

2.5 Japan

When investigating language attitudes, the strength of the attitude-behaviour relationship is
highly dependent upon the wider social context (Erwin, 2001). Therefore, in order to
provide afuller picture of the society in which Japanese university students operate, it is
essential to investigate the position of English in Japan, aswell asthe history of contact
with English and the way in which it is taught. It is also important to examine the
development of the distinct variety of English that has emerged in Japan and peoples use
of the language, their attitudes towards it and their learning needs.

25.1 Historical context

Thefirst contact with the Europeans came with the arrival of the Spanish and Portuguese in
the latter part of the sixteenth century. However, due to the isolationist policies of the
Tokugawa Government, contact was minimal. In 1608, trade links were established with
the Dutch and a small Dutch trading post was created. The Dutch became the dominant
European contact and Dutch was the only European language studied (by an elite group of
scholars).
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However, in 1853, the American mission arrived to gain trading concessions for the USA
and Japan was famoudly ‘opened’. As aresult, scholars began to study English and, in 1868,
the new Meiji emperor began a process of modernisation. Thisresulted in an influx of
English-speaking foreigners and the widespread study of English in private language

academies.

After World War |1, America greatly influenced Japanese modernisation and English
education was encouraged. US authorities hel ped to institutionalise a dominant role for
English in Japan, with the Japanese constitution being written in English. English language
instruction was emphasi sed and the Japanese language itself increased its adoption of

English loan words.

2.5.2 English education

Today, English education is not compulsory, but it isthe only foreign option in most
schools (Kubota, 2002a; Suzuki, 2006). Over 90% of public elementary schools use
English-language activities (Nakamura, 2004; MOE, 2005), it is the only subject tested on
al university entrance exams and nearly half of senior high school graduates continue their
education in afour-year university or in atwo-year college (MOE, 2006c), where they are
mostly expected to study English for at least two years, even in unrelated majors. English
education was also emphasised as Japan’ s economy grew in the 1960s and 1970s, when
international communication and understanding became an important issue. In the 1980s, a
discourse of kokusaika or internationalisation emerged, with education reforms following
(Kubota, 1998). With an emphasis on communication skills, the goal of English education

was stated to foster international understanding.

These new goals placed an importance on Assistant Language Teachers (ALTS), who were
invited to Japan to teach English and provide students with an opportunity to meet
foreigners, albeit NESs. In the late 1980s, NESs were brought to Japan en masse as part of
the Japan Exchange and Teaching Program (JET). The programme now includes more than

5500 participants from 43 countries (Clair, 2006) and is the centrepiece of top-down effort
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to create “mass internationalisation” (McConnell, 2000:x). Nevertheless, JET has been
criticised for its rather “loose requirements’ (Lai, 1999:219) for its candidates, with
language teaching qualifications preferable, but not required (Galloway, 2009; Suzuki,
2006), something that was a so pointed out in relation to Japan in Figure 2.1 (p.10).

The JET programme has also been criticised for favouring NESTs (Galloway, 2009; Tang,
1999). Of the 4,288 ALTsin 2008 ( JET Handbook, 2008), 2,571 were from the USA, 428
from Great Britain, 249 from Australia, 194 from New Zealand, 498 from Canada and 76
from Ireland. The Ministry of Education, Culture, Sports, Science and Technology (MEXT),
in their 2003 *Action Plan’ to cultivate “ Japanese with English abilities’ recognises that
“English has played a central role as the common international language in linking people
who have different mother tongues. For children living in the 21% century, it is essential for
them to acquire communication abilities in English as a common international language”.
However, in the same document, they note that, “ a native speaker of English provides a
valuable opportunity for studentsto learn living English and to familiarise themselves with
foreign languages and cultures’ (MEXT, 2003). Thus, despite the rhetoric of learning
English for international/intercultura communication, students are presented with an
ideology that only NESs speak English. Therefore, it would be advisable for researchersto
investigate the dominance of the NES in Japan and whether it influences the way in which

students perceive English and ELT.

In addition, hierarchies exist within the Inner Circle. As Kubota (2002a) points out, some
non-white JET participants experienced racial prejudices, and some non-American
participants were asked to reduce their accent by listening to tapes or to use only AmEng
while teaching. In my own experience asan ALT for two years, | was also asked to use
AmEng textbooks, teach about American culture and use AmENg spelling. Matsuda’'s
(2002) study of textbooksin use from 1997 to 2001 also reveals an almost exclusive
representation of AmEng. In addition, the target audience represented were NESS,
suggesting Japanese people only use English with NESs. Takahashi (2008) highlights the
increasing ELF related content in Japanese senior high school textbooks. However, while

ELF traits, such as the number of English speakers, contexts of use, names of varieties, etc.,
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were found in four of the ten MEXT approved textbooks (Crown, Unicorn, VISTA and
Polestar), this was not compared with Inner Circle based content, nor was the teachers
approach to teaching this material analysed. Kachru, B. (2005) also points out that this
Inner Circle biasis prevalent in universities throughout Japan. His survey of the
catalogues/bulletins of 15 universities revealed that the terms “internationalisation” refers
to the use of English as aresource for access only to the “ American and British literary
canons’. Second, English is viewed exclusively as away of accessing American and British
culture and aclear hierarchy exists within the Inner Circle in these universities; courses
include American and British literature almost exclusively, and none covered what he calls
EIL. Thus, Japanisclearly “still anchored in the old native speaker dominated
framework...and native speakers are considered the ideal teachers’ (LIurda, 2004:319).
Englishisa‘foreign’ language spoken by NESs, not NNESs. While curriculum goalsaim
to foster international understanding, Japanese students seldom encounter NNE in class,
apart from the variety spoken by their Japanese teachers. Hence, as Kubota (2002a:22)
argues, “learning English, particularly with an emphasis on the inner circle white middle
class varieties, does not lead to international understanding. Rather, it islikely to promote a
narrow view of world cultures and, furthermore, produce essentialised images of both inner
circle countries and Japan” . Thereis, therefore, a serious lack of recognition of the
sociolinguistic uses of English in the JapEng education system, and more research is
needed.

2.5.3 Japanese English

Despite the dominance of the Inner Circle and Western culture, interestingly, as Japan has
sought to modernise and promote English, it has also attempted to do this through a policy
of Wakon yousai, or ‘ Japanese spirit with Western learning’. This was a responsive
measure intended to preserve Japanese cultural identity and national sovereignty, while
adapting to the global challenges that were re-shaping the world at the end of the nineteenth
century (Seargeant, 2005). Therefore, while globalisation is usually associated with
integrating the world by lowering barriers, Japanese internationalisation aimsto
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differentiate Japan and Japanese people from the rest of the world as a uniquely distinct
entity (Hashimoto, 2000).

This can be seen in relation to The New Course of Study (MEXT, 2008), which states that
materials should heighten “ students' awareness of being Japanese citizens living in aglobal
community and cultivating a spirit of international co-operation”. Materias should also aid
students to inform foreigners of Japanese culture and perspective. Thus, Japan is seen as
different from the world, emphasisis placed on their Japanese identity and English isatool
to display Japanese culture and perspective. In this sense, English cannot be part of their
identity, because they are Japanese. Nevertheless, while an approach that encourages
learners to express their own C1 and identity through English is favoured over aNES
model, this encourages students to see their own identity and English as two different
things and defeats the purpose of learning English to use as an international lingua franca.
Furthermore, as mentioned previously, ELF cultures are fluid and changing and ELF

speakers can be expected to develop a multilingual and multicultural identity.

This strong national identity may also explain why English has taken on such a distinctive
form in Japan. There are alarge and increasing number of loan-words from Englishin
Japanese. It isestimated that they now comprise about 10% of the Japanese lexiconin
current use (MacGregor, 2003).0ther features include “ decorative English” (Davies,
2005:56), used for visual, ornamental effect on pencil cases, stationery, shop hames,
clothing, shopping bags, etc., distinct turn-taking strategies (Y amada, 1990) and the high
frequency of back-channelling (Morrow, 2004). Furthermore, foreign words are written in
katakana, a special script which represents them in terms of Japanese syllables, thus making
their pronunciation different from that of NESs, and, of course, speakers of other varieties
of English. In Japanese, each consonant is followed by a vowel, consonant clusters are
broken up and sounds not found in Japanese (such as/I/) are represented by the nearest
Japanese sound, shown in miruku (milk), kuirisumasu (Christmas), takushi (taxi) and
aisukurimu (ice cream) (Davies, 2005). Despite the presence of this al phabet system,
Japanese and foreign teachers alike spend countless hours trying to eradicate the dreaded
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and shameful ‘katakana' English (e.g. the insertion of an extravowel and stress-timed

speech) and many speaking bands penalise students for any use of Katakana during the test®.

The push to cultivate a Japanese sense of identity through learning English has not been
extended to attitudes towards Japanese English (JapEng). There has been much scholarly
discussion and debate on the subject. On the one hand, scholars such as Honna (2003)
argue that Japanese learners of English must liberate themselves from “ native-speakerism”
and establish “Nihon-Eigo”. Likewise, Morrow (2004:95) points out that it is time for
Japanese students to stop regarding themsel ves as speakers of “broken English” and see
“JapEng” as adistinct and independent variety of English that a Japanese learner can
master more easily. On the other hand, Y ano contends that there has never been, and never
will be, “alocal model of English, established and recognisable as JapEng, reflecting the
Japanese culture and language” (Y ano, 2001:127).

However, despite this debate, there appears to be a public acknowledgment that JapEng
exists, but is something to be condemned and be ashamed of. Shiroza (2008) notesthe
multitude of popular books targeted for JapEng learners®, which emphasise the need to
‘overcome’ Japanese-style English. Many focus on pronunciation and pragmatic ‘errors';
that is, grammatically correct sentences that are smply ‘unnatural’ to NESs. One of the
introductions notes, “ This book aims to transform your ‘ JapEng’ into ‘ native-speaker
English’ by correcting those grammatically correct but ambiguous phrases and bookish
expressions that sometimes sound negative to native speakers of English” (Tada& Vogt,
2004:ii1). Japanese students are, therefore, led to believe that English belongs to the NES.
These books encourage students to spend countless hours memorising expressions such as,
“l got it for free” not “I got it service” (Kobayashi, 1998:46), “My sister worksin an office”
not “My sister isan office lady” (Kobayashi, 1998:8), or “I go to my office everyday” not
“1 go to my company everyday” (Kobayashi, 1998:148). Nevertheless, it is questionable

% Borrowings from English are also often abbreviated in Japan (e.g. waa puro (word processor)), undergo
semantic change (e.g. talento (talent) for ‘ TV celebrity’ and sarari man (salary man) for a‘business man’),
combine with Japanese (e.g. haburashi, from Japanese ha (tooth) and English brush), often abbreviated (e.g.
biru ( building), nega (negative) and sando ( sandwich), and take the form of acronyms (e.g. OL (office lady)).
4 E.g. Farewell to Japanese English (Hisama, 1995), Common Mistakes of JapEng Speakers (K obayashi,
1998), A Native English Speaker Would Say it This Way ( Williamson & Katsuki, 2005) and How your
English sounds to Native Speakers (Thayne & Koike, 2008).
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how far these sentences would actually cause a mis-communication and whether it is, in
fact, NESs that should learn to be more accommodating when listening to other Englishes.
On the other hand, it isimportant to note that Japanese learners perhaps should learn that
“Heishigh tension” (Kobayashi, 1998:62) may be difficult for someone to comprehend
due to the semantic change and that they should either know that some English speakers
would say “Heisexcitable’, or learn how to communicate their idea to speakers from
around the world. Students need the skillsto communicate their ideas in contexts where
they may not be understood and more research is clearly required.

JapEng is clearly perceived negatively and as something to be corrected or ridiculed.
English isthe property of the USA and the UK and “they are ashamed if they do not speak
English the way NESsdo” (Honna, 1995:58). However, it is also important to point out that,
as Kachru, B. (2005) notes, Japanese decorative English may sound strange to NESs, but
the intended audience is the Japanese public. Such creativity by NNESs s very innovative,
and one way in which the Japanese are making English their own.

The NES is highly valued in Japan and JapEng is portrayed negatively. Cargile (2006) also
points out the cultural influence of the USA in Japan, including the Western system of
racia stratification, and Dougill (2008) notes the fascination with the world of the gaijin
(literally ‘outsider’ or ‘alien’), particularly America. Racial prejudice appearsto bea
significant factor and, while many Japanese gaze up at white Others (many Japanese are
said to have a*“ gaijin (white foreigner) complex”), many also gaze down at non-white
Others, in order to maintain their place in the racialised hierarchy (Cargile, 2006:446).
Because such social stereotypes serve as afoundation for language attitudes (Cargile &
Bradac, 2001), this hierarchy is also likely to influence Japanese attitudes towards varieties
of English. Thiswas also discussed in Galloway’ s (2008) study, where the NESTs noted
the importance of “appearances’ in the demand for “native English teachers who fit the
particular model...... (who) look the part.” This suggests that stereotypes of English
speakers are not only related to ‘ nativeness', but also ‘ perceived nativeness assessed by the
colour of their skin. A number of factors clearly influence attitudes and these require
investigation.
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JapEng is, therefore, viewed as * norm-dependent’. However, with the increasing number of
foreign residents, primarily due to Japan’s ageing population and shrinking workforce,
there are more opportunities for using ELF in Japan. In addition to immigrant workers from
Peru, Brazil, Korea, etc Japan receives numerous foreign visitors every year. While the
number is still small, in 2003, there were 1,915,030 registered foreignersin Japan,
representing 1.5% of Japan’s population of 127 million (Japan Demography and Statistics,
2003). The greatest number of these come from Asia (74%), with South Americans
(mostly Brazilians and Peruvians) making up the second largest group (17%). US citizens,
despite being the most numerous western citizens, only make up 2.5% of the total foreign
population. Moreover, tourism statistics reveal that most tourists to Japan come from
Korea, followed by China, and most Japanese tourists travel to Korea, followed by China
(Japan Tourism Marketing Co.).

Morrow’s (2004) interviews with 20 Japanese businessmen in a one-year training program
for international business at an American university also revealed that they used English
more with NNESs. In addition, when Nissan joined forces with Renault in 1999, English
became the firm's working language for its largely Japanese and French workforce (The
Guardian Weekly, 2003). Moreover, Rakuten, which operates the largest internet mail in
Japan, has decided to make English its official in-house language and eventually have all its
internal documents written in the language (Japan Today, 2010), which has created a lot of

debates among business leaders in Japan.

2.5.4 Recent proposals

As mentioned previously, many suggestions for changesin ELT and proposals for GE,
although mostly for WE, have also been made in Japan (Matsuda, 2003). These include the
need to expose students to WE (Matsuda, 2002; Suzuki, 2006), to avoid “confusion or
resistance when students are confronted with different types of English users or uses’
(Matsuda, 2002b:184). Suzuki (1999) explains that the Japanese attitude towards learning
foreign languages has been influenced by an inferiority complex towards foreign cultures
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and suggests that students should learn English in order to express themselves and explain
Japanese culture to the rest of the world, rather than learning about the cultures of
Anglophone nations. He proposes the use of teaching materials that only focus on Japan,
and that “international understanding” should be divorced from ELT.

However, there have been few, if any, practical proposals, and no materials have been
designed for this purpose. However, there are a number of obstacles facing ELT
practitioners and policy makersin Japan. Firstly, the commercia language school industry
in Japan is a business, employing who is ‘ saleable’. Images of white, blonde, blue-eyed
NESs attract students, and thus feature heavily on advertisements. Furthermore, with
Japan’ s ageing population, universities are in fierce competition, and often use NESsas a
major selling point.

Assessment is another major obstacle. JapEng teachers are compelled to teach towards high
school and university entrance exams, which are non-communicative, focusing on reading
and writing, and, more importantly, focus on NES norms due to the prevailing hegemonic
ideology that English competence is synonymous with native proficiency. In order to
prepare for these, there is a focus on yakudoku, trand ation reading, as a method of
classroom instruction. These exams have been well documented as a barrier to
Communicative Language Teaching (CLT), but they are also problematic for GE, since,
ideally, students would be assessed on their ability to communicate meaning in an
international context, as opposed to demonstrating their knowledge of the English used in
the Inner Circle, or, more accurately, America. In addition, while there has been amove
towards more communicative tests. Law (1995:217) notes that “the habit of mind among
students preparing for examinationsis so strong that there is a considerable |ag before study

habits change’.

Additionally, the majority of firmsin Japan use the TOEIC to evaluate their employees
language ability. In fact, 2,200 firms, schools and organisations used the standardised test
in 2002 (Daily Y omiuri, 2003) and 64% of 553companies surveyed in 2009 used English
language test(s) and, of them, 99.4% used TOEIC. Furthermore, approximately 500
universities used TOEIC in 2007 (Educational Testing Service, 2009, cited in Kubota,
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2011: 3). While the TOEIC newdletter noted that “the role of English as an international
language isincreasing in importance’ (TOEIC Newdletter, March, 2009), the test continues
to use the NES as a yardstick. Thus, in addition to researching students attitudes towards
English, research is also needed in the area of assessment to help inform a change of norms.
However, as with pedagogical recommendations, GE assessment criteria cannot be created

without research, and researchers must begin with a stakeholder analysisin the classroom.

Japan is also alanguage conscious nation and a number of studies have focused on NSs
perceptions of spoken varieties of Japanese (Carroll, 2001). Linguistic uniformity isa
result of a series of nationwide language managements during along-term process of
modernisation and democratisation (Coulmas, 2002). Linguistic diversity was seen asa
potential threat to social unity and Japan’s move to a standard language was an attempt to
override the multiplicity of dialects and unite the nation to foster a national identity.
Therefore, with the implementation of compulsory primary education in 1886, the educated
Tokyoite' s speech form became ‘Hyojun-go’, or ‘ Sandard Japanese’. At thistime, other
dialects underwent a period of repression and children who were heard to speak dialects at
school were often punished and ridiculed as a means of discouraging local usage (Gottlieb,
2005; 10).While school textbooks disseminated the written form of the standard, the most
influential organisation in spreading the spoken form was Nippon Hoso Kyokai (NHK,
Japan Broadcasting Corporation) through radio and, later television (Gottlieb, 2005: 9).
NHK places considerable importance on itsrole as a modeller of correct language and

issues pronunciation dictionaries and other language-related publications

However, despite the popular belief that Japan is monolingual, it isin fact multilingual,
including Korean, Chinese, Ainu and Okinawan speakers. Linguistic diversity does exist in
Japan, and, the fact that there is a need for a standard acknowledges that it does (Gottlieb,
2005: 9). Nevertheless, there is a strong essentialist view of the national language in Japan,
and as Kawal (2007) points out, for an ethnically unified group, the single language is
viewed asintrinsic to the ‘nation’ and national identity. Thus, with the integration of ethnic
minority groups into the majority culture, language standardisation created the ideology
that a nation isformed of one ethnic group, sharing one language. There is, therefore, a
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possibility that a monolithic view of linguistic diversity persistsin Japan, which may have
implications for attitudes towards different varieties of English and at least partly explain
why the NES myth is upheld.

2.6 Chapter summary

This chapter has examined the implications of the spread of English. It is clear that an Inner
Circle model and its associated culture, can no longer be considered the only appropriate
one. A number of suggestions have been made inthefield of ELT and there isan increasing
awareness of WE and, more recently, ELF. Nevertheless, ELT remains unchanged, very
few practica resources are available, and proposals for change have met severe criticism.
Neverthel ess, description should not automatically lead to prescription (Seidlhofer, 2004,
Widdowson, 1991), and, before firm pedagogic recommendations can be made, thereisa
need for more investigation. Hence, research should focus on students' attitudes towards
English in relation to the developments documented so far. By focusing on attitudes
towards Englishin relation to its role as aworldwide lingua franca, it is hoped this present
study will help broaden understanding of English in the Expanding Circle and attitudes
towardsit. The potential gains of introducing GE into the Japanese classroom are
tremendous, and, thus, the present study also investigates the impact of a GE awareness
raising class. The next chapter extends this discussion of why language attitude studies are

important. It also provides an overview of the relevant studies.
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Chapter Three: Attitude Studies

The position at the end of the last chapter was that pedagogical proposals for Global
Englishes cannot be made hastily and detailed research is required that relates attitude
studiesto the ELT context, and also investigates the various factors influencing attitudes.
This second part of the literature review is devoted to relevant research. It beginswith a
definition of attitude, followed by why language attitude studies are important and what
influences the way in which people perceive languages and accents. This provides a
backdrop to the latter part of the chapter, which analyses the main studiesin the field. The

chapter ends with an outline of the need for a new research direction.

3.1 Attitudes and their importance

Despite attitudes being one of the most distinctive and indispensable concepts in social
psychology, there is no single definition to which all researchers subscribe, and many
definitions have been proposed (Cargile et al, 1994). Sarnoff (1970:279) describes an
attitude as “a disposition to react favourably or unfavourably to a class of objects’ and
attitudes have al so been viewed as composites of cognitive, affective and behavioral
components (Edwards, 1982). They are cognitive due to the fact that they entail beliefs
about the world, such as believing that English is a useful language to know or may lead to
better career prospects. They are affective because they often involve an emotional
response, e.g. alove of English literature. In addition, they are behavioural because they are
considered to be amajor determinant of behaviour, such as enrolling in a private language
course or hiring aNES. Attitudes can also be seen as mental constructs acquired through a
variety of factors, including experience, which predisposes a person to certain feelings and

reactions.

People make a number of inferences from someone’ s language features and eval uations of

language have become a recognised concern in sociolinguistics. Many studies worldwide
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have shown that listenersinfer traits about speakers from their choice of language, dialect
and paralinguistic features (Giles, 1998). Because such beliefs can bias social interaction,
“language attitudes represent important communicative phenomena worth understanding’
(Cargile et a, 2006:443). Language cues are used to make assessments of people
(McNamara, 2001) and language attitudes also impinge at the macro sociological aswell as
public policy levels, in terms of whether languages have institutiona support or are
superseded by more prestigious varieties (Cargile et a, 1994). This can aso determine their
worldwide spread.

NSs and NNSs' evaluations of specific languages and language varieties have been a
traditional concern of applied linguists and sociolinguists. The importance of these
evaluations in educational settings has also been researched and discussed (e.g. Cargile et d,
1994). Awareness of learners beliefs, for example, can make both the learners and their
teachers aware of their needs, which may result in increased autonomy and self awareness
(Horwitz ,1987, 1988; Matsumoto, 1996). Friedrich (2000) notes that such information can
raise awareness amongst learners that they have to deal with their own stereotypes,
prejudices and expectations, as well as the linguistic features of the language. Improved
teacher knowledge of students’ attitudes can lead to more effective lesson planning ,
course implementation (Sakui and Gaies, 1999) and satisfaction (Horwitz, 1988),
particularly important today, due to the fact that traditional approachesto ELT are no
longer meeting the needs of many students. El-Dash and Busnardo (2001) add that more
extensive studies of attitudes to English could contribute greatly to language planning and
the elaboration of pedagogical objectives, although they must be in-depth, sustained and, if
possible, long-term.

Furthermore, positive attitudes towards the target language group are linked with successful
language learning (DOrnyei et al, 2006), although, as mentioned in the previous chapter, for
those learning English for lingua franca communication, this group is not necessarily
alwaysthe NES. Starks and Paltridge (1996) maintain that the choice of teaching model is
influenced by students’ attitudes, and it is clearly important today to discover which

Englishes are relevant to students and what represents a suitable target. This also involves
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researching students wider social contextsto reach afuller understanding of students

needs and attitudes, as highlighted in the previous chapter.

3.2 Why do people have certain language attitudes?

A further concern of language attitudes studies is what determines and defines these
attitudes (Garrett et a, 2003). Traditional attitude measurement, discussed in detail in the
next section, misses this dynamic and constructive process, and researchers must pay close
attention to the factors that determine attitude formation. Bradac et a (2001) emphasise the
importance of the hearers cognitive or emotional states and note that hearers are active
rather than passive responders to speakers. Attitude sources include cultura factors,
functional biases, such as stereotypes, and biology, such as innate responses to pitch and
loudness. However, language vitality and prestige, pedagogical factors, race and familiarity,
each of which will be discussed in detail in turn, also serve to influence the way people

judge accents and, therefore, varieties of English.

3.2.1 Factorsinfluencing attitudes

A number of factors influence the way people evaluate languages and accents including
cultural factors, familiarity, vitality and prestige, pedagogical context, race, proficiency,

and motivation. These are discussed in turn below.

Cultural and social groups develop norms that imply what is ‘right’” and ‘wrong’, which are
often based on history, politics and prevailing stereotypes. The importance of cultura
factors and interpersonal history with languages has been heavily discussed (Cargile et a,
1994; Derwing, 2003; Jenkins, 2007; Lambert et a, 1962 and Ryan et al, 1982). Some
languages, dialects and styles, and their speakers, are valued within a culture as highin
vitality, while others are stigmatised as non-standard (Ryan et al, 1982). Therefore, care

should be taken when investigating attitudes towards NE, since “ students may have been
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‘brain-washed’' to an extent that renders objective responses on their part very unlikely”
(Jenkins, 2007:175).

In addition to cultural factorsthat inform a society what is ‘right’ and ‘wrong’,
unfamiliarity often resultsin negative reactions. Dérnyei et al (2006:18) term thisthe
“Contact Hypothesis’ and, as Cargile et al (1994) note, familiarity with certain languages
(and accents) may exert alarge influence over attitude formation. Lippi-Green’'s (1997)
study, for example, revealed that accent attitudes in the United States are closely related to
patterns of immigration; over time, the groups whose English has been most criticised have
corresponded to the largest recent immigrant groups. This highlights that familiarity often
leads to more positive attitudes. Listening comprehension scores were also positively
correlated with the number of courses students had previously taken with teaching
assistants in Rubin and Smith’s (1990) study, and, therefore, “North American
undergraduate students need to be trained to listen to accented English” (ibid: 350).
Dornyei et a (2006) add that, while in EFL environments learners do not have the
opportunity to establish contact-based attitudes towards L2 speakers, indirect contact
through exposure to arange of L2 cultural products and artifacts, such asfilms, videos,
books, magazines and music, may influence attitudes. Thus, as pointed out in Chapter One,
the dominance of NE increases familiarity with it, and thus may make attitudes more
favourable towardsit. It is, therefore, advisable to take into account familiarity with

varieties of English in any language attitude study.

Peopl e also often evaluate language varieties in a hierarchical manner, standard varieties
more highly than non-standard ones. For example, Paltridge and Giles (1984) found that
judges evaluated Parisian French more highly than Provencal French. Similarly, while
English is seen as a prestigious language in places like Korea (Shim, 1994) and Argentina
(Friedrich, 2003), even NESs, whose dialect is different from the * standard’, face
discrimination. Regional NES accents, however, fare far better than NNE varieties
(Derwing, 2003). Standard American English may be categorised as having high
‘objective’ vitality, not only in the USA but also world-wide, dueto its strong institutional
support, its high status, the great economic power of the US and the higher demographic
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vitality of AmEng speakers compared to BrEng speakers (Ladegaard and Sachdev, 2006).
The previous chapter highlighted thisin Japan.

Pedagogical beliefs are also important. Most language learners have beliefs about how
languages should be learned often based on previous experiences (Sakui and Gaies,
1999:474), including useful models and materials, and on the skills required by their
teachers and where they should be recruited from. However, as this chapter shows, very
few studies have related research to ELT and asked students about their teachersin relation
to GE.

People also tend to judge particular vocal qualities, e.g. pitch and loudness, favourably or
unfavourably, and, thus, language attitudes may also be person specific (Bradac et a, 2001).
Cargile et a (1994) note the importance of a speaker’ s physical features and race has also
been found to be an important factor (Golombek and Jordan, 2005; Rubin, 1992). In fact,
people may “hear” an accent that may not exist and thisled to lower comprehension rates in
Rubin’s (1992) American university based study; something that may pose problems for
NNEST s teaching outside their own countries. In addition, Amin (1997) found that ESL
students perceived Canadian and NS identities as being anal ogous to Whiteness, and Lippi-
Green (1997:238-9) has argued that in terms of non-native Englishin the US, it is“not all
foreign accents, but only accent linked to skin that isn’t white... which evokes such
negative reactions’. This hasimportant implications for GE, as some speakers, and teachers,
may be evaluated, and comprehended, in relation to their racial or geographical origin.
Stereotypes of English speakers must be challenged, since any hint of a deviation from their
idea of an ‘English speaker’ may trigger beliefs about incorrectness and unintelligibility,
and hinder communication. Moreover, as the previous chapter highlighted, race is a salient

factor in Japan, where a particular image of a NES has emerged.

Levels of expertise are also important (Cargile et al, 1994), and, while this area has rarely
been investigated, the available research indicates that ability in alanguage and attitude
towardsit are linked (Baker, 1992). The higher the achievement, proficiency and ability in
alanguage, the more favourable is the attitude (Gardner, 1985a). Jenkins (2007) also

expresses a concern with previous attitudinal studies on perceptions of NNES speech,
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because of the low language level of some of the participants, athough it should be pointed

out that it is difficult to measure proficiency using the current prevailing NES norms.

Language attitudes can serve various functions for those who hold them (Bradac et d,
2000), and it is aso important to research students’ current and future use of the language,
aswell astheir motivation for learning. As mentioned previoudly, traditional theories of
integrativeness are being revised in light of the spread of English. In fact, Dornyei (2009)
has begun looking at thisfrom a self perspective; that is, if our ideal self isassociated with
the mastery of an L2, meaning, if the person that we would like to become is proficient in
the L2, we can be described in Gardner’s (1985) terminology as having an integrative
disposition. Therefore, attitudes towards members of the L2 community are related to an
ideal language self image and, in this sense, students are unlikely to have a vivid and
attractive ideal L2 self, if the L2 is spoken by a community that they despise. This clearly
relates to previous experiences, although Dornyei does not discuss this. Thistheory of
motivation a so includes students who are classed as being instrumentally motivated
(Dornyei et al, 2006). However, the “L2 Motivational Self System” also stresses the
importance of the learning environment and, thus, previous experiences with the learning
process (e.g. successful engagement) may also motivate a student to learn, as might the
quality and the quantity of previous intercultural contact with members of the L2
community. This“linguistic self confidence” (Ddrnyei et al, 2006:15) has important
implications for GE since someone with positive experiences communicating with an
AustEng speaker, for example, may favour that variety. Similarly, a student who did well in
classled by a Japanese English teacher may favour JapEng and Japanese teachers. Such
aspects clearly play an important role in the formation of attitudes, and research can
provide deeper insights about why people hold certain attitudes and help them respond to

them.

3.2.2 Attitude change

It isalso important to understand that language attitudes are subject to change, depending
on local conditions and changes in the sociopolitical milieu (Giles and Billings, 2004). For
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this reason, many researchersin the field have replicated their studies at both short-term
and long-term intervals to investigate any changesin attitudes. Bourhis and Sachdev
(1984) found that Anglo-Canadian secondary school students had |ess favourabl e attitudes
towards Italian language usage, when the demographic proportions of Anglos and Italians
in their immediate school environment were equal, as opposed to when Anglos were the
clear mgjority. Similar links were found in Tong et a’s (1999) and Pennington and Yue's
(1994) Hong Kong based studies.

Languages are also shaped by their use (Brumfit, 2001), and it is possible that attitudes
towards them change as contact opportunities increase. This may have interesting
consequences in Japan, with the increasing number of foreigners. Furthermore, Perloff
(2003) maintains that attitude intensity is particularly important because strong attitudes are
more likely to affect judgments, guide behaviour and be resistant to change. Hence, it is
important in any attitude study to investigate the wider social context aswell as possible

changesin attitudes over time.

It isclear, therefore, that a number of factors serve to influence attitudes. Following

sections provide an overview of the main studies that have been conducted in thisfield.

3.3 Resear ch methods used in language attitude studies

Language attitude studies date back to the 1930s (Pears, 1931) and, since 1960, there has
been an explosion of research. This crosses multiple disciplines and they can be grouped
under three broad methods: the analysis of the societal treatment of language varieties;
direct measures; and indirect measures (Garrett et a, 2003; Ryan et al, 1982), each of

which will be discussed in turn.
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3.3.1 Societal treatment

This approach is designed to gain insights into the rel ative status of language varieties,
involving an analysis of the ‘treatment’ given to them and to their speakers through
observation and ethnography, analysis of government policies, job advertisements, media
output, etc. (Garret et al, 2003). Ryan et a (1982) note the importance of such studies as
the first source of information about views on language varieties which are found in the
public waysin which they are treated (e.g. official language policies). Nevertheless, such
studies are often conducted when access to informantsis limited, and as a preliminary
analysis. Such an approach, however, can reveal important information on students
pedagogical beliefs, experiences using the language and familiarity with it and researching

the wider social context should be acentra part of any research study.

3.3.2 Indirect approach

The indirect approach is generally seen as synonymous with the use of the Matched Guise
Technique (MGT). Here, participants are asked to eval uate audio-taped speakers and are
told that they are listening to a number of different speakers, although it is one speaker in
different ‘guises . An attitude-rating scale (Garret et al, 2003) is used to evaluate the
speakers on things like friendliness, sociability, intelligence, etc. Because other linguistic
factors are supposedly controlled (e.g. voice quality interference), evaluations are
considered to reflect the listener’ s underlying attitudes toward the target language variety or

behaviour.

Here, the pioneering work of Lambert (1960) and Lambert et a (1965) has been
particularly influential. Despite the popularity of this approach, the MGT method has been
criticised for deceiving the respondents (Jenkins, 2007), problems with the ability to keep
vocal characteristics constant across experimental conditions (Bradac et a, 2001), the
inability to measure other important variables and for being ‘ acontextual’, due to the fact

that nothing is said to respondents about the situation in which messages are ostensibly
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produced (Bradac et a, 2001). This latter point isimportant, especially when results are
used to make pedagogical recommendations.

Modified versions have been developed in response to the various criticisms (Jenkins,
2007), and, in the Verbal Guise Technique (VGT) for example, although respondents still
believe that they are rating people rather than language, the speech samples are provided by
authentic speakers of each variety, rather than one speaker using different guises. However,
when this method is not contextualised or supported with other more qualitative methods, it
isdifficult to see how rating language varieties based on adjectives such as ‘intelligent’ can
really tell uswhat studentsthink in relation to ELT, that is, their opinions on models,
teachers and materials. More in-depth analysisis needed of their orientations through a

variety of methods.

3.3.3 Direct approach

The direct approach involves asking direct questions about |language evaluation, preference,
etc. through questionnaires and/or interviews. This method has been very common in recent
years, which will be demonstrated in the next section. One technique is Perceptual
Dialectology, arelatively recent approach employed to measure language attitudes directly.
A branch of folk linguistics, it is designed to fill in the missing parts of the “language-
attitude puzzle” (Kuiper, 2005:29), or, more precisely, analyse the explicit opinions about
language that respondents hold about different language varieties without exposure to them.
It involves rating languages without having any exposure to them and, thus, examines
people’ s (more conscious) beliefs and undercovers what lies behind these “ reflections and
pronouncements’ (Preston, 2006:115). Various studies have been conducted (Garrett et al,
2003:45; Inoue, 1999Db; Kuiper, 1999, and Reeson, 1999a) and have included drawing
speech zones on a blank (or minimally detailed) map, ranking accents according to criteria
such as ‘correct” and ‘ pleasant’, and interviewing respondents about the tasks and
discussing the varieties, etc.Thismethod is very useful in explaining attitudes, and is

particularly useful in the context of GE, where it is necessary to investigate attitudes
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towards often unfamiliar varieties of English, where the dominance of the NES model

prevails.

There are clearly a number of different approaches available to study language attitudes,
and researchersin the field have chosen to use them alone or together, as the next section
will demonstrate. Next, the main studies in the field are examined, the methods are

critiqued, and suggestions are outlined for future research.

3.4 English language attitude studies

Due to the high vitality of the English language and the role it playsin the world today, it is
not surprising that many studies have been conducted on attitudes towards English. For the
purposes of discussion here, these have been divided into the following sections, each of
which will be discussed in turn:

1. Attitudestowards native English
2. Attitudes towards both native and non-native English

3. Language attitude studies related to the pedagogical context of English

language teaching
4. Teachers attitudestowardsthe role of Global Englishes
5. Students attitudes towards the role of Global Englishes
6. Theinfluence of Global Englishesinstruction

Up to now, the majority of language attitude studies have focused on NESS' perceptions of
languages and language varieties. However, the perceptions of NNESs are clearly

important and studies of these are reviewed below.
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3.4.1 Attitudes towards native English

Studies of attitudes towards NE accents highlight the high vitality of both Standard
American (SA) and Received Pronunciation (RP). Preference for SA was found in Van der
Haagen’' s (1998) study of attitudesin Holland, and Bayard et al’s (2001) study in EFL and
Anglophone countries, although the latter has problems in terms of methodology, as
multiple speakers were used, there were only closed questions on the questionnaire and no
follow-up or predictive indication of the students' future goals was given (e.g. plansto go

to America).

On the other hand, Ladegaard and Sachdev’ s (2006) verbal guise study involving 96 Danish
EFL learners found that, despite the recognition of the high vitality of American culture,
there was a preference for RP on important dimensions, and there was no desire to adopt
an American accent. On the contrary, RP remained the favourite model of pronunciation.
Ladegaard and Sachdev (2006) note that the influence of teachers' preferences for aiming
at British accentsin their own English may explain attitudes, although the majority of
teachers did not emphasise thisin the classroom. The authors conclude that a*“high level of
‘objective’ vitality may not be a sufficient factor in determining the attractiveness of a
language to outgroup members, at least not in this EFL context” (ibid:19) and this study is
important in highlighting the language-culture discrepancy hypothesis. “Underlying this
hypothesisis the notion that it is perfectly feasible to have positive attitudes towards
members of another ethnolinguistic group, and to state a preference for certain e ements of
that community, without wanting to adopt all the elements, including the language, of that
culture’ (ibid:19). The authors note that students may feel more culturally similar to the
British and that geographically the countries are closer.

Taylor (2000) also concluded that there was no support for an aternative to RP as a model
in his matched guise study of 83 EFL learners from 21 different countriesin Europe, Asia
and South America. Thiswas also true for students who had received AmEng medium
education (the South American and Asian students). McKenzie's (2008) verbal guise study,
which also incorporated techniques from perceptual dialectology, revealed that Japanese
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learners, studying in Scotland, were more positive towards Scottish SE speech than
Glasgow Vernacular speech and Cargile et al’ s (2006) study found Japanese students rated
African-American Vernacular English less positively in terms of status, but more
favourably in terms of social attractiveness than Mid-West US English.

These studies are important and interesting, due to the fact that they did not group Inner
Circle English as one single variety, but recognised the presence of regional varieties,
something often ignored. They also highlight the tendency to evaluate language varietiesin
a hierarchical manner, as discussed previoudly (3.2.1, p. 41). McKenzi€e's (2008) study was
also one of the few that involved NNESS' perceptions of regional varieties, employing
perceptual dialectology techniques.

However, VGT and MGT tell uslittle about attitudes and what students desirein alearning
context, or what factors serve to explain these attitudes. A longitudinal study was
conducted by Adolphs (2005), who followed a group of 24 international students on apre-
sessional English language course through their first year at a British university. Interviews
conducted at two-monthly interval's suggest that many learners have a simplistic notion of
the NES, and familiarity led to more negative attitudes, partly because the variety spoken
around them did not match the ‘standard’ variety, nor their previous model, highlighting the
importance of familiarity and pedagogical beliefs. These students also became increasingly
aware of the need to understand English in international communication as they
communicated with each other, which may have been another reason for their progressively

more negative attitudes towards NESs, although this was not investigated in any depth.

3.4.2 Attitudestowards both native and non-native English

The mgjority of studies conducted in thisareareveal a preference for NE accents, athough
this may be related to the use of the NES model in ELT and the high vitality of NE. A
survey in Malaysia showed that over 90 per cent of 439 university students believed that
the use of BrEng, AmENg or AustEng is essential for Malaysians to be understood
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internationally (Crismore et al, 1996). Similarly, in China (Kirkpatrick and Xu, 2002), over
64 percent of the 171 university students agreed that Chinese people need English in order
for them to communicate with NESs and NNESs and, while one third had no preference,
many preferred AmEng to BrEng. No reasons, however, are provided. A Japanese student-
teacher in Jenkins's (2007:182) study, which made use of an open and closed questionnaire,
amap labelling exercise and interviews, also mentioned a preference for standard AmEng
because “[Japanese people] are so accustomed to AmENg that any other accents sound

‘unfamiliar’ or ‘not mainstream’”.

Thiswas also found to be the case in Matsura et a’s (1994) and Chiba et a’s (1995) studies
in Japan. The second verbal guise study was afollow up to the former, involving 169
Japanese university students, who rated nine male speakers (3 Japanese, 2 Americans, 1
British, 1 Sri Lankan, 1 Hong Kongese and 1 Malaysian) based on things like “clear/
unclear” and “friendly/unfriendly”, etc., which again tell us very little about attitudesin
relation to learning English. Nevertheless, unlike other VGTSs, the second part of the
guestionnaire included 21 statements about “foreign languages and language learning”,
although none of the statements directly related to the ELT context. However, students
responded more positively to the NESs and were influenced by familiarity, although
familiarity did not improve attitudes towards JapEng. Chiba et al (1995) suggest that the
Japanese accent may have negative connotations in Japan. Nevertheless, this was not
investigated with more qualitative methods, nor was the influence of GE instruction
researched or the wider socia context. Chapter Two (2.5.3, p.31-35) pointed out that such
negative attitudes towards JapEng exist, and it is not enough to Ssimply present results
without sufficient exploration of where they come from. It is also important to point out
that the authors concluded that educators in Japan must advocate the existence of GE. This

was not, however, explored in depth and no practical proposals were made.

In astudy of Japanese students studying in New Zealand, Starks and Paltridge (1994) found
that students also rated AmEng and BrEng well above NZEng. The second highest
preference (after AmEnNg) was for learning English with a Japanese accent. Thiswas
different to the results of Matsuura et al’s (2004) investigation of 50 university EFL

51



teachers and 660 students, who viewed the term “JapEng” negatively. This study, however,
utilised a closed questionnaire. In addition, while Japanese students in Smith and Bisazza's
(1982) study comprehended Japanese-accented English better than US speakers’ English,
their Indian students comprehended US speakers English better than Indian-accented
English. Similarly, in Fayer and Krasinski’s (1987) Puerto Rican study, listeners gave
lower ratings to the Spanish English of the Puerto Rican speakers and reported more
annoyance and irritation towards them than NES listeners. Beinhoff (2005, cited in Jenkins,
2007:94) also found NNESs stricter towards their own L1 group, although Jenkins
(2007:89) points out that, since the studentsin this study also wanted to sound like NESs
and saw their NNES accents as part of their identity, it seemsthat much moreisinvolved in
their attitudesto their own L1 group’s accent, and researchers would find it useful to
examine students uses of English aswell astheir goals. Thisrelatesto Dornyei’ s (2009)
notion of the “ideal self” and students clearly saw mastery of NE astheir main goal in
Beinhoff's (2007) study. Nevertheless, thisrequires further research, including the

attitudes of students who are aware of GE.

3.4.3 Language attitude studiesrelated to the pedagogical context of English language
teaching

As with the studies discussed above, the Austrian accent in Dalton-Puffer et al’s (1997)
Austria based modified matched-guise study once again received the most negative
response. The study involved 132 students (two thirds intending to become English
teachers) of EFL and the magjority favoured RP as a model of pronunciation and familiarity
was listed as a reason. Interestingly, personal experience was found to be much more
important in choosing General American English over Received Pronunciation (RP)
(Dalton-Puffer, et a, 1997). Almost half of the respondents had not experienced Englishin
a NES country and, of those who chose RP as a model, even more students (55 per cent),
had not spent more than one month in a NES country. However, of those who preferred an
American model, only 34 per cent had not been on an extended stay abroad. This study
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provided a context, and the participants were told that the purpose was to select speakers
for a published audio-book on child language devel opment.

A study using similar methodology was Rubin’s (1992) previously mentioned verbal guise
study, involving one video-taped lecture by an Asian lecturer and one by a Caucasian
lecturer. The lectures were delivered by the same speaker, but a voice over was used to
‘disguise’ the speaker. Students perceived the accents differently, but thisinfluenced their
comprehension, highlighting the importance of race on attitudes towards language. Thus, it
is possible that students had a stereotypical image of what an English speaker ‘should’ look
like and this affected their comprehension. This has serious implications for those who

advocate the employment of more NNEST s to teach outside of their home countries.

Similarly, McKay’ s (1995) study of 15 international students taking ESL courses at the
University of Illinoisinvolved listening to recordings of two groups of teaching assistants.
NESTs were preferred over NNESTS, with the only African-American speaker ranked in
the same category as a NNEST. Desirability for NESTs (ranked on a scale from 1-3) was
highest (2.93) for pronunciation, followed by conversation (2.87) and listening
comprehension (2.53) and lowest for grammar (1.93). McKay (1995) concludes that, for
students, ‘ (white) native’ equals ‘excellent’. While this may be true, and was discussed in
relation to Japan in Chapter Two (2.5.2, p. 29-31), little is said about the English
proficiency of the teachers or the students' previous experiences with the language or

motivation, which may have affected the results.

Kelch and Santana-Williamson’ s study (2002) aimed to determine 56 ESL students
identification of NESs and their attitudes towards teachers. Three NESs and three NNESs
of different varieties read the same script and students rated them. NESs and NNESs were
only correctly identified in 45% of the occasions, and perceptions of nativeness strongly
influenced attitudes. Additionally, teachers perceived as NESs were seen as more likeable,
educated, experienced and overall better teachers, especially for speaking/listening skills.
The dominance of the NESin traditional ELT clearly influences attitudes and may be a
major reason for positive attitudes towards these speakers. However, students also

mentioned the importance of NNEST s as role model's, sources of motivation, and language
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learners, who understand students’ learning difficulties, although this study, as with many
others, failed to distinguish between NNEST s with the same nationality as the students and
those working in countries other than their own.

Butler’ s matched guise (2007) study on the effects of Korean elementary teachers oral
proficiencies and pronunciation on 312 grade 6 students' listening comprehension also
examined students attitudes towards teachers with American-accented English and
Korean-accented English. The results failed to find any difference in comprehension,
although students thought the AmEng gui se had better pronunciation, was more confident
in using English, would focus more on fluency than on accuracy and would use less Korean
in the English class. The students also preferred the American-accented guise as their

teacher.

The studies discussed so far in this section clearly link accent preferences to the classroom.
Accounts of the wider socia context can also provide deeper insights and help inform

teachers and language planners.

A further verbal guise study that related the findings to the pedagogical context of ELT is
McKenzie's (2008) study of 55 Japanese university students towards six varieties of
English speech. Once more, the results suggest a particularly favourable attitude towards
standard and non-standard varieties of UK and US English in terms of ‘ status’, although
informants expressed greater ‘ solidarity’ with a Japanese speaker of heavily-accented
English. However, unlike the previoudy discussed studies, background factors were taken
into account and differences in gender, self-perceived proficiency in English, exposure to
English and evaluations of varieties of Japanese all had significant effects on attitudes.
Nevertheless, while McKenzie points out that there is a need for those involved in language
planning and curriculum development to understand the general complexity of learners
attitudes with respect to curriculum design, teacher recruitment and the specific choice of
linguistic model(s), and that “it seems unreasonable to impose asingle, or, indeed, a
restricted range of pedagogical models for English language classrooms’ (McKenzie,
2008:79), how far hisresults are transferable to the classroom context is questionable, since
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MGT and VGT studiesreveal just alittle about attitudes and not in-depth information about

students’ orientations.

He and Li’s (2009) study in Chinawith 795 students and 189 teachersinvolved a
guestionnaire, a matched guise survey and interviews for one-tenth of the sample. Despite
the adoption of multiple methods, no information is provided on whether the reader’ s text
was related to ELT, which would have contextualized the information for participants, and
rankings based on “friendly, intelligent and sincere”, etc. say little about attitudesin
relation to ELT. Students were also asked whether they had heard of WE, although, a clear
definition of thisterm was not offered. It is aso no surprise that SE received higher ratings
on the positive traits. 81.9% wanted to sound like a NES. However, 62.6% advocated
incorporating select features of “China English” into the existing teaching model, though
only 26.6% believed it could replace the present model. No further information was given
on these “ select features’. In the interviews, 78.6% also expressed a preference for AmEng
as the teaching model, although the question was unclear. “Lingua Franca English” was
translated into Chinese, but it is unclear how far students were aware of it°. This study
would have benefited from afuller investigation of students’ uses of English, although
despiteits pitfalls, it isimportant, in that it directly relates English language attitudes to
both GE and the ELT context, something that is rather scarce.

3.4.4 Teachers attitudestowards Global Englishes

In recent years, there has been an increase in GE, particularly ELF, related studies.
Jenkins's (2007) questionnaire-based study of 326 English teachers (300 were NNS) in
twelve countries used perceptual dialectology techniques. Respondents were asked to
select, label and rank (on a map) the five English accents they considered to be the best
and any other familiar varieties, and to rate ten specified accents for correctness,
pleasantness and international acceptability. US and UK accents were ranked first and

second “best”. However, while the mgjority did not consider their own accentsto be

® Students were asked, “If you can choose the pedagogic model for teaching of college English in China,
which one(s) would you choose: ‘ China English’, standard Britisy AmEng or the Lingua Franca English
(zu'ow"ei g'ongt ongyu de y ingyu) ? Why?’ However, the fact that students do not know what ELF is may
explain why nobody chose it.
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“best”, some did nominate their own group and “it is possible that thisisthe start of a
trend” and that many will soon “resist the pressure to ‘aspire’ to NS English accents, and
instead will demand recognition for their own accents as a sort of act of resistance
(Canagarajah, 1999)” (Jenkins, 2007:161). Thisisimportant, due to the fact that teachers
have a strong influence on students' attitudes and linguistic confidence and it may also
encourage them to use more English in the classroom, which may result in more positive

attitudes towards them as teachers. This, however, has yet to be researched.

This study also highlighted the issue of familiarity. AmEng was more familiar than BrEng,
but also less correct and pleasant. On the other hand, Swedish English was rated more
unfamiliar than all the NNE accents, except Brazilian and Indian English (IndEng), and yet
more correct, acceptable and pleasant than any other NNS accent. Thus, this study also
problematised the issue of familiarity; increased familiarity did not lead to greater
acceptance, contrary to the claims of other authors. Thus, some respondents clearly had
pre-conceived stereotypes of this variety and perhaps had heard that it is“ native like”
(Jenkins, 2007:166). Furthermore, Brazilian English was rated the most unfamiliar accent,
but not the most incorrect, unacceptable or unpleasant, while the opposite was true of
JapEng. While attitudes were not followed up with interviews, due to the dispersion of
respondentsin 12 different countries, they were asked to provide written comments. This
highlights that researchers should expand on questionnaire findings through more
qualitative techniques to help explain responses, in order to provide teachers with as much
information as possible. Pedagogical recommendations cannot be made without detailed

information on students’ needs and attitudes and their responses to new approaches.

Greek teachers (421) in Sifakis and Sugari’ s (2005) questionnaire-based study revealed a
lack of awareness of the international spread of English, and still identified English with
NESs and the NES model. Furthermore, more than 70% felt English belongsto NESs or to
people with NES competence. Interestingly, primary school teachers, in particular, valued
the NES model. While this was not researched, it may relate to a belief that the NES model
isrequired for lower level learners. However, for their own pronunciation teaching

practices, they revealed a need to focus more on communication as opposed to rules and
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standards when considering NNES-NNES communication. Therefore, there was a potential
awareness of theirrelevance of NES normsin ELF contexts and the need for inteligibility

and communication.

On the other hand, in Decke-Cornhill’ s (2003) study of the attitudes towards GE of
teachersin two different types of German schools, which used two group interviews, the
non-sel ective school teachers were more relaxed than the selective school teacherswith the
concept of ELF. In addition, overal, teachers till felt compelled to teach their classes

“proper English”.

In addition, Murray’s (2003) related study surveyed 253 Swiss teachers from private and
state schoolsin Switzerland on their attitudes to  Euro-English’ (54.6% NESTSs, 41.1%
NNESTs and 4.3% bilingual). Questionnaire results reveaed that NESTs had less
attachment to NES norms than NNEST s did, and accounts for thisin terms of NNESTS
investment of time in developing their competence in NE. Similar results were yielded in
Decke-Cornhill’s (2003) study, where there was a tendency among both NESs and NNESs
“to favour communication over error-correction” (ibid: 159) in theory, although there were
doubts about including this as a teaching model. However, as discussed in section 2.2.3
(p.14), ELF researchers do not suggest that ELF be used as a teaching model, but that the
current NES model be questioned, and al so that teachers focus more on diversity and
flexibility as opposed to rigid NES norms. Likewise, Sasaki (2004, cited in Y oshikawa,
2005) notes that 80 per cent of 97 Japanese high school English teachers surveyed
recognised the necessity of touching on the English varietiesin their classes, but only 7.8
per cent of them actually do so, and those who do only touch on Inner Circle differences.
Reasons were, once more, stated to be lack of time and knowledge about WE, highlighting

the need for resources and teacher education.

Seidlhofer and Widdowson’ s (2003) study of the attitudes towards ELF of 48 third and
fourth year students taking the teacher education option at The University of Vienna, used
essay responses to an article by House (2002) that seriously challenges traditiona NES-
normative notions about ELT. Word frequency lists using Wordsmith Tool’ s Key Word
Programme revealed that the respondents’ primary concern was with teaching, and
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specifically with cultural aspects and pronunciation. Zacharias's (2005) investigation of
100 tertiary level teachers (94 NNESTs) beliefs about the use of teaching materials
produced locally and in English-speaking countries (“internationally published”) also
highlights the need for more locally produced materials and GE related materials. Using
guestionnaires, interviews and classroom observations, there was a preference (86% and

87%) for materials produced in NS countries.

In Jenkins's (2007) interview study of 17 NNEST's, asked about their attitudes towards ELF,
several participants claimed to support ELF pronunciation, but aimed at NE themselves,

and most referred to NNE as “incorrect”. However, only two were entirely against the
notion of ELF and many reasons were offered for these attitudes, including pressure from
government, schools and parentsto teach NE, alack of ELF pronunciation materials and
teachers traditional attachment to NE. Furthermore, severa also thought that teachers need
ELF experience to appreciate the irrelevance of the NES model for international
communication. This study, therefore, revealsimportant insightsinto teachers' attitudes

which require further investigation.

Therefore, atheory/practice divide appearsto exist. ELF is often accepted in the abstract,
but rejected in the classroom. While the main, and often-stated, obstacle appears to be the
lack of materials and research available, it is also possible that it isrelated to teachers’ own
investmentsin achieving NES competence, aswell asa ‘fear’ of replacing the status quo
with something that appearsto be aradical departure from the norm. In addition, itisalso
possible that research studies on students' needs, uses of and attitudes towards English may
influence teachers' attitudes towards changing their classroom approach. Nevertheless,
while many of the respondents seem to agree with the principle of ELF, as mentioned
earlier, the mgority of those involved in the ELT profession do not appear to be ready for
the shift in practice advocated by those scholars who made GE related proposal s discussed
in the previous chapter.
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3.4.5 Students attitudestowardstherole of Global Englishes

Thereisalack of research investigating students attitudes, surprisingly, given the fact that,
as the main receivers of English education, their attitudes are invaluable to teachers and

language planners alike.

Timmis's (2002) study utilised questionnaires (180 teachers from 45 countries and 400
studentsin 14 countries) to explore attitudes towards English as an international language.
Both groups revealed an overall preference for NE, although the teachers, particularly the
NESs, seemed |ess attached than the students. 67% of students wanted listeners to think
they were NESs, and a further 68%, who predict they would use ELF in the future, also
wanted to sound like aNES (Timmis, 2002), leading him to conclude that, “Whileitis
clearly inappropriate to foist native-speaker norms on students who neither want nor need
them, it is scarcely more appropriate to offer students a target which manifestly does not
meet their aspirations’ (ibid: 249). (Of course, asdiscussed in section 2.3.4 (p.21), ELF
has not been put forward as atarget by advocates of GELT, since corpus data and ELF
research cannot be trandated into ELT materials.) Furthermore, while this study highlights
the differences between teachers’ and students’ attitudes, as Timmis (2002) notes himself,
the survey results do not show how attitudes are related to ELF awareness. In fact, he notes
that the results may be different in ten years time with increased awareness of the issues
involved. Students have clearly been influenced by the dominance of NE and the NESin
ELT and it isunsurprising that their ultimate goal isto sound like one. Further studies are
needed which investigate the effect of the raising of ELF awareness, for example through a
Global Englishes course. Due to the prevaence of NES norms, for example, students may
be under the impression that NESs are the only target audience, and while this may be true

for some, it is clearly not true for students learning English for ELF usage.

Kuo (2006) used data from her own learners at a British university. No information is given
on the number of respondents, but not surprisingly, given the fact that they have travelled to
the UK to study English, her informants express a preference for NE over NNE, because of
the latter’ s “ phonological and grammatical inaccuracy” (Kuo, 2006:218). This, the author
argues, supports Timmis's (2002) finding that students still desire to conform to NES
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norms. However, Kuo does not fully investigate these attitudes and the factors that might
explain them (including, possibly, the perspective she presented as ateacher and an
interviewer). Furthermore, mention is made of the students who, worried about their IELTS
score, prefer a NES model. Thus, assessment and the success of commercial tests such as
IELTS, TOEFL, etc, which are developed in NE countries, represent an obstacle for amore
GE related approach to learning English. Furthermore, their continued use also perpetuates
existing stereotypes about English speakers and the ownership of the language.

Grau’s (2005) Germany based study of 231 first year university students used a
questionnaire and a follow-up discussion which focused on varieties to be taught and to be
included in teaching materials and pronunciation objectives (including Jenkins's (2002)
LFC), and is a welcome attempt to link language attitude studies with both ELT and with
GE. Once more, the results reveal atheory/practice divide. There was a general openness
towards the position that GE should have in ELT. A considerable number of students
favoured introducing learners to a variety of Englishes and the majority agreed on the
priority of intelligibility, although BriEng and AmEng were still considered to be a sound
basis for learners (Grau, 2005). Nevertheless, in this study, students were only given the
choice of “America’, “British”, “Both” or “Other”, suggesting that there are only two
models, or that these are the two most common choices. Furthermore, while 65% opted for
intelligibility as a pronunciation objective, when specific examples of substitutions were
given, the position was almost the reverse. As Jenkins (2007:102) points out, however,
“perhaps there would have been fewer objections to the two specific linguistic
examples...... had she not referred to them asa ‘problem’....and a‘mistake’”. These
students were a so training to be teachers and were taking a course that involved current
issuesin thefield of ELT, and more information is required about the possible influence
this had.

The influence of previous experience on attitudes was previoudy discussed and Dornyei et
al’ s (2006:15) notion of “linguistic self confidence”, the belief that frequent and pleasant
contact experience leads to an increased confidence in language usage, is also relevant here,

and could have been taken into account. A positive experience speaking with a NNES may,
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for example, lead to more positive attitudes towards that variety and, thus, help to explain
perceptions. Furthermore, in Erling’s (2005) study, over half of the students preferred NE
and 34% expressed interest in a neutral, non-cultural variety (although thisis not explained
in any depth). However, in the interviews, students appeared to want to be accepted by
NESs and not to be perceived as German. The interview comments are descriptive and no
detailed coding was conducted, nor was the influence of background factors investigated.
No information is given on students' previous experiences with NESs and NNESs, and
whether these were positive or negative. Moreover, the questions used, such as, “Whom do
you like the best, the Americans or the British?” and “Which model of English do you try
to imitate when you speak English?’, are also asking very different things, and “What do
you like the best, BE or AE?’ is as problematic as Grau’s (2005) study. Therefore, while
Erling (2005) concludes that university level ELT should accommodate students' global
needs for the language and teach English as aworld possession, it is clear that researchers

must also be cautious with their research design.

Matsuda’ s (2003) study of 33 Japanese high school students also concluded with calls for
more sociolinguistic instruction. Utilising questionnaires, in-depth interviews (four teachers
of English and ten students) and classroom observations, the results showed that, while
students saw English as an international language, they considered the ownersto be Inner
Circle speakers (Americans and British), wanted a NES model and lacked an awareness of
other varieties, unsurprising given the image of English portrayed in Japan, discussed in
Chapter Two. Matsuda concluded that it isvital to increase the exposure to, and to raise the

awareness of, different varieties of English amongst both students and teachers of English.

There have, therefore, only been afew studies conducted in the field that have investigated
students' attitudes towards GE. The main conclusions to be drawn are that, while students
continue to favour NESs, more research is required to support proposals for GE. Such
research would benefit from athorough examination of attitude formation, particularly the
influence of NES normsin ELT and the possible influence of new approachesto ELT on
attitudes towards English. With limited experience with and exposure to NNES, aswell asa
lack of awareness of the role of English today and the changing representations of speakers

61



of the language, students are not making decisions based on the availability of sound
information. Studies are required that research students’ attitudes after explicit GE
awareness-raising to seeif their beliefs hold true. Despite the number of callsfor are-
evaluation of ELT, however, few researchers have investigated thisin depth.

3.4.6 Theinfluence on language attitudes of Global Englishesinstruction

Research inthis areais scarce, athough there is a small number of studieswhich have
investigated the impact of direct GE instruction. Furthermore, two of these studies involved
NESs and only one has researched the influence of GE on NNESS' attitudes. Thereis
clearly alack of research in this area and there is a need for language attitude studiesin
relation to WE and ELF to be combined with traditional studies that investigate students
attitudes towards teachers.

The first of these is a Korean-based study by Shim (2002) which investigated the attitudes
of both teachers (24 enrolled on a TESOL masters degree in Seoul) and students |earning
about WE through surveys and interviews from 1995 to 2000. Thefirst, in 1995, involved
57 intermediate level students, who listened to tape recordings of five different femae
NESTs and NNESTS, reading portions of ‘ Cinderella’. The majority favoured AmEng as
the teaching model, 49% wanted AustEng and no-one wanted to learn Pakistani or Korean
English. The study was repeated two years later with 24 TESOL graduate students, reported
to be familiar with WE theories and Kachru’s model, although no further information is
given. 22 preferred AmENg and only two stated that, “ideally”, Koreans should be exposed
to other varieties, dthough it is“practically impossible’. Shim conducted athird study in
1998, after WE exposure through TV (a programme called ‘ Crossroads Caf€'), and of the
27 in the researcher’ s own class, 23 wanted an internationally accepted mode (although
thisis not explained) as a teaching model; 27 felt there is a need to understand NNESs, and
all 27 would be willing to participate in an ELT programme that introduced NNESs. While
thereisaclear change in attitudes, Shim fails to discuss the influence that he, as both

researcher and teacher, may have had, and gives little account of the content of the course,
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students’ backgrounds, motivations and goals. The last group of students may smply have
had more positive experiences with NNESs, more experience using English as a lingua

franca or different goals for their future use of the language.

Derwing and Munro’s (2002) study involved NES respondents’ attitudes towards the
comprehension of foreign-accented Vietnamese English before and after a period of cross-
cultural awareness training and explicit linguistic instruction, which lasted for eight weeks.
Attitude questionnaires conducted with full-time first year Canadian social work students
indicated increased empathy for immigrants. However, the group that received explicit
instruction regarding the characteristics of Vietnamese-accented English showed
significantly greater improvement in confidence that they could interact with NNESs. This
highlights the need for GE programmes to include a wider range of varieties of English in
order to better prepare students. It also shows the importance of familiarity and also brings
attention to the fact that it is not only NNESs that need to learn how to accommodate
different Englishes, accents and cultures.

Kubota's (2001) study investigated the change in attitudes of 17 American high school
NESs taking a course in WE, which included 8 lessons focusing on the varieties of English
used in America and worldwide; the history of English; the difficulty of acquiring NES
proficiency; ways to communicate with WE speakers; and an investigation of the
implications of the spread of English. The questionnaire asked about speech samples (six
US speakers from Australia, China, India, Ecuador, Nigeria and France, who spoke about
education in their home country for one minute), and classroom observations and
interviews were also held. However, only some students showed positive reactions and
some biased views towards NNES were reinforced. Kubota concludes that this indicates a
need for commencing education about cultural linguistic diversity at earlier stages of life
(Kubota, 2001).

These three studies are important and a so highlight the importance of re-evaluating the
way English instruction is delivered to NESs, as well as NNESs. Few researchers have
investigated the influence of a GE course instruction and the studies examined in this

section do not investigate the proposals put forward in the previous section 2.3 (p.17-37) in
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any depth. Such researchisvital if GE research and the associated pedagogic proposals are

to be given weight.

3.4.7 Summary

According to the attitudes research surveyed above, NE is highly valued and many in the
education context prefer to follow a NES model. Methodologically speaking, however,
many of these studies have limitations and very few investigate the possible reasons for
attitudes. Furthermore, these results should not be used as evidence for the continued
dominance of NE and the NESin ELT. Learnersneed more choice and “the choice needs
to be made in full knowledge of the sociolinguistic facts and without pressure from the
dominant NS community” (Jenkins, 2006b:155), although this may be difficult to the
prevalence of commercial language tests which continue to use NES norms. In order to
fully understand students' attitudes and needs, longitudinal and mixed methods studies are
needed. Such studies should also research the wider social context and aso investigate the

possible influence awareness-raising of GE may have on students’ attitudes.

3.5 Attitudes towar ds teacher s of English

In addition to the studies discussed so far in this chapter, there is a body of research on the
respective capacities of NNESTs and NESTs and attitudes towards them. These studies are
particularly important, due to the fact that language institutions often defend employing
large numbers of NESTs to satisfy students' demands (Mahboob et al, 2004), and recent
years have also seen a push towards the importance of NNESTs and the need for the
employment of a more varied teaching staff. Research in this area is best understood under

the following headings:

e Studiesthat involve attitudes when the NNEST s share the same L1
e NNESTswith adifferent mother tongue

e Important characteristics for an English teacher
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3.5.1 Studiesthat involve attitudes when teacher s share the same first language

Barrat and Kontra s (2000) study in Hungary (116 students and 58 teachers involved) and
China (with 100 students and 54 teachers) required students to free-write about their
experiences of NESTs. Almost identical factors were pinpointed in favour of and against
NESTSs, including authenticity as the most valuable characteristic, ong with pronunciation,
wide vocabulary and cultural information, although the NESTs were not noted to be keen

on grammar, and lack linguistic and cultural awareness that NNESTs have.

Similar results were yielded from questionnaires in Benke and Medgyes' s (2005) study in
Hungary of 422 students, where the advantages of NNESTs were exam preparation,
grammar explanations and a familiarity with the students' background, and the advantages
of NESTs were seen as speaking skills, cultural information, friendliness and good
pronunciation. However, this survey also elicited students' actua preferences, and
nationality was compared with level of professionalism, thus linking language attitude
research to attitudes towards English teachers. Such research isvital, particularly if
researchers want to make strong recommendations for the irrelevance of NESTs and
advocate change. The results revealed that NNEST's are seen as helpful for beginners and
NESTs for more advanced students, although it should be pointed out that thisis assuming
NE isthe goal. Over 50% thought that ability to teach was more important than nationality,
and only 22.3% would be happy to trade aNNEST for a NEST, although students
definition of ‘ability to teach’ is unclear; and the mgjority (88.2%) wished they only had
NNESTSs, which may be related to the fact that they were lower-intermediate level students.
Hence, while NEST s are often recruited to satisfy student demand, this study highlights that
many students actually prefer teaching ability over nationality.

Preference for aNEST was aso related to higher proficiency in Lasagabaster and Sierra’s
(2005) study, which utilised open (freely in small groups) and closed questionnaires with
76 1% to 4" year students from the University of the Basque country. Again, general
background information is provided, but little else. Furthermore, some of the attitudinal
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statements are somewhat vague®. The open-ended part of the study also simply asked
studentsto list the pros and cons of both types of teachers, and students were not given the
chance to expand on their answersin interviews, nor relate them to their attitudes towards
Englishinrelation to GE. Nevertheless, the results reveal important insights; there was a
clear preference for aNEST in the areas of pronunciation (81.5%), culture and civilisation
(71.1%) and speaking (64.5%), although vocabulary only yielded 46% and listening 44.7%.
The open-ended results also revealed 46 positive statements for NESTs and 29 for NNESTs
(Lasagabaster and Sierra, 2005).

These results coincide with Medgyes's (1994) study, and Catalan NNESTs also preferred
NESTsin Llurda and Huguet’' s (2003) study, when they were asked how many NNESTs
and NEST s they would hire if they owned a language school. In addition, Cook’ s (2005)
survey of 12 younger students (aged on average 14) and adultsin six countries revealed that
72% of children in England, 33% of children in Belgium, 82% of adultsin England and
51% of adultsin Taiwan preferred a NEST, although thisis not an overwhelming
preference, with the exception of England. With regardsto NNESTs, who once again are
lumped into one group, students again noted that they provide a good model of a language
learner, and often have more appropriate training and background, although they have
lesser fluency. “Huency”, however, isnot defined. Nevertheless, it should be remembered
that NESTs and NNEST s are often employed to do very different things, the former being
employed to teach oral skills. University studentsin Miller’s (1995) small-scale study in
Japan (17 students) also wanted their NEST to understand their culture and communication
styles. Miller also calsfor approachesto ELT in Japan to accommodate Japanese

communication stylesin early lessons and assimilation of western stylesin later |essons.

® For example, “I would have more positive attitudes towards English speaking countries and their speakers if
| had a native teacher” does not clarify what an “English speaking country” is, and students may have
different definitions.
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3.5.2 Non-native English teacher swith a different mother tongue

Thus, the majority of studies have grouped NNEST s together and provide no information

on students' attitudes towards NNEST s from different countries, where the often stated
benefits of shared L1, etc. are unlikely to hold strong. Despite the callsfor ELT to include
the recruitment of more NNESTS, as discussed in the previous chapter (section 2.3.4, p. 21),
research in thisareais scarce. Moussu and Llurda (2008) point out the importance of
recognising that NNEST's are not one single group, e.g. their approaches may differ
depending on the level they are teaching, their English proficiency and their teaching styles.
It isalso clear, that researchers should consider the fact that many NNEST s teach in
different countries, other than their own. Given the number of studies that have compared
attitudes towards NES and NNES, it is surprising that very few studies have extended this

comparison to the language classroom.

Moussu's (2002, cited in Braine, 2005:18) longitudinal investigation into students' feelings
and expectations when first taught by NNESTs involved four NNESTs from Japan,
Argentina, Ecuador and Switzerland and 84 students from 21 different countries enrolled in
an intensive English programme attached to a US university. It is unclear, however, where
these universities were, whether students were enrolled in the same course and what the
characteristics were of the NNESTSs, for example, proficiency, education, etc. Nonetheless,
the questionnaire results revealed that, from the beginning of the semester, 68% said they
could learn English just aswell from a NNEST asfrom a NEST, 79% expressed admiration
and respect for their NNEST s and 84% expected their class to be positive. Time and
exposure also strengthened positive opinions, as an increased percentage said they would
recommend that a friend take the class after the semester (56% to 76%). These findings are
interesting from a GE perspective and suggest that, while students may favour the NS
model, their attitudes towards GE in ELT may change after increased exposure to different
varieties of English and English teachers. On the other hand, the Korean and Chinese
studentsin this study expressed negative feelings toward their NNESTs more frequently,
which highlights the need for more studiesin Asia, where there may, perhaps, be more
value placed on the NS.
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Kirsty Liang's (2002) (cited in Braine, 2005:19) investigation of students’ attitudes towards
NNESTs at California State University invol ved the opinions of 20 ESL students towards
six ESL teachers (five NNESs from different language backgrounds and one NES). After
listening to audio recordings of NNESTs, students rated and ranked the teachers accents
according to a scale of preference. Results showed that, although the students rated
pronunciation/accent as very important, it did not affect their attitudes towards their
previous NNESTs in their home countries, towards whom they held positive attitudes. Thus,
while it was not discussed in this study, there is a possibility that students have different
opinions towards NNEST s of other nationalities than their own, and that other factors, such
asashared L1 and culture, may be important factors when choosing an English teacher.
Studies are clearly required that fully investigate what students both need and want in an
ELT context. This study also suggests the influence of familiarity on accent and it would be
interesting to conduct it again after students had been exposed to more NNES speech.
Furthermore, personal and professional features derived from the teachers speech, such as
“being interesting”, “being prepared”, “being qualified” and “being professional”, played a
rolein the students preference for teachers, although it is difficult to determine how far
students can judge these aspects of ateacher’ s professionalism based on taped recordings of

speech.

A further America based study is Mahboob (2004), which elicited written responses of 32
students from diverse language backgrounds, with varying proficiency levels, enrolled in an
intensive English programme. Opinion essays on NESTs and NNESTs were coded by four
readers. Results are similar to previous studies. Both received positive and negative
comments related to oral skills, with vocabulary and culture also being viewed positively.
Negative comments on NESTs related to grammar, experience as an ESL learner, ability to
answer questions and methodology. In the case of NNESTSs, experience as an ESL |learner
earned the most number of positive comments, followed by grammar, affect, oral skills,
methodology, hard work, vocabulary, culture, ability to answer questions and literacy skills.
NNEST s received negative comments with regard to oral skillsand culture, athoughiitis
unclear whose “culture’ the author isreferring to. In fact, little information is given about
the nationality of the NNESTsin the study and whether they are working at the US
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institution or whether students are commenting on their past experiences with NNESTsin
their own countries. This study also fails to provide information on the level of
professionalism of both types of teachers and, as with the previous studies, it provideslittle
account of the underlying factors influencing these opinions and what can be doneto

address them.

In the past, therefore, researchers have investigated students’ attitudes towards their English
teachers, the majority involving NNESTs with the same L1 as the students. However,
studies are required that link such investigations with those that look at students' attitudes
towards Englishin relation to GE. Such research is needed to inform GE curriculum design
and materials developers and eradicate the theory/practice divide that appearsto exi<.

3.5.3 English teachers

In addition to simply comparing the attributes of both types of teachers, several studies
have investigated students opinions of what makes a good language teacher. Thisisalso
important in relation to GE, to raise awareness of the qualities students look for in an
English teacher and to investigate the importance of nationality and, perhaps, native-like
accents. Once more, while students may appear to favour NE and NESs, it must be
remembered that the dominance of the NES ideology plays an important rolein the

formation of such perceptions.

Pacek’ s (2005) UK based study used informal interviews with students at the University of
Birmingham, who studied with a NNEST from an Eastern European country with 20 years
experience teaching English, linguistics and ELT methodology, as well as a sound
knowledge of the Japanese educationa system, through experience of managing a teacher-
training programme for 11 years. Two questionnaires were sent out to two groups of
students, those taking a vocabulary class (43 and 38) and those taking a teacher-training
course for Japanese teachers (68 and 46), one week apart to make them seem unconnected.
The results show that, while a NNEST is often the norm in students' own countries

(particularly in the Far East), they expect a NEST when studying in an English-speaking
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country (Pacek, 2005:245), highlighting the influence of pedagogical beliefs on attitudes, as
discussed in the former part of this chapter (3.2.1, p. 41). However, students see sensitivity
to their needs and problems as the most important characteristic of a Foreign Language
Teacher (FLT), followed by clear explanations and pronunciation. Gender and age do not
appear to be important, which isinteresting considering many institutionsin places like
Japan advertise for ‘young’ NESTSs. This study also highlights that teachers’ professional
qualities were more important than nationality, although this study only involved one
NNEST, and there is a possibility that comments may have been teacher specific.
Nevertheless, it isan important start and highlights the importance of researching the fuller

picture.

In Hong Kong, Cheung (2002, cited in Braine, 2005:20) used questionnaires (420),
interviews (10) with students and classroom observations. The opinions of 22 teachers,
60% of whom were NESTSs, were also sought. A high proficiency in English, the ability to
use English functionally and the awareness of the cultures of English speaking countries
were noted as NESTS' strengths. In this study, for NNEST's, empathy as a second language
learner, a shared cultural background and grammar focus were noted as strengths. However,
Cheung also elicited important teacher qualities, and both groups stated that teachers should
be well-informed about the English language, able to make learning relevant and fun, good
at motivating students, able to encourage independent learning and thinking, sensitive and
responsive to students needs and able to respect students as individuals with their own
aspirations. This study isimportant in raising awareness of students' attitudes towards

teachers, although it reveals little about what students actually prefer.

Language planners, curriculum developers and educators alike can also learn alot from the
various studies that have concentrated on the self-perceptions of teachers, due to the
influence this has on teaching. However, despite the pioneering work of Medgyes (1992,
1994), it took nearly a decade for more research to emerge on the issues relating to
NNESTs and, as aresult, research is scarce Nevertheless, there are a few studies, including
those that focus on NNESTS Self Perceptions (Medgyes (1992) in various countries;, Reves
and Medgyes (1994) worldwide; Tang (1997) in Hong Kong; Samimy and Brutt-Griffler
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(1999) in aUS university; Seidlihofer (1996) in Austria; Arva and Medgyes (2000) in
Hungary; Inbar (2001) in Israel ; Llurda (2005) inthe US and Canada) and those that
focuson NESTS Self Perceptions (Galloway (2009) in Japan). However, thereis
insufficient space in this thesis to provide a detailed overview of each of these studies.

3.6 Chapter summary

This chapter has provided a detailed discussion on the nature of language attitudes and
outlined the main studies that have been conducted thus far. The discussion has highlighted
that research into the attitudes of |earners towards the target language in the ELT context
can provide teachers with an awareness of their learners’ beliefs, to help inform curriculum
development. It can also increase self-awareness among the learners and foster autonomous
learning. Furthermore, raising their awareness to their own stereotypes, prejudices and
expectations enables them to think critically about them, as well as the linguistic features of

the target language.

This chapter has aso shown that attitudes are not straightforward and are influenced by a
number of factors, including culture, familiarity, vitality and prestige, pedagogical context,
race, proficiency and motivation. Language attitudes are also subject to change, and there is
aneed for both short-term and long-term studies. It is essential to investigate the broader
social conditions due to their influence on attitudes towards language.

Previous studies have shown the high vitality of NE, and that language hierarchies exist.
However, these studies provide little information on where these attitudes stem from, and
further research is clearly needed. Studiesrelated to the ELT context have shown
preferences for NE, although, once more, little information is provided on the various
factors that influence attitudes, aswell as the broader social context. Thus, the examination
of the previous studies has highlighted the inherent problems with both direct and indirect
methods. Researchers must be careful not to rely on any single research method which may
generate skewed and unreliable results, and a variety of methods should be employed to
gain deep insights.
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It isalso clear that GE resources, such as textbooks, remain scarce, and this appearsto be
an obstacle for introducing new approaches into the classroom. A belief in NES ownership
of the language till persists. Nevertheless, recognition of GE is clearly growing among
teachers and, while the paradigm shift has not yet started to filter through into ELT itself,
several researchers have begun to research the issue, or at least discussit, in relation to their
results. However, the magjority of those involved in the ELT profession do not appear to be
ready for the shift in practice advocated by those scholars who made GE related proposals
discussed in the previous chapter.

Thereisalack of research investigating students' attitudes towards GE, and even fewer on
the influence of GE instruction, surprising, given the fact that, as the main receivers of
English education, their attitudes are invaluable to teachers and language planners alike.
Such researchisvitd if GE research and the associated pedagogic proposals are to be given
weight. The current research aims to investigate whether the promotion of a GE perspective
in ELT methodology and an increase in GE related materia's, supported by detailed

research, can influence attitudes towards English.

The next chapter outlines the research design of this study.
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Chapter Four: M ethodology

The previous chapters provided a specific theoretical basis for the development of GELT
and offered ajustification for an in-depth study of itsfeasibility to be conducted. Chapter
Three a so outlined the importance of relating such research to the ELT context and fully
investigating the wide range of factors that influence attitudes. This chapter moves onto the
research design of this study. Firstly, the objectives and the research questions are outlined.
Then, the overal methodology is discussed. The exploratory and pilot studies are discussed
with reference to the research instruments and how they helped inform the main study. It

ends with a brief outline of the limitations of this study.

4.1 Theaimsof the study

Chapter Three highlighted that many English language studies are conducted separately to
the ELT context, although many relate their results to language teaching. Furthermore, the
attitudes of teachers are often researched separately and the various background factors that
serve to explain perceptions are often ignored. The previous chapters also demonstrated the
potential theoretical and methodological value of conducting further in-depth research on
the attitudes of university studentsin the Expanding Circle, in relation to ELT. ELF is now
a distinctive phenomenon and has major pedagogical implications for the ELT industry. It
isimportant today not only to understand what perceptions students have in relation to the
sociolinguistic realities of English, but what influences these perceptions, and how an
awareness raising of GE can influence these attitudes. Furthermore, the lack of an extensive
body of research is problematic for the many pedagogical proposals that have been put
forward in relation to GE. Therefore, this study aimsto provide a clearer understanding of
students' uses and perceived future uses of English and of their attitudes and responsesto
GE instruction, in order to support and inform ELT curriculum reform. This research also

aims to help inform teachers about students’ attitudes and responses, materials developers
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and policy makersin Japan and el sewhere, and widen sociolinguistic enquiry in the

Expanding Circle.

4.1.1 Resear ch questions

The aim of thisresearch, as outlined previoudly, isto investigate Japanese university
students' attitudes towards English and their English teachers and provide richer insights
into thelr orientations, by exploring the reasons underlying their attitudes, including
learning histories, motivation, proficiency, contact with English and perceived future uses
of English. The attitudes of Japanese students taking a GE class are compared with those
who do not, in order to explore the effect of direct knowledge of the global changesin
English. The GE class will be discussed more fully in the next section. The overall research

aim generated three research questions, given below, which formed a guide to the study.

1. What are students’ attitudes towards English?
2. How do these attitudes relate to English language teaching?

3. To what extent does GE instruction influence these perceptions?

These research questions were designed to direct this research in an attempt to fully
investigate students' attitudes towards English, ELT and the influence of GE instruction.

4.1.2 Resear ch setting

The context chosen to undertake the fieldwork was Japan. Japan is located in the
Expanding Circle, where research is scarce. The subjects were undergraduate English
students at Kanda University of International Studies in Japan, a private university in Chiba.

This university was chosen due to my previous position as a Senior Lecturer in the
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department, which made it possible to obtain permission to conduct the research and gain
easy access to the students. It also provided the opportunity to design and teach two elective

classes for third and fourth year students.

Using one site also made it possible to investigate the Situation in depth, using multiple
methods over along period of time, unlike previous studies. Moreover, focusing solely on
Japan made it possible to research the respondents wider socia context more fully than if
several countries were used. Chapter Three highlighted that attitudes are formed in a
number of ways, and it isvital that researchers focus on specific contexts, in order to
understand the historical and cultural settings of the participants. Thus, while my
background has inevitably shaped my interpretation (thiswill be discussed towards the end
of this chapter), every attempt was made to be unobtrusive and fully represent the students
attitudes.

The university itself isarelatively small private university. There are approximately 3000
studentsin total and six departments (English, Chinese, Spanish, Korean, International
Communication and Languages and Cultures). The English department was the one that
provided the easiest access. For this reason, the study only includes students majoring in
English. The students are known to be highly motivated, most classes are conducted in
English and the level of English ability isintermediate. An English Language Institute
(ELI) was established in 1987 and includes 55 foreign lecturers and 8 |earning advisors.
Elective classes, offered in students’ 3" and 4™ years, are held twice aweek for each 13
week semester.

4.2 Resear ch instruments

Chapter Three highlighted that previous studies have utilised the VGT and MGT, surveys,
interviews, classroom observations, personal experiences and narratives, essays and, more
recently, perceptual dialectology. However, as mentioned previoudy, while MGT/VGT
elicits useful data, they tell us little about what influences attitudes. Furthermore, as
Dornyei (2007:35) note, “ quantitative methods are generally not very sensitive in un-
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covering the reasons for particular observations’, and many of these quantitative studies
were not followed up with qualitative methods. In addition, when qualitative methods were

used, such asinterviews, essays, etc., in very few was the data analysed in detail.

Despite being uncommon in the field of language attitude (but not other applied linguistic)
research, in order to widen the scope of understanding, a mixture of both quantitative and
qualitative measures is employed, in order to obtain rich data. This mixed methods
approach employs strategies of enquiry that involve collecting data through a variety of
methods, in order to triangulate results to “ obtain different but complementary data on the
same topic” (Creswell and Plano Clark, 2007) and increase validity through the
convergence and corroboration of the findings (Dornyei, 2007). Therefore, this study aims
to bring together the strengths of both forms of research collection and avoid the

shortcomings of many of the previous studiesin this area.

This sequential mixed methods study had three phases of data collection including a
questionnaire, qualitative open-ended interviews and focus groups (FG). Each of these will
be discussed in turn. While this study is a survey of attitudes and the various factors that
influence those attitudes, it also includes elements of an action-research project, sincel

took action by running an intervention (the GE course), and studied itsresults. Definitions
of action research (cf.Cohen et al, 2011: 345-6) commonly note that action research lays
claim to the professional development of teachers, and involves ‘situated learning’; learning
in the workplace and about the workplace. Definitions a'so commonly note that it involves
attempts to improve education, theorizing about one's own practice and a so making critical
analyses of the situations where they work, all of which relate to this study. Many action-
research projects are collaborative, although in this study, | was the sole researcher. Burnes
(2000) notes that action research is situational, diagnosing a problem in a specific context;
collaborative, with teams of researchers and practitioners working together; participatory,
as team members take part directly in implementing the research; and self-evaluative,
modifications are continuously eval uated within the ongoing situation to improve the
practice. Thus, while this study is not collaborative, it contains other elements of an action

research study. Moreover, the present study also includes elements of an experiment due to
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the use of a control/experimental group and a pre/post test (Cohen et a 2011: 312). This
study also includes elements of an ethnographic approach, which will also be briefly
discussed in 4.2.5 (p.91).

4.2.1 Data collection procedure

The fieldwork took place from October 2007 until July 2009 (Table 4.1, p.79). Two
different courses were designed and taught for one semester (13 weeks), two classes of

each course over two semesters). Each class was taught twice aweek (90 minutes each) and
each contained 30 students. The course outlines and textbooks are provided in Appendix 1
(p.320) and on the accompanying CD Rom. The Tourism course focused on the airline,
hotel and travel industry in general and was used as the control class. On the other hand, the
GE class was designed as the experimental class for the purposes of this study. The
available literature and avail able textbooks, such as those discussed in Chapter Two, were

adapted and a textbook was made.

Aspointed out in section 2.4 (p.27), there are few resources for GE instruction, and a
textbook was produced (Brutt-Griffler, 2002; Jenkins, 2003, 2009; Kachru et al, 2006;
Kirkpatrick, 2007; Melchers and Shaw, 2003). Asexplained in 2.3.1 (p.17), the GE course
included exposure to NNE and ELF. Each week students were asked to keep alistening
journal, where they listened to different varieties of English or ELF conversations, and
were encouraged to mix with the international students on campus and record their
conversations for use in the class. The listening journal made it possible for studentsto
choose varieties salient to them as they were free to choose what they listened to, wrote

refl ective comments, and used these as a basis of discussion in class.

As mentioned previoudly, the overall aim was to raise students” awareness of the concept of
GE and raise their confidence as speakers of an international language. Thus, as explained
in 2.3.3 (p.20), in amodular format, students were introduced to the spread of the English
language, reasons for the spread, number of speakers and the attitudes towards the spread of
English, asoutlined in section 1.1 (p.1) and 1.2 (p.3). Topics also covered different
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varieties of English, the concept of ELF and ELT. With regardsto ELT, studentsread a
number of articles and debated a number of issues with regards to the use of the NES model
in ELT, asdiscussed in section 2.1 (p.9) and also critically examined hiring practices within
Japan. Students were also introduced to the problems in defining a NES and the use of the
NE model asayardstick in relation to ELF. Thisinvolved afocus on the ‘ownership’ of
English, the use of English in different countries, and an introduction to the various
strategies employed when English is used as alingua franca, and acritical examination of
whether traditional ELT approaches equip students with the tools necessary for such
communication. As outlined in section 2.2.3 (p.17), the concept of ELF was examined and
students were free to research a number of topics that interested them, including phonol ogy,
pragmatics, culture, lexicogrammar, etc. through the use of available GE textbooks, VOICE

corpus and other resources.

Furthermore, as discussed in 2.3.4 (p.24), the GE course also included afocus on local
relevance and culture, and students were encouraged to critically examine possible
stereotypes within Japan and examine how these are enforced and perpetuated. As
Canagarajah (2005) proposed, the point of the course was not to learn English to join a
single language community, but to understand that cultures are hybrid and diffuse,. It also
aimed to introduce students to a variety of norms and is a move away from NES expertise
to afocus on multi-lingual and multi-cultural communicative practices, and on negotiation
and communicative strategies. Thus, students were also introduced to the notion of the need

for accommodation skills and co-operation skills, as discussed in section 2.3.4 (p.25).

When collecting data, every attempt was made to be as unobtrusive as possible when

teaching and students were encouraged to speak openly and honestly.

Table 4.1 shows the data collection schedule. A concurrent procedure, whereby quantitative
and gualitative methods are collected at the same time, was not possible, due to students
busy schedules. Thus, a sequentia approach was adopted, involving the administering of
guestionnaires at the beginning, and questionnaires, interviews and focus groups at the end.
An exploratory and pilot study was aso conducted first and these will be discussed in detail

in the next section.
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Table 4.1: Timeline for data collection

Stage Date I nstrument Time No. of Students
(minutes)
Year Month Semester
Week No.
i 2008 April 1 Pre- Course

Pilot Questionnaire (Pre-Q)

2008 July 12 Post- Course
Questionnaire (Post-Q) 52
2008 July 12 Interview 45 1
2008 July 13 FG 60-90 5
Main St udy 2008 September 1 Pre-Q (Intake 1) 45
2009 January 12 Post-Q (Intake 1)
2009 April 1 Pre-Q (Intake 2) 120 (60 GE, 60 Non-
GE)

2009 July 12 Post-Q (Inteke)
2009 January 13 Interviews 45-60 9
2009 January 14 FG 60 - 90 24
2009 July 13 Interviews 45 - 60 10
2009 July 14 FG 60 —90 24

4.2.2 The questionnair e development

Detailed demographic and background information, essential to better understand the
respondents and their responses, was obtained through questionnaires, which are “easy to
construct, extremely versatile, and uniquely capable of gathering alarge amount of
information quickly in aform that is readily processable” (Dornyei, 2003:1). In addition,
guestionnaires were also deemed essential to measure any changes in attitudes after GE
instruction. This section describes the devel opment of the exploratory, pilot and main
guestionnaire.
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The development of the questionnaire

The questionnaire was designed to be “ brief; easy to understand; reasonably quick to
complete” (Munn and Drever, 1999:13), therefore avoiding the risk of respondent fatigue
(Dornyel, 2003). Sections were clearly defined, instructions were typed in a different font
and questions were clear and unambiguous, and written in both English and Japanese. In
the exploratory (Appendix 2, p.323) and pilot (Appendix 3, p.333) questionnaires more
open-ended questions (Open-Q) (e.g. experience abroad, other classes, other foreign
languages, etc.) were included to find out more about the respondents. The answers were
then subsequently analysed, and closed questions were constructed as clear patterns
emerged. Several members of the target group were also asked to comment on various

questions and versions of the questionnaire.

Exploratory and pilot versions

The questionnaire was designed around the three main research questions. It was divided
into sections, with section one covering the background information deemed essential to
understand attitudes, including language learning history, experience abroad, proficiency,
familiarity with varieties of English, in order to examine to what extent attitudes are formed
on pre-conceptions as opposed to exposure, other classes, other known languages and
nationalities of current and previous English teachers. For sectionstwo and three,
attitudinal statements, such as those utilised by Timmis (2002), were avoided (as discussed
in Chapter Three, p.59), due to their ambiguity, and a mixture of open and closed questions
were used, sinceit is“likely that responses to open questions will more accurately reflect
what the respondent wants to say” (Nunan, 1992:143). Additionally, techniques from
perceptual dialectology were used and students were asked to choose from varieties of
English that they may not have had exposure to (in the pre-Q, at least for the GE students).
In the questionnaire, students were simply presented with alist of countries.

Nevertheless, in the exploratory and pilot studies, several problems were highlighted.
Student feedback revealed that the ambiguity of some of the instructions led many to
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become confused. The problematic questions in the exploratory version are highlighted in
bold in Appendix 2 (p.323) and several questions were amended’. The pilot questionnaire
was more structured and easier to complete. More five point Likert scale items were used to
gather more data and help measure the intensity of attitudes, aswell asto aid statistical
analysis. Many students remained “neutral”, and this was later amended to a four point
scale in the main questionnaire (Appendix 4, p.353). However, while the pilot elicited
more information on students’ attitudes towards varieties of English, it was confusing and
the ranking exercise made statistical analysis problematic. Hence, Question 20 was aso
later revised to elicit responses on each variety, providing more information on students
attitudes. In addition, the questionsin the first two versions were not grouped well® and
when analysing the Open-Q pilot results, it was clear that the majority related to the ELT
context. Therefore, response boxes were added to questions 17, 18 and 24, in order to €licit
more information. The next section outlines the development of the final questionnaire

based on the initial two versions.
The fina version

The final questionnaire contained five main sections and several changes were made based
on the pilot study. Firstly, afour point Likert scale was used, and some terminology and
questions were revised®. The open-ended section of the pilot questionnaire was invaluable

" Questions 14 and 15, for example, elicited limited information on students’ experiences, and were revised in
the pilot. Question 17 included confusing terminology, and ‘ Because | want to make friends with native
speakers of English’ and ‘Because | want to communicate with people all over the world, including non-
native speakers of English’ were changed to ‘Because | want to communicate with native speakers of English’
and ‘Because | want to communicate with non-native speakers of English’. Questions 22 and 23 were merged,
4 was added to €elicit proficiency levels, 19 and 20 were added to €elicit more information on attitudes to
English varieties, and 17 was included to give to provide more space to write freely.
8 For example, section 2 led students straight to questions 11 and 12, which referred to English teachers,
followed by questions 13, 14, 15 and 16, which referred to current and future English use. Question 17 then
asked about motivation, leading to section 3, which began with a question about English teachers again.
? ‘Proficient teacher’ was changed to ‘ Competent teacher’ in Questions 20 and 21, to reduce any confusion
with English proficiency. Question 23, ‘My ultimate goal is to pronounce English like a native-speaker’, was
changed to ‘What is your ultimate goa in learning English? Please explain your answer in the space below’
(Question 26) to elicit more information, and since attaining NES proficiency was covered in Question 18.
‘Imitate’ was changed to ‘sound like’ (Question 20) and students were asked to comment on multiple varieties.
In section 4, ‘teaching experience’ and ‘teaching method’ were added to the list of important qualities for
teachers, based on the pilot responses, and in Question 25 ‘in class’ was removed from the statement ‘| prefer
to use English learning materials (textbooks, audio, etc) in class that involve people from the following
countries’ due to the fact that the university has arather large self-access learning centre. Furthermore, the
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in eliciting students' more extended comments. However, in order to keep students more
focussed before writing their ‘fina comments’, the main study questionnaire included a
further question in section 5 that asked about how much students' English education had
prepared them to use English with people from around the world. The intention wasto elicit

more information from those students taking the GE course.

Administering the questionnaire

The questionnaire was designed to elicit attitudes about English and English teachers, and,
as both aNES and the students’ teacher, social desirability (or prestige) bias (Dornyei,
2003; Garrett et al, 2003), where students answer with the desirable/acceptabl e/expected
answer, was a particular concern. For this reason, anonymity was explicitly stated, and in
the 30-40 minutes the students were given to complete it, they were left alone. The
guestionnaires were administered via surveymonkey.com and the post-Qs were also
conducted at the end of semester. However, the “halo effect” (Dornyei, 2003:10), the
human tendency to over generalise, was also expected to be a threat to the reliability of the
data. Students with a particularly favourable attitude towards NESs, for example, may be
disinclined to say anything negative about them, even when it comes to specific details.
Thiswas of particular concern, due to the fact that the university where the research was
conducted iswell known for its number of NESTs. For this reason, several attitude
guestions were included in the questionnaire to elicit attitudes from various angles.

Students were also given the opportunity to answer in Japanese.

4.2.3 Interviews

Qualitative methods were sought to elicit substantive information about participants

attitudes towards English and ELT. They were aso chosen to give the students a chance to

pilot highlighted that Questions 12 and 13 did not give students an opportunity to comment on English
teachers from other countries and, so, Question 22 was added, which asked about ‘Non-native' teachers.
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clarify, extend and provide examples, thus providing a clearer explanation of the topic.
Focus groups and interviews were chosen as the primary method of qualitative data

collection for a number of reasons.

As Hick (2007:101) notes, “From questionnaire data, the (meaning) context of the single
answer can hardly ever be reconstructed without explicitly using additional methods, like
complementary interviews with a part of the sample’. Hence, the second method of data
collection was interviews, which are good at complementing questionnaires (Sakui and
Gaies, 1999). Interviews were conducted with individual studentsin week 13 (Table 4.1,
p.79) to elicit their individual points of view and allow them more time to discuss their
opinions. As Chapter Three indicated, many previous studies did not give adequate
background information on, or explanations for, the students' opinions and, therefore, the

purpose of the interviews was to undercover the meaning of what the interviewees had said.

Interviews were audio-recorded and then transcribed. The subsequent analysis was
gualitative, and will be explained in detail in Chapter Six.

The development of the interview guide

After explaining the purpose of the study, addressing terms of confidentiality and
explaining the format, the interviewees were invited to talk about their English language
learning history, motivation and teachers of English. The interview guide (Appendix 5,
p.377) began with the problem-centered interviewing (PCl) approach for the first half of the
interview (Scheibelhofer, 2008), which focuses on integrating story telling with topical
interviewing and resembles Seidman’s (1998) “ Focused Life History” stage of interviews,
where respondents are asked to provide as much information as possible about themsel ves,

in relation to the topic of study.

The second part of the interview employed a semi-structured approach to ensure coverage
of the main themes and consistency between interviews. Unlike the questionnaire, the
interview guide was very flexible. In addition, since the students were already aware of the

nature of the study from the questionnaire, this approach was chosen to give students a
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chanceto direct the interview and talk about what they deemed important in relation to my
study and to ask questions.

Care was also taken to create a certain amount of order. The prompts weretrialed with a
sample of the population and then subsequently revised. In addition, since the interviews
were conducted in English, although students were given the option of Japanese, care was
taken to use appropriate language and studentsin the pilot study were asked to comment on

anything ambiguous.

The interview guide was partly based on Kvale's (1996) nine question types including:
introducing questions; follow-up questions; probing questions; specifying questions; direct
guestions and indirect questions. However, due to the narrative nature of stage one, in order
to move between the two stages, open-ended questions were asked relating to topics that
the interviewee had brought up in the first place. Thus, follow up questions were
developmental, based upon previous responses, rather than indicating radical shiftsin
direction.

Pilot version

In the pilot study, several students and experts in the field were asked to comment on the
interview guide. Furthermore, an informal interview was conducted with one student.
Unlike the questionnaire, no problems were encountered, and, thus, no changes were made.
The interview format elicited plentiful data, the bank of prompts was useful and the
allocated time of 45 minutes was sufficient. The pilot highlighted students' busy schedules.
Therefore, in the final study, emails were sent to all of the questionnaire respondents to
check their availability. While it would have been beneficia to have chosen students based
on their questionnaire results, this was not feasible. In addition, although the pilot student
was given the opportunity to speak in English or Japanese, they appeared reluctant to use
Japanese, and the pilot interview was, therefore, conducted in English. This point was,
therefore, re-iterated more strongly in the final questionnaire, in order to make students

aware that the use of Japanese was acceptable.
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Despite my good rapport with the students, the influence of my position as both teacher and
researcher cannot be ignored. Thiswill be fully discussed in section 4.4 (p. 94). However,
several methods of data collection were utilised, and whilst interviewing, every attempt was
made to minimise interruptions and provided supportive nods, agreement, etc., instead of

excessive verbalisation, which may have distracted the respondents.

4.2.4 Focus groups

The second method of qualitative data collection was the use of focus groups (FGs). FGs
are, in essence, a discussion, where a small group of people, under the guidance of a
facilitator or moderator, talk about selected topics. FGs have a number of advantages
relevant to this study, which include the opportunity to yield high quality data and the

reduction of acquiescence bias.

Ability to yield high quality data

FGsyield high-quality data through group interaction (Albrecht et al, 1993; Dornyei, 2007;
Krueger, 1998; Stewart and Prem, 1990) in a number of ways, including a“loosening
effect”, group brainstorming, formulating ideas and consensus and diversity.

Firstly, the presence of peers may minimise the chance of a pull for social desirability.
Individual interviews can be stressful and FGs not only give greater anonymity, but may
also have a“loosening effect” (Vaughn et a, 1996:19), helping them to disclose their
opinions more freely. In addition, the dynamic nature of the group discussion means that
participants may talk about different topics, and not encouraging them to talk in depth

about each prompt may result in more genuine and substantial comments. Furthermore, the
group format not only encourages them to express their opinions, but it also gives them an
opportunity to listen, share and formul ate their ideas, thus providing the researcher with
deeper insightsinto their attitudes on the selected topics. This group interaction reveals how

they brainstorm their ideas together, share experiences, inspire and challenge each other
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and react to the emerging issues and points (Dérnyei, 2007). Group interaction also offers
valuable data on the extent of consensus and diversity among the participants (Morgan,

1996), and was deemed very important for the nature of this study.

Furthermore, as Krueger (1998) points out, various surveys and interviews assume that
individuals really know how they feel and that people form opinions in isolation. However,
FGs give participants the chance to listen to others before forming their opinions. For this
study, FGs, therefore, provided the opportunity to fully investigate both students’ attitudes
and the reasons for them. The open exchange of different perceptions may spark new
opinions or strengthen present convictions (Vaughn et al, 1996) and as Barbour (2007)
points out, focus groups excel at allowing usto study the process of attitude formation and

the mechanisms involved in interrogating and modifying views.

Reduce acquiescence bias

FGs also enable the researcher to take a less directive and dominating role (Gass and Seiter,
1999) and reduce the opportunity for acquiescence bias. Thiswas a particular concernin
this study, due to both the nature of the research topic and the position of the researcher.
However, the moderator is aso problematic, due to the dua role of facilitator and data
analyst (Franklin and Lowry, 2001), and thus, an external moderator was hired and trained.
Sinceit isimportant to hire someone from the same population (Fern, 2001; Smithson,
2000), afourth year Japanese student, mgjoring in English, was chosen, which will be
discussed in detail at alater stage.

The development of the topic guide

While FGs are often used to find preliminary data (Garrett et al, 2003) and generate topics
for questionnaires and interviews, in this study the questionnaire was conducted first to
gauge students opinions before devel oping prompts. The FG topics were carefully pre-

determined and sequenced, based on the research questions, and sufficient background
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information about the purpose of the study was provided (Appendix 6, p.379). Questions
were based on Krueger’s (1998) five category framework (opening questions, introductory
questions, transition questions, key questions and ending questions), which also follows
Morgan's (1997:41) “funnel approach”, from free discussion to more structured topics.
This enabled the students to become familiar with both the topic and each other, before

discussing key topics.

Focus group organisation

Research suggests that asingle FG (e.g. Dornyel, 2007; Morgan, 1996) does not enable the
researcher to confirm the initial group’ s responses. However, several authors, including
Krueger (1994), suggest that for a simple research question, the number of FGs necessary
may only be three or four. The pilot was conducted with one group of students from both
classes (Table 4.1, p.79) to test the usefulness of this method and the prompts. Four FGs
were conducted with each group in the main study, in order to achieve adequate breadth
and depth of information. Vaughn et al (1996) point out that fewer than 6 members may
provide an insufficient number for a stimulating dialogue, and more than 12 are too many
for all participants to get a chance to express points of view. Six isthe ideal number for
focus groups (Krueger, 1998; Rabiee, 2004), and, thus, with six members, each group was
small enough for everyone to have the opportunity to share insights, and yet large enough
to provide diversity of perceptions and ongoing conversation.

Krueger (1994) believes that rich data can only be generated if individualsin the group are
prepared to engage fully in the discussion and, for this reason, advocates the use of a
homogenous group. Kitzinger (1994) also advocates the use of pre-existing groups, as
acguai ntances can rel ate to each other’s comments and may be more able to challenge
each other. Therefore, students were selected from their relevant classes. One of the
limitations of this approach, however, isthat using homogenous groups can encourage set
behaviours relating to pre-existing relationships and patterns of leadership in the group

(Thomas et a.1995). Furthermore, while “Maximum variations sampling” (Dérnyei,
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2007:127), which invol ves selecting participants with markedly different forms of
experience and attitudes to explore the variation within the respondents and underscore any
commonalities, would have been useful, this was not possible in the time-frame available.
“Extreme or deviant case sampling” (Dornyei, 2007:127), which invol ves selecting the
most extreme cases, e.g. those students with the most positive and negative attitudes, was

avoided, since this may have disrupted the discussions.

As mentioned previously, “the role of the moderator is crucial if group discussion isto be
facilitated effectively, leading to good outcomes in terms of data disclosure and validity”,
(Fallon and Brown, 2002:199). Thus, moderator guidelines were developed (Appendix 7,
p.385), and they were briefed on the topic of the project in three meetings to ensure they
both fully understood the topic and their role. They were instructed to take a “passive,
nondirective approach” (Frey and Fontana, 1993:27), taking care to only ask enough
questions or use enough probes to keep the discussion going, as opposed to a“ directive or

active approach”.

Students were given an overview and a topic guide and the nominal group technique (NGT)
(Albrecht et al, 1993) was adopted, to give them a short time to read and note down their
responses since Japanese tend to adopt turn-taking strategies and avoid interrupting and
probing each other. Furthermore, while multiple FG sessions were found to be useful in
Lindsay and Hurley’s (2006) study, due to time constraints and participant fatigue, extra
reading and thinking time was seen as sufficient.

Pilot version and the development of the final version

The prompts were firstly reviewed by a selection of the target audience, expertsin the field,
and viaapilot study, in order to ensure that they were unambiguous and prompted
discussion. The pilot study revealed that students were comfortable in the group and with
the topics, enjoyed the discussion, offered extended explanations of their attitudes, and that

the topics were well-sequenced.
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Students began introducing themselves and talking about their English language learning
history (Appendix 6,p.379) before proceeding to talk about English in Japan and their
predicted future uses of the language. They were then directed to discuss their views on
learning English, and then the use of English using the map. The last prompt directed them
to the map again, asking them to discuss NES proficiency and which varieties are important
for international communication. The map was included to show the geographical
distribution of the perception of language variation and identify any possible hierarchies of
Englishes. This method has been utilised in surveys, but inclusion in a FG was deemed
important to gain deeper insights. Furthermore, in order to achieve good-quality data, it is
useful to include some “exercises’ (or activity-oriented questions) that are enjoyable
(Colucci, 2007), which can help participants focus on the topic and make the discussion

enjoyable.

Geographical knowledge was found to be a problem in Jenkins's exploratory (2007) and
Lindeman’ s (2005) studies, where countries were labelled wrongly and, in the former, a key
with country names was provided in the main study. However, these two studies used
surveys where peer support was unavailable and, in my study, a blank map was provided.
Moreover, the questionnaire included lists of countries, and it was hoped that the blank map
would give students more opportunity to discuss countries salient to them. Furthermore,
while previous map-labelling studies (e.g. Kuiper, 1999) have asked respondents to rate
varieties on variables such as ‘ correctness’ and ‘ pleasantness’, only Jenkins (2007:192)
included “acceptability for international communication”. For the purposes of this study,
the questions were | eft open.

The pilot highlighted a number of problems. Discussion was often very halting and students
took along time to read each prompt, resulting in long silences. Students commented that
this was due to the length of the prompt and summaries. It may also have been related to
Japanese culture, where people tend to take time to think over a subject before engaging in
debate. “Group thinking” also has the possibility to hinder the disclosure of internalised
opinions (Albrecht et a, 1993; Stewart and Prem, 1990), and thisis a particular issuein

Japan, where the ‘group’ is valued over the individual. Furthermore, while there were
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disagreements, students remained very ‘polite’, which again may be related to Japanese
culture, which values group censorship and harmony. On the other hand though, it may

simply be that students have similar views.

In addition, students were given the option of English or Japanese usage in the pilot,
although the discussion was viewed by some as a language practice activity and, one
commented, “No guys, let’s use English”, and another, “Y es, we are motivated students’
and “OK, let’s challenge in English”. Furthermore, when talking about communication
problemsin across-cultural relationship, one participant stated, “In Japanese you can say

exactly what you want to say, right? But in English, you can’t say what you want, right?’,

now”, a“No” response was very quickly given. On the other hand, when they switched
into Japanese towards the end, during the main topics, the conversation was much richer;
participants got more excited, spoke at a more rapid pace, used more examples and
explained their answers in more depth. Students also spoke morein turnsin English as
opposed to Japanese. Thus, the main study was conducted in Japanese.

The pilot study also proved useful to examine the role of the moderator. Even after
undergoing training, the moderator did not ask students to elaborate and, in one case, pre-
occupied with time, rushed the group through the prompts and ended the session when
students were beginning to discuss more freely. Thus, as stated in Agar and MacDonald's
(1995) study, which used discourse analysis to compare the conversation between
interviewers and interviewees in asingle FG, the moderator’ s efforts to guide the group
discussion had the ironic consequence of disrupting the interaction. While Morgan (1988)
discusses “ self-managed” groups, where the moderator plays aminimal role and sitsat a
distance from the participants, there is no mention of completely “self-managed” FGsin the
available literature. Nevertheless, in the pilot study, due to the limited role of the
moderator, the groups were more or less ‘ self-managed’, directing their own discussion,
taking turns, asking each other to expand on their answers, etc. This may have been due to
the highly-structured nature of the prompts, which contained clear instructions aiding

students to self-direct their discussion. However, self-managed groups were avoided, since
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they may request too much and halt discussion. Hence, for the main study, moderators who
had participated in the course before were trained and hired and new training guidelines
were developed and trandated into Japanese (Appendix 8, p.387).

Thus, the general structure of the prompts remained the same in the main study, but they

were much less ‘wordy’ (Appendix 9, p.393).

4.2.5 Ethnographic approach

It isclear that this study uses a mixed methods approach. However, due to the nature of
attitude formation in society, the importance of researching the wider social context has
also been pointed out. Despite being an experiment, this research also incorporates an
ethnographic element by means of field observation through an extended stay in the

country.

Ethnography, aims at describing and analysing the practices and beliefs of cultures
(‘culture’ meaning any “bounded unit” (Harklau, 2005), e.g. organisations, programmes,
language classrooms, etc. (Ddrnyei, 2007)), in order to provide a ‘thick description’ of the
target culture. Harklau (2005) notes that “ethnographic research.... involves firsthand
‘participant observation’ in anatura setting”. Therefore, while a minimum stay of 6-12
months is usually recommended (Harklau, 2005), with over seven years experience
teaching English in Japan at primary, high school and university level, aswell as learning
the language and the culture, my research project is also ethnographic to a certain extent.
Moreover, the stages of data collection resemble the main phases of an ethnographic study,

including “getting in”, “collecting the data” and “getting out”. Being both aNESliving in

19 Therefore, instead of,  Please discuss the following: Your past and present English teachers. I mportant
qualities for being an English teacher’, the main study prompt read ‘ Many students have specific ideas about
what qualities are important for an English teacher. If you were the boss of your university, who would you
hire as an English teacher? to try and prompt more discussion. Prompt 3 was changed from three direct
questions to ‘Many people have different attitudes towards English and some people find certain types of
English more attractive than others. What do you think about this? and ‘ Some people also aim to imitate a
certain type of English. What do you think about this? The pilot also didn’'t adequately address attitudes
about ELT materials, so in the main study, it ood alone as Discussion Topic 5. In addition, as with the
questionnaire, a further question was added, referring to their attitudes about preparation for ELF usage,
intended to elicit more comments about the GE course.
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Japan and a NEST working in an educational institution, participant observation, semi-
structured interviewing and field notes were collected over a number of years, helping

greatly to formulate research aims before returning to the UK.

Therefore, unlike previous English language attitude studies, this experience provides a
unique opportunity to do more than merely hypothesise about the culture. This experience
in Japan enables me to compare and contrast what people say and what people do, thus

arriving at afuller representation of what is happening.

4.3 Credibility of research findings

Reliability

Administering an exploratory and pilot questionnaire made it possible to analyse the results
at different pointsin time and with different students. The use of a pre and a post-Q also
enabled analysis of the students' responses at different pointsin time. Furthermore, the

instructions and questions were provided in both English and Japanese.

As Creswell and Plano Clark ( 2007:221) note, “if qualitative research isto be judged by
whether it produces valid knowledge then we should properly ask highly critical questions
about any piece of research”. In qualitative research, the emphasisis on the reliability of
the methods employed, and involves the degree of consistency with which instances are
assigned to the same category. Here, reliability is often associated with ‘low-inference
descriptors (Seale, 1999:148), which involves including verbatim accounts as opposed to
reconstructions based on the researcher’ s perspective. Thus, every attempt was made to
avoid “ Anecdotalism” and whole interviews and FGs are included in both text and audio
format on CD ROMSs. Inter-rater reliability, which involves giving the data to a number of
readers and asking them to analyse it according to an agreed set of categories, is another
factor to consider. However, hiring external readers was not possible in such asmall scale
PHD study. Instead, the transcripts were transcribed several times. The six stage analysis
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process, which will be discussed in detail in chapter six, also ensured that the coding was

done systematically.

Validity

Kvale (2007) notes that validity refers, in ordinary language, to the truth, the correctness
and the strength of a statement. In order to ensure that the study is valid, Creswell and
Plano Clark (2007) discuss two forms of validation: comparing different kinds of data and
taking one’ s findings back to the subjects.

Thefirst is often called * Triangulation of methods . However, thisis not merely achieved
by ssimply using multiple methods. Researchers must ensure that each method is employed
correctly. Thus, an exploratory and pilot study were conducted firstly to trial the research
tools. The questionnaire also went through several versions and the FG and interview

prompts were distributed for feedback among expertsin the field.

“Respondent Validation” (Gibbs, 2007: 94) or “ Pragmatic validation” (Kvale, 2007:126)
involves validating research by taking results back to the respondents to see whether they
conform to their own ‘experience’. While it would have been useful to conduct follow-up
interviews after the FGs, thiswas not possible. All of the interview transcripts were sent
back to the students for their feedback, although only two students responded and

confirmed that the transcripts were correct.

Validation also involves continually checking, questioning and theoretically interpreting the
findings. Therefore, care was taken not to assume that one explanation could explain all
the variance in the data and every piece of data was accounted for. While themes emerged
in the Open-Q analysis, each qualitative data set was approached separately. As Gibbs
(2007:94) notes, researchers aso have to be careful to avoid generalising the findings and

care has been taken here.
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4.4 Risks and limitations

In this study, there were no real risks to both the researcher and participants. Students were
not put in any danger throughout the study and consent was obtained (Appendix 10, p.399).
They were also given the opportunity to withdraw from the study at any stage, they were
informed that this withdrawal would not affect their grade and they were also offered a
copy of the results. Anonymity has been protected for the participants and pseudonyms are
used throughout this research.

One of the most significant limitations relates to the generalisability of the findings, due to
the single setting of the study and the number of participants. Richards (2003) notes that,
for qualitative research, concepts of transferability or ‘resonance’ may be more appropriate
than conceptions of generalisability. Here, qualitative research ams to connect new
contexts by providing enough detail to allow another researcher to “sharein the

researcher’ s understandings and find instantiations of them in their own professional
experience’ (ibid: 266). Thus, while it may be difficult to generalise my resultsto alarger
population, this study attempts to provide an in-depth analysis of the topics through the use

of mixed methods.

A further limitation is the influence of the researcher and the research process. The
researcher, as, not only awestern NEST, but also the students' teacher, may have affected
the type of data collected. Nevertheless, as mentioned previoudly, familiarity with the
setting and the research context ensured that | was more readily accepted than an unknown
researcher may have been. On the other hand, the “insider/outsider” dilemma should not be
forgotten (Hornberger, 1994). Furthermore, Harklau (2005) draws attention to the fact that
ethnography in applied linguistics remains limited to white Anglophone researchersin
English-speaking countries, with English remaining the target language in the vast majority
of studies, and my position asaNEST cannot be under-estimated. While there was clearly a
relationship of unequal power, the methodological approaches sought to empower the
students and hear their voices. A vested interest in English education in Japan also puts me

in a position to avoid manipulating results for the sake of academic gain (Holliday, 1996).
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Additionally, efforts were made to integrate data collection as unobtrusively as possible.
The class and teaching behaviour remained consistent, regardless of whether or not data
was being collected, and both classes were taught in a similar way and the research was not

mentioned in lessons.

In addition, interviewer control over interviewsisimportant (Richards, 2003), aswell as
power relationships. However, students were made to feel comfortable, questions were
asked based on their narrative and as the transcripts show, the participants talked openly

and extensively about their attitudes.

4.5 Chapter summary

This study therefore triangulated multiple data sources to gain arich, in-depth description

of students' attitudes. Whilethe single setting and relatively small number of participants
limits the generalisability of the findings, it is hoped that by offering detailed information

and analysis, similarities can be drawn with other contexts, particularly across Asia.
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Chapter Five: Questionnaire data analysis

This chapter provides a detailed description of the questionnaire results. Frstly, the data
analysistools are discussed. The quantitative results are then presented in relation to the
research questions. The open-ended questionnaire data analysis procedure is then outlined,

followed by the results. The chapter endswith a summary of the results.

5.1 Data analysistools

Statistical Tests

The pre-course questionnaire (Pre-Q) results are firstly presented and the post-course
guestionnaire (Post-Q) results are discussed in relation to any possible influence the GE
course had on the attitudes of students who took the course. Using PASW 18.0, frequency
tables were created for a number of items (items 1, 3, 4-6 and 9-11 (Table 11.1), items 7, 8
and 19 (Table 11.2), items 12-16 (Table 11.3), item 17 (Table 11.4), item 18 (Table 11.5),
item 24 (Table 11.6), item 25 (Table 11.7) and item 23 (Table 11.8))™. As mentioned
previoudy, in the main study, more Likert scale items were included and the means and
standard deviations for each item are displayed. Descriptive graphs were aso created for

items 9, 13, 16-19, 24 and 25 and these are presented throughout the chapter.

In order to investigate the factors influencing attitudes, independent samples t-tests were
conducted (items 1, 7-16 and 19 (table 11.14-11.17) to test if mean scores for different
questions differed significantly. It should be noted that t-tests are bi-variate tests and,
therefore do not examine how the factorsinterrelate. Nevertheless, with this sample size, a
multivariate test, such as ordinal logistic regression, would not be very informative.
Therefore, for the purposes of this study, only t-tests have been utilised.

1 All tables referred to in this chapter areincluded in Appendix 11 (p.401-430).
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Paired t-tests, used when the dependent variable is measured either on an interval or ratio
scale and the same person tested on different questions or at two different pointsin time,
were conducted to test for statistically significant differences between items 17 & 18 and 24
& 25 (tables 11.9 & 11.12). Cross tabulations were used to further show the distributions,
and chi-squares were also conducted (tables 11.10 & 11.13). Paired t- tests were also used
to investigate any significant differences between the pre- and post- questionnaires for GE
and non-GE students for items 12-18, 20-25 and 27 (tables 11.18-11.20).

The main study elicited attitudes towards a number of different varieties of English. The
results for each country are presented in turn, but in order to aid analysi's, these have also
been grouped according to Kachru's (1999) Inner Circle (Ireland, UK, US, Canada, NZ,
Australia), Outer Circle (Singapore, India, Malaysia) and Expanding Circle (France, Japan,
China, Korea, Spain, Vietnam). These categories are problematic, but as discussed earlier
(p.2), they are suitable for the purposes of analysisin this study. South Africaor Jamaica
were not placed in any of these categories, due to students confusion in the pilot study over

which group they belong to.

NVivo

All qualitative data analysis was conducted using NVivo 7, a software package designed for
qualitative data analysis. NVivo, with its ability to import and code textual data, review and
recode coded data and search for combinations of words in the text or patterns, “isa
powerful way to do sophisticated data coding and it supports several ways to build theories,
either local or more general” (Ozan, 2004:594). NVivo aso makesit possible to
automatically code questionnaire, interview and FG responses based on question headings,
import demographic information and questionnaire responses, to filter out (via the creation

of sets) certain people or themes and export results.

The open-ended results were thus, imported into NVivo and the data analysis procedure will
be further discussed in section 5.4.2 (p.119).
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5.2 Results

In this section, the results are presented in relation to each of the research questions. Firstly,
the results of the pre-Q are presented. The various factors that influence attitudes are then
examined and the results for the whole cohort are presented together. Thirdly, the pre- and
post-Q results are compared to examine the influence of GE instruction, and the results of
the control and experimental group are shown separately. Firstly, background information
on the participants is provided.

5.2.1 Respondents

The main study involved 116 students (58 GE (4 removed for not completing the
guestionnaire) and 58 non-GE (1 removed)) (Table 11.1). Participants had an average
TOEIC score of 668, with the highest possible score on the test being 990. However, the
minimum score was 385, while the highest was 905, and the relatively high Standard
Deviation (SD) in TOEIC score indicates a wide variation among the students in the study
(Table5.1).

Table 5.1; Sudents TOEIC scores

Number Minimum Maximum Mean SD
of Score Score Score
Students
TOEIC score 116 385 905 668.17 106.357

The majority were female (82.8%) and in their 3" year (78.2%). Nearly 60% started
studying English at Junior High School, between the ages of 12 and 15; nearly all study
another language and over 85% have been abroad, although for the mgjority thiswas for a
relatively short time, with only 9.5% having spent over 7 months abroad and 6.9% over
one year (Table 11.1 and Figure 5.1).
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Figure 5.1: Sudents experience abroad.
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In addition, despite the geographical location of Japan, none of the students have been to a
NNES country. Furthermore, 29% have studied in the US, and this may be explained by the
fact that the university offers more programmes to study in America. In addition to using
English with their NNES classmates, students use English mostly with NESs; 71.6 % with
NESTs compared to 3.4% with NNESTs; 13.8% with NES exchange students compared to
3.4% with NNES exchange students. However, outside of university, they use English just
as much with NNESs at work (6.0%) as they do with NESs (6.9%) and more with NNESs
in their leisure time (15.5%) than with NESs (10.3%) (Table 11.2 and Figure 5.2).
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Figure 5.2: Sudents' current use of English.
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In addition, students are integratively motivated and, unsurprisingly, given the results
above, more are learning English to communicate with NESs (73.3%) compared with
NNESs (41.4%) (Tablel1.3). However, considering their current uses of the language, the
number learning English to communicate with NNESs is not particularly low, and they
appear to be aware that English is used as alingua franca and not just with NESs. In
relation to their experience using English, 84.5% have spoken English with aNNES and
72.4 % have spoken English with aNES outside of school. As Figure 5.3 (Table 11.2)
shows, everyone has been or is being taught by a Japanese English teacher, and thereisa
dominance of Inner Circle English teachers, particularly American (94%), British (82%)
and Australian (81%). Only 10.3 % have experience with an English teacher from Korea,

who currently works at the university.
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Figure 5.3: Nationalities of present and past English teachers.
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5.2.2 Resultsin relation to resear ch questions
Research Question One: What are students' attitudes towards English?

In terms of students' perceived future uses of English, thereisa NES bias (Figure 5.4 and
Table 11.3). Almost 20% more think they will use English more in their leisure time with
NESs, and the number of students who think they will either work or study in aNES
country (32.8%) is double the figure for NNES countries (15.5%). However, only 4.4%

more think they will use English in their jobs with NESs than NNESs suggesting an
awareness of ELF usage.
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Figure 5.4: Sudents perceived future English use.
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Thisbiasis aso evident in relation to the varieties of English they find most attractive
(Figure 5.5 and Table 11.4). Fgure 5.5, which groups‘Agree’ and ‘ Strongly Agree’
together, shows that students clearly prefer NE varieties of English, particularly AmEng
(95.7%, 73.3% of which strongly agree), followed by BrEng (96.6%, 69.0% of which
strongly agree), and AustEng (94%, 64.7% of which strongly agree).

Figure 5.5: Attractive varieties of English.
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However, 50% agreed that SpanEng is attractive and the second most popular NNE variety
was JapEng (45.7%). 44.8% also found FrenchEng attractive and it is clear that European
Englishes were more highly evaluated than Asian Englishes. Nevertheless, 42.2% also
found SingEng attractive and 36.2% ChinEng, showing that NNE was not completely
disregarded. When further categorised in figure 5.6, it is clear that, while every student
chose NE, 68% chose Outer Circle Englishes and 76.7% chose Expanding Circle Englishes

as attractive varieties of English.

Figure 5.6: Attractive varieties of English (Inner Circle, Outer Circle, Expanding Circle).

100.00%

80.00%

60.00%

40.00%

Perecentage of Students

20.00%"

0.00% T T T
Inner Circle Expanding Circle Outer Circle

Grouped Varieties of English

Similar selections were made in relation to the varieties of English students are interested
inimitating (Figure 5.7 and Table 11.5) and students once again, prefer NE, particularly
AmEng (89.5%), followed by BrEng (88.8%) and AustEng (81.0%). Nevertheless,
students also chose NNE and SpanEng (18.1%) is, once more, the first choice and JapEng
(13%) was also the second most popular NNE.

It isclear that students' found these varieties more attractive than they want to imitate them.
Nevertheless, European Englishes (EuroEng) are still favoured over Asian Englishes
(AsiaEng) and thisis clearly something that requires further investigation. Figure 5.8 also
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shows that with regards to imitating English, there was a clear preference for Inner Circle
varieties (100%) compared with Outer Circle (21.6%) and Expanding Circle (31%)

varieties (Figure Nine), suggesting that attitudes towards attractiveness and imitation are
different.

Figure 5.7: Variety of English to imitate.
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Figure 5.8: Varieties of English to imitate (Inner Circle, Outer Circle, Expanding Circle)
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In order to investigate the relationship between attractiveness and varieties to imitate
further, Paired-t tests (Table 11.9) were conducted. The resultsindicate that students found
rated *‘ attractiveness significantly higher than ‘imitating’ as a model. Cross tabulations
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(Table 11.10) were used to examine the relationship more clearly. 105 students who agreed
that AmEng is attractive also want to imitate it and 103 students who agreed that BrEng is
attractive also wanted to sound like a speaker from the UK. However, while 91 students
who agreed that AustEng was attractive and also wanted to imitate it, 18 who found it
attractive do not want to imitate it. On the other hand, 42 noted that JapEng is attractive, but
don’'t want to imitate it and only 11 of those who thought it was attractive also wanted to
imitateit. Similarly, 41 who agreed that SingEng is attractive, do not want to imitate it,
with only 8 thinking it’ s attractive and wanting to imitate it. Thus, finding a variety of
English attractive does not necessarily mean that students want to imitate that variety and
when it comes to amodel to imitate, there is a clear preference for NE. Students want to
sound like Inner Circle English speakers and see NESs as the “owners’ of English, more
are learning English to communicate with NESs and more want to sound like them.

Nevertheless, figures 5.5 and 5.7 show that NNE was not completely disregarded and many
students found both Outer Circle and Expanding Circle Englishes attractive. Closer analysis
of these figures shows that students had more positive attitudes towards Expanding Circle
than Outer Circle Englishes and with the exception of Jamaica, attitudes towards East and
South East Asian varieties of English were more negative than they were to European
English, indicating that students have preconceived stereotypes that EuroEng is more
attractive or, perhaps, more ‘ native-like'.

However, despite positive attitudes towards NE, there is an awareness of the international
spread of English and many are learning it to use with NNESs as well as NESs. For
example, the percentage of students who think they will use English in their jobs with
NNESsisonly 4.4.% lower than NESs and students seem to think they need English to
communicate with both NESs and NNESs.

Research Question 2: How do these attitudes relate to ELT?

Itisclear from Figure 5.9 (Table 11.6) that attitudes towards English are reflected in their
choice of teachers. Once more, that there was a preference for NESTS, particularly from
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America (73.1%), the UK (67.3%) and Canada (73.1%) and, therefore, not only do students

find these Englishes attractive, but they also want their English teachersto be recruited

from these countries. However, 41.4% chose Japanese teachers and other Outer Circle and

Expanding Circle varieties were also chosen. As Figure 5.10 shows, 82% are interested in

having teachers from the Expanding Circle (82%), the highest preferences, once again,

being for European varieties.

Figure 5.9: Sudents preferred English teachers.
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Figure 5.10: Students' preferred English teachers (Inner Circle, Outer Circle, Expanding

Circle).
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On the other hand, when asked directly about their teachers, students were not overly
positive about their Japanese teachers (Table 11.11) and only 57.2 % agreed they are

proficient English teachers. On the contrary, 95.7 % agreed and nobody strongly disagreed
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that NESTs are proficient, showing a preference for NESTSs. In addition, students see the
need to use ELT materiasin class that involve both NESs and NNESs, although more
prefer materials that involve only NESs, particularly the UK (90.5%), America, (87.9%)
and Australia (86.2%) (Figure5.11 and Table 11.7).

Figure 5.11: Sudents preferred ELT materials.
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However, attitudes towards Japanese ELT materials were much more positive than towards
teachers. 56% want ELT materials from Japan and, when these categories are further
grouped (Figure 5.12), 65% want countries from the Expanding Circle included in their
ELT materials and 40% from the Outer Circle.

108



Figure 5.12: Students' preferred ELT materials (Inner Circle, Outer Circle, Expanding
Circle).
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ANOVAs, used when there are more than two categories, were considered to investigate the
relationship between attitudes towards the three groups of teachers (NESTs, Japanese
Teachers and NNESTS). However, since only one student has had an Indian English teacher
and two students had a Korean English teacher, only the attitudes between NESTs and
Japanese teachers were investigated, via paired t-tests and chi-squares. The results (Table
11.12) show that a significantly higher number of students prefer to have English teachers
from certain countries than they want ELT materials, indicating an attachment to NESELT
materials or the NE model. On the other hand, a significantly higher number of students
prefer to have ELT materials from Canada and Japan more than they prefer teachersfrom

the same countries.

Once more, cross tabulations were used to examine thisin more detail (Table 11.13). The
results indicate that 27 students who don’t want Japanese teachers want Japanese ELT
materials and only nine who want a Japanese teacher also want Japanese ELT materials. On
the other hand, 38 who agreed they want a Japanese teacher also want ELT materials from

Japan. Thus, students’ attitudes are clearly complex and require further investigation.
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With regards to the skillsimportant for an English teacher, Table 11.8 and Figure 5.13
show that students see good pronunciation (93.1%, 61.2% strongly agreeing) and a native-
like accent (87.1%, 43.1% strongly agreeing) as some of the most important skillsfor an
English teacher, although it is clear that they feel a number of skills are important.

Figure 5.13: Important skills for an English teacher.

100%

%

S

B
1

60%

40%

20%

o% P ERry
g 32 : oz

3 3
e 5 £ @ ¥ 5

Percentage of Students

L
o

id
f
0 96pa) mou;

El

- S
mmmmm

Ll
PN} Jo Buipueyssopun
INOWNY JO 35U

)l

1 B

v o

2
@

Important Skills for English Teachers

Thus, with regardsto ELT, there was a clear preference for NESTs and materias from the
Inner Circle, particularly for teachers from America, the UK and Canada, and ELT
materials from the Inner Circle. Students, therefore, have clear pedagogical beliefs about
how English should be learned, and for the studentsin this study, the NES model is given

high importance.

What factors can explain these attitudes?

In order to look at what factors influence attitudes, alarge number of independent t-tests

(Tables 11.14-11.17) were conducted. The results indicate the main factors influencing
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attitudes are familiarity, motivation, pedagogical beliefs and language learning experience.

Each of these will be discussed in turn.

The studentsin this study currently use English mostly with NESs, and 21 times more with
NESTsthan NNESTS, the latter being mostly Japanese (Table 11.2). However, thisislikely
to be due to the dominance of teachers from the Inner Circle (Figure 5.3, p. 102),
particularly from America, meaning that the students are only exposed to a select few

varieties of NE.

In fact, attitudes towards NE and NNE stem from familiarity with certain varieties of
English. The results show that students who use English with NESs have favourable
attitudes towards NE. For example, those who use English with their NESTs have positive
attitudes towards AmEng (p<0.05), CanEng (p<0.10) and overall Inner Circle English
(p<0.01) (Table 11.14), towards sounding like an AustEng speaker ( p<0.01), (Table 11.15),
having teachers from America (p<0.01) and the Inner Circle (p<0.01) (Table 11.16) and
ELT materials from America (p<0.01), the UK (p<0.05), Canada (p<0.01) and the Inner
Circle (p<0.10) (Table 11.17). Similarly, those who have work experience with NESs have
more positive attitudes towards AmENg (p<0.05) and towards sounding like a BrEng
(p<0.01) and an Inner Circle English speaker (p<0.01) (Table 11.14). Thus, one of the
reasons for students' favourable attitudes towards NE is clearly their familiarity with it.

On the other hand, the questionnaire results also showed that students who use English
with their NESTs a so have positive attitudes towards sounding like an Outer Circle
English speaker ( p<0.01) ( Table 11.15), that students who have work experience with
NESs have positive attitudes towards Outer Circle (p<0.05) and Expanding Circle English
(p<0.10), JapEng (p<0.01) (Table 11.14) and Expanding Circle ELT materials (p<0.01)
(Table 11.17) aswell astowards sounding like an Expanding Circle English (p<0.01)
speaker (Table 11.15). Therefore, while overall, those familiar with NE have more positive
attitudes towards NE than NNE, thisis clearly an area that requires further investigation,

and will be discussed in relation to the interviews in the following chapter.
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With regards to experience with NNESs, more than 10% have experience speaking English
outside of school with NNESs than NESs. Students who use English in their leisure time
with NNES have positive attitudes towards Singeng (p<0.01) and overall Expanding Circle
English (p<0.01) (Table 11.14) and those who use English more with their NNESTs have
positive attitudes towards Expanding Circle ELT materials (P<0.01) (Table 11.17).
Familiarity is, therefore, clearly an important factor influencing students attitudes.

Nevertheless, more in depth information is required through qualitative methods.

The results aso reveal that attitudes are linked to motivation for learning English. In this
study, students who are learning English to communicate with NESs have positive attitudes
towards Inner Circle English (P<0.10) (Table 11.14) and imitating BriEng (p<0.10) (Table
11.15), suggesting that their perceived future use of English with NESs leads to positive
attitudes towards NE. Nevertheless, these students also have positive attitudes towards
imitating Outer Circle English (p<0.01) (Table 11.15), once more, suggesting this requires
further investigation. On the other hand, students who are not learning English to
communicate with NNESs also have positive attitudes towards AmEng (p<0.05) (Table
11.14) and Inner Circle ELT materials (p<0.05) (Table 11.17). Thus, motivation and

perceived future usage are clearly important factors influencing students' attitudes.

Further evidence for the influence of motivation is evident in the fact that students who
think they will use English in their free time with NNESs in the future have positive
attitudes towards Singeng (p<0.05) (Table 11.14), and those who do not think they will
work/study in a NES country have positive attitudes towards JapEng (p<0.10) indicating
that students who both use English with NNESs and think they will in their future have
favourable attitudes towards NNE. Therefore, as with familiarity, students' motivation for
learning the language and their perceived future use have an important influence on their

attitudes towards the language.

The questionnaire also highlighted the influence of pedagogical beliefs and learning
experiences. Interms of the variety of English students would like to imitate, English
learning history isimportant. For example, students who related their English language
learning to holidays abroad had positive attitudes towards sounding like a BrEng speaker
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(p<0.05) (Table 11.15). On the other hand, students who did not relate this to studying
abroad or having foreign friends wanted to sound like an American speaker (p<0.01)
indicating that contact with BrEng may be an important factor, yet contact with AmEng is
not necessary, since thisis perhaps the default choice, the ‘ standard’ variety or the one they
are most exposed to (Figure 5.4, p.103). Further results support this conclusion, since
students who have never used English with NES exchange students have positive attitudes
towards AmEng (p<0.05) (Table 11.14), those who don’t use English in leisure time with
NESs want to sound like an American (p<0.10) (Table 11.15) and those with no experience
of American NESTsfind Inner Circle English attractive (p<0.01) (Table 11.14).

However, the results also show that students with no work experience with NNESs also
have more positive attitudes towards AmEng (P<0.10) (Table 11.14) and imitating AmEng
(Table 11.15), and students who do not use English in their leisure time with NNESs find
BrEng (p<0.01) attractive (Table 11.14) and want UK teachers (p<0.05) (Table 11.16). This
suggests that as with familiarity, alack of experience using English with NNESs or being
exposed to NNE leads to positive attitudes towards NE. Thus, students have preconceived
stereotypes about certain varieties of English, such as AmEng, and may not require

exposure for favourable attitudes.

On the other hand, students with no American teachers also have positive attitudes towards
JapEng (p<0.05) and overall Expanding Circle English (p<0.05) (Table 11.14) and
sounding like a JapEng (p<0.05) and an Outer Circle English speaker (p<0.05) (Table
11.15), indicating that this would benefit from further investigation. The questionnaire
results have also shown that students who don’t use English with their NESTs want to
sound like an Expanding Circle English speaker (p<0.05) (Table 11.15). Additionally,
students with no experience using English with NNESs have more positive attitudes
towards AmEng (p<0.05), CanEng (P<0.05), JapEng (P<0.05) and overall Inner Circle
English (p<0.01) (Table 11.14) and towards sounding like an AmEng (p<0.10) and a
JapEng speaker (p<0.01) (Table 11.15).
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Research Question 3: To what extent does GE instruction influence these perceptions?

As mentioned previoudly, the study involved two groups of students. One group took the
GE course and the other took a course on Tourism. To investigate the influence of the GE
class, independent t-tests were firstly conducted to investigate any initial difference in the

pre-Q between the two groups, although no significant results were found.

In terms of reasons for learning English, paired samplest —tests were conducted for both
groups (GE and non-GE) to investigate any difference between the pre- and post-Qs. Table
11.18 shows, non-GE students’ interest in learning English to communicate with NESs rose
significantly (p<0.01) over the course of the semester, although their experience
communicating with these speakersin general and at work also increased (p<0.01 and
p<0.10 respectively). However, desire to communicate with NNESs (p<0.01) also
increased, although once more there was also a marginally significant increase in the

number who have work experience with NNESs (p<0.05).

On the other hand, table 11.19 shows that, for GE students, there was a statistically
significant increase in the attractiveness of Singeng (p<0.05), AustEng (p<0.05) and
Malaysian English (MalayEng) (p<0.05), and a significant increase in the attractiveness of
IrelEng (p<0.10) and South African English (SouthAfEng) (p<0.10) at the 10% level. There
was also an increase in attitudes towards JapEng and a dight decrease in attitudes towards
BrEng, AmEng, NZEng and CanEng, although these were not statistically significant. Thus,
the GE class resulted in more positive attitudes towards a number of varieties of English,

particularly NNE varieties.

There was also a positive increase in attitudes towards imitating SingeEng (p<0.05), JapEng
(p<0.01), IndEng (p<0.05), ChinEng (p<0.05), JamEng (p<0.01), AustEng (p<0.05),
KorEng (p<0.01), VietEng (p<0.05) and MalayEng (p<0.01) for GE students, aswell asa
marginal difference in attitudes towards imitating French English (FrenEng) (p<0.10).
Therefore, the class not only influenced students attitudes towards the attractiveness of

different kinds of English, but also towards imitating them, particularly their own variety.
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Similar results were found in relation to ELT. The GE students’ attitudes rose significantly
towards recruiting teachers from Singapore (p<0.01), Ireland (p<0.05), Japan (p<0.01),
Korea (p<0.01) and Canada (p<0.01) and using ELT materials from Singapore (p<0.05),
China (p<0.05), Malaysia (p<0.05) and Korea (p<0.10). Therefore, the class raised
students’ awareness of the benefits of having NNESTs and ELT materials from NNES

countries.

The influence of the GE classis even more apparent by looking at the non-GE students
attitudesin the post-Q. As Table 11.19 shows, the results for non GE students are strikingly
different. At the end of the semester, there was only a positive increase in attitudes
towards imitating SouthAfEng (p<0.05), recruiting teachers from Canada (p<0.01) and
using ELT materials from America (p<0.10).

Paired t tests were also conducted for both groups to investigate any significant change in
attitudes towards NEST s, Japanese teachers and towards whether students think their
English education has prepared them to use English internationally. As mentioned
previoudy, since few students had a NNEST from a different country, the sample size was
not large enough to conduct any statistical investigation. Table 11.20 shows that while there
were changes, e.g. GE students' attitudes towards Japanese teachers and the useful ness of
their education increased, these results were not significant.

5.3 Summary of quantitative results

The quantitative results clearly provide insightsinto students’ attitudes, how they relate to
ELT, the factors influencing them and the influence of GE instruction. The questionnaire
also provides valuable information on students’ uses of English, learning experiences and

motivation for learning the language.

Overall, thereis a preference for NE, NESTsand NE ELT materials. NESs are the target
audience, the ‘owners' of the language and students want to sound like them. Neverthel ess,

clear hierarchies exist, with AmEng at the top, EuroEng in the middle and AsianEng at the
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bottom, suggesting that students have certain pre-conceived stereotypes. Students are aware
of NNE and many believe they will use English in ELF contextsin the future. Nevertheless,
despite these positive attitudes towards NE, there is a dominance of Inner Circle teachers,
particularly from America. The questionnaire has also shown that students' attitudes are
influenced by their familiarity with varieties of English, their pedagogical beliefs and

language experience, as well as their motivation for learning the language.

The GE course was clearly influential at a statistically significant level in some respects.

At the end of the semester, students who took the class were more positive towards NNE
and more interested in recruiting teachers and using ELT materials from different parts of
the world. However, despite these insights, more information is required. The quantitative
results provide an overall picture of who the students are and how they use the language as
well astheir attitudes, but qualitative methods are needed to provide a deeper understanding.
Thus, the next section provides the results from the open-ended section of the questionnaire,
the first step in the qualitative data collection. The interview and FG results will be
presented in chapters Six and Seven.

5.4 The open-ended questionnaireresults

The following section presents the open-ended questionnaire results. Firstly, the
development of the thematic framework is explained, followed by the results and a

summary.

5.4.1 The open-ended questionnair e thematic framewor k

This section provides an overview of the development of the thematic framework of data
coding. Krueger (1994) notes that qualitative analysis should be systematic, sequential,

verifiable and continuous. Thus, analysisinvolved six stages.
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Data familiarisation
Identifying themes
Coding

M eaning categorisation and prominent topic thematisation

o & w N

Coding
6. Meaning condensation and meaning interpretation

Each stage is discussed in turn, although it isimportant to point out that analysis did not

take place in alinear form, and each stage is interconnected.

Thefirst stage was familiarisation of the data (Ritchie et al, 2003) to get a sense of the data
as awhole before breaking it into parts. The results of the Open-Q were read through

several times and notes were made.

The next step was the identification of prominent topics or ideas. After importing the
responses into NVivo, they were read through once more to identify key segments. Through
careful scrutiny of key words, several prominent topics emerged. The data was then
analysed again to look for concepts (words or terms connected to the research), themes
(summary statements), events (occurrences), and topical markers (names of places, people,
etc.) (Rubin and Rubin, 2005). The different responses were then examined to clarify what
was meant by these concepts and themes were identified and further notes were made.

Thisidentification of prominent topics was the first-level of coding (Robson, 2002) of the
data. Firstly, free nodes (codes) were created through a mixture of concept-driven coding
and data-driven coding. “Data-driven coding”, sometimes called “line-by-line coding”
(Gibbs, 2007:52), is an important part of the coding process, since “it forces you to pay
close attention to what the respondent is actually saying and to construct codes that reflect
their experience of the world, not yours or that of any theoretical presupposition you might
have” (ibid:52). Short descriptions were then produced and every effort was made to ensure
that workable definitions held through the data.
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After initial coding, the frequency of each prominent topic was documented to gain insights
and see topic frequency as well as which ones occurred together. However, Rubin and
Rubin (2005:202) note, “qualitative analysisis not about mere counting or providing
numeric summaries’. Therefore, the quantification of data was merely an informal method
of understanding prominent topics. Nevertheless, these frequencies provided useful insights
before beginning the fourth stage of data collection, the thematisation of topics. After initial
coding, various patterns emerged making it possible to group together certain topics. This
led to amore “ categorical, analytic and theoretical level of coding” (Gibbs, 2007:42), using

both what the students said as well as themes which emerged in the literature.

Theinitia codes, i.e. emerged prominent topics, were then categorised under a smaller
number of themes (Robson, 2002) into coding hierarchies, as siblings of the same parent
tree nodes. Basic descriptions were then revised and re-written (Table 12.1, p.431) to

provide an overall coding framework, which led to the creation of one thematic framework.
Three main themes and various sub-themes were identified (Figure 5.14).

Figure 5.14: The open-ended questionnaire thematic framework.

1. Attitudestowards English

® Ownership of English ( NE ownership, target audience, correctness, stereotypes)

® English asa means of communication ( lingua franca awareness)

® English asa global language ( GE awareness, positive attitudes towards NNESs)

2. Attitudestowardslearning English

® Ownership of English ( attitudes towards NESTs and NNESTs, NE models, pedagogical beliefs)
® English asa global language ( GE awareness, attitudes towards NNESTS, alternative models)
® Englishin the classroom ( teachers, methods, materials)

3. Influence of the GE class

After the thematic framework was finalised, final coding commenced and frequencies are
displayed in Appendix 13 (Tables 13.1-13.3, p 433-5). The last stage involved meaning
condensation and interpretation. In the following section, an attempt is made to analyse the

quotes and the relationship between them and the data as awhole. In this chapter, the
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results are presented and brief summaries are given. However, in chapter Eight, the results
are further discussed in relation to the other methods of data collection, previous literature
and relevant studiesin the field. In doing this, an attempt is made to work towards a
“middle-level theory” (Rubin and Rubin, 2005: 231) in order to build on what can be

learned from the data in relation to the literature.

5.4.2 Questionnaireresultsin relation to the thematic framewor k

In the following section the Open-Q results from the questionnaire are discussed in relation

to each of the three themes.

5.4.2.1 Attitudes towards English

The first theme relates to students’ attitudes towards English. There are three sub-themes
including the ownership of English, the use of English as a means of communication, and

English asaglobal language. Each is discussed in turn below.

Ownership of English

The first sub-theme covers beliefs in the ownership of English, attitudes towards
correctness and Standard English (SE).

Students had clear attitudes about ownership, and several referred to ‘ Native-Speaker
ownership’ (Table 13.1, p.433)* including comments such as, “I want to use English to
communicate with natives and other foreigners fluently as natives’ and “1 want to
communicate with people who can speak English perfectly”, suggesting that the main goal
isto speak English with these “perfect” English speakers.

12 All tables referred to in this section are included in Appendix 13 (p.432-436).
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Furthermore, nearly seven times as many experiences with NESs were coded as positive
than negative (Table 13.3) and many remarks referred to ELT, which will be discussed in
relation to Theme 2. Students noted the opportunity to “touch real English” and NE was
labelled as “correct”, “standard”, “real”, “cool” , “beautiful” and “good” and often noted to
be “correct”. Communication was aso noted to be easier with NESs * Because they were
native speaker so even if | cannot express my feeling well, they can understand what | want
to say with few simple word”, suggesting that, not only does English belong to NESs, but
NESs have higher comprehension abilities.

NESs are al so the target audience and for many, their goal is “to communicate smoothly
with native speakers’ and “with people who can speak English perfectly”. Reasons
included the use of the NES as “the moddl”, because “ It has been my goal”, the usefulness
of NE for international communication, e.g. “|1 want to speak English fluently like native
English speaker because | want to communicate with people from other countriesin

English without a hitch” and for career success. NESs are the target interlocutors and NE is
the most intelligible variety for international communication, and what they have been
aiming towards. In fact, one student doesn’t just want to sound like a NES, but wantsto be
one, stating, “| want to be a Londoner! (I'm serious...)” suggesting that NESs may not only
be the target interlocutors, but someone the students want to become. Moreover, several
noted that, since they have learnt NE, they are satisfied that their English education has
prepared them to use English as an international language, indicating, once more, that NE is

the most intelligible variety for international communication and, thus, the preferred variety.

On the other hand, NNE was described as “imperfect”, “wrong” and “untrustful” and
communication with NNESs was noted to be “difficult”, due to accent unfamiliarity. For
example, one student commented that “ Sometimes, non-native English speakers speak
uncertain English. it makes me confuse”. Many of these negative remarks referred to
Japanese English teachers (Table 13.3) and the mgjority related to pronunciation.
Comments included the fact that they “do not have correct pronunciation”, have a*“ strange

accent”, a*“bad accent”, “and terrible pronunciation”.
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Therefore, the Open-Q results indicate that students have positive attitudes towards NE and
want to sound like a NES. They also believe that it is the correct and the ‘ standard’ variety.
However, unlike the quantitative results, little information was elicited on attitudes towards
particular varieties of English.

English as a means of communication

The second sub theme present in the data refers to students' awareness of the function of
English as alingua franca.

The responses al so revealed that English is clearly seen as a means of communication and a
simple word frequency query highlighted that “communicate” was noted in 167 data
segments. When discussing their ultimate goal in learning English, while several students
noted that English isameansto gain knowledge, useful for business, to learn about culture
and gain cross-cultural understanding and to improve their general skills, more noted its use
as aworldwide lingua franca, and this was a prominent theme in the data. Comments
included, “1 can communicate with people who come from any countriesin English and
enjoy my life more than when | was monolingual. It's my goal!” Moreover, many also
noted that they want to use English with both NESs and NNESs, e.g. “My goal isto
communicate with people around the world not only native but also non native speakers’.

Thus, despite preferences for NE, students recognise that English is used as a worldwide
lingua franca and they also want to communicate with NNESs. Interestingly, when
discussing whether or not their English education has prepared them to use English
internationally, many referred not to their schooling, but to their ELF experiences, e.g.

“1 experienced that English isthe global language. Even | talked to Asian friends-Korean
friends, for example, common language was English. There are many people who are

learning English, so it is easy to communicate with people from all over the world”.
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“1 made friends with not only native speakers but also Asian like Korean, Chinese
Vietnamian... | have friends all over the world thanksto English. That iswhy | feel very
satisfied with my English education”.

Thus, these experiences were positive and indicate that students are satisfied with their
education which, in their opinion, has not restricted them from using English
internationally. However, these comments also suggest that it is ELF experience, or
successful ELF communication, that leads to this satisfaction. On the other hand, despite an
awareness of the use of ELF and accounts of successful ELF experiences, many

participants still want to sound like aNES, e.g.

“My ultimate goal isto communicate with othersin English. Of course, | want to speak
English like native speakers with correct pronunciation, grammar and words. But | learns
English for communication, so | want to use English as one of important communication
tools’.

For this student, NES proficiency may be the goal, but ultimately they are learning English

to communicate.

Therefore, many students recognise that English functions as a worldwide lingua franca and
many have successful ELF experiences. Nevertheless, they still believe in NES ownership
and, while English may be atool to useininternational contexts, it is NE that can facilitate

this communication the best.

Global Englishes awareness

The third sub-theme present in the data refers to GE Awareness, which includes references
to the global ownership of English, acknowledgement of different Englishes and positive
attitudes towards them.

Many references were made towards ‘ GE Awareness (Table 13.1). Comments included,
“There are so many different types of English, culture and people all over the world.

English can be a bridge through the whole world”, showing an acknowledgement of the
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existence of different Englishes and cultures of English speakers. Nevertheless, only two

students referred to * GE Awareness' when talking about their ultimate goal in English, e.g.

“1 want to use English in business. For that, | need to learn world Englishes, especially
Englishes of Asian countries. So my ultimate goal is to be able to understand various
Englishes. On the other hand, | want to master standard English, though”.

“1 think ultimate goal in learning English is that to become a person who speak English
with many people who came from various countries. If the person who speaks Chinese

English or other kinds of English, | want understand and adapt the way of their speaking”.

Thus, while the first student is aware of other varieties and sees the importance in learning
about them, as with ELF awareness in the previous section, this does not interfere with a
desire to “master” NE. On the other hand, the second student is also aware of the existence
of other varieties, but unlike the first, feels a need to adapt to other English speakersin ELF
situations. ELF experiences were once again important, and one student noted that her ELF
experience raised her awareness of the existence of other varieties of English and her
confidence, e.g. “It was definitely positive and exciting experience since | had never
known that it was so hard to communicate with them because of unfamiliar strong English

accent. | leant how my English actually works outside of Japan.”

Therefore, despite the positive orientation towards NE, the Open-Q results indicate that

several students are aware of GE and ELF experiences are clearly influential.

5.4.2.2 Attitudes towards learning English

The next theme present in the data refersto attitudes towards ELT. There are four sub-
themes, including the ownership of English (attitudes towards learning NE, NES models,
etc.), GE awareness (awareness of varieties, ELF, etc) and English in the classroom
(English teachers' sKills, etc.)
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Ownership of English

As mentioned previously, many positive experiences with NESs were referred to as
‘Helpful Learning Experiences (Table 13.3). NESsare a*“good opportunity to speak in
English” and “improve my speaking”, to gain confidence, e.g. “In Canada. It was positive
because | had thought | spoke Japanese English, so native speakers didn't understand my
English, but they did! So, | had much confidence’. Thus, the fact that a NES could
understand them was very motivating. Comments also referred to the opportunity to learn
English, e.g. “I like to speak with native speakers because | can learn alot about English”,
suggesting that these ‘ expert’ English users provide a good model. Several also noted that
NESs ‘correct’ their English, which, in their opinion, advances their English skills, e.g.
NESs “gave me some advicesif | say wrong pronunciation or way of expressions gently”
and so asthe ‘expert’, NESs have the ability to know what is right and what is wrong and,
therefore, communicating with these speakers leads to improved English skills.

NESs are clearly the target speakers and successful communication with them increases
confidence. Such attitudes are also evident in the documented negative experiences, which
referred to speed, e.g. “1 sometimes couldn't catch her English because it was very fast and,
she tends not to use Japanese” and alack of confidence, e.g. “I was kind of depressed that |
could not understand them enough” and “1 could not speak with her well. | did not have
confident on my English skill, so | hesitated to speak. (From this experience, | changed my
mind and decided to study English more.)”.

Therefore, several students also noted that these experiences were “negative’ because of
their lack of confidence and failed communication. Nevertheless, they motivated them to
study English more, e.g. “It was positive because | could notice that my pronunciation of
English cannot get through to native speaker”.

Thus, for this student, they must strive to be understood. There is afeeling of inferiority
and students feel responsible for unsuccessful encounters, blaming it on their own poor
English skills. It is also interesting that these negative experiences, which often resulted in a

lack of confidence, motivated them to improve their English skills. Students accept this
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uneven burden placed upon them and take full responsibility for making sure
communication is successful. Thisis also evident in the fact that nobody complained about
the variety of English spoken by NESs, their accent or poor communication skills, although
one student did point out that,

“It was positive most of the time but sometimes negative, for some people who aren't really
interested in learning other language never cared about non-native speakers during

discussions and usually conversation, and that makes me sad sometimes’.

This complaint about a monolingual’s impatience with NNESs is the only criticism of
NESs and, in the other examples, students take full responsibility for achieving successful

communication.

On the other hand, negative comments about NNESs were different and comments referred
to accent unfamiliarity, e.g. “That was very difficult. Because they have Asian's accents,
and I'm not a native English speaker so it wasreally hard to listen to them and be listened to
them”. Therefore, this encounter was negative because of unfamiliarity and the comment
above indicates that students feel that NNESs have inferior listening comprehension skills.
In fact, several comments were made about NNESS' poor comprehension skills, e.g. “non-
native English speakers did not catch my Japanese English. | also could not catch their
Indian English” and, therefore, communication was difficult because they were both
NNESs. In fact, in only one instance did a student make a similar comment about NEST's,
that the unsuccessful communication is aresult of their own poor English skills, suggesting
that NESs have higher comprehension skills.

The results al so reveal ed that students also have positive attitudes towards their NESTs, and,
one of the few negative comments was, “1 could not understand what he want usto do. He
did not explain well what we are going to do and so on. (I do not mean that | did not
understand his English”, making it clear that it is a complaint about their teaching skills and
not their English, which, of course, could not be faulted. ‘NESTS and ‘Helps Learning’
were coded together in many data segments (Table 13.3) and comments referred to adesire
to learn, “ English through real English which is actually spoken in English spoken
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countries’. Students also noted that “Their English is perfect”, “At least, they are REAL
English speakers’ and that NEST's have an ability to spot mistakes, e.g. “ They speak REAL
English and find students mistakes well”, and “ They fixed our English which isn't usein
European countries. They called it "Janglish™”.

NESTsarethe “rea” speakers of English and are able to correct “strange” NNE.
Comments were also made about their superiority over Japanese teachers, e.g. “I could
learn accent, how to speak English, | think | could learn things which Japanese teacher
couldn't provide us.” and many discussed pronunciation, e.g. “native speaker's English is
good to study. For example pronunciations’ and their knowledge of NES culture, e.g.
“They know their own culture very well” and “We could |earn real pronunciation and also
we could know their culture”, suggesting that this “culture” isthe desired culture and the

purpose of learning English.

In contrast, several negative comments were made about NNESTs (Table 13.3) and these
referred to pronunciation, e.g. “a Japanese teacher taught me wrong pronunciation when |
was in junior high school” and oral proficiency, e.g. “ Because they couldn’t speak English
and they had a bad accent”. Thus, they are not *authentic’ enough. Two students also noted
that they disliked JapEng, e.g. “some teachers spoke Japanese English with terrible
Intonations or pronunciations, they spoke English, it waslike dead English.” In fact,
pronunciation seems to be amain concern and ‘ Pronunciation’ and ‘ Incorrect’ were often
discussed together (Table 13.3).

In addition, when asked if their English education had prepared them to use English asa
lingua franca, three students referred to * NES Ownership’. For example, one noted that
their Junior High school education “was terrible. The reasons why, Japanese teacher (he
was in charge of my English class) was not good at English pronunciation and he was too
much focus on grammar. | think he should have been given an opportunitiesto listening
native speaker's voice and made the mood that Englishisfun”, again, suggesting that his
pronunciation was ‘wrong’ . Another noted that their education has prepared them for

worldwide communication because “ Correct grammar and pronunciation are useful to
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communicate with any peopl€e”’. Thus, once again, successful international communication

involves using NE.

English asaglobal language

The second sub-themein relation to ELT refersto English as a global language. Asin the
first theme, students also made references to an awareness of varieties of English and

shared ownership of the language.

NNESs were also coded along with ‘Helps Learning’ (Table 13.3). Comments about NESs
referred to beliefsin NES ownership, although comments about NNESs related more to a
general ability to speak and practice English with people regardiess of their nationality,
raised awareness of other varieties of English, improved communication skills and the
motivating influence proficient NNESs can have. Thisisin stark contrast to experiences

with NESs, which often resulted in alack of confidence, e.g.

“These experiences are good for me because | could get opportunitiesto speak English.

Beside, these were good opportunities to listen different types of Englishes’.

“It was very good experience for me. | spoke to Korean friend. We study English as a
second language, so sometimesit was difficult to explain my feeling. However to explain
my feeling, we use many words and body |anguages as a result we can communicate each

other. | felt very happy.”

“It was positive because | could understand if | study hard for English, | can speak English
fluently like her”.

When explaining their choice of ELT materials, two showed an awareness of GE. One
commented, “I can not define who speaks which type of English. However | am sure all
types of English can improve my English”, although it is unclear whether this student is
referring to NE, NNE or both. Another noted that, “1 want to listen to various English, but
not Asian since it sound like Japanese English which | often hear”, showing that they are
aware of the existence of both NNE, although they prefer English that they don’t often hear,

suggesting that geography may be an important factor influencing attitudes.
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With regards to NNESTSs, Japanese teachers were also coded with ‘Helps Learning’ several
times (Table 13.3) and comments related to shared experiences as language learners, e.g.
they “have good experience to learn English”, the ability to use their L1, e.g. “The reason
is| can understand grammar easily because they use Japanese in their class, but some of
their pronunciation is not so good” and grammar “| think my Japanese teachers were good
at teaching grammar, but | didn't like their pronunciation (Japanese English)”. Therefore,
while alack of Japanese skillsis seen as a positive thing for NESTs, students like the fact
that their Japanese teachers speak their mother tongue. In addition, students have mixed
feelings towards these teachers. While they didlike their pronunciation, they recognise that
there are many benefits and are “ satisfied with them”, since they can teach grammar,

writing and exam preparation.

5.4.2.3 Influence of the Global Englishes class

The third theme refers to the effect of the GE class. As with the quantitative results, the
Open-Q results also indicate the influence of GE instruction. The post-Q comments reveal
that more comments referred to an awareness of GE, and the vast majority were made by
GE students (Table 13.4). Thisdifference was also apparent in the fina comments. Non-
GE students wrote very general comments at the end of the questionnaire about the course.
However, the GE students wrote deeper reflections, including raised awareness of the

existence of other varieties of English, e.g.

“1 enjoyed this class very much because | could know that there are alot of Englishin the
world!!”

“In your class | could notice there were many kinds of English, so | became more

interested in other countries”.

Several also noted that it made them think about English and SE, e.g.
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“thank you for teaching me "WHAT ISENGLISH". There are alot of people who use
English in the world and there are alot of types of English. To use English, we can connect

each other. It's very good thing.”

“i redly enjoyed your class because i have never thought that world englishes. | wanted to
learn English and speak standard English. but what is standard English? People have other
cultures and other feature on accent. it was my discovery and | was surprised at world

englishes. Thank you very much!!”

“After | learned World English, My ways of thinking of English was changed. Because of it,
| took interested in many kind of English, | found we can't define what's the standard
English, and | got to be able to be proud of my Japanese English. However, it's still difficult
to remove the idea completely that native English speaker should teach English.”

However, the last example shows the GE class also increased their confidence as a
Japanese speaker of English, although interms of ELT, they still desire NESTS, and thereis
till an attachment to NES norms. In fact, many other students also related their comments
about the classto ELT, e.g.

“Through the World Englishes class, | learned various types of English. And | found that |
can't communicate with them even though | can listen to native speakers English......Now
that many people speak English, we have to know and learn various English if we want to
communicate with various people.... So | thought that the current situation demands us to

study various English”.

“1 have now found that | can not communicate with people from all over the world if | just
listen to native speakers English. In this sense, my education in University is also not

enough.”

“1 want to use English in business. For that, | need to learn world Englishes, especially
Englishes of Asian countries. So my ultimate goal isto be able to understand various
Englishes. On the other hand, | want to master Standard English, though”
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Thus, the GE class raised students awareness of GE, although the last comment indicates
that, despite this awareness, they still want to ‘master’ SE. On the other hand, another
noted that communication is more important, e.g.

“I'd like to speak English more fluently, but | don’t eager to be like a native speaker,
because if we can communicate, | think that’s enough. | think more important thing is
learning one more language...we need to learn is English as global language, like this class,
however, if we want to communicate more people, | think I’ d better to learn the other

language like Chinese, Korean, and Spanish.”
Therefore, GE isimportant, although learning other languages is also desirable.

However, despite the GE class several students still believe in NES ownership. In fact,
referencesto ‘NES Ownership’ were still made by GE students in the post-Q and one still
labelled NE as “real communication” and their English as “good English”. Several GE
students also noted that Japanese teachers have “wrong grammar”, “katakana English” and
“terrible pronunciation”. In fact, 13 of these references were complaints about Japanese
teachers and one said, “They were okay but their English wastotally JapEng.” Thuswhile
for some, the class raised awareness of GE, NE is seen asagood ‘foundation’ or platform
for learning GE and the belief that NE is agood model remains. Thisis something that will
be further explored in the interviewsin chapter Six and the FGs in chapter Seven.

5.4.3 Summary of open-ended results

Therefore, overall, three main themes emerged from the Open-Q data and the results
confirm many of the quantitative results. Communication with NESsis more positive, NE
is“real”, “correct” and “ standard” and NESs are the target audience. On the other hand,
NNE is“imperfect” and “wrong”, communication with NNESsis “difficult” and JapEng is
“strange” and “terrible”. NESs are beneficial for learning English and attitudes are related
to pedagogical stereotypes, beliefs that communication with NESs improves English skills,
despite being difficult, and unfamiliarity with NNE that makes communication difficult.
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Several factors play an important role in the formation of these attitudes. As with the
quantitative results, motivation, language use and pedagogical beliefs areimportant. The
Open Q results also showed that the use of the NES model as a yardstick isimportant,
many have pre-conceived stereotypes about NE and are unfamiliar with NNE.

Neverthel ess, despite these positive attitudes towards NE, many are aware of the use of
English as alingua franca and ELF experience isimportant. Furthermore, attitudes towards
the GE course were positive and more GE related comments were made by GE students,
including raised awareness of the existence of NNE, questioning of ‘ standardness and ELT.
However, the results also highlighted that, many students remain firmly attached to NE and
the NES model.

However, while the Open-Q results confirm the previous results and provide further
insights, very few students commented on their attitudes towards particul ar varieties of
English, where teachers should be recruited from and what Englishes would be useful in
ELT materials. In addition, while these results provide preliminary insights, it is clear that

they do not provide a full enough picture.

5.5 Chapter summary

The questionnaire was useful in that it provides a good starting point, athough further
information is required to provide a deeper understanding. Few students discussed their
attitudes towards particular varieties in the Open-Q section, where teachers should be
recruited from and what Englishes should be used in ELT materials. Thus, the next chapter
presents the interview results which, once again, confirm some of these results, but aso
provide a much fuller understanding.
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Chapter Six: Interview data analysis

The following section provides a detailed analysis of the interview results. Firstly, the
transcription guidelines and thematic framework are explained. Theinterview resultsare
then presented, and a summary is given. Thisis followed with a more holistic summary at
the end of the chapter.

Data anaysistools

The first step in the interview analysis was note-taking. Notes were taken after each
interview (20 in total), the recordings were then listened to several times and interviewee
profiles (tables 14.1 and 14.2) were constructed.

The second step involved transcription. The transcription guidelines (Figure 6.1) were
firstly based on Poland’ s (2002) and McClellan et a’s (2003) conventions. However, it
became clear that ‘ prosody’ was important, and the conventions were revised to include
some used in Jenkins's (2007) study (e.g. stress, length of pauses, lengthened segments,
laughter, etc).

Figure 6.1: Interview transcription conventions (adapted from McCellan et al, 2003;
Poland, 2002; Jenkins,2007).

N Interviewer (Nicola)
[Inaudible segment] inaudible portion
[ overlapping speech

CAPS emphatic stress (‘I’ and acronyms are underlined)
=KANDA= names, locations, organizations, teachers' names, etc inside equal signs

() pause of less than a second

3 approximate length of pause in seconds

: length (repeated to show greater length)

@ laughter

author’s gaps

5) Every line is numbered on the left, beginning at one for each extract
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The transcriptions were checked for consistency and analysis followed the same six stages
as outlined previoudly (p. 107). However, the interviews were treated as a new data set,
different themes were identified and many new codes were created. Firstly, key segments,
concepts, themes, events and topical markers were identified. Free nodes (codes) were
created in NVivo through a mixture of concept-driven coding and data-driven coding and

short descriptions were written.

Several patterns emerged and, once again, the codes were categorised under a smaller
number of themes into hierarchies. Many similar topicsto those present previously, were
discussed by the interviewees, so several previous codes were utilised. Nevertheless, as
Rubin and Rubin (2005:4) note, “Unlike survey research, in which exactly the same
questions are asked to each individual, in qualitative interviews each conversation is unique,
as researchers match their questions to what each interviewee knows and iswilling to
share”. The interview data was much richer and, thus, data-driven coding led to the creation

of new nodes as new topics emerged (Table 15.1, p. 445).

New descriptions were written and a thematic framework was produced to analyse the data
(Figure 6.2, p.135). In the questionnaire analysis, three larger themes were identified
(Figure 5.14, p.118) including English, ELT and the Global Englishes (GE) class). These
were also key in the interview data, although the interviews provided further insightsinto
the reasons behind attitudes. Therefore, the thematic framework was adjusted,
subcategories were renamed and further subcategories were added. Therefore, despite the
identification of the three larger themes, new subcategories were added and each main
theme is explored in much more depth.
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Figure 6.2: The interview thematic framework.

1. Attitudestowards English

1.1 Bdiefs about native English

1.1.1 Familiarity

1.1. 2 Sereotypes

1.1.3 Future Goals

1.1.4 Culture

1.1.5. Influence of English Teachers

1.1.6. Influence of America

1.1.7 Attitudes towards Japanese English

1.2 English as a means of communication

1.3 Bdiefs about English asa global language

1.3.1 Familiarity

1.3.2 Shared Non-Nativeness

1.3.3 ELF Experience

1.3.4 I dentity

2. Attitudestowardslearning English

2.1 Pedagogical beliefs about native English

2.1.1 Beliefs about Standard English

2.1.2 Introduction of Global Englishes

2.1.3 Attitudes towards Japanese English

2.1.4 Negative attitudes towards NNESTs and NNE for classroom
2.1.5 Negative attitudes towar ds the dominance of American English
2.2 Pedagogical Beliefs about English as a global language
2.2.1 Sereotypes

2.2.2 Exposure

2.2.3 Negative attitudes towar ds the dominance of America
2.2.4 Introduction of Global Englishes

2.2.5 ELF experience

2.2.6 Shared non-nativeness

2.2.7 Japanese Teachers

3. Influence of the GE Class

3.1 Raised Awareness and Image

3.2 Raised confidence

3.3 Improved comprehension and Helpful for communication
3.4 Introduction of Global Englishes

3.5 Favourable attitudes towards NE

6.1 Attitudes towards English

The interview data will now be analysed in relation to the three main themes in the above

framework.
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6.1.1 Beliefs about native English

A word frequency query highlighted that “native” was documented 225 timesin the
interviews, compared with “non-native” 134 times. NE was also coded in 106 data
segments, compared with NNE in 55 segments (Table 16.1)*3. Every interviewee made
referencesto ‘NES Ownership’, most referred to NE as * Familiar’ and NNE as ‘Unfamiliar’,
nearly everyone listed NE as an attractive variety and wanted to sound like aNES (Table
16.1), NE was described as“real”, “correct” “natural” and “beautiful unlike NNE, which
was seen as “difficult” and “incorrect”. Moreover, when discussing their perceived future
uses of English, five students referred to NESs and only afew discussed NNESs, and

‘NES was discussed with ‘ Target Audience’ in many data segments (Table 16.2),
indicating that NESs are the target interlocutors. However, as Extract 1 shows, this desire

to sound like aNES is not straightforward.

1.  Sauri: Yes, cosmy goal to study English is controlled accent

2. N: CONTROLLED accent, what’s that?

3. Sauri: | want to speak American accent, British accent, Australian accent and Japanese accent as
4, well, like SO many accents, yeah

5 N: Y ou wanna speak them (.), you wanna speak them so you can CHANGE?

6. Sauri: Yeah, yeah, yeah, or like adjust to people, | just like the people, to speak with

Sauri’s goal may be a NE accent, but she wantsa“CONTROLLED” accent that will help
her communicate with a variety of people, indicating a belief that NE will help her do this,
yet also suggesting that she does not believe that ssimply following one model will allow her
to do this. However, her addition of “Japanese accent” and her emphasis on “SO” also
suggest that this mixture of accents may in fact include more than the varieties she has
listed.

Unlike in the Open-Q, interviewees discussed varieties of English in depth. Everyone had
favourable attitudes towards NE, although they differed in terms of familiarity,
attractiveness and the variety they want to imitate. Overall, AmEng, BrEng, AustEng,

NZEng and CanEng were noted to be familiar, although AmEng was discussed much more

13 All tables referred to in this chapter areincluded in Appendix 16 (p.439-442).
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frequently. In fact, ‘ American’ wasreferred to 274 times and ‘ America afurther 97 times,
compared to ‘British’ (165 times), ‘Australia’ (97) and ‘Korea' (20). The data also suggest
that, for some, Americans are not just their target interlocutors, but that the term ‘foreigner’
IS synonymous with * American’ for many. This can be seen in the case of Nozomi (Extract
2).

Extract 2

1. N: Where are they from?

2. Nozomi: Mm?

3 N Which countries?

4. Nozomi: Um, mm: (.). | don't know but looks like American or East like

5 N: OK. Middle East?

6. Nozomi: Yesh, yeah and eh, Asian countries, something like Indonesia, like that

Nozomi clearly has a stereotype that English is only spoken by Americans. Similarly, when
asked where the customers from the hotel where she works part-time come from, Y uka
responded, “MANY MANY countries | think, I'm not sure, but ..German, OF COURSE
AMERICA, (2) India, (.) Chinesg, (.) Korea’, adding emphasis to show that she thinks this
should be an obvious point. Likewise, Keichiro discussed the foreigners he has encountered
in Japan, noting, “The US, yeah | suppose the US, and Korea, | found maybe Korea or
China, yeah, just one time”. Furthermore, when Izumi was asked which Englishes she is
most familiar with, she responded, “Y ou mean America or British?’ indicating a belief that

these are the two major varieties. Rel (Extract 3) offered an explanation for this.

Extract 3:

1.Rei: “Ah Attractive English? Maybe ALMOST people (.) think AMERICAN ENGLISH isthat major
1 English, major English, so mm but recently, recently, maybe | think almost all Japanese people
2. feel American English isthe major language, major English mm”

This stereotype is present, and she stresses“ALMOST” to further her point. However, she
distanced herself from the comment, assuming it isthe belief of the genera population and
not herself, an opinion she does not share. America clearly plays a strong role in Japan and
students not only believe that Americans are their target interlocutors, but aso that AmEng

isthe “major English” and that English speakers are predominantly American.
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The interviews also revealed that, in relation to beliefs about NE, attitudes are influenced
by a number of factors including familiarity, stereotypes, future goals, culture preferences,
nationalities of English teachers and attitudes towards JapEng. Each of these will be
discussed in turn.

6.1.1.1 Familiarity

The studentsin this study are unanimoudly familiar with NE (Table 16.2), particularly
AmENg, and unsurprisingly thisinfluences their attitudes. For some, e.g. Saori, exposure

through TV and movies makes AmEng more intelligible (Extract 4).

Extract 4.

1.Saori: Ah: (2), mm:: (1), for me American English is most easy, easier for me to understand it, (1) cos so
2. maybe the TV programme or other (.) eh audio things, in Japan it's almost American English so
3. mm American @ teacher’s accent was mm maybe easier to understand it.

Saori’ s (Extract 5) desire to speak AmENg is also related to her experience studying there.

Extract 5:

1.N: So, native speakers is quite a big group, what English would you like to imitate?

2.Saori: AH:, now (.) mm::, first | like British English so, ehm, | wanted to imitate them but uh, last Spring
3. okay, last Spring | went to the United States, THEN | lived, | spent time up there for about one

4, month, so now maybe my English is, sounds like American @@ so @ so how maybe | want to
5. imitate American (2) English @@ so yeah

Here, her series of laughter suggests a possible embarrassment that she thinks her English
sounds American, or perhaps laughing that her attitude has changed and, therefore, is not
completely fixed. Nevertheless, her attitudes are clearly linked to familiarity.
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6.1.1.2 Stereotypes

Familiarity alone does not explain the continued preference for NE of English students
around the world. The interviews revealed that the mgjority of students were unable to offer

clear reasons why they prefer NE. Extract 6 is an example.

Extract 6:

1. Ayumi: Ah: yeah (2). Native spesker has (.), maybe (.) it has (.) various knowledge of English so

2. it's very important for me, mm: and also (.) native's pronunciation is also very BEAUTIFUL,
3. ehm (2), maybe for me. Native. Why?(2) Native vocabulary. | LOVE native vocabulary,

4, idioms, collocations, @ so, it’s my reason, it'smy (.)

5 N: You like idioms?

6. Ayumi: Yesh, likeidioms, so | want to use many idioms, so difficult idioms, ah | don’'t know, what |
7. don't know @@

In addition to familiarity, Ayumi’s attitudes are linked to her belief that NE isa sign of
fluency. This notion is then supplemented by an uncertainty in her own belief,
demonstrated when she questioned hersdlf, “ Native. Why?’ She then paused for two
seconds before finally offering that she loves the vocabulary, etc. Once again, her laughter
may suggest an awareness that she does not have a clear answer, and she aso noted that she,
herself, does not know why. Her beliefs are clearly founded on her stereotype that NE is
best and the strength of this assumption isreinforced by the fact that, despite being
unfamiliar with CanEng, it must be attractive, since it isNE. As she noted, “Canada has (.)
eh:, | don’t know much about Canada, what, much about Canada, so maybe @@ | think
maybe it’s very beautiful, so ALL, all kinds of native speech, native language, English, |
LOVE @@ yeah:”. Thus, for Ayumi, NE is“standard”, yet she doesn’t once point out any
particular features of NE that make it more intelligible or useful. The same view underpins

the contribution from Aya (Extract 7).

Extract 7
Aya: Mm: (1) | like Australian English very much.
2. N: Why?...
3. Aya: @@ Why? Oh: | don't know (.) ah. They have alot of slangs, eh unique slangs (2) and eh, it
4, really PRETTY for me. It sounds pretty.
5 N: Weas it easy to listen to or?
6. Aya: Yeah. FOR ME. Yeah, | THINK Australian English isabit similar to Japanese English
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Ayaaso struggles to explain why she prefers Australian English (AusEng) and, again,
laughs and asks herself “Why?’ However, her suggestion that it is similar to JapEng, imply
that her attitudes may also be related to intelligibility, a point not mentioned by any other of
the interviewees. Saori (Extract 8), on the other hand, admitsthat thisis, in fact, her
“stereotype”.

1. Saori: Ah:, AH: (.), | dunno but (.) maybe my, kind of like stereotypes, like learning English from

2. native speaker is better to improve my, to learn English from the native speaker, like not (.),

3. | felt like. Also Japanese English teacher is also, they have, they also have the good knowledge
4 of English and they have the experience of studying abroad or something like that but (2), mm,
5 yeah, it's my stereotype @@

6.1.1.3 Future goals

Many other students have a strong desire to live in a NES country, which may also explain
their positive attitudes towards NE (Table 16.2). Y ukika, for example, who prefers
Canadian English (CanEng), plansto study in Canada in the future and Atushi, who wants
to use English with NESs and go to America, believes that NE will make it easier for him
to communicate. It is clear that attitudes are also related to future possibilities and, for these
students, it is NE that will make communication easier. It is also possible that their attitudes
are related to identity and a desire to be accepted by their target community. It isaNE
accent, not a NNE one, that will grant them possible future group membership.

6.1.1.4 Culture

Cultureis aso arelevant factor for some and a topic discussed in many different respects
throughout the interviews (Table 16.2). Nana, for example, isinterested in Australia and,
thus, prefers AusEng. An example is Nanae (Extract 9).
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Extract 9:

Nanae: Becausel think (.), my friend (.), in =KUIS=, says American English is great and ‘| want to be
American’ and (.) like it’s fascinating

N: They want to be American?

Nanae: Yeah, some of my classmates really like America, yeah.

N: Why do you think they like America so much?

Nanae: Because they think their culture, especially modern culture like music and fashion, they think
it'sreally cool and (.) ah (1) think Americaisthe best place for everything, (.) I think

NooahkwdE

Therefore, not only is there a preference for American culture, but they want to “be

American’, implying that attitudes are also linked to acceptance by atarget community.

6.1.1.5 Influence of teachers

When discussing NE, several interviewees also referred to their English teachers,
particularly NESTs. l1zumi and Hiroshi, for example, who both have positive attitudes
towards NE, record their conversations with their NESTs and try to imitate their accents,
and are clearly influenced by the variety of English spoken by their teachers. Ayumi aso
referred to her teachers (Extract 10).

Extract 10:

1. N: Why are you interested in native English?

2. Ayumi: Native Englishis VERY beautiful for me and | ENVY native speakers, always | envy. | envy
3. you and (2) you

4, N: [@@] Y ou wanna speak Scottish English?

5. Ayumi: @@ Yeah, | love, so very beautiful, and | think that Scottish English is more beautiful than
6. US,%0 (1), and clear | think

Her emphasis on the words “ENVY” and “VERY” indicate her attempt to make her point
forcefully. However, the fact that she mentions Scottish, the nationality of her current
NEST, once more suggests that her attitudes are not fixed.

6.1.1.6 Influence of America

The powerful influence of Americaand of AmEng was discussed by several of the

interviewees (Table 16.2). Several students noted links between the governments,
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suggesting that local and global forces may also sustain stereotypes that AmEnNg is superior,
as can be seen with Y ukika (Extract 11).

Extract 11:

1. N: Why do you think so in Japan? Why is American English (2) so popular?

2. Yukiko: Yes(1), | think it’s(.) ah because America has the most power, the power in the world, (1) so
3. (DI think people tended to consider AMERICA as you know very eh wonderful, amazing

4, country so we haveto (.) obey, not obey (2), how can | say? Imitate, yeah

Y ukika slexical choice, including “power”, “wonderful” and “amazing’, show that thisisa
salient factor and something that clearly influences the general public. Thereis afeeling
that Japan should “obey” America, which may extend to English, using the word “imitate”
herself. The strength of this assumption isreinforced by Saori (Extract 12).

Extract 12:

N: What kinds of English, English from what countries?

Saori: Ah:: (1), maybethe MOST POPULAR English in Japan is American English, so mm (.) and
maybe that is based from the Government thing, the relationships between the countries. Maybe
Japanese Government wants to have STRONG relationship with the United States, so maybe the
United States have the BIG influence to Japanese cultures, or (.) everything, like Economics or
colleges, food, EVERY THING is from the United States so maybe people think that American
English is THE ENGLISH, @@ so maybe people think American English is the strong, not
grongest English no @@, mm people think many of the English speakers speak American
English so @@ mm (.), yeah.

©o Nk~ WDN P

Saori’sstresson “MOST POPULAR”, “STRONG” and “BIG” make her point that
America has a strong presence forcefully. Nevertheless, she corrected and laughed at
herself, pointing out that she is not referring to AmEng as the “ strongest”, but the most
widely spoken. However, despite the fact that she presents this opinion as that of the
general population, her laughter and self correction suggest that thisis also her own opinion,

or her previousimage at least.
Familiarity with AmEng was also related to the ELT context by eight (Table 16.2) students.

Many were also aware of the negative influence of this dominance, and the overall picture

towards AmEng is one of ambivalence. Three arguments were made: it hinders
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comprehension of NNE, hinders comprehension of other varieties of NE, and creates and

perpetuates a fal se stereotype of English. The first example is 'Y uka (Extract 13).

Extract 13:

1. Yuka: YEAH, firsttimeto listen INDIAN ENGLISH I didn’'t understand, just once. So (.) | said
2 ‘SORRY ?

3. N You asked him to repeat?

4. Yuka: YEAH

5 N: How did it sound to you? Did you like it?

6. Yuka: NO!

7. N: @@

8. Yuka: Sorry No @@

9. N: No need to say sorry @@

10. Yuka: | wasusedto like(.) NATIVE English, American, so alittle bit uncomfortable, not clear for me

Y ukawas very quick to respond that she did not like the Indian accent, exclaiming “NO!”
Nevertheless, the fact that she related this difficultness to her familiarity with NE, suggests
that, had she been familiar with more varieties of English, her encounter may have been
more successful and, thus her attitude more positive. She furthered this point later in the
interview, noting that her first encounter with BrEng was surprising, due to her familiarity
with AmEng and, clearly, for Y uka, this did not only hinder her understanding of NNE, but
also other varieties of NE. Similarly, Sauri (Extract 14) found BrEng difficult for similar

reasons.

Extract 14:

1. Sauri: Mmm, | dunno (.), but as somebody said at a presentation, I’ ve learned American English yeah
2. and so that is mm:: | used to listen to American English SO many times, so when | listened to
3. British accent, it was REALLY difficult to catch. THAT'SWHY other students might feel like
4. you know the wall between British accents

Her stresson “SO” and “REALLY” emphasis her points, and this metaphorical “wall” was
also used by Mai to describe her difficulty with BrEng and many other students made
similar comments. Rei, who works part-time as an English teacher, also discussed her
students' surprise at their South African English teacher because of their exposure to the
idea that it belongs to America, relating this to her own surprise at hearing BrEng for

similar reasons.
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6.1.1.7 Attitudes towards Japanese English

Several interviewees revealed ambivalent attitudes towards their own variety of English,
another factor that can help understand their positive orientations towards NE. ‘Own
Variety’ and ‘Didike were coded together several times (Table 16.2). Students often
volunteered these negative comments unprompted and, when JapEng was described, the
accent was problematised and students focused on stigmatised features. In addition,
negative comments were al so referenced to NE forms, further indicating their stereotype
that NE is best. However, negative remarks mostly related to pronunciation. Keichiro
called it “fake English” and Y ukiko (Extract 15) also displays some dissatisfaction.

Extract 15:

1. Yukiko: Why?(2) Am: (.) Mm: Japanese, (2) Japanese language is considered different from English,
2. grammatically and pronunciation, (2) so yeah, when | wasin London, | went to (.) acafé, and
3. the staff said *Oh you're Japanese’ and she was Japanese also and (1) she said ‘ Oh you're’

4, Japanese after, you know, listening to my accent.Y eah

5 N: And how did that make you feel?

6. Yukiko: Ah, VERY BAD

7. N: Really?

8. Yukiko: That'sbecausel don't like Japanese accent

9. N Why don’t you like it?

10. Yukiko: Japanese accent is ah too CLEAR, too clear and too flat

11. N: Too clear?

12. Yukiko: Too clear, like Katakana mm: and TOO flat like Japanese language, so | don't like it

Therefore, Y ukiko does not want to be recognised as a JapEng speaker, and a NE accent is
clearly a sign of proficiency. Several students also directly linked their didlike of JapEng
with a preference for NE. For example, Mai (Extract 16) aso fears that people can't

understand the Japanese accent, preferring to imitate BrEng.

Extract 16:

1. Mai: Mm. If wetak @@, if wetalk in Japanese accent and (2) it, and we can, can talk with others

2. it's OK , but some people can't understand Japanese accent English so we have to imitate | think
3. N What accent would you imitate?

4, Mai: (2)1(2), before, | prefer American, but now @@ British
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However, her laughter suggests that she is also ridiculing JapEng, something which she
finds embarrassing and amusing. It is unclear who these “people” are, but her references to
NE, suggest that she fears JapEng is not intelligible to NESs, indicating her belief that
NNESs should bear the burden of ensuring successful communication.

As with the questionnaire data, the interviews revealed that attitudes towards familiarity,
attractiveness and varietiesto imitate are different. Aya (Extract 17), for example, feels that

Japanese people have alow image of JapEng, preferring NE.

Extract 17:

Aya: Why? (2) Why? (2) Because, alot of my friends say | don’'t have good pronunciation or.
something My pronunciation is BAD, so (.) they don’'t want to speak Japanese English maybe

N: Do they have atype of English they want to speak?

Aya: Yeah, maybe American or British

N: So, Native English

Aya: Yeah, native English.

N: Do you think that’s common amongst your friends?

Aya: Yes

N: How about you?

10. Aya: Ah: () YEAH, If possible, | want to speak BEAUTIFUL English

11. N:  What'sbeautiful English?

12. Aya: Beautiful Englishis native English maybe @@ yeah

13. N:  Andyou think that’s a common view?

14. Aya: Yeah (3) BUT the purposeisto COMMUNICATE with people, so maybe if | don't speak

15. beautiful English, (.) it's okay if | can communicate with people.

©oNOTOA~WDNPRE

She wants a NE accent “If possible”, although her laughter indicates embarrassment, or
perhaps awareness of this stereotype. On the other hand, this is a complex topic for her, as
she is adso aware that communication is the key, not a NE accent. Nevertheless, it is her
goal. Saori (Extract 18) aso wants to sound like a NES because she didikes JapEng

pronunciation.
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Extract 18:

1. Saori: Ah: (2),it's, mm: (.), if | hear that Japanese English, | can’t think that it’'s FLUENT English,
2 even if their grammar is PERFECT and vocabulariesis (.) like using akind of vocabularies or
3 something, but @@ | can't think that is fluent English so (2), mm: (2), yeah (.), so: | (2).

4, WHY, WHY ?But mm: (.) it’ s difficult to answer it (2) but like (4) mm, ah, @@ why? Mm,
5. maybe it’s from my images, like my FLUENT ENGLISH IMAGES is from like AMERICAN
6 PEOPLE or BRITISH PEOPLE, not from like, Japanese people (.), like, mm yeah, then | feel
7 like IF my friend has the perfect pronunciation, accent, who have the experience from living
8 abroad, then | feel ‘OH THEY'RE GOOD at English, | need to speak like native speakers', so
9. maybe ALL OF MY images have come from that, like good for (.)...I wanna have the good
10. pronunciations or good accent.

However, Saori clearly findsit difficult to explain why she likes NE, pausing and using lots
of fillers before noting that it is ssmply due to her stereotypes of “FLUENT” speakers. Thus,
while NE proficiency is the goal, it is difficult to explain why, possibly not necessary, and
negative attitudes towards JapEng are clearly related to stereotypes that NE is ‘correct’ and

JapEng is‘incorrect’.

Summing up, NE is authentic and has a high level of legitimacy, especidly AmEng.
However, a number of factors clearly influence these positive attitudes towards NE. In
addition, preferences are not related to particular features and several students struggle to
explain why they regard NE in high esteem. In addition, many students are aware of their

own stereotypes.

6.1.2 English as a means of communication

Once again, the interviews revealed students’ awareness of the function of English asa
lingua franca (Table 16.1). A word frequency query highlighted that “franca’ was noted 26
times and “communicate” 88 times and, while, for the majority, their target audienceis
NESs, 5 students noted potential future ELF usage. Despite a desire to speak with NESs,
Atushi for example, is also aware of future ELF usage noting that he will use English with
people from “all over the world”. Nana also adds that, in her future, she will use English
“with NATIVE and NON-NATIVE speakers, both | think (.), mm: OF COURSE
American, and British and Australian but not only them but also like Korean and Italy
because it’s (2) how can | say (.) acommon language, so”. Therefore, Nanawill “OF

COURSE” use English with Americans as discussed earlier, reinforcing the salience of this
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stereotype that Americans will be a definite interlocutor, sheis also aware of potential ELF
use. Nevertheless, she is also aware that English isa* common language”, referring to other
NNESs. Ayumi also wants to make friends from “ANYWHERE, anywhere, OKAY, so
India, so (2) I'm interested in various countries, eh (.)” and notes that she will use ELF with
them. Despite her “Love”’ of NE, she also wants to communicate with NNESs. Ayumi then
addsthat it is NE that will be helpful as alingua franca because, “NATIVE ENGLISH has
(.) useful words (.), has useful words for me, mm: Why?(2) Mm: Why? @@ Mmm: (4)
Native English has (2) mm: Why?(.) Very difficult. Mm why?’ However, Ayumi
guestions herself several times, pauses and laughs, indicating that, despite her strong beliefs,

she is unable to offer concrete reasons for her attachment to NES norms.

In addition, 13 of the interviewees have had ELF experiences and five of them discuss how
these experiences raised their awareness of ELF usage (Table 16.2). Nanae, for example,
was impressed at how English was used as a lingua franca between people from 60
different countries on her one-year study abroad in New Zealand, and Saori (Extract 19),
who has NES and NNES friends, thinks she will use ELF in the future.

Extract 19:

1. Saori: Yeahcos(.)whenl, likewhen| havethefriend (.) like, they, like, use the

2. different languages, like NOT ENGLISH and NOT JAPANESE, the other languages, like |
3. have a friend, like Germany friends, Viethamese friends, Tawaiinese friends, Korean friends,
4, s0 ALL OF THEM speak different languages so | NEED (.), and then they AL SO learning

5. English, so we can use English each other then, we communicated in English so (.)

Saori’semphasis of “NOT ENGLISH” and “ALL OF THEM” indicates that this was
perhaps surprising for her, or perhaps something that not many people are aware of. Several
students are, then, aware of ELF usage, although this awareness alone does not necessarily
result in positive attitudes towards GE and many students, who have long invested in the
NES model, continue to hold it in high esteem.
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6.1.3 Beliefs about English asa global language

The majority of studentsreferred to * GE Awareness and 33 references were noted
altogether (Table 16.1). Every interview contained referencesto ‘NNE' and 55 were
documented overall (Table 16.1). A number of varieties were mentioned and several
students described features of NNE unprompted. Manami, for example, described features
of Korean English (KorEng), and many made positive comments about NNE (Table 16.2),
including Y ukika about Hong Kong English, Y uka about EuroEng and Miyuki about
MalayEng, which she thinks has alot of useful expressions. Nevertheless, many referred to
NE first and NNE when prompted. In addition, students have mixed opinions and many
made vague and contradictory comments. Y ukika's attitude, for example, is clearly
complex. After being reminded that she noted liking HKENng, shereplied, “Eh. No No No,
I don't, | didn't say | liked Hong Kong' s accent, | mean | like the difference of accents’,
and doesn’t want to affiliate herself with that variety. However, she then adds that it was
“very easy to listen”, indicating that intelligibility should not be confused with an
attachment to NE. Later in the interview, she commented that, “(3) Ah:: (2) | think
EUROPEAN PEOPLE can speak WELL 1 think, (.) the sound is not difficult for me”,
referring to her German customers in the hotel where she works part-time. Neverthel ess,
she added that, “ah: (3) I (.) | want to like copy (.) I like (.) how can | say...not America(.)
Native English”. However, she was unable to explain, noting, “Why?(.) eh (3) | like
Canada’. Thus, despite being unable to explain her attachment to NE, and despite the fact
that NNE isintelligible, it is not a viable option as a model.

Attitudes towards NNE are, therefore, complex and often contradictory, suggesting that it is
adifficult topic, or perhaps something they haven’t thought about before. When discussing
their attitudes towards GE, students made references to a number of factorsincluding
familiarity, shared non-nativeness, ELF experience and identity. Each of these will now be
discussed in turn.
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6.1.3.1 Familiarity

Students appear to have created an accent hierarchy, with NE (particularly AmENQ) at the
top and NNE accents lower down. Asin the questionnaire, EuroEng appears to be placed
above AsianEng (despite its familiarity). In fact, several students commented that AsianEng
isfamiliar, due to the closeness and similarities with Japanese (Table 16.2). A specific

example is Aya (Extract 20).

Extract 20:
1. Aya: Mm: (3) Actualy, | noticed that Asian people speak a similar English, so (.) KOREAN PEOPLE
2. speak like Japanese
3. N Oh. It's quite similar you think?
4. Aya: Yeah, yeahyeah so(2) mm, when | went to Australial had alot of Asian friends, (2) and (2) |
5. felt familiar with that English

Aya finds KorEng easy, due to similarities. Her repetition of “Yeah” three times
emphasises her agreement, and it is clear that familiarity is something that enables her to
make friends. Mai, notes that, “I1t’ s difficult to (1) listen, catch, especially European people,
speaks (.), cos it really different (.), it's Korean, it's kind of similar to us” and comments
later that she also found her previous Malaysian boyfriend’s English easy, due to the fact
that he was also Asian. Sauri, who has Korean and Chinese friends, also notes that she
finds using ELF “REALLY EASY and INTERESTING to communicate’ and finds
KorEng “ SO easy” due to similarities in grammar and vocabulary and the ability to code-

switch.

Therefore, for Sauri, not only are the varieties similar, but Japanese and Koreans tend to
“gather” for this reason, suggesting that she felt comfortable speaking English with these
people. Furthermore, she stresses that it was “REALLY EASY” and “INTERESTING”,
again clearly finding her ELF experiences positive. In contrast, she feels “ashamed” when
she speaks English with NESs (Extract 21) and worries about making mistakes.
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Extract 21:

N: And, how about speaking English with native speakers? How wasthat for you?

Sauri: Mmm, sometimes | feel like (.) ashamed (2) because | worry about making MISTAKE (.), yeah
(), but (3), mmm, it was really GOOD to talk with them, cause like (.) their way of thinking is
really different and | can get ACCENT from them yeah

LN

Thus, not only is AsiaEng more familiar for students, but this familiarity, or feeling of

familiarity makesit easier for them to make friends and feel comfortable using English.

6.1.3.2 Shared non-nativeness

The strength of this assumption that communication is easier and perhaps more enjoyable
with NNESs was made by several other students and many references were made to
“Shared Non-nativeness (Table 16.1). Nanae (Extract 22), for example, is also more
comfortable using English with NNESs.

Extract 22:

1. Nanae: Em (1), | think it'skind of different (.), because (1) mm (.) maybe (.), I like (.), of course | like
2. to talk with native but (.), like when | talk with native speaker, like my native friends (1) mm
3. () | feel alittle bit nervous and no confidence, because | might misunderstand what they are

4 saying, or like if they talk so fast, maybe | can get really nervous, (.) but when | speak with

5 non-native speaker | can be more calmer and relaxed somehow.

Nanae feels nervous with NESs. However, her use of “somehow” suggests that she doesn’t
know why communicating with NNESs is easier and something that surprises her, and it
does not alter her goal of wanting to sound like a NES. Similar comments were made by
Rei, who also notes that when she speaks English with her NESTSs, “1 care about the
Japanese accent. Maybe | should little change or little correct”. On the other hand,
communication with NNESs is quite different (Extract 23).
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Extract 23:

Rei: Ah: Non-native speakerd!, I, like | didn’'t care mm: | have a friend, of Thali, so it wasto HELP his
Japanese learning (1), so, but () | can't speak Thai @@ so also he can’t speak Japanese so well,
s0 we used English..

N: A linguafranca?

Rei: Yessowhento speak with him, | didn’t care about my accent, Japanese English accent, yeah

g ks wbdpE

Ayumi also notes that NNESs “ speaks more slowly and clearly, ah mm yeah @@ so, but
vocabulary is pronounced respectably, yeah clearly (.)”. On the other hand, “native speaker
speaks fast, but | think that’s good for us @@ | think”. Thus, communication is easier, due
to their speed and clarity, and unlike her comments about why NE is best, sheisable to
respond quickly. Nevertheless, NESs provide a valuable learning opportunity, although she
laughs suggesting that she understands the contradiction. This demonstrates the firm
attachment to NES norms, despite being aware of the difficulties it imposes upon them.
Therefore, severa students feel that they share a sense of community and commonality
with their fellow NNESs and feel more comfortable communicating with them.
Nevertheless, this, as with other factors discussed thus far, does not interfere with their goal

of attaining native-like proficiency.

6.1.3.3 ELF experience

Some of the discussions about GE were also related to ELF experiences (Table 16.2). A
specific example is Manami (Extract 24).

Extract 24:

Manami: But before going to Australia, | thought Canadian English, American English and British
English IS English, but there’'s many other, many kinds of English | REALISE in Australia,

N: So Australiareally opened your eyes?

Manami: Mm, yeah, yeah, yeah. | stayed in homestay from Malaysia, but they emigrated in

Australia, so they can speak English very. Very fluently, but they look Asian, and |

impressed “How, How, How?’, | aways ask them, mm mm

Do you think most Japanese students would be surprised by that?

anami: Yeah, | think so mm:

: Why?

10. Manami: (2) Em, | think most Japanese think (.) thinks American and British English IS ENGLISH

11. @@,s0 that’s why, mm:

©CONOA~WNE
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Sheisaware that English has many varieties and “has no end”. Her surprise showsthat this
experience challenged her previous stereotype of English speakersin a positive way and the
added emphasis on “REALISE” and repetition of “How” indicates that this raised her
awareness and was clearly positive. Once again, she laughs at the stereotype herself,
indicating arealisation that she was wrong and misinformed. Likewise, Saori’s (Extract 25)
experience in Vietnam raised her awareness that continued exposure can increase
intelligibility.

1. Saori: Uh. It wasinteresting cos then, last summer, | went to Vietnam to join the

2 volunteer work so at there and all of ustried to use English and communicate in English so (1),
3. first uhm,Vietnamese English was really difficult to understand and also so maybe they feel

4. also my English isalso @@ difficult to understand because all of them have a different accent
5 from their native language like mm (.) of, their grammars and vocabulary is MUCH, MUCH

6 BETTER than me, and they speak really fluent English, but their accent is based from their

7 native language so (.) mm but (.) it’s, I’ m getting used to hearing their accent.

Haruna' s experience in the Czech Republic was also positive, where she was able to
communicate with people using ELF and these examples highlight the importance of ELF
experiences. Thisincluded raised awareness of GE aswell as challenging preconceived
stereotypes about the language.

6.1.3.4 |dentity
The interview results also revealed that several students have no desire to sound like a NES.
Nana, for example, doesn't care if people recognise her as Japanese, because sheisnot a

NES and feels that she can retain her Japanese identity. Rei (Extract 26) also makes
references to identity.
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Extract 26:

1. Rei: Yeah | DON'T THINK | want to be like a native speaker of English

2. N [Really?]

3. Rei: Likel'm Japanese. so I'mproud of Japanese @ because | like Japanese and Japanese culture, so
4, | don't think to imitate the native speakers is not good because they have identity of Japanese so
5. they don't waste their identity.

6. N: Do you think that’s common amongst students?

7. Rei: Maybe my friends said | want to be like a native speaker, so many mm friends @ said so (.) |

8. think (2) mm (.) we are Japanese @ we should not throw away my country’s identity, Japanese

9. identity mm:

10. N So you' re happy with your accent?

11. Rei: Yeah Maybe my Japanese English accent is one of identity of Japanese so | think it’s good mm

Rei is clearly happy with her accent and is proud of being Japanese. For her, a NE accent
and a Japanese identity are not compatible and that one must be sacrificed for the other, the
latter being more salient to her. It is a“ Japanese accent” that marks her identity, something
she does not wish to lose. Other students made similar remarks and the results suggest that
it isacomplex issue. Haruna (Extract 27), for example, has aso given up on her goal of
using English in her future job because she doesn’t think she can ever be as good as a NES
(Extract 31).

Extract 27:

1. N: What about in the future, do you think you'll use English in the future?

2. Haruna: @ Eh before, | thought (.), I thought | wanted to use English at work, but now mm

3 N [You've changed?]
4. Haruna: Yeah! vechanged, because| know | can’'t speak English like a native people because |

5. AM JAPANESE and | think that their way of thinking is completely different @, soif |

6. speak English | try to think about, think like a(.,) like a native, like eh, in English, so (.) um:,
7. but in Japanese | have, | don't have to think anything to say, to speak, o (.) yeah (.) evenl
8. had, | very hard, but yeah there is a something, something in my head to speaking, yeah |

9. mean how! @, yeah, there are some difficulties, even it’savery little uh (.) yeah

Thus, unlike Rei, who doesn’t want to lose her identity, Haruna doesn’t think a Japanese
identity allows her to become a NES. Once more, the two things are incompatible and one
must be sacrificed for the other.

Similarly, Sauri was ashamed of her NES accent when she returned to Japan after living
abroad and “pretended like, | didn’t know English at all @” and tried to emphasise her
Japanese accent. She adds that her “way of thinking is a bit different from the other
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students (2), you know more like Americanised”, and thus, she feels different and feels
“there’sawall like, between typical Japanese students and me”. Therefore, her
embarrassment towards her native-like accent may be related to a desire for group
membership. Thiswas also apparent in her later comment about feeling embarrassed in
Australia, where her accent was, once again, different. Therefore, with the stereotype that
English is spoken by Americans or that AmENg is the most spoken variety, it is possible
that positive attitudes towards NE are related to a desire for group membership. Her use of
the word “wall” aso indicates that, as with Haruna and Rei, Sauri perhaps views this NE

accent as aloss of identity.

6.2 Attitudes towardslearning English

This theme was also present in the interview data and, once again, is divided into
pedagogical beliefstowards NE and GE.

6.2.1 Pedagogical beliefs about native English

Several references were made to * NE Ownership’ and ‘ Pedagogical Beliefs' and many
referred to experiences with NESs as ‘ Hel pful Learning Experiences (Table 16.2) to
practice English listening and speaking skills and to gain confidence. Thus, thereisafirm
belief that English not only belongsto NESs, but that it is the variety that should be learnt.
This assumption is aso evident in their negative comments towards NNE and NNESs.

Students mentioned that NE is helpful for learning (Table 16.2) in relation to both teachers
and ELT materials. Once again, clear hierarchies emerged, with AmEng at the top. With
regards to teachers, accent was a salient factor. As Y ukiko mentioned, while she would like
teachers from Britain, America, Canada and Australia, “many Japanese who are studying
English think (2) ah: (.) New Zealand people have very strong accent, so | think um not
many people want to imitate the accent, yeah”, and thus, despite preferencesfor NE, a

hierarchy exists.
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Students spoke at length about their pedagogical beliefs about NE and a number of factors
influence their attitudes including beliefs about SE; introduction of GE; attitudes towards

JapEng; negative attitudes towards NNESTs and NNE for ELT; negative attitudes towards
AmEng in relation to NE and negative attitudes towards AmEng in relation to NE. Each of

these is now discussed in turn.

6.2.1.1 Beliefs about standard English

NE English is seen as beneficial for learning because it isthe “real” English and “standard”

was referred to 18 times. An exampleis Tomomi (Extract 28).

Extract 28:

1. N: So your teachers have been from America, Japan and Australia. What other countries do you
2. think would be useful for you to have teachers from?

3. Tomomi: Mm: As| said Canadian

4, N: [You did say that].

5. Tomomi: Eh: (5) New Zealand mm, like (2) maybe native countries, (2) mm.

6. N: Why native countries?

7. Tomomi: Mm::; (5) mm, | don’t know but | think mm it’s better for me to listen (.), to communicate (.),
8. to get some kills

9. N: So do you think most Japanese people would AGREE with you?

10. Tomomi: Mm:, not most but (.) mm like, | think, like some people don’t think ENGLISH is

11 IMPORTANT for us, so mm like mm (4), but | think, maybe not many people. Many people
12. doesn't, don’'t focus on the non-native speaker’s English | think mm

13. N: Why do you think that is?

14. Tomomi: Because THEIR mother tongueis, ISN'T English, (3) yeah so native speaker can speak
15. BETTER, than them mm

Thus, despite perceived future ELF usage, NESTs are useful. However, the long silences
suggest that she was finding it very difficult to resolve the issue in her mind and thereis
clearly a degree of ambivalence. NESTs are smply the default answer, the obvious choice.
NE is not only the most useful variety of English to learn, but is also the legitimate variety.
This reference to being a*“ mother tongue” speaker was also made by Y ukika (Extract 29).
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Extract 29:

Yukiko: Hm: (4) UK or America. Y eah, not Asian countries

N: Can you explain why?

Yukiko: Why?(4) Mm: yeah. Ah, | know many Asian countries (2) ah (.) have English as official
language, but | THINK it’s not their mother tongue. Y ou know, they can speak English, but
not mother tongue, (.) 0 | prefer mother tongue is English people

Yukiko: Mm: (4) Because they’ ve USED English since they were born, so English is very connected
with their life | think, yeah you know um:, () if, I'll be avery bilingual person, BUT my
mother tongue is Japanese, so mm: (.) English is not connected with my life so much like

0. Japanese, mm:

BOo~NoOA~ONE

Aswith Tomomi, the pauses suggest she is unsure and she seemed surprised when asked to
explain why. Thus, preferring NEST s has nothing to do with superior features or
intelligibility, but smply because English is their mother tongue and “connected” to their
life, suggesting that exposure and English use are important factors when defining “real”
speakers. While being born into an English-speaking environment is seen as important,
these students do not acknowledge speakers who are born into countries where English is
used as a second language or other speakers. On the other hand, this* connection’ to their
lives may not be viewed as legitimate, since it is present alongside other languages and it is
only the monolingual that is to be respected. Different varieties of English may be attractive,
but when it comes to learning English, positive attitudes towards NE hold strong. Further
support is offered by Mai, who as previously mentioned, finds NNE easier and feels that
Asiaengisfamiliar. However, her views towards ELT are quite different; she only refersto
NE and spoke negatively of a Spanish NNEST. Nanae's (Extract 30) pedagogical beliefs

are also related to her views towards SE.

Extract 30:

1. Nanae: (1) Maybe America(.), yeah. However, I'm not sure what kind of English is used the most in
2. the world (.), but maybe in the business (.), maybe many Japanese (.)...

3 .

4. Nanae: Mm: but maybe good to have boss English (.), but | don’'t want to pronounceit ‘R’'S

5 .

6. Nanae: Ah(1), mm: (1) ahm (1), maybe their nationality is not really important | think, so (1) ahm (1)
7. maybe | have the opportunity to sudy English, English spoken countries, so (.) | think for

8. University teacher, Japanese (.), more than three or four of five years living (.) English spoken
9. countries, because maybe (.) ahm (.) they can get the way of thinking in the English spoken
10. countries (.), or maybe they can get more natural conversation, language, or vocabulary and
11 pronunciation (.)so

12. N: What countries do you think they should live in?

13. Nanae: Theteachers(1). Any country in English spoken
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Nanae believes Japanese English teachers should also spend time in a NES country, clearly
seeing NESs as the ‘owners' of the language. Neverthel ess, Nanae seems unsure when
asked about teachers and takes along time to respond and uses several fillers before
suggesting that nationality may not be important. Thisisinteresting given her previous
comments that a “ boss English is necessary”, and suggests that she is struggling with what
she has been used to and exposed to and the concept of ELF. Likewise, Keichiro thinks that
AmENg isimportant because “the influence of the, America, is biggest than the British one,
so yeah maybe many people thinks and feels’. However, he then notes, *Y eah uhh, mmm.
Maybe | don’t have the exact answer”, highlighting that he finds it difficult to explain why.
This supports his earlier comment in the interview where he points out that, “ Japanese
people think, ah, NATIVE English speaker is American and British, they think so | think (.),
yeah 0 (.), and their, their, so | think mm:, | think British and the States' English is more
(.), more USEFUL than other countries. So, THAT’ S standard English they think, they
think, so”. Thus, for him, since people “think” “That’s SE”, thisis the variety they should
learn. His attitudes are clearly related to his stereotypes and we should give people what
they “think” is correct. Saori (Extract 31) also indicates that this belief iswidespread.

Extract 31:

1. Saori: “Ah:, AH: (), | dunno but (.) maybe my, kind of like stereotypes, like learning English from
2. native speaker is better to improve my, to learn English from the native speaker, like not (.),
3. yeah, | felt like. Also Japanese English teacher is also, they have, they also have the good

4 knowledge of English and they have the experience of studying abroad or something like that
5 but (2), mm, yeah, it's my stereotype @@Q@@"

NESTs are important because they are the “ standard” speakers. Ayumi makes similar
comments, noting that “ Japanese peopl e think, ah, NATIVE English speaker is American
and British...so | think mm:, | think British and the States' English is more (.), more
USEFUL..., THAT’ S standard English they think”. Nozomi similarly not only sees NE as
the “standard” variety, but that it should be learnt since it is the most widely spoken.
However, several studentsfind it difficult to provide reasons for this and their attitudes are

clearly related to their stereotypes about SE.
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6.2.1.2 Introduction of Global Englishes

The interviews also highlighted that while many people are aware of the concept of GE,
many are unsure when it should be introduced. One exampleis Izumi (Extract 32).

Extract 32:

1. N: So, you think it’s important for Japanese studentsto listen to different kinds of Englishes and
2. learn about English in different countries?

3. Izumi: For beginner @, it'snot @, | don’t think it’s good to LEARN

4, N: Why not

5. Izumi: Because mm, learning Englishis VERY DIFFICULT for Japanese, because um, language is
6. VERY DIFFERENT, if we are living in Europe, it’s similar, but Japanese and English is VERY
7. DIFFERENT so we can't (.) mm:, we can’t hear (2) some types of English (.) for beginner (2),
8. when we start English

9 N So what should a beginner learn?

10. Izumi: Maybe practice by hearing things American @

11. N: So, do you think American English is important? For Japanese.

12. Izumi: It'sEASIERto (3)

13. N: [What makes it easier?]

14. Tzumi: Ah, mm (3), | don't know but maybe FIRST English | hear, | HEARD was American English
15. maybe @, only that

Thus, for 1zumi, beginners should not learn different varieties and focus on AmEng, since it
IS“EASIER”. Itisclear from the previous section, however, that this‘easiness' isrelated
to familiarity. Her laughter also suggests that she does not think thisis awise option, or
perhaps something she has smply never considered. Her emphasis on “LEARN” indicates
her ambivalence. On the other hand, her laughter after she suggests AmEng also implies
that she is aware that thisis her stereotype or that her response would not be surprising. For
Izumi, then, AmEng should be chosen because it is familiar, indicating that, if she had
been exposed to other varieties of English earlier on, her attitudes may be quite different.

Similar comments are made by Atsushi (Extract 33).

Extract 33:

1. Atsushi: Mm] think Inner Circleis better to sudy English for the first time

2. N: Why?

3.  Atsushi: Mm @ Why? Mm, because (3) alot of, alot of people think em (2) that English in Inner

4, Circleis (2) @ basic? Hm (3) especially Japanese people have stereotype to (.) English (2) @
5 English is American or English is mm (2) yeah, most people think English is American

6 English so.
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However, once more, Atsuhi fails to explain quickly and asks himself “Why?’, pausing and
using fillers before noting that they are useful because people think so. However, the
inability to answer and laughter when referring to AmENg suggests that he is aware that he
Isjustifying the status quo based on unfounded stereotypes. On the other hand, his laughter
may suggest embarrassment at believing this stereotype. Either way, heisaware that heis

unable to support his opinion and explain the continued use of the NES model.

6.2.1.3 Attitudes towards Japanese English

Several students made negative comments about JapEng teachers and pronunciation was
clearly asalient issue. “Pronunciation” was referred to 67 times in total, and many

comments were negative (Table 16.2).

Aya s views are clearly complex. While she recognises that her previous Japanese teacher
was skilled, she was “not sure if he could speak English with some other countries people”,
presumably NESs. Neverthel ess, she seems embarrassed to criticise them, pausing, using
fillers and laughing before stating more directly that they couldn’t speak English. It is
interesting however that Aya emphasises that his pronunciation was fine “FOR ME” and
“IN MY CASE”, suggesting that she is aware that students have different needs, and she
states herself that teachers' skills“ depend on the purpose”. Nana makes similar
comments and feels that her Japanese English teacher’ s pronunciation, should “at least” be
“better than” her. Thus, while Aya doubts their ability to communicate, Nanais more
concerned with pronunciation. These examples clearly highlight that students do not view

JapEng in a positive light, particularly in the ELT context.

6.2.1.4 Negative attitudes towards non-native English teachers and non-native English

Students' positive orientations towards NE for ELT are also related to their negative
attitudes towards NNEST s (different first language (NNESTdiff L1) (Table 16.2).

Comments referred to pronunciation, oral proficiency, reliance on the textbook and
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teaching style. Thisisclear inthe case of Ma (Extract 34).

3
3
@

Mai: |[f it's English and they are native speaker, | don’t care WHERE they come from. Before, my
friend said their ALT is from SPAN, SPAIN or, I’'m not sure, cos, and so she said French Fry, she
said ‘French Fry’ (Spanish accent). | think it’s not good

N:  Why isit not good?

Mai: Cosit’sdifferent from (.) ENGLISH I think.(.) If (3) yeah (.), if we study Spanish, we have to hire
Spanish, not English native speaker, but | think native speaker is best cos, (.) if she is Spanish,
she's also English learner (3). | think English learner is sometimes good, for our advice, they can
advise us, but it’s just advice. What we need from English learner is not advice but teaching
pronunciation, | think for me.

©o~N O~ ®wWDNRE

Thus, despite being satisfied with her NNEST, she only mentions NESTs when asked about
desirable teachers and any NES country is fine. On the other hand, NNE is “ different” and,
while they may be good for communication practice, they are inferior to NESs. Therefore,
one deviation from the norm, such asin the case of her Spanish teacher, rules out that
variety for ELT. There is no consideration that this form may not actually impede

communication or perhaps be a perfectly acceptable variant of English.

Additionally, after commenting that Australian, British and American teachers should be
employed, because “they are the three biggest English speaking countries’, suggesting that
numbers are important, Nana (Extract 35) expresses a negative view of NNESTS.

Extract 35:

1 Nana: “But in ENGLISH education NATIVE speakers helps eh (.), not a native (.) eh, IF French

2. teacher and Korean teacher have .. NOT the pronunciation or accent that is far away

3. from the REAL accent like American or British or a native accent (2) it’s not really helpful |
4 think (.) Studying or learning English NEEDS (2) the native speakers| think”

Thus, NNEST s are not desirable because their pronunciation differsfrom the “REAL” one.
Aswith Mai, NNE is“different” to NE and it is not authentic. This differenceiswrong and,
therefore, not useful for ELT.

Similarly, as mentioned previoudly, Hiroshi thinks having only American teachers hinders
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communication. Nevertheless, this does not result in a positive orientation towards
NNESTs. Despite being impressed with a French person’s English skills when travelling,
he is unsure about having French English teachers due to the influence of their L1.
Nevertheless, as Extract 36 shows, not only isthere afear of L1 transfer, but thiswould
create afalse stereotype that NNE is“real” English, something he clearly thinksis not true.

Extract 36:

1. Hiroshi: Yeah, because we Japan's people (2), basically Japan’s people can’t speak English and if

2 their first teacher was alearning teacher of English from a country like, France, Italian,

3. Thailand, they THINK that the REAL accent of English is THIS.

4, N: What do you think the real accent of English is?

5. Hiroshi: Real accent (2), like (4) ehin (3) eh: (2) French the accent is (2) ah: like (inaudible segment)
6 But, English (2), it is different from that language so (5) yeah (3) mm:

Once more, however, Hiroshi struggles to respond quickly when asked to define a*“real”
English accent, refersto L1 transfer again and notes that American teachers should be hired
since they are “popular”. On the other hand, Saori’ s (Extract 37) positive attitudes towards
NE are related to the fact that she findsit more intelligible than NNE.

Extract 37:

1. Saori: Ah: Ah: (1) For mel (2), maybe, it was alittle difficult to understand what she was SAYING,
2. with her accent, mm, AND (.) maybe at that time | wanted to hear the (.) like na (.) native

3. English speaker’ s accent (.), so0:, | know she was areally good English teacher, but to learn (.)
4 the (.), the accent or the pronunciation, mm: (1), | think (1) it's good but, to improve our (.)

5 pronunciation, mm, she also had a problem so

Once more, accent is a salient factor, and, although Saori was aware that her teacher was
good, her Korean accent was not good for pronunciation practice, again deviating from the
norm. However, Saori cannot remember what particular “problems’ she had and sheisalso
not completely negative and suggests that it was “good”, indicating that her attitudes are
related to her stereotype that a NEST is best. Neverthel ess, when reminded that she also
said AusEng was unfamiliar. Saori says her stereotype isthat it’s better to learn from a NES,
and, although she thinks Japanese teachers have “good knowledge of English and they have
the experience of studying abroad or something like that but (2), mm, yeah, it'smy
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stereotype @@@@" . This laughter and use of “stereotype” indicate that sheis aware that

her opinion is not well founded.

6.2.1.5 Negative attitudes towards the dominance of America

Several students described the dominance of American teachers and AmEng negatively.
Several interviewees noted that more teachers are needed in addition to American teachers.
Thisrestricts Hiroshi and Mai, for example, from learning about other NE varieties and
many students were unaware of non-American varieties before university. For others, it
hindered their understanding of NESTs from other countries a university, including
Australia (Tomomi), UK (Keichiro, Atushi and Saori) and South Africa (Rei). Many also
noted that it creates afalse image that English belongs to America. Before Manami’ strip to
Australia, for example, she “thought CanEng, AmEng and BrEng IS English, but there’s
many other, many kinds of English | REALISE in Australia” and she was surprised that her
Malaysian host family could speak English fluently despite their Asian appearance, adding
that, “most Japanese think (.) thinks American and British English ISENGLISH @@@@".
Thus, Manami wants teachers from “more mixed culture(s)” to reduce thisimage since
“most Japanese people think English speaker is, as| said, blonde, white, something like
that” and this caused her surprise when she encountered Asian Americans. Manami also
addsthat, “Especially Asian, Australian Asian, Asian American, because maybe if they are
similar to Japanese people, they can speak English, but after that they realise that other
people can speak English very well so | wannabe like that, mm”, suggesting they would be
good role models for students. Likewise, Aya (Extract 38) aso calls for teachers who do

not fit the stereotypical image of an English speaker.

Extract 38:

Aya: Yeah, yeah | think so. (.) And | think, Japanese teacher need to explain WHY they have Asian
faces because , the first time, | was surprised, cause his appearance is Asian, but he speak English,
he doesn't speak like Korean or Japanese.

N:  Why do you think that surprised you?

Aya: Cos, when | was High School student (.), | thought people who speak English are (.) just like (.),

1.
2.
3.
4
5.
6. have gold (.) blonde hair and blue eyes, eh like that ...so
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Therefore, these students clearly see that employing only American teachers does not have
a good influence on students. Other students noted that they also had this impression when
they were students and, as with Aya, Rei’ s current students were surprised with their South
African English teacher because “because, like some white people only speak English”.
This point was also taken up by Y ukiko (Extract 39).

Extract 39:

1. Yukiko: Mm(3) NO @@

2. Yukiko: Not so much (3) em:: Mm (1) in my opinion (.) uh (.), some Japanese people, some Japanese
3. students are taught only AMERICAN English, so if they, you know, hear very strong

4, English, accent English, then IT'SNOT ENGLISH, I think, we TEND to think, so (2)

5. BUT they're not wrong, right,

6. N: Mm

7. Yukiko: It's THEIR accent, but if we only learn ONE accent, | think some people don't accept that
8. it's English (.), yeah correct English (.). | think it's NOT good.

However, she ends by noting that although English is not spoken as a mother tongue in
Singapore, it is“important to know the difference of accent” and “respect” them and, thus,
sheisclearly advocating the introduction of GE into ELT. Y ukika may prefer NE, but she
isaware of the stereotypesit creates and for the need for exposure to other varieties.

It is clear from the interviews that, not only do students feel that the dominance of AmEng
reduces their comprehension of other NE and NNE, but they also feel that it createsan
image that English belongs to Americans and that only Americans speak English.

6.2.2 Pedagogical beliefs about English asa global language

Despite positive attitudes towards NE and NESTs, NNESs were coded along with ‘Helps
Learning’ by many students (Table 16.2) and several noted a desire to learn NNE in the
classroom and for NNEST s (diff L1), and many positive comments were made about
NNESTSs. Furthermore, many students discussed GE in relation to ELT materials. Many
also discussed the dominance of AmEng negatively in relation to GE.
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Once again, the interviewees discussed their pedagogical beliefs of GE in relation to a
number of factors. These were stereotypes, exposure, negative opinions to the dominance

of AmENng, ELF experiences and shared non-nativeness. Each of these is discussed below.

6.2.2.1 Stereotypes

Students’ attitudes towards NNE are complex and often contradictory. As mentioned earlier,
Saori liked her Korean English teacher but was unsure of her pronunciation and prefers
NESTs. However, she related thisto her own stereotype and, as Extract 40 shows, when
reminded that English is an international language, she gave alengthy response.

1. Saori: Yeah, translator haveto listen alot of different types of English, so yeah, so

2. maybe in here, many students wants to be atranslators, so | think to learn other countries
3. English is also good for students, like they have to get used to hearing the different types of
4 English, mm, so like mm (.), so maybe ah to (.), for the students (.), maybe to show the

5 International Conference Video or something, to students and

She continues to suggest that “REAL situation (s)” should be brought into the classroom
and Latin America, Africa, India or Asian countries would be useful. She aso notes that,
“EVERY job related to using English, they HAVE TO listen eh different types of English”,
adding emphasisto her claim. She clearly feels strongly about the need for GE in the
classroom. Saori’ s attitudes are then, clearly complex.

6.2.2.2 Exposure

Students’ experiences with NNE also influence their attitudes. An example is Haruna
(Extract 41).
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Extract 41.

Haruna: Maybe @, and Spanish English, yeah | took Spanish class and teacher is(.) not Spanish
maybe,Mexican, and her English is like mixed with Spanish, so (.)

N: What did you think?

Haruna: Em(.)) mm:: () mm::, yeah | think pronunciation is not important, because | can
understand what her (.), what she said, yeah evenif it’s not American or British English,
yeah (.) 0 | thought | haveto (.), | have to study more and maybe | can.

N: [You have to study more?]

Haruna: The English speak, spoken in Singapore and | was interested in this topic, so | wanted to
learn about Singlish @.

©COoNOOA~WNE

Thus, Haruna liked her Spanish teacher’ s English accent and, because it is understandable,
she does not think pronunciation isimportant. Nevertheless, she pauses, uses a variety of
fillers and severa lengthened segments before stating this, suggesting that she is unsure
whether it is acceptable to say such a radical thing, or whether she, herself, is completely
sure of her opinion. Nevertheless, when asked about varieties of English in the classroom,
she remains firmly attached to NES norms (Extract 42).

Extract 42:

1. N: Do you think other varieties should be introduced?

2. Haruna: Ah(1),1 don'tthink so

3 N Why not?

4. Haruna: Because, originally English came from (.) maybe British and so, and (.), um | think (.), |

5. mm, | think | have to study original language, that was first language (.) , mm so (1), mm:,
6. FIRST I think the people should learn British or American English but (.) but (.) but after (.)
7. they (.) learn about grammar or pronunciation something, | thought they, they should know
8. English has a variety.

Thus, NE isthe most important since it isauthentic and she is, suggesting that students
should begin by learning NE, before being introduced to the differences. However, it is
interesting that she remembers the Singlish reading passage in her high school textbook,
given the number of reading passages students are expected to read, which indicatesthat it
was a potentially interesting topic for her, and one which she has remembered.

In addition to previous and current exposure, the interviews also revealed that students
perceived future usage of English is also afactor influencing their pedagogical beliefs of
GE. An exampleis Sauri (Extract 43).
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Extract 43:

Sauri: @ | might employ Chinese

N: Why Chinese?

Sauri: Causeit’'sgonnamakeit , it's developing now and anyway we (.), mm: we have lots and lots
of companies in China and anyway (.), how can | say make a business with them so we HAVE
to learn Chinese English to communicate with them for the future.

gpOdDE

Therefore, ChinEng teachers would be useful, because of the increasing power of the

country and the opportunities to use English with Chinese speakers.

6.2.2.3 Negative attitudes towards the dominance of America

Once again, several students discussed the negative influence of the dominance of NE and
AmEng in relation to GE. Nozomi (Extract 44), for example, is welcome to the prospect of

introducing other varieties into the classroom.

Extract 44:

1. Nozomi: Mm (1), | think it’s good thing (1) because maybe Junior High School and High School

2. sudentsthink (.) uh (.), uh (2) they maybe (1), they don’t think there are so many varieties of
3. English pronunciation so (1) mm (.), it's good thing to know that (1), know the things.

4. N So which varieties do you think are important?

5. Nozomi: Eh: (1) mm: (2) Isthat a, mm (1) countriesthey are so many (.), so much differences in

6. English mm: eh (1) evenif it's uh (.) one language, mm (.) there are SO many variety of

7. pronunciation (.)so it's uh (.) good thing to (.) mm (.) know about world things (1), yeah @

Thus, although sheis open to the idea, she struggles to explain what varieties would be
useful. Nevertheless, this may be due to the fact that “there are so many” varieties of
English, which she clearly recognises, indicating that it isimpossible to decide which
varieties to include. Nozomi is aware that despite being “one language”, English takes on
different forms throughout the world and believes that the introduction of GE would raise
awareness of this. However, when prompted again to state what countries would be useful
places to recruit English teachers, she comments, “What countries @ Of course America
and () mm (.) UK, and Australiaand also (.) mm: (.) Asian countries (.) and mm [inaudible
text] country isalso interesting for students’ and, therefore, refersto AmEng and BrEng
NESTSsfirst, although the laughter suggeststhat she is aware that thisis her stereotype, and

perhaps, something she may change if given alternatives.
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Another exampleis Y ukiko. After explaining that the dominance of AmEng hinders

comprehension of other varieties, she explains the importance of NE (Extract 45).

Extract 45:

1. Yukiko: Mm: (3) That’sgood I think, mm:, because ah: (3) | think people (2), you know (.), imitate
2 the accent they usually hear (.), so (.), 0 (.), four countries| said, you know ah they are

3. native, so | think I mentioned the countries, but, (4) for example, um: Singapore people (.),
4, you know | think English is not their mother tongue, (2) mm: Mandarin, yeah so,(2) |

5 mentioned the countries, BUT (6) um: it’s important to know the difference of accent and (3)
6 to (2) to admit and how can | say? (2) to need to accept and to respect the difference.

It isinteresting that she notes that these speakers of non-American English are not “wrong”,
but “right”, although she seems to be talking about raising awareness and acceptance, but
when it comes to a model, the NES mode should be upheld.

Many other ssimilar comments were made by other students and the general conclusionis
that students feel that students should be aware of the differencesin English, yet the model
should be based on NE. Additionally, when students begin learning English, they need NE
first.

6.2.2.4 Introduction of Global Englishes

Thus, despite being aware of the importance of GE, many students not only remain firmly
attached to the NE model, but also believe that GE should not be introduced to low-level
students. For Aya (Extract 46), students should be introduced to AmEng and BrEng first,
then AsiaEng and, maybe, EuroEng.
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Extract 46:

Aya: At first America, and then British (.) and then Australia and then Asian countries and then
Europe, or something like that
N: Well, you' ve got a plan. Why that plan, can you explain it ?
Aya: Because maybe, for Japanese students, the American culture is most (2) close (.) close culture.

: Really? And familiar?
Aya: Yeah, familiar. So maybe (.) thereare(.) alot of students who think English native speaker has
same culture, like me, so, | need to explain the differences between America and Britain,
Australia and British.
N: You didn't learn that in school ?
10. Aya: |didn't (\) I just learnt Americamaybe. | didn’t know, | didn’t know that’s America culture, |

COoNoOA~WDNE
Z

11. thought that’s ENGLISH culture.

12. N: Hm:

13. Aya: But, actualy, that’s American, so | should (.) explain the differences. AND AFTER THAT |

14. want to introduce Asian cultures (3) and | think (.) | can say the opposite. When | went to

15. Australia, my host family’s son said to me ‘ Can you speak Chinese or something’ @, yeah, so he
16. thinks Asian countries same, maybe, so

Ayaisclearly very confident about her statement and has no problem explaining herself.
This‘closeness to American culture, isthe same as previous comments that Americais
“popular”, etc, and thus, once more, she believes the status quo should be justified since
students are familiar with it. Nevertheless, despite seeing raising awareness of the
differencesin NE varieties as crucial, Aya does want to introduce Asian culturesinto the
classroom, albeit cultures and not Englishes. However, it is also interesting that she adds at
the end that, “ Uhm, yeah | think so0.(3) AND | THINK it’simportant, like Australian
people don’t like American English, so | think it’s better to learn American English as well.
| don’t understand why they don’t like American English”. NESs and NNESs have equal
responsibility for successful communication, which contrasts with the way that other
speakers make assumptions about the role of NNES in communication breakdown.

On the other hand, for Atsushi (Extract 47), AmEng is useful at first because students have
no choice.

Extract 47

1. N: So why should we learn AMERICAN English first?

2. Atsushi: Mm: (2), the(.) big reason isthat we CAN'T choose WHICH English ah we want to study
3. first, we have to sudy American English mm (4) and (4) mm @ it’sadifficult question

4, N: Y eah, 0 because that’s, you' ve got no choice

5. Atsushi: Yeah
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However, once more, Atsushi struggles to explain and admits himself that it isa“difficult
question”. lzumi also adds that NE is needed first (Extract 48).

Extract 48

1. Izumi: Mm, mm, if weare, if we are Junior High School student or VERY beginner, we don’t, we

2. need only ONE teacher from ONE country (.), because, if we listen some types of ENGLISH,
3. maybe we think thisis other language, other language, other language, even if they are

4, speaking English but mm:

5 N So what country do you think isimportant for Junior High School ?

6. Izumi: @ America

7. N: Why America?

8. Izumi: Why? Because the first English | heard was from American English

The stress of “ONE” twice, indicates that her belief that NE is needed first is strong. For
her, AmEng is useful simply because it wasthe first variety she heard, nothing else. Haruna
makes similar comments that NE is needed because “ originally English came from (.)
maybe British”, first students should “study original language” and “after (.) they (.) learn
about grammar or pronunciation something, | thought they, they should know English has a
variety”. Therefore, NE should be introduced first sinceit is authentic. She clearly thinks
that a standard variety of the language exists and that thiswill be helpful to learn first
before exposure to anything else. Similarly, for Tomomi, after learning NE, students can
study KorEng, ChinEng, etc., countries that have strong relations with Japan and Miyuki
also thinks students need SE first before they learn GE, because it would be too confusing
for them. Thus, despite having different reasons for believing NE isimportant, many
students agree that GE should not be introduced to beginner level students. These attitudes
are once again related to their pre-conceived stereotypes about what SE isand how English
should be learned.

6.2.2.5 English as a lingua franca experience

Several students noted that their ELF experiences made them aware of the function of
English as alingua franca, and many of them discussed NNE (Table 16.2). Y uka, for
example, thinks that American and British accents are important to listen to in class, but

also Indian and ChinEng, since she found these difficult when she wasin Australia.
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Clearly, her ELF experience not only raised her awareness of GE, but also her opinions
towards ELT. However at the end of the interview, when asked what varieties are important
for students in Japan she referred to AmENg, which she thinks should be learnt first due to
the strong connections with the countries. Nevertheless, she noted that it should be learnt
first, and, thus, did not completely disregard her earlier statement. It seems, therefore, that
while students are aware of GE and recognise the importance in the classroom, being
exposed to the NES model for all of their language learning history, it is unsurprising that it
isadifficult stereotype to break free from. Moreover, Nozomi (Extract 49), who prefers NE

in the classroom, changed her mind when she was reminded that she currently uses ELF in

Japan.

Extract 49

1. Nozomi: | want many countries teachers (1), mm (1), because (.), if so (1), ah (.) maybe students um
2. (Devery culturesmm (.), every country’s cultures and mm: (.) mm (1) the opportunity is

3. good thing for students (.), so (.) (140) mm (1) | think so many countries teachers need

4. N: What countries?

5. Nozomi: What countries @ Of course Americaand (.) mm (.) UK, and Australiaand also (.) mm: (.)
6. Asian countries (.) and mm [inaudible text] country is also interesting for students

7. N: So you' d like English teachers from those countries?

8. Nozomi: Mm: yeah.

9. Nozomi: @ Ahm, (5) Asian, Chinese ahm (1), mm: (2) actualy I’'m Asian country’s people so (1), in
10. the person (1) there are so many Japanese Asian countries people (1), so uh (.) mm (.) not so
11. (1), not so important for ME comparing with other mm (.) American, Australian, African or
12. something like that

Nozomi notes that teachers from “many” countries would be useful, although she isvery
hesitant in her response, and , once more relates this to culture as opposed to English.
However, NE countries are mentioned first, although she laughs suggesting she is aware
that thisisacommon stereotype or perhaps the common answer. Furthermore, for Nozomi,
geography appears to play an important role and she is more interested in people who are
more ‘foreign’ to her. For her, an African would be more useful than a Korean teacher,
again suggesting that attitudes towards GE may perhaps be related to culture as opposed to
English. It is possible that students see their non-Japanese teachers as an opportunity to
learn about different cultures as opposed to learn how to communicate with speakers from
different backgrounds. On the other hand, while ELF experiences may make students

more aware of the use of ELF and the existence of other varieties, it didn’t necessarily lead
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to more positive attitudes. Y ukika, for example, who has alot of ELF experiences, has
more positive attitudes towards NE. Similarly, despite Mai’ s ELF experiences, she was also
negative about NNE, and, despite Hiroshi’s ELF experience, he didn’'t understand alot of
the questions and was aware of the concepts. Nevertheless, students experiences using

ELF in different contexts clearly play an important role on their attitudes.

6.2.2.6 Shared non-nativeness

As mentioned previousdly, several students feel nervous when communicating with NESs
and more comfortable with NNESs. Similar comments were also elicited in relation to ELT.
For example, Mai thinks that NNESs are good for advice and, as noted earlier, Rei is
nervous when she talks with her NESTs and has less confidence, unlike with her Japanese
peers and other NNESs. Similarly, Ayumi (Extract 50) thinks NNE is important since many
have ssmilar understanding and understand her feeling and thinks they speak slower, unlike
NESs who speak fast (Extract 51).

Extract 50:

1 Ayumi: Other non-native countries have some idea as non- NATIVE COUNTRY so what, what
2. they learn to, what they learned in English so they, they try to understand non- native

3. country’s people. But how, how to improve their English more so they, they know about
4 this, more than native country’s speaker @"

Extract 51:

1 Ayumi: Non-native speaker speaks more slowly and clearly, ah mm yeah @ so, but vocabulary is
2. pronounced respectably, yeah clearly (.) so it differences between native and non-native
3. speaker | think @ mm:, but native speaker speaks fast, but | think that’s good for us @@
4 | think.

6.2.2.7 Japanese teachers

Several students also made positive comments about their Japanese English teachers which
can help understand their attitudes towards GE. Toshihisa, for example, thinks people
would “respect” “Japanese who can “ SPEAK English”, emphasising the word “ SPEAK”
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like this is something uncommon. He reinforces this point later when heisasked if they are

agood role model (Extract 52), when he notes that they are not good at speaking English.

Extract 52

1 Toshihisa:  Um: maybe (.) yeah (.) | think (.), mm (1), yeah (.), but actually | feel that many

2. Japanese teachers are not good at speaking (.), just afew of them are good &t (.), mm |
3. think (.), yeah. That's all, yeah.”

Nevertheless, despite the negativity, Toshihisa's comments suggest that students may want
to be exposed to more successful users of JapEng, which may have a motivating influence

on them.

Therefore, it is clear from the interview analysis, that as with attitudes towards English in
general, there are a number of factors that influence the way in which students have
pedagogical beliefs.

6.3. Influence of the Global Englishes class

Table 16.2 reveal s that the same number of GE and non-GE students referred to * NES
Ownership’, ‘NES Ultimate Goal’, ‘NE’ and ‘NNE’, and only one more GE student made
positive comments about NNE. Some of these also made comments about awareness of the
use of English asalinguafranca. It has also become clear from the interview analysis so far
that ELF experiences have an important impact on students' attitudes. Of the ten non-GE
students, 9 had ELF experiences. Nana, for example, noted that her ELF experience raised
her awareness of the function of English as alinguafranca, Y ukika and Saori were aware
of different varieties and Saori aso showed alot of awareness of ELF. In addition, Saori
also noted that she wants to sound like a NES and thinks NESTs are more beneficial, but
changed her mind in the interview and noted that Japanese students will use ELF in the
future and need to be exposed to different varieties of English. Thus, despite not taking the

GE class, several non-GE students are aware of NNE and some recognise ELF usage.
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Nevertheless, despite Hiroshi’ s ELF experiences, he didn’t understand alot of the
questions. Izumi was also unsure of the term ‘lingua franca’ and didn’t seem to understand
the concept. In addition, Mai, who also had ELF experiences, had negative attitudes
towards NNE.

On the other hand, Table 16.3 shows that every GE student made referencesto ‘ GE
Awareness', compared to only five who didn’t take the course. Furthermore, eight GE
students made referencesto ‘ELF Awareness and ‘ Pedagogical Beliefs', compared to three
non-GE students and, similarly, every GE student noted a change in attitude towards
English, compared to three who didn’t. Moreover, five GE students also found NNE
attractive, compared with two who didn’t take the course. Therefore, the initial coding
revealed at an earlier stage that there are differencesin the interviews of the GE and non-
GE students. In addition, many GE students referred directly to the class and, overall,
students had very positive attitudes. The class influenced students in five ways: raised
awareness of the existence of other varieties; improved comprehension of other varieties of
English; helpful for future communication; raised confidence, and encouraged them to

guestion the concept of *SE’. Each of these will be discussed in turn.

6.3.1 Raised awar eness and image

Seven students noted that the class raised their awareness of different varieties of English
and five noted that the class made them think about SE and the ownership of the language
(Table 16.3). An exampleis Y uka (Extract 53).
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Extract 53:

1. Yuka: Eh()It's(3) eh(.) It'sbeen good, good for me because | didn’t know

2. N [You can also be negative @]
3. Yuka: Singlishor Indian English, so | NEVER thought about THE KIND of English, so it'svery
4, good for me (4)

5 N Mm: Do you think it would be USEFUL for all studentsto study World Englishes

6. Yuka: Yeah

7. N: Why?

8. Yuka: Eh(.) because! think my image, my English image is by the native country , Canada, America,
9. British But NOW MANY countries, MANY PEOPLE from all over the world USE

10. ENGLISH , aso they can communicate with them and also native countries people or not
11. N: Did you know this before taking the class?

12. Yuka: Eh(.) No(.) Not realy (2) Not well

Thus, Y uka was unaware of NNE before the class and thinks it would be useful for students
to study GE to reduce the image that English is only spoken by NESs. The class has raised
her awareness of NNE, which she now thinksisimportant in the classroom and also
challenged her previous stereotype that English is spoken by NESs only. Her added
emphasis on “NOW” indicates a change in attitude and the added stresson “MANY” and
“USE” indicate that this has been an important realisation and she wants to make her point
strongly and emphasise that she is now aware of the worldwide use of ELF.

Similarly, the class gave Rei an opportunity to hear different accents, again, being unaware
of NNE before. The classwas “the first time to hear” NNE, it challenged her previous
stereotype that “English was almost, American and British and Canadian” and she now
thinks Japanese school students “ should understand that English is not American or
American and British, for Canada or for Australian”. However, she adds that teacher
training is required in Japan because "JAPANESE TEACHERS, should understand that
English isnot, mm: (1), isnot a (.) one-sided language like, it means like, only for
Americansor.” Thus, the class did not only raise her awareness, but she also offers
unprompted information on the way in which English should be taught and, as a part-time
teacher hersdlf, thinks that GE should be introduced into teacher training as well as English
classrooms. It is clear that the class has changed Rei’ s views and she also laughs when
discussing her previous stereotype that English belonged to Americans, suggesting
embarrassment and a realisation that she waswrong. Nevertheless, aswith other students,

she seems unsure whether GE is suitable for all studentsindicating that students have not
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quite decided how they feel about GE in the classroom. While they recognise the

importance, they are unsure about such aradical departure from the status quo.

Tomomi aso added that she is now aware of future ELF use because she learned in the GE
class that Japan is becoming more internationalised. She now wants to use English, not
only with NESs, but also Chinese and Korean users. The class also made Ayumi (Extract
54) question SE and think about different Englishes.

7
2
g

Ayumi: Ah, of coursg, first your class, so and eh: standard ENGLISH isNOT limit, HASN'T limit
s0;, al Englishis (2) big, @@ broad so: (.), | think eh, all of speaker’s English is standard
English @ yeah. Y our lesson is influenced me so, very knowledge you give. Y ou give me
many knowledge | didn’t know about @

: I’m glad to hear that. So you enjoyed the class?

Ayumi: VERY VERY @@

N: So, inthe class you also heard lots of, well not just here, but you also heard many native
varieties of English. Are you interested in any of those?

Ayumi: YEAH very: (2), especially SSNGAPORE'S Englishis, | really SURPRISED, Singlish @

CoOoNOO~WNE
Z

10. N: [What surprised you?|
11. Ayumi: AhSINGLISH @ was funny, Singlish is very difficult to understand. Oh, it isNOT English,
12. | thought (.) it was NOT possible, | wasn't, | didn’'t understand that is, is English, that it is

13. English, so Singlish is English @, so, how can | say mm:? Singlish (2) is grammar or

14. COMPLETELY different to the (2), compared (.) ehto USor British grammar, so Singlish is
15. VERY interesting @@

16. N: So you said you enjoyed the class, and you enjoyed learning about, for example Singlish . Do
17. you think that the class will help you to use English internationally?

18. Ayumi: Ahyeah:, | think SO @, soI'm(2), | can (1), | can (1) get some knowledge eh, various

19. knowledge so my mind, my, my thinking isvery big, very big @ So | can, | WANT to learn,
20. | want to first of all make native (2) speakers country friends, | want to MAKE but now, now
21. | want to (.) other countries’ friends, so | want to talk with other countries’ friends, non-native
22, countries, so @ thanksto @

23. N: So do you think such a course would be useful in High School in Japan?

24. Ayumi: AhYEAH: Now High School doesn't have, High Schools don't have such aclass, so it’s for
25. future’ s person, future's person mm:, kind of (.) should be, should be taught such athing so
26. for, ehm, to be international country in Japan, like Japan, Japan is global @, so now High

27. School students don't, don’t know: the non- native, such as YOUR class

Ayumi’ s motivation also appears to have changed as a result of the GE class and she now
wants NNES friends aswell as NESs. She says herself that her mind is“CHANGING”,
emphasising this point to make it stronger and now thinks that every variety of Englishis
“standard”. Lexically, her use of “big” several timesand “broad” also suggest that the class

has made her more open-minded and she a so thinks that GE would be useful in schools.
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Despite Ayumi’ s strong attachment to NES norms, as discussed earlier, she was very

positive about the class and it appears to have influenced her in many ways.

The class also provided Miyuki the opportunity to listen to other varieties of English, and
gave her the chance to think about “what is SE?’ and, despite being difficult, she*COULD
think of what is SE deeply”. However, she still finds SE difficult to define and is il
attached to NE (Extract 55), although she doesn’t need to care about it, since she will use
ELFin her future.

Extract 55:

1. N: What is Standard English?

2. Miyuki: It'sdifficult @ (.), it’sstill difficult, for me Standard English is native speakers English till

3. (), but @, we don't need to care about Standard English | think, because | want to use English
4, for my (.) work and | think | will communicate with people from (1) all over the world and eh
5. | think Chinese or some (.) people from Asian region will communicate with me more, so |

6. thought | should learn about Asian (.) English kind of (.), yeah. So, | think my insight about

7. World English became, like split, because of your class yeah. | ill want to speak like native
8. speakers, but | had akind of (.) spread (.) eh

9. N: [So]

10. Miyuki: Speaking my English, because my pronunciation is not good (.), but @ (.) after | took your

11. class, | thought it’s Japanese identity, so | should be proud of it (.). | CAN'T be proud of it, but
12. | thought it's OK

13. N: You CAN'T be?

14. Miyuki: () Eh(.) No

15. N: Why not?

16. Miyuki: | think Japanese character is like that, we tend to be PERFECT (.) yeah

Miyuki, thus, appears to be conflicted. She enjoyed the class, it raised her awareness, sheis
unsure of SE, it raised her confidence as a JapEng speaker and does not think a NE accent
IS necessary, yet she continues to hold NE in high esteem. Her views are complex and, as
she says herself, her view is now “split”, it is possible that with further exposurein a
similar class, one side of this“ split” may disappear and Miyuki’ s attachment to NE may

become weaker, or the reverse.

The class a'so made Aya (Extract 56) think about her stereotypes of English speakers and,
as with Miyuki, made her more confident as a JapEng speaker.
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Extract 56:

Aya: @ Yeah but, before | went to Australia, | didn’t know that there are alot of kind of Englishes,
like dialect or something, and | noticed about the dialect when | went to Australiaand | came
back here and | found World Englishesand | thought AW: THAT'SREALLY interesting

N: OK, when you were looking at the course descriptions?

Aya: YeshYeah Sol chosethisclass.

N: And what did you learn in the class?

Aya: Wedon't needto (.) feel, FEEL BAD even if we speak Japanese English

Nogo~whpE

Her repetition of the word “feel” and added stress suggests that thisis how she previoudly
felt and is something quite emotional for her. It was her ELF experience that raised her
awareness of GE at first, but the GE class, gave her a chance to study thisin more depth,
again highlighting the importance of experience using English with other NNESs.
Nevertheless, Aya aso seems conflicted. Despite being aware of the fact that a NE accent
is not needed, and her comments about the class, she still wants one. She notes that many
of her peers want to speak AmEng or BriEng and she also “If possible, | want to speak
BEAUTIFUL English”, adding that, “Beautiful English is Native English maybe @ yeah™.
However, she changes her mind and notes that the goal may be different if the purpose is
communication, noting that, “BUT the purpose isto COMMUNICATE with people, so
maybe if | don’t speak beautiful English, (.) it'sokay if | can communicate with people’.
Aya then seemstorn between what she has been striving for for years and what she now

thinks is an appropriate goal.

6.3.2 Raised confidence

Thus, the class made both Miyuki and Ayafeel more confident. Four other students also
made similar comments. Nanae (Extract 57), for example, notes a change in opinion and no
longer feels a NE accent isimportant, although it is not clear whether she is referring to her

ELF experience or the GE class.

Extract 57:

1. Nanae: Maybe my opinions have been changed so far (.), because maybe my Japanese accent is one of
2. the future and maybe it has to be changed (.), so and (1) mm (.) also (.) ahm (1), | met so many
3. people from all over the world in New Zealand and their English is, not native productation

4, accent, but it's still alright, so | think it doesn’t really matter”.
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In addition, Miyuki is proud of her Japanese identity and noticed that most Japanese aspire
to be NESs, particularly those that don’t know about WE. Nevertheless, as discussed
previoudly, she would be embarrassed if someone recognised her as Japanese and, thus, her
comments are often quite contradictory, showing that students are struggling with their
long-term goal and the concept that it is no longer relevant. Similarly, Rei (Extract 58)

doesn’t want to be a NES, because she is Japanese and that is her identity.

Extract 58:

1. Rei: Yeah | DON'T THINK | want to be like a native speaker of English

2. N: [Redlly?]

3. Rei: Likel’m Japanese. so I’'m proud of Japanese @ because | like Japanese and Japanese culture, so
4, | don't think to imitate the native speakers is not good because they have identity of Japanese so
5. they don't wastetheir identity.

6. N: Do you think that’s common amongst students?

7. Rei: Maybemy friendssaid | want to be like a native speaker, so many mm friends @ said so (.) |

8. think (2) mm (.) we are Japanese @ we should not throw away my country’s identity, Japanese
9. identity mm:

=
©
z

So you' re happy with your accent?
11. Rei:  Yeah. Maybe my Japanese English accent is one of identity of Japanese so | think it’s good mm

Clearly, for Rei, the acquisition of a NE accent equates aloss of identity and her identity as

a Japanese speaker isfar more salient than sounding like someone el se.

6.3.3 Impr oved compr ehension and helpful for communication

Ayumi noted that the class has increased her desire to communicate with NNESs. Similarly,
five other students mentioned that the class has helped them prepare for future ELF usage.
Sauri (Extract 59) also noted that she now realises that, while it may be difficult, she simply
needs practice with NNE and also thinks GE should be introduced into the English

classroom.
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Extract 59:

RHOoOoNOO~WNE
Z

©

Sauri:
Sauri:

Sauri:

What accents do you think are important?

BOTH, American and British and, you know, other accents like Indian as well

You think Indian’s important?

YEAH and Chinese as well

Why?

Cause, you know, through your class we' ve learned there are so many Englishes in the world
and, yeah, and then when | was in Australia SO many Indians and Chinese in Australia, so we
need to speak ENGLISH with them (.). But it was, like, really difficult to catch Indian accents,
especially Indian accent, SO | feel like | SHOULD have studied Indian accents moreto, like
understand them, communicate with them

However,

once more, Sauri’s comments are also related to her ELF experiences, again,

highlighting the importance of communication with other NNESs. Rei, Miyuki and Atsushi

all mentioned that the listening journal, where they listened to a different variety of English

of their choice each week (Appendix 1, p.320, CDRom), was a helpful activity, and Atsushi

noted that it will be helpful for him in the future if he meets someone one from Singapore,

since that is one of the varieties he listened to in the class. As figures 6.3 and 6.4 show,

students listened to and learned about a variety of Englishes and ELF interactions in their

listening journals and prepared notes for use in class discussion.

Figure 6.3: An example of a student’s listening journal.

. AT
B Tapan Hometoun He speaks very clear Englis and

vbowas easy te listen o me
( because 1'w Japanese oo )

iﬂ'l{:l.lﬂ}’]f his Erlqll';cln Sound ed
flat and monotenous .

His expression tercled 6 begin
janth UErhink "

[ Tawmk ~  se T vhink ~ )

L guess this happens o wany
Japane | M=k he use same
lor similar ) sound Hor "v " and
i h 'I'.

Ween e sad * volley bail "I
hearcl “halley ball” '

[P

_.‘['m ‘_ram:l.hk w’rfh T}]‘m'(\?_'ge
English , so & was not sthange
Jov we . but T think i+ sounds
really strange for people whe
speaks "standard” English.
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Figure 6.4: An example of a student’s presentation reflection.

| I did presentation about Hong Kong English (HKE) to my classmates. ﬁ;-r-cason 1 t;huec this
' English from many kinds of English is that I want to know the features of HKE because I have a
|I few friends in HK. One of the friends was my roommate when I went to Australia. | had stayed
| with her for 2 weeks, [ sometimes couldn't catch what she said and misunderstood the messages
because of the differences of pronunciation and intonation. Still now, I keep contact with my

[! fricnds and T want to communicate with them easily and correctly. That's why I picked up.

' I got a lot of information about HKE from friends and on the Internet. The most I was surprised

is that they can’t use tense correctly. Therefore, 1 sometimes misunderstood the massage. Before I||

I researched abowt HKE, I hadn't noticed it and 1 thought it's just a mistake because 1 couldn’t I-

| catch her talk. In fact, HKE is influenced Chinese {actually they speak Cantonese) because |
Chinese doesn’t have tense so they often mix past tense and present tense, For example, my |
fricnd said yesterday I go to supermarket instead of saying that yesterday I went to supermarket [

‘ It is complicated for me to catch the meaning she wanted 1o say but I think it’s not big |
conversational problem, Through the research, T leamed not only the features of HKE but also

| the history and background of it. It was a good chance to know about my friends and my friend |

[ said she is happy because 1 study about her English. This time, I have cnough time to prepare r

|
for the presentation so 1 presented HKE to my classmates with confidence. 1 really enjoyed it.

—— T

Similarly, while Miyuki (Extract 60) also found NNE difficult, her comprehension

improved and she feelsit is helpful to prepare her for future ELF communication.

Extract 60:
Miyuki: | know, but | want to continue kind of listening journal to each other (), | will listen to
various English and, eh (.) like, thefirst time listened to like INDIAN, or RUSSIAN , | feel
‘ISIT ENGLISH? or something like that (.) @, but after | listen to them for three times or
more, | used to it so | could CATCH them (.), not perfectly but so (2) and, eh (.) yeah, if |
listen to them before | use English for my work , | can prepare, as| said inthe classand it’s
really GOOD and , after | listen to some English many times, | became to like them (.)

because they have some very (.) characteristic parts and eh (.),I like them (.), yeah

NouohkwdpE

Her emphasis of “IS IT ENGLISH” suggests that her previous stereotype was strong, yet
her reference to “work” suggests that she is aware of possible future ELF usage and now

feelsthat the listening journal is something she will continue.
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6.3.4 Introduction of Global Englishes

Aswith Ayumi (Extract 54), Rei and Miyuki, several other students discussed the GE class
inrelation to ELT (Table 16.3) and also discussed how the class made them think about the
way in which English should be taught. Y uka, for instance, wants ChinEng teachers and
Atsuhi wants Chinese and Indian teachers, as he doesn’t have a chance to listen to them
usually. Thus, these students clearly enjoyed the class and found it useful and feel that other
students should also take similar courses to reduce the image that English is owned by
NESs.

However, while many students are aware of the need to change ELT, as mentioned
previoudy, four (Table 16.2) of these are unsure when it should be introduced. In the
extracts discussed previoudly, severa of the GE students note that, despite being in favour
of introducing GE, they are unsure of when to do so and believe that NE is needed first.
Miyuki (Extract 61) isunsure whether a similar class would be useful in Japanese schools.

Extract 61:

1. N: You said em, you talked about your text book. Can you remember eh (.) what countries

2. featured in your text book?

3. Miyuki: American, yeah (.) American (.) American

4. N: @ Do you think that’s useful for students learning English?

5. Miyuki: For Junior High School and High School students| think it’s useful because it’s first time for
6. them to learn English so they had to have ONE English. They CAN'T learn have various

7. English when they learn it for the FIRST TIME, | think it’s too much and they need some (.)
8. standard, especially for GRAMMAR because if (2) they say (.), theteachers say ‘I’ m not

9. Japanese’ is OK and some teachers say ‘Y ou have to say | am not Japanese’ , it’svery

10. confusing for them and they (2), | think they hate English if they’re taught in that way for the
11. first time

12. N: So you said you found the World Englishes class useful, do you think you would find it useful
13. in High School ?

14. Miyuki: | don't know (.) but | think World English is useful for people who have learned English for
15. kind of certain yearsand eh (2) yeahif | was (2) High School student and | learned World
16. English | feel ‘like* Ohit'sinteresting but first | have to learn standard English like American
17. or British. It's (.) useful for (2) our insight to know about (.) English (.) world, to know about
18. world, what | thought was we need to learn standard English in Junior High School and High
19. School , but we SHOULD like, we have to read some text book and contentsin text book

20. should be about world English, it’sinteresting | thought, because in my High School and of
21. the text book, | had atopic of Singlish

Once more, it seems that while Miyuki is advocating raised awareness of GE, sheis still
attached to the ideathat a NE model is useful. She clearly thinks that raised awarenessis
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important, with added stress on “* SHOULD”, noting that she enjoyed the reading passage
on Singlish, yet once more, NE isrequired first.

6.3.5 Favour able attitudes towar ds native English

Similar comments to Miyuki’ s (Extract 60) were made by other students, and the
interviewees showed that while the GE class clearly influenced students attitudes towards
English and English education, many students till have strong preferences for NE. The
classraised Keichiro' s awareness of the “evolution” of English, for example, yet he still
referred to NNE as “irregular”. As mentioned previoudy, despite Miyuki’s positive
comments about the class, she still does not want to be recognised as a Japanese person
when speaking English. Similarly, the class raised Atsushi’ s awareness of NNE (Extract),
but NNE is difficult and he prefers NE. Nevertheless, in the case of Atsuhi, as discussed
previoudy, he would like NNESTs (diff L1) and, thus, thereis a possibility that, with
increased familiarity, his views towards GE might change. On the other hand, the fact that
he mentions that he isinterested in them from a cultural point of view, “Mm: (2) | think if
those kinds of teachersin =KUIS=, | think that’s better to understand as a culture than
English. Mm”, suggests that as with other students, thereis a possibility that interest in GE
has more to do with culture than English and students are not prepared to give up the NE
model. Thisis further supported by Tomomi (Extract 62).

Extract 62:

1. Tomomi: Mm, butlthink AT FIRST Japanese SHOULD learn ENGLISH from native speakers.
2. After that they can learn other countries English | think

3. Tomomi: LikeChina(.), Korea(.), MAY BE (2) the countries which have (.) strong relation with
4, Japan,mm

5 N: Why do you think native English is good to learn first? It s an interesting point.

6. Tomomi.: Mm: (5) because my mm: (5) | don't know what is the standard, but native speakers’
7. English iskind off standard | think mm:

8 N: Do you think it would be important to have teachers from those countries too?

9. Tomomi: (2) Mm: (4) You mean the other countries?

10. N: China, Korea

11. Tomomi: [They would teach English in Japan?]

12. N: Yeah

13. Tomomi: Ah:. But NOW I think Japanese English education is not enough so, at first, they should
14. focus on, focus or, how can | say, IMPROVE the system of teaching English
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After noting that the class raised her awareness of varieties and raised her confidence asa
speaker of ‘real’ English, and feelsthat NNE would be useful in the classroom (after NE),
Tomomi was surprised when asked if teachers should be recruited from these countries,
asking “ They would teach English in Japan?’. Nanae was also very positive about the class,
and while she realises that she does not need a NE accent, she would still like one and
prefers NZ English. The complexity of Nanage's attitude is further demonstrated by her
discussion of her ELF experience at the end of the interview (Extract 63) with a Polish girl.

Extract 63:

1. N: Do you think that’s OK, to keep your accent?

2. Nanae: Yeah, | think so, because we can communicate with each other (.) so maybe, mm (.) it's OK
3. to have their own production.

4. N: So what about the World Englishes class this semester, what did you think?

5. Nanae: | redly interestedin. | know some English like Indian or Korean or Chinese or German, mm
6. (1) sofirdt, before | picked this class, | don’t know what is was, World English, but English is
7. like some common language thing in the world, but it was completely different as| thought,
8. so very enjoyed and | have avery good opportunity to find out (.) like (.) eh (.) like for my

9. new language Singlish, Singlish, Hawain, Korean, other New York English (.), | haven’t

10. heard London, and the UK language, but I'm very interested in the (.), in native countries.

Since communication was possible despite L1 transfer, Nanae thinks “it’s OK to have their
own pronunciation”. Nevertheless, the use of “their” distances herself from the comment
and it is clear that, while she recognises that a NE accent may not be necessary for some
people, it is something she wants. However, at the end of the interview, she discusses the
influence of the class, commenting that intelligibility is more important and that sheis
unsure why people prefer NE accents. As with other students, Nanae is clearly confused
and makes several contradictory comments, suggesting that students are in a transitionary
stage between an old stereotype and a new possibility that they have not quite come to

terms with yet.

Theideathat NE isbest isclearly still ingrained in the students' minds. Nevertheless,
despite only taking the class for 13 weeks, it is clear that it influenced their attitudes

towards GE in a number of ways.

183




6.4 Chapter summary

The interviews, then, demonstrate a numbers of things. Asin the questionnaire, positive
attitudes towards NE were once again elicited and similar adjectives were used to describe
NE and NNE. Students’ lexica choice demonstrates that they hold NE and NESsin high
esteem, particularly AmEng. While many are aware of the use of English asa common
language and future potential ELF use, as well as having positive orientations towards NNE
and NNESs, overall students firmly believe in NES ownership. These assumptions are also
upheld in relation to ELT and students believe that they must learn NE by NESTs.

Thus, despite the fact that NNE is often described as familiar, intelligible and that many
students feel that communication with NNESsis easier than with NESs, NE is the sign of
fluency, a goal they must reach. Nevertheless, as with the quantitative results, motivation,
language use and pedagogical beliefs are important factors influencing students' attitudes.
In addition, as Open-Q results also reveaed, the use of the NES model as a yardstick,
unfamiliarity with NNE and stereotypes are also important. However, the interviews also
highlighted that attitudes are clearly linked to identity as well as desire for group
membership. Attitudes towards NNE, and particularly JapEng also reveal a degree of
ambivalence and students are unsure whether these varieties will enable them to
communicate with the target group, the NES. Furthermore, future goals to move to NES
countries a so encourage positive attitudes towards NE, as does interest in the culture of
NES countries.

However, the interviews were particularly useful in eliciting students' stereotypes. It is
clear that students are unable to offer firm explanations for their attitudes and the use of
several prosodic features such as pauses, lengthened segments and laughter as well as some
lexical choices, suggest that students have reservations about the validity of their
assumptions, or more correctly, stereotypes. This also suggests that they are aware of their
own stereotypes and that it is, perhaps, something to be embarrassed about. In addition to
an awareness of their own stereotypes, students are aso aware of the negative influence of
the dominance of AmEng, namely that it hinders comprehension of other varieties and
creates or perhaps perpetuates an already widespread belief that English belongs to
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Americans, or that AmENg is the most widely used form of the language. Nevertheless,
despite this awareness, the NES ownership belief holds strong.

The GE class clearly influenced the students in many ways. While many non-GE students,
particularly those with ELF experiences, discussed GE in the interviews and had positive
attitudes towards NNE, overall GE students had more positive attitudes. The class was well
received and influenced students in many ways. Despite this change in attitude, many GE
students believe that GE should be introduced after students have acquired SE and many
remain firmly attached to NES norms. Thus, there is more of an acceptance and tolerance
of GE as opposed to a belief that aradical changein ELT is needed. Students may see the
value in abandoning NE, but they have invested a lot of time and energy and the stereotype
of NE asthe ‘authentic’ English is so widespread, that it will be difficult to change
immediately. They may be unable to provide clear reasons for defending the status quo, but
it is not something that can be disregarded so easily.

The interviews were, then, very useful in eliciting further information on students’
attitudes, as well as the reasons behind them. They demonstrate the complexity of these
attitudes and the way in which things like identity are important. The questionnaire
provided initial insights, but the interviews enabled the students to talk at length about the
topicsand alot of further information was obtained through analysis of their lexical choice
and prosodic features. However, one final method of data collection was conducted, in
order to obtain further information. The following chapter presents the results of the FG
discussions, the final method used to examine how students discuss these topics in a group

setting and to examine the strength and flexibility of their beliefs.
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Chapter Seven: Focus group data analysis

Chapter Seven presents the focus group results. Firstly, an overview of the focus groupsis
given, followed with the data analysis procedure and a description of the development of
the thematic framework. The results are then presented and a summary is given. The

chapter ends with a holistic summary of all of the results.

Data anaysis

In addition to the 120 questionnaires and 20 interviews, four focus groups (FG), with six
participants in each, were conducted at the end of semester (Table 4.1, p.79). Two FGs
consisted of Global Englishes (GE) students (FGs 1 and 3) and two FGs consisted of non-

GE students (FGs 2 and 4). Nine of these students were previously interviewed.

The same qualitative analysis procedures were followed as before. Firstly, the FG videos
were played immediately after the discussion and notes were made; they were then

trand ated from Japanese to English, and participant profiles were created (Table 17.1,
p.451-452). The second step involved transcription, using the transcription conventions
(Figure 7.1), although, since the FGs were conducted in Japanese, the prosodic features
were not analysed in depth. However, one of the main aims of the FGs was to understand
how students participated in a group setting, making it necessary to look at the discussions
asawhole. This proved difficult in NVivo, so the transcripts were printed out and the Long-
Table approach (Krueger, 1994) was adopted, making it possible to spread out the work and
see the transcriptsin full. The transcripts were then analysed to identify prominent topics
and themes. Data-driven coding highlighted that several topics present in the previous
results were also present in the FG data, and, therefore, several previous codes were utilised.
The same three larger themes (Attitudes towards English, Attitudes towards learning
English and The influence of the GE Class) identified in the previous two data sets were,

once again, present.
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Figure 7.1: The focus group transcription conventions (adapted from McCellan et al, 2003;
Poland, 2002; Jenkins, 2007).

[inaudible segment] inaudible portion

[ overlapping speech

CAPS emphatic stress (‘I' and acronyms are underlined)

=KANDA= names, locations, organizations, teachers' names, etc inside equal signs

() pause of less than a second

(©)] approximate length of pause in seconds

: length (repeated to show greater length)

@ laughter

author’s gaps

5) Every line is numbered on the left, beginning at one for each extract

Additions for Focus Group Data (based on Rapley, 2007)
-nonverbal behaviour recorded in brackets under the text using arrows to indicate where the movement
occCurs.
# individual nod
## group nod

However, as Krueger (2004) notes, it is useful to look at frequency, specificity, emotion
and extensiveness, and Rabiee (2004) points out the importance of not reporting individual
quotes, but analysing the relationship between the quotes and the data as a whole.
Therefore, Wibeck et a’s (2007) questioning criteria was applied, which includes looking
at why, how and when related issues are brought up, conflicts, contradictions, common
experiences, alliances, silencing and dominant views. In addition, analysisinvolved looking
at the words used, the context in which they were used (how participants influenced each
other, agreement, disagreement, etc.), internal consistency, the frequency and extensiveness
of comments (how many times things were mentioned and by whom), the specificity of
comments (personal experiences and examples), the intensity of comments and the big
ideas that emerged. Smithson (2000) points out the importance of the public performance
aspect and the moderators constraints and guidance, and, thus, the moderator’ s role was
also taken into consideration. The FGs were the last method of data collection, so the
transcripts were also examined to see whether previous things were confirmed or

challenged, as well as for new topics present.
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The development of the thematic framework

Many common themes were expressed across each FG. In addition, some topics were
particularly salient for some FGs and resulted in deep interaction. Several new codes were
created and descriptions written (Table 18.1, p. 453) and a new thematic framework was
created (figure 7.2).

Figure 7.2: The focus group thematic framework

1. Attitudestowards English

1.1 English in Japan

1.2 Acquisition of a NE accent

1.3 Variety Preference

1.4 English Teachers Nationalities

1.5 GE Awareness

1.6 NNE

2. Attitudestowardslearning English
2.1 NESOwnership

2.2 Shared Non-Nativeness

2.3 Pronunciation

2.4 Introduction of GE

3. Influence of the GE Class

3.1 Raised Awareness of GE

3.2 Question notions of Sandard English
3.3 English Language Teaching

Some simple counting of prominent topics to estimate frequency was conducted (Tables
19.1-19.3)™, but quantitative analysis of the data s not attempted. Instead, a qualitative
analysis, identifying aspects of significance and areas worth exploring is offered. In the
following discussion, the FG extracts are analysed from the four FGsin relation to the
thematic framework, to explore the dialogic co-construction of understanding in relation to
attitudes towards English, ELT and GE. They are also examined to see how ideologies

originate, as well as how certain topics are dealt with in the discussions.

14 All tables referred to in this chapter areincluded in Appendix 19 (p.455-457).
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7.1 Attitudes towar ds English

The most dominant emotion expressed in relation to English in the FGs was an orientation
towards ‘NES Ownership’ (Table 19.1), supporting previous results. ‘ Native' was
mentioned 109 times, compared with ‘Non-native' 16 times, every student made references
to ‘NES Ownership’ across all FGs, many referred to a goal of attaining a‘NE Accent’ and
‘Variety Preferences’ were shown for NE (Table 19.1). Aswith the interviews, positive

adj ectives were used to describe NE including “great”, “authentic”, “real” and “correct”.
However, single comments aside, several prominent themes emerged as students discussed
their attitudes, including the use of English in Japan, acquisition of a NE accent, variety
preferences, English teachers nationalities, GE awareness and NNE. Each of these is
discussed in turn.

7.1.1 English in Japan

Thefirst prompt (Appendix 9, p.393) directed students to discuss how Englishisused in
Japan, and their “gut reactions’ to both the spread and the use of English in Japan. Many
responses were unanticipated and several common themes were expressed, both within and
across the FGs, several of which were discussed at length, as well as referred back to,
showing their salience. Extract 1 (FG1), displays the most dominant initial impression of
the spread of English, acceptance.

Extract 1 (FG1):

1 Youko: Well, | don't have any NEGATIVE imagefor that, well maybe it’'s because of my lack of knowledge.

2 Well, common language? No, universal language. @@ That’s why (1) | don’t have any negative images,

3 and (1)English has already became a universal language.

4 So | have only POSITIVE opinion to be an English speaker. And we Japanese have been also said
Japanese

5 can't speak English well. Because of this trauma, we have been increasing English conversation schools

6 and | think have only positive image for these movements (##). And also | fed glad in town.

7 Something likethat. @@ (Youko, Miyuki #).

9 Takao: Eh: me? Well to me, | don't really have negatives images (1) toward English because | hate Kanji, so |

10 kind of prefer English hum: (.) well, (1) what to say, (1) for Kanji, it has the meaning of origin, soit's

11 more troublesome. On the other hand, in terms of English...it'salot easier...And also in music and

12 movies, | prefer western works.
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To sum up, at this stage, students are exploring their attitudes together through long

monol ogues, something which is apparent across all FGsin the beginning. It isalso
possible that students are shy initially, evident in Y ouko’ s laughter (1.2) and Takao'sinitial
hesitation and use of fillers (11.9-10). Nevertheless, rel uctance to be too direct is evident
throughout the FGs, unlike the interviews, as will be discussed throughout this chapter.
Extract 1 (FG1), displays that the main orientation is towards acceptance that English has
become a “universal language” (1.3) as Y ouko points out. Alliances are formed and
Youko's added stresson “NEGATIVE” (I.1) and Y uko’s subsequent stress“ALSO” when
she follows with, “I ALSO don’t have any negative images’ strengthen their positive stance.
This orientation is also evident in other FGs, and is clearly important (Table 19.2),
particularly for some students. In FG3, for example, English was referred to as “ essential”
and Ayaka asked, “Is there something bad?’ implying that she has no negative opinions.
She also added, “mostly English is used as like common language, everyone easy to
understand”. However, despite these positive orientations, within the FGs, opinions vary
and these positive attitudes are not straightforward. Y uko, for instance, was unsure about
the introduction of English in elementary schools, which lead the FG to the second
prominent topic, concern, which also featured in other FGs (Table 19.2). Extract 2 (FG1)*
isan example of how students directed the conversations and also shows how the group

consensus changed.

Extract 2 (FG1):
1 Yuko: Yes, | also agree with the opinion. Now, | have asister who is 12 years old, and they have revised...
2 infant education system, (1)... And, (1) to me, since | like English...I think there are both good points
4 and bad points. The good pointsis, as everybody mentioned before, well, (.) if you start (inaudible
5 segment)early, it is easier to learn, and well ... but if one startsto learn with inadequate Japanese... (1)
6 one might not be able to speak both languages adequately, (1) well, (1) It has been said we can’t speak
7 beautiful Japanese, (.)(1) including me, but we newly started to learn English... which means we are
8 breaking Japanese again. And, aso inthe TV, there was a program saying how many minutes can you
9 keep saying loan words, (@@) ...so | really think Japanese is depending on loan words too much ...So |
10 feel likewhat isJapanese? So | think we don’t need to learn from so early.
11 Noboru: In my opinion, while English education is becoming more prosperous, we became too generous with
12 English. Well, thisis afamous story, in note book there’s awrong English and it’s been on the text for
13 long time, and only skilful English earners can point out the mistakes, so, which means even in English
14 class the wrong teachers teach us strange English, so first | think they need to review this problem...
15 but if wetry to accept English becauseit’s a universal language...we should organize the system
16 more. Personally, | think it’s okay to teach small child not only English but also their subjects.
17 Honestly, it must be easier for us to learn language from kids, because we get used to the sounds,
18 listening skill and pronunciation a lot easier. This must be the advantage for the learners from early age

15 All extracts with author’s gaps (...) (Figure 7.1, p.188) are provided in full on the accompanying CDRom.
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19 and they can only acquire these skills. ... Well, but it can be a problem they part from a Japanese

20 culture. ... (Miyuki, Youko #).

21 Miyuki: For me, when | get achild, | will let them go to English conversation school soon, because when a child
22 start to listen to English, they can understand and catch better...So, if possible, | will let my kidsto learn
23 from early. And | read a newspaper they started to English compulsory class, (.) from around 5th year
24 or 6™ grade of elementary school, it's really random if they start the English subject for the lower

25 grades.... And also teachers will be forced to speak in English in High School, and | doubt if teachers
26 really can teach by speaking in English...it’ s better to set up the conversation class and teach themin

27 Japanese...And (1) the English used in Japan is (1)...sometimes it’ s often said we see strange English
28 on T-shirts print @@ (everybody says ‘ah'::) and because of that | sometimes feel miserable, (.) and

29 when foreigners see the print and feel strange, | feel sad as a Japanese at that time, (.)and also English is
30 used in atechnical field, especially while listening to the economical talk, and | think those English

31 must make it incomprehensibleto understand. | want them to stop it. (Yuka and Yuko #)

32 Yuko: Inmedical tak aswdll.

Here, the dominant opinion moved from acceptance to concern, and, once again, while
there was a shared consensus, reasons varied, showing how students negotiated their
positions right from the start. In addition, Y uko continued the topic of early English
education in Japan (11.1-8), and her lengthy comment shows this was an important topic for
her. However, while Y uko was concerned about the influence on Japanese (11.8-10), for
Noburo it isthe use of JapEng that was a cause for concern, and alengthy comment is
given (11.11-20).

This, then, led them to discuss JapEng at length, a topic that was discussed with a negative
undertone in every FG (Table 19.2), and another example of how students changed the
direction of the conversation. Noburo’sinitial use of “too generous’ (I.11) impliesthat itis
either used too much, or, perhaps, deviates too much from the ‘norm’. However, his
example of teachersteaching “ strange” English (11.14) clarifies that his concern iswith the
difference of JapEng to NE, further supported by his suggestion that early education will
improve skills, thus disagreeing with Y uka (Extract 1 (FG1)). For Noburu, then, the spread
of Englishisfine, but JapEng is a cause for concern, which appears to be the source of this
negative orientation for the majority of students. On the other hand, he then agreed with

Y uka (11.20), also displaying a concern for the influence of English on Japanese culture, and,
therefore, revealing a concern for the spread of NE. There is clearly ambivalence here,
despite his positive orientation towards NE throughout the FG. Neverthel ess, despite these
obvious contradictions, NE is favoured over JapEng. On the other hand, there was

awareness of the possible negative effects of NE, also present in other FGs.

192



JapEng was discussed at length in FG1 and not by a string of utterances, but considerable
stretches of talk, showing its prominence. In Extract 2 (FG1), Miyuki agreed with Noburo,
sharing the concern about the proficiency of Japanese teachers (11.25-26). Her belief in NE
ownership is strengthened by her concern about the “ strange English on T-shirt(s)” (1.27-
30). Her own, and group laughter, also suggest that JapEng is something to beridiculed, as
well as something that may give a bad image to foreigners, presumably NESs. On the other
hand, as with Noburu, she softened her point and added that the spread of NE may have
negative consequences for Japanese (11.29-31), revealing ambivalence in her attitude and
awareness of the negative effects of NE. Y uka then added a further example (1.32),
interesting, since she began the conversation noting that she did not have any negative
images. In fact, after stating thisin response to Y uka's point about education, she agreed
(1.1), noting a concern for education and a so loan words. She then agreed with Miyuki
(1.32), and it is clear how the FG discussion changed her views, and how opinions were
often not formed until they heard the views of others. Such contradictions are also clear in
Noburu’s and Miyuki’ s responses; they were concerned with JapEng, but were also
concerned with the spread of NE in Japan. Further ambivalence is then shown later in the
FG, when adesire for JapEng to be accepted was expressed, as discussed later.

Concern for JapEng was also evident in other FGs (Table 19.2), and is clearly important.

In FG3, for example, Nanae noted that English is used “TOO much, by force’, and gave the
example of shop names. For her, this English is“completely different (.), it's completely
different meaning @@ by force” and feelsthat “if people use English word in their shop’s
name, people had better use English correctly”. This“force”, similar to Noburu's “too
generous’, implies that JapEng should not be used for decorative purposes and her lexical
choice, including “correct”, also reflects abelief in NE ownership. Once again, NE isfine,
JapEng is not. Her laughter, once more, implies it should be ridiculed. Extract 3 (FG4) also
highlights the importance of this topic in the FGs, how it was discussed in considerable
stretches of talk, and how several participants felt strongly about the topic, referred back to

their previous points and strengthened their stance.
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Extract 3 (FG4):

1 Izumi: Now in the conversation, we discuss that we can see English in advertisement and CM. It's really true
2 that there are Katakana and English words in everywhere. And | don’t like that much.

3 Moderator: [Youdon't likeit?]

4 Izumi: | don't likeit. Maybe | imagine that Japanese people think that English is COOL. For example, thereis
5 katakana on everything. | think we should use Japanese more. If there are certain reasons, it is OK. But
6 Moderator: [Ah:, for example, some things are MEANINGLESS?]
7 Izumi: Mm:: (.) | fee there aretoo much foreign languages surrounding us.

8 Moderator: Arethereother opinion?

9 Izumi: How about everyone?

10 Rika: | agree with her. In Japanese songs.

11 Everybody: Ah::

12 Rika: In the main part of the songs, suddenly English words come, | think singers aretrying to be COOL (4)
13 Moderator: ...

14 Rika: | think it is better to sing all English or Japanese.

15 Saori: Also, (2) on the T-shirt (1) @@

16 Haruna: | think so, too. @@

17 Saori: If English words on the T-shirt, | think it maybe cool. We buy T-shirts by design, so English words on
18 -shirts might have strange meaning for native speaker. But we buy those T-shirts without thinking

19 the meaning. It can be OK. That is one of fact that shows English is used everywhere.

Here, 1zumi felt that more Japanese should be used (I1.1-2), reiterating the point made in
Extract 2(FG1) about the negative effect of loan words. However, her concern was with the
purpose of JapEng, a point she returned to later in the discussion. Thiswas clearly
important to her and she aso queried her group members (1.9). Once again, laughter implies
that JapEng is humorous (11.15-16). Rika also expanded on her opinion to clarify her points
(1.14) and Saori reiterated Miyuki’ s point about the image JapEng givesto foreigners (1.15,
17-19), and, when offering further explanation, she explicitly referred to “ native speakers’
(1.18). However, at no point in any of the FGs did participants acknowledge that this

‘decorative English’ may be intended for a Japanese audience, and not the NES.

Nevertheless, asin the previous extracts, ambivalence was clear, as Saori softened her point
(11.19) by noting that she is aware that it may be “OK” and can be a symbol that English is
used worldwide, suggesting a more accepting stance. The topic was then changed again by
the students towards the low proficiency of Japanese English speakers, implying that
JapEng is negative and of poorer quality than authentic NE. As Saori noted, despite the fact
that “Japan isfilled with English”, “people are not familiar with English”, a point that was
returned to several times. Therefore, once again, despite the ambivalence, the general

opinion isthat while NE isfine, JapEng is worrying.

Thus, the FGs reveal ed an acceptance for the spread of English, although students are

clearly concerned with the use of JapEng in Japan and have negative attitudes towards it.
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Nevertheless, there is an awareness of the negative influence of NE and students' attitudes

towards this topic are clearly complex.

7.1.2 Acquisition of a native English accent

It isclear that despite being concerned about the influence of the spread of NE, students are
firmly attached to NES norms. Thiswas aso evident in the discussions about the
acquisition of a NE accent and the importance of intelligibility, another topic discussed
extensively in every FG and prominent in considerable stretches of talk and giving rise to
deep interactionin every FG (Table 19.1). In addition, not only were similar positions put
forward, but several students also returned to previous points to strengthen their position
and clarify their points. However, despite the positive orientation towards a NE accent, the
FGs demonstrated that thisis not straightforward and revealed a great dea of ambivalence
in attitudes, and it is clearly a complex topic for them, as seen, for example, in Extract
4(FG2).

Extract 4FG2):
1 Saki: Some can't help using the accent. (.) | am kind of impressed that the person mastered it.
2 Yurino: It'sreally impressive, (.) it'slike‘oh:::’ @@ (3) (##).
3 Moemi: Even though | want to speak British English but, (1) | can't, (1) so, (.)when | see people going abroad
4 to get the accent, | think they arereally great. (.) | saw the person who speak beautiful British accent
5 in Nicky's class, (.) sheis my senior.
6 Yurino: =Mari=?
7 Saki: =Mari=?
8 Moderator: Ah: () That= Mari=, (.) sheis (1) yeah, really gresat. (.) | don't understand what she says. @@
9 Yurino: | became a =Facebook= friend with =Mari= and | can learn English from written English on her page
10 (##4).
11 Moemi: | really want to be like HER, even she is almost same age as us.

12 Moderator: Sosheislikean idol for you?

13 Moemi: Yes(.), sheisredlly cool (1) (#).

14 Yurino: When | first saw =Mari=, | was like‘ WOW, | want to belike her’.

15 Moemi: YES, meTOO.

16 Moderator: | see(1). Have you ever fet you don't like it since you think he or sheis too influenced?

17 Yurino: | have never felt like that (1). | just fed (1) they master it from the effort (##). | think there are two
19 types of people who have experienced studying abroad. (.)One who comes back with grest

20 communication skill, and the other who get back with nothing. (.) I think the latter is just wasting the
22 time. | even think ‘what did this person do abroad’. @@ ..... (inaudible segment)

23 Moemi: Somejust change their behavior to western style. @@ Sometimes | see surprising people (1), right,
24 and | just get surprised...

Here, the dominant view is respect and admiration for people who have “mastered” a NE
accent and there was unanimous support for the acquisition of a NE accent. The lexical

choice, including “cool” (1.13), “master” (1.1, 17) and “effort” (1.17) also strengthen these
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assumptions. While Yurino’s lengthened “oh:::” (1.2), followed by laughter, suggests sheis
joking, her later use of “WOW” confirmsthat thisis, in fact, admiration. Mari, the topic of
conversation, is clearly highly respected. Moreover, for Y urino, acquisition of a NE accent
IS seen as an achievement of studying abroad and, perhaps, the main goal (11.17-22). This

respect for a NE accent also reflects Miyuki’ sinterview comments, where she discussed her

respect for her friend’s NE accent.

However, despite the group agreement and the fact that this orientation was present in
every FG, Extract 5(FG2) reveals ambivalence, and an awareness that Japanese may be
placing too much of a burden upon themselves in the achievement of thisgoal, atopic also
raised in other FGs.

Extract 5(FG2):
1 Yurino: | think it'senough to speak broken English, (1) if it'sintelligible.
2 Saki: I think so too, but personally | want to improve pronunciation (##).
3 But, if it’sintelligiblefor each other, (.) even if it’s really broken English (1), | think that’s still
4 great. (#4).
6 Kasumi: Interms of Japanese, for example, foreigner speak broken English, and we seeit, we won't really care
7 the pronunciation, (.)(##)! will careif they understand well first.
8 Masae: When Japanese can't spesk English with good pronunciation, they would say ‘No, No' when foreigners
9 ask ‘ Can you speak English?, but if foreigner could speak just alittle Japanese, they would say ‘yes, |
10 can speak English’ (Moderator #), (.) so, (1) | think we are all different and () | like it better.

Thus, as the conversation continued and students expanded on their views, Y urino
introduced the idea that “broken English” may be “enough”, if intelligible (1.1), implying
more acceptance. Saki agreed but wantsto “improve” her pronunciation (1.2), and Yurino’'s
use of “broken” implies that both students are still firmly attached to the NE model, which
isused as a yardstick. Therefore, as with the interview results, thereis an awareness that a
NE accent may not be necessary, but it remains to be their goal. Masae then led the group
towards the possibility that Japanese may be being too hard on themselves (11.8-10), and,
thus, in addition to recognising that a NE accent may not be necessary, thereisalso an
awareness that their interlocutors could be more understanding. The salience of thisis
evident in the fact that it led to an extended discussion of the difficulties students have
communicating with NESs, atopic also raised in the interviews. The importance of thisis
demonstrated with Saki’ s return to the topic later in the discussion, after a brief diversion,
noting that she would be sad if someone said they disliked JapEng and Chisato responded,
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noting, “But | would insist ‘thisisonly English | can speak’. Thisis my pronunciation”.
Therefore, despite mutual admiration for aNE accent, students are aware of the difficulty
of thismodel. Similar comments were also made in FG4 (Extract 6 (FG4)).

Extract 6 (FG4):

1 Rika: I think people don't need to speak like native speakers, but =KUIS= students want to speak like native,

2 but in Japanese teachers’ class, some students spesk like Japanese way, “ai habu a ..(l havea....).” |

4 wonder why they don't try to speak like native, evenin =KUIS=. | want to speak fluent English, (1) but

5 everyone doesn’'t need to change. One of my Scottish teachers said “genre’...

7 Moderator: [Ah:]

8 Rika: but we couldn’t understand that. That teacher repeatedly said “genre” embarrassed, but that was cute, so
it is OK that we have different accents.

9 Moderator: Um:: (6)

10 Saori: I think that | want to learn American English, but if people can communicate with their own accents,

12 they don’t need to change the accents. | think that is almost same as Japanese dialect. Like those accents
13 don’t need to be changed. (6) This question is difficult.

14 Izumi: I think people don’t need to change their accents, but Japanese accent. Some of my friends didn’t like
15 copying English sound, and they didn’t try to copy that. How can | say? | we should try to copy English
16 sound at least, (2) thereis nothing we can do if we (1) can’t do even though we tried. Y ou know what |
17 mean? (4) Not good speaking English like speaking Japanese, but good that they can’t pronounce,

18 although they try to copy English sounds as much as you can. Did you get it?

19 Yu: | got it.

20 Izumi: Not speaking, likereading “Katakana.”

Therefore, intelligibility was also an important issue for FG4, and, aswith Yurino in FG2
(Extract 5(FG2)), Rika also believes a NE accent may not be necessary. However, as with
Y urino, there is aso ambivalence. Not only isit something she wants herself, her
disapproval with her peers use of JapEng (I1.1-4) show aclear contradiction in her attitude.
Her example of her Scottish teacher (1.5) aso suggeststhat it may be NESsthat are able to
keep their own accents, not NNESs, and, thus, students' attitudes towards this topic are
clearly complex. Similar ambivalence is also evident with Saori, who agreed, but also
wants to sound like a NES (11.10-13). Similarly, Izumi did not abandon her original stance
(1.14), but thisis related to JapEng. While, in FG2, thisled to the topic of the burden of the
Japanese English learner, in FG4, the subsequent topic was the difficulties Japanese have
acquiring a NE accent. Y u pointed out that, “ Europe have same pattern of pronouncing with
English, like Italian or other languages. Japanese should pronounce with care, since they

have a big different style of pronouncing’.

Therefore, not only are students placing a burden on themselves to make themselves

intelligible, they also feel that they have to work harder than other groups of NNESs. This
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view, however, was only made by one student in one FG and did not lead to an extended
discussion. Nevertheless, the desire to sound like aNES is clearly related to a negative
view of JapEng, also evident in FG1 (Extract 7(FG1)).

Extract 7(FG1):
1 Yuka: | don't really care if somebody really wanna speak like natives, but | alittle bit worried if somebody
2 speak with strong Japanese accent with foreigners and they might have misunderstandings.
3 Yuko: Like old Japanese men, English (.)?
4 Noboru: | think they can communicate.
5 Yuka: | don’tthink they can’'t completely understand each other, but it will take moretimefor understandings.
6 Hum: (.) how can | say?
7 Miyuki: Hum: (.), | learned in translating class, it's better to speak with Japanese English word by word clearly
8 than speaking with poor American English for non-natives. They understand well.
9 Yuka: Yeeh, | often heard (2) accent (1). How do you say something like this? (with hand gesture).
10 Yuko: Rhyme?
11 Yuka: Yeah, if we spoke with rhythm and also with strength and weakness, it would be more clear and better.
12 Miyuki: If we speak with chunk to be more native-like, it just becomes more unintelligible. So we had better
13 to be careful with the problem.

Once again, while the conversation began with an acknowledgement that a NE accent may
not be necessary (1.1), Y uka wants one, and is again concerned about the intelligibility of
JapEng to “foreigners’. Noburo, though, not afraid to show his disagreement (1.4), made

Y uka soften, although not abandon, her stance (11.5-6), showing the deep interaction that
took place surrounding this topic. Miyuki then offered a solution (11.12-13), and led the
conversation to focus on how to achieve thisgoal, asin FG4. Nevertheless, her use of
students “had better.....be careful”, once more implies again that NNESs have to do all of
the hard work to be intelligible, a point continued in the FG.

Extract 7(FG1) also shows that participants responded quickly, had short, frequent
exchanges and Y uka, for example, jumped in several times to make her point. Students
were clearly co-constructing their arguments and negotiated the topic in depth, and in
considerable stretches of talk. For example, Y uko then gave an extended description of her
grandfather, a successful user of JapEng with a strong “ Japanese (Katakana) English”
accent, supporting Noburo’ s opinion that mutual understanding is possible. However,
despite his successful communication, and her motivating story about a JapEng user, Y uko
felt depressed when she heard his English, again showing ambivalence. The story also did

not convince the group that a JapEng accent was acceptable, as shown in Extract 8 (FG1).
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Extract 8 (FG 1):

1 Miyuki: Well, (.) that’s kind of extreme story though.

2 Takao: If we spoke English too fluently, listeners might misunderstand...But on the contrary, by speaking with
3 just asingle word with Japanese accent, they would work harder to understand. So if we can’'t speak so
4 much,we should speak clearly word by word.

5 Moderator: With clear Japanese accent?

6 Takao: Hum::, yeah, aslong as it’sintelligible for each other, it’s no problem which English we use.

7 Yuka Likel said before, | saw a sales person at my part- timejob. He looked around (.) maybe late 50 years
8 old,and was talking with foreigners and maybe they were talking about business, | didn’t mean to

9 eavesdrop their conversation but, (.) the Japanese guy was talking with a thick Japanese accent. Some
10 speak with fluency but other speak with thick Japanese accent like ‘ dattsu intaresutinguu’ (that’s

11 interesting) @@Thisisreally how they speak, it’s like cutting Katakana from the textbook.

13 Yuko: [That’s my grandpa’ s English].

14 Yuka: But even if they spoke with a Japanese accent, the foreigner was talking while laughing and clapping
15 (clapping gesture), and also it |ooked no problem for communication for me and they didn’t slow down
16 English, so they were communicating well (1). Since I’ m Japanese, that’s really funny for me. | felt ‘oh,
17 he speaks really Katakana English’, but the foreigner listening to the English without any problems, so |
18 thought hereally understands. | got really surprised.

Extract 8 (FG1) shows how students returned to salient topics after brief diversions, as
Takao returned to the point made in Extract 7 (FG1), about how Japanese speakers can
achieveintelligibility (11.2-4), showing afirm belief that the maority of the work must be
undertaken by the NNES. He reinforced his point later with the use of “no problem” (1.6),
and, thus, appears to take a more accepting stance on the matter. Thisis clearly important
and Y uka continued the discussion, also giving an example of another successful user of
JapEng (11.7-11), showing how they shared their experiencesin the FG. However, this
contradicted her previous point (Extract 7 (FG1)) that communication was impossible, and
also reveals ambivalence. Here, despite ridiculing the accent, by imitating it and laughing
(1.10-11), it did not hinder communication and, while she was clearly trying to point out

that a NE accent may not be necessary, she stuck with the group’s goal of getting one.

Once again, thisled FG1 to a discussion about the burden of the Japanese English learner,
as shown in Extract 9 (FG1).
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Extract 9 (FG 1):

1 Youko: Wil (1), | think Japanese have been working so hard on improving English education and among

2 non-native countries, we Japanese are not generous with the accent, (1) well do you know what |

3 mean?

4 Miyuki: Yesh, | think I'm getting the point. Y ou mean we do care about the native-like accent?

5 Youko: Wsdl, (1) | meanlikeweinsist ‘THE only native' teaching English conversation school like we have only
6 native teachers. So from those points, if | spoke like natives, | would look cooler. | feel likethis

7 naturally. | think it easy to get these thoughtsin this society.

8 Takao: Yeah, that's possible. | asothink if | could speak more fluently, it would sound cooler.

9 Yuko: Yeah, | think sotoo....

10 Yuka:

11 Yuko:

12 Youko: But American people might not care the accent, since they have alot of opportunities to hear many kinds
13 of them. Thisis what | think now (2)

14 Yuka: Yeah, that'strue. Lately the countries which accept many immigrants such as Canada and the US, it

15 becomes more common to hear many accents. It'sillegal in Japan in general right? We don’t accept those
16 workers, even immigrants, so we don’'t have those environments....for us since we didn’t grew up with the
17 environments, so whenever we see foreigners we utter ‘ oh, foreigner’ (ah gaijin da) from kid. @@ (##)
18 That's the image we have. So | still can't get rid of those images. So, when | see foreigners speaking

19 in English, it looks really cool and | get alonging unconsciously (1). So, yeah like NOV A= advertises
20 ‘let’s speak like natives’, so we Japanese have an image and it' s impossible remove it. We might change
21 it, but that must be hard.

22 Miyuki: In terms of Japanese native, | don’t careif | seeforeigner speaking poor Japanese, it must be the same
23 thing with English natives seeing our poor English. (##). So, we are maybe caring too much, but |

24 wish | could speak (like natives).Everybody: Y eah, | wish, too. (##)

Thus, once again, the conversation changed direction, as students co-constructed their
opinions on the topic. Here, Y oko raised the possibility that desire for a NE accent may be
related to the dominance of the model (11.6-8), implying an awareness of alternatives.
However, thiswasignored and briefly led FG1 back to admiration for a NE accent (11.9-10),
showing their attachment to this, despite awareness and shared concerns. Nevertheless,

Y oko, clearly wanting to make her point (1.13-14), returned to this, noting that Japanese
may care too much about how their English sounds, although her reference to Americans
(1.13) suggests a stereotype about ownership. Nevertheless, her points were taken up by
Miyuki, who also revealed a belief that Japanese may be over sensitive about their “ poor
English” (11.23-25), although , once more, her use of “poor” (1.24) and “natives’ (1.24)
suggest that, not only is JapEng compared with the NE yardstick, but NESs are the target
interlocutors. Further ambivalence in her attitude is shown with the fact that she reiterated
her earlier point about the poor image JapEng creates, and wants a NE accent herself (1.25),
something which everyone agreed with. Once again, the group goal isto sound like a NES.
On the other hand, the numerous contradictions show that it is a complex issue. Takao’s

comment also differed to his previous comment (Extract 8 (FG1)), and it is clear that,
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although he is aware of the importance of intelligibility, as with the others, hisalianceis
with NE.

Thus, despite the general orientation towards the acquisition of a NE accent, as evident in
al four FGs, attitudes are complex. Students are aware of the difficultiesin achieving this
goal and that they may be placing too much of a burden upon themselves. Nevertheless,
whileit isfine for some people to retain their own accent, it is not for those who speak
JapEng. On the other hand, several comments suggest that students want their interlocutors
to be more sensitive and the deep interaction generated on this topic showsthat it isan area

worthy of further exploration.

7.1.3 Variety preference

When discussing their attitudes towards English, the FGs all highlighted an orientation
towards America (Table 19.1). ‘American’ wasreferred to 69 timesand ‘ America’ 12
times, athough *British’ was al'so mentioned 12 times. Comments referred to stereotypes
about AmENng, and that it has not been ‘influenced’ by other languages, making it the
‘legitimate’, ‘authentic’ variety. While only one student used the word ‘ stereotype’ itself,
despite the fact that four of the FG participants referred to their stereotypesin the
interviews, references to stereotypes about AmENg were present in every FG (Extract 10
(FG 3)).

Extract 10 (FG 3):

1 Ayumi: It'sagoal to speak Inner Circle. Pronounce is so clear, and idiom they use is very fascinating.
2 Moderator: How about Ayaka?

3 Ayaka: That's OK. | thought only American people speak English when | was child.

4 Ayumi: | thought

5 Ayaka: | thought. | was surprised at that there is so many kinds of English, I’ m interested in it. But my basement
6 is American English. And | want to master it. It's kind of stereotype, but | fed just so.

7 Sorisu: | feel like American English is common use anywhere. In other country, English mixed

8

other language, I'm worrying that they can understand what | say in English or not.
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Extract 10 (FG3) reveals how students avoided affiliating themsel ves with any one variety
of English in the FGs and directed the conversation towards familiarity, through shared
experiences. Ayumi reiterated her interview comments and is clearly fascinated with NE (l.
1), sharing Ayaka’'s former stereotype that English belonged to America (1.4). Nevertheless,
Ayaka elaborated on her first comment (1.5-6), clearly feeling a need to clarify her point,
and again, avoided the question of preference and discussed her stereotypes. However, her
change in verb tense from past to present (11.5-6), suggests that, despite being a former
stereotype, she still wants to sound like a NES, and, as with awareness of the difficulties of
this, as previoudly discussed, even awareness that it is a stereotype does not interfere with
the goal of achieving NE proficiency. Here, students discussed their shared experiences and
Sorisu (1.7) went further noting that AmEng is“common” and “authentic”. Moreover,
AmEng is not influenced by “other language(s)” making it more intelligible. The salience
of thisisevident in the fact that such views towards AmEng were also present later in the
discussion. In addition, in FG2, Chisato noted that she has “heard there are more American
English in business but, on the other hand, more British English in study” and her “senior
friend advised me to study American English if | am planning to useit in business’. Thus,
she believes that “ American English is more useful”, but adds that “thisiswhat | just heard,
so | haven't really thought about it by myself”, highlighting that her attitudes towards
AmENg are related to stereotypes, and again she directed the statements away from herself.
On the other hand, this indirectness may also reflect a shynessto state her attachment too
directly.

Similar conversations also took place in FG4, where Y u discussed her previous stereotype
that AmEng was standard, something that she lost when she entered university and
encountered other varieties. Additionally, when this FG talked about SE, one student
wanted the question clarified, asking whether the moderator was referring to BrEng and
noted that they feel AmEng is SE. While in the interviews there was extensive discussion
on the negative effects of this stereotype, in the FGs, Y uka, Saori and Haruna did not
discussthisin the FGs, nor did Y uka refer to her exposure to AmEng in school, which led

to a stereotype of ownership and hindered comprehension of other varieties of NE.
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In addition, unlike the interviews, where students voiced their opinions directly and often
referred to particular varieties of English, in the FGs, students were less direct, and many
noted that they have no preference or have never thought about the issue. For example, in
the interviews, Nanae discussed her familiarity with NZ English, and Atsushi with BrEng,
but this was not expanded in the FGs. Furthermore, while the interviewees provided in
depth information about where their attitudes come from, in the FGs, Ayumi did not
elaborate on her familiarity with NE through TV and movies, etc, nor did Nanae discuss
her familiarity with NZEng, due to her experience studying there. In FG4, for example,
commentsincluded, “I don’t have any like or didike” and “I don’t have any favourite

English”. In Extract 11(FG1) five of the six participants made similar comments.

Extract 11(FG1):

1 Yuka: | have never cared about it, so | don’t know.

2 Yuko: If you don't care, which means you prefer American accent.

3 Yuka: Y eah, maybe that’s true. | think English which | can hear from CD with textbook is

4 English for me. That’s my image from the past.

5 Yuko: Hum::, now | prefer the English from TOEIC lately.

6 Moderator: ...

7 Miyuki: Y eah, they have around 4 different accents in the test, oh sorry.

8 Yuko: Y eah, that’ s right, there were some difficult accent which | couldn’t understand in =

9 KEPT=aswell. So, | got really surprised.

10 Miyuki: | like the English which I'm listening to the most. It was American English before. but

11 lately | often listen to BBC news, so | think British accent is attractive now. So | think the
12 English we hear often becomes the favourite accent.

13 Moderator: Do have any other accents you like?

14 Yuka: | like Canadian accent, because | don't think the English doesn’t have strong accent that
15 much. Well | think American accent also has the accent depending which state they are
16 from. Like the president Bush. | don’t really understand his English...Maybe some

17 Canadians, too. But | heard Canadian English doesn’t have that strong accent, so | decided
18 to go to Canada for my first foreign country. It was my first foreign experience in Canada
19 for amonth, when | was in =KIFL=in summer break. So | also had difficulties with

20 listening and speaking. So | chose Canada, because it was my first serious English

21 learning, so | didn’t want to learn strong accent.

Therefore, in contrast to the lengthy monologues given in relation to the use of Englishin
Japan, here, the short utterances revealed an orientation towards a lack of preference.
Yukais clearly unsure of her stance (I.1) and has “never cared”’, which prompted Y uko to
suggest that thisis an indication of a preference for AmEng (1.2), implying that, for her,
thisisthe default choice. However, despite challenging her, Yukais clearly unsure and

her subsequent use of “maybe” (1.3), and her example of being exposed to this variety,
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suggests that, while she may be familiar with it, she does not necessarily have afixed
preference, or is perhaps unwilling to admit it. Similarly, Y uko struggled to answer, with
her lengthened “Hum::” (1.5) and again avoided the question and related her preferences
to those she hearsin TOEIC, showing the influence of familiarity on attitudes, and
further unwillingness to attach herself to any particular variety. Her use of “now” and
“lately” strengthen the fact that her attitudes are also not fixed, an opinion aso shared by
Miyuki (1. 10-12), whose preferences a so change with exposure. On the other hand,
when prompted further, Y uka noted that CanEng is more intelligible (1.14), although she
did not elaborate on this, nor did it lead other members of the FG to offer further
information. Nevertheless, Yuka' s position is clear, and she is confident that she does
not want to learn a strong accent (1.21), asmilar point made in the interviews. Extract 12
(FG2) isfurther evidence of thisindirectness.

Extract 12(FG2):

1 Moemi: Well (2), maybe (1) people whose language is English, (1) for example, British has pride for their

2 English, and they may choose the English, (.) but in my case, sincel don’t really tell accents, | don't
3 have specific English | likeand so (.), in terms of people who study English, it's morefun if thereare
4 many English.

5 Moderator: So, if therearealot of news reporters from many countries, (.) you will recommend it?

6 Moemi: Because (1), if they speak in English, we can understand (3) (looks at Masae) (Masae and Moemi @)
7 Masae: | have never thought about it, (1) so | can’t really come up with anything. (2) It's difficult.

Here, Moemi suggested that opinions are based on personal opinion (11.1-3), and for
students, “many” Englishes may be “fun” (1.3-4), indicating a more accepting stance. In
Extract 12 (FG2), though, the topic was amost abandoned, where Masae referred to it as
“difficult” and refusesto offer an opinion (1.7). However, this reluctance was
demonstrated several times within the group, as evident in Extract 13 (FG2).

Extract 13(FG2):

1 Moemi: | don't know which accent is good (##).
2 Yurino: |thinkif we were British, (1) we would prefer British English, and if we were American, we would
3 prefer American English (##) .1 don’t think their accents become the same.

Thus, Moemi stayed with her original point (1.1) and Y urino added that people have
personal preferences (11.2-3), and it is clear that the two students were co-constructing their
position. Extract 14 (FG2) shows how the topic was continued.
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Extract 14(FG2):

1 Saki: Thisis not really aopposite opinion, (.) but (.), if the country unlike Japan where people don’'t have

2 enough material for study something like dictionary, (.) and they study and hear the news (.), they may
3 get misunderstanding because they don’t know the difference between American and British English, (.)
4 so, if we can unify to only one English we can avoid it

5 Moderator: Do you want to unify the accent?

6 Saki: Y es, and words as well

7 Moderator: (inaudible segment)

8 Moemi: In Japan (1), it's not= Kansai= dialect news in =Osaka=, right?

9 Moderator: No, it'snot @@

10 Yurino: When | go back to hometown, theré salocal TV called =Menkoi=", and | feel TV has alittle bit accent,
11 (.) there are so many dialects. Nowadays | don’t go back so often, | laugh sometimes by seeing it, and
12 sometimes | fee my local friend has too strong accent, and they said | am (##) too influenced with the
13 =Tokyo=life @@

Here, Saki seemed reluctant to disagree at first, evident in her hesitation (1.1) and use of
pauses. However, she put forward a different argument to Moemi and Y urino (Extract
13), believing that students need a unified English (11.4), although, despite challenging
them and offering a solution, did not explain this further. At this point, Moemi changed
her mind (1.8) and agreed with her, showing how the discussion influenced her and that
students' views are complex. She contradicted hersalf, pointing out that the newsin
Japan is not given in dialects, but in ‘standard’ Japanese, implying that this should also
be the case with English. Yurino’s laughter at Japanese dialects (1.13) also suggests that
differencesto ‘standard’ Japanese should be ridiculed. She also comments that her
friend’ s accent is “strong”, and, since a standard form of Japanese can be used, this must
also be the case in English.

This comparison with Japanese dialects was, in fact, made in three of the FGs (Table
19.1), although, in FG3 and FG4, they were just single comments and did not lead to any
extended discussion. In FG3, Ayaka described the fact that in “formal situation(s). No
one speak diaect, so thinking of this, Japan also have the standard language”, which led
her to the conclusion that, “1 think people should speak standard English in aformal
area.” Thus, not only isthere a belief that “ standard English” exists, but, asin Japan, it
should be used in forma situations. Once again, however, there is no attempt to define
this “standard”, nor was the topic discussed in depth. This could, of course, be related to
the fact that students simply do not feel the need to explain. On the other hand, in FG4,

different reasons were put forward. Saori, for example, used the comparison as a bass for
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showing the successfulness of communication through accents, commenting that, “| think
that | want to learn American English, but if people can communication with their own
accents, they don’'t need to change the accents. | think that is almost same as Japanese
dialect. Like those accents don’'t need to be changed. (6) This question isdifficult.”
Therefore, despite struggling with the question, there is an awareness here that
communication is the key and that, if speakers are intelligible, then they can keep their

accent, as in Japan. Nevertheless, Saori pointed out first that she wants a NE accent.

Therefore, students' attitudes towards English are complex and they are reluctant to attach
themselves to any one variety of English. Nevertheless, the FGsrevealed that Am Engis
highly regarded and the most dominant attitudes are related to stereotypes. It isalso clear
that attitudes are not fixed and are related to familiarity and exposure. On the other hand,
comparisons with Japanese dial ects suggest that they may be viewed as variants of one

standard form, presumably NE.

7.1.4 English teachers nationalities

Aswith the interviews, discussions about varieties of English centred around the varieties
spoken by their NESTs. Despite only being discussed in FG2 and FG3, and, thus, not
being a dominant topic across all FGs, unlike other topics, it isworthy of investigation.
The first example (Extract 15 (FG2)) istaken from FG2.

Extract 15(FG2):

1 Chisato: Hm:, since | have taken many classes from Australian teacher, so | think | prefer British, like English to
2 American English.

3 Moemi: | also prefer British English, (.) because | also took many classes from British teachers. So it’s easier to
4 listentoit.

5 Kasumi: | have aopposite opinion because my teacher was always American, so it’s easier for meto listen to

6 American English.

7 Saki: | also liked British English first, but after entering =Kanda=, | thought both English is good, (.)but |

8 speak with American accent, (.) so | don’t care accent now.

9 Masae: | also don't really care accent, but after entering =Kanda=, | listened to Australian English and really
10 remember its accent was really different

11 Yurino: | also don't care, (.) and even never thought about which English | speak, (.)maybe (.)American?| have
12 never thought which accent | speak, (.) even once (##)

13 Saki: Well, (1) British and American pronunciation is different, especially ‘R’ sound, (.)quite

14 different (#4)

15 Moderator: Do you think British and Scottish accent are different?

16 Yurino: | have never taken a class of British teacher.
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Here, English teachers were referred to by all six participants and the genera orientation
was towards the easiness of familiar accents. Nevertheless, it isalso clear again that
students “don’t care’, repeated three times. Furthermore, thereis also ambivalencein
Chisato’ s attitude (11.1-2), evident in the fact that she prefers BrEng, since she has been
exposed to Australian NEST's, despite being a different variety. Yurino (11.11-12) then
avoided the question, but noted that she speaks AmEng and Saki (11.13-14) referred to the
differencesin BrEng and AmENg. Y urino then responded as if preferences must be related
to NESTs. Thus, despite not affiliating themselves with any one variety, only NE is
discussed, suggesting an orientation towards NES ownership. Extract 16 (FG 3) showsthe

importance of this connection.

Extract 16(FG3):

1 Ayaka: [’venever touched some particular accent. | have contacted with only American and Canadian. In =Nicky’s=

2 class, | experienced various English. | found there are various kind of English in this class. And | want to

3 touch these various English. It's different that | like this accent and | don't like this, | wanna meet a person
4 who have a particular accent, | want to (.), to know more.

5 Atsushi: | want to pronounce British English. Through freshman and sophomore, we have 6 native teachers, and 5

6 of them are from England. So basically, | listen British English in class. | can understand British English

7 easily, and | want to become to speak British English, so I’m supposed to practiceit. Some survey says that
8 American English is more popular than British English. What should | DO?

9 Nanae: | have same experience. When | was afreshman, I’ m supposed to listen New Zealand English. In Japan,

10 we can hardly listen that accent. At that time, | had no ideathat my English closed to New Zealand...

11 After taking this class, I' ve known my English closed to New Zealand onefor thefirst time. If anything, my
12 English close to British. Last year, | was supposed to listen to BBC news, | can understand some part, but |
13 can’t understand some part at al. And | became to hate news English. One day | happened to meet teacher
14 from New Zealand. | heard thereisa TB3, New Zealand news on the internet from him. And | tried to listen,
15 it'sredly easy to understand for me rather than BBC or CNN. So | think, it changes even listening

16 skills by environment.

17 Sorisu: New Zealand English similar British one, and how about word?
18 Nanae: Words also similar British one. And ‘R’s pronounce look similar. | can’t pronounce American English well.
19 Kenjiro: For me, teachers I've ever been contacted with are American, British, Australian (.). | mean (1), my goal

20 of English is common English. (.) | mean everyone can understand. | mean, (.) character of British English
21 is smooth, so | try to speak smoothly. And American English has alot of slangs, so | try to usethem. That's
22 my goal of English.

Once again, Ayaka was reluctant to offer her opinion (11.3-4) and made it clear that sheis
not stating a preference for one over another. Nevertheless, this was ignored by Atsushi
(11.5-8), who directed the conversation back towards NE, referring to his dilemma of
having a British NEST, but being informed that AmEng is more popular. His stress on
“DO” (1.8) dsoindicates that thisisamajor issue for him. The conversation was then
dominated by a discussion of NESTS and Nanae shared her experience of exposureto a
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NZ NEST (11.9-16), which hindered her understanding of other NE varieties, a point also
made by the interviewees. Kenjiro (1.19-22) also responded as if the question was asking
about NESTS, and, asin Extract 15 (FG2), the topic shifted to centre on familiarity.
However, Nanae’' s comments also imply that, once again, not only are students aware of
the influence, but that their attitudes are not fixed and Nanae admitted herself that they

“change” “by environment” (I1.15-16), a point mentioned earlier.

Thus, despite not being a prominent theme in every FG, the FGs revealed that discussions
about variety preferences centred on NE, something that is clearly influenced by their

exposure to the varieties spoken by their NESTSs.

7.1.5 Global Englishes awareness

Despite the dominance of discussions on NE (Table 19.1), in the FG discussions, ‘ GE
Awareness was referred to in 15 data segments (Table 19.1). However, it was not
discussed at length by any students, nor was it amain topic in any of the FGs. In fact, the
magjority of references about NNE were concerned with JapEng (Table 19.2). Nevertheless,
several short references were made in relation to GE in every FG, which provide important

insights into students’ attitudes.

As mentioned previoudly (Extract 5 (FG2)), Y urino thinks “broken English” isfine if
intelligible, athough her lexica choice makes her acceptance of GE questionable. Saki
agreed, but wanted to improve her pronunciation. Thus, despite still having afirm
attachment to NES norms, there is an element of awareness of the existence of varieties of
English, albeit “broken” ones. Similarly, later in the conversation, Chisato showed an
awareness of the existence of Singlish (Extract 17 (FG2)).
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Extract 17(FG 2):

1 Chisato: | am not really familiar with the accent, but (.) | have heard the word of =Singlish=, (.) and it has strong
2 accent, (.) but | don't really know about the pronunciation and accent but | can guess the accent has

3 unique accent unlike American or British.

4 Moderator: Well (.), for example, do you think the accent is okay for international place?

5 Chisato: I think it’s difficult to use it sinceit’s only used in= Singapore=, but (.) | think it's okay to use only

6 in the country.

However, her use of “not really familiar” (1:1) and “| can guess’ (1:2) showsthat sheis not
confident about describing it in depth, and she is unsure about its suitability for
communication. Nevertheless, despite being a single utterance and not being picked up in
the FG, NNE was returned to once more, as shown in Extract 18 (FG2).

Extract 18 (FG2):

1 Saki: Ah, (1) | saw Spanish speaking in English (.). The person spoketo me, and at first | didn’t even realize
‘that’s English’, but gradually | got to realize the person is speaking in English, (1) and also the

3 pronunciation was really difficult, (.) but when we managed to understand each other, (.) | wasreally

4 pleased. | have an experience like this (##).

5 Chisato: | have also talked with peoplefrom (1), maybe =India=? | thought this from their appearance, and first (.)

6 | thought the accent isreally strong and | wouldn’t be able to understand, but (1) | tried to communicate with

7

8

9

1

N

gestures, and when we could understand, | was like ‘ah: finally’. | also became glad though (@@)
Saki: If 1 only admit British English, but since we speak Japanese English and somebody might say ‘|
hate Japanese English’, | would get really shocked, (.) like being said (.) ' Japanese English sucks' (##)
0 Chisato: But | would insist ‘thisis only English | can spesk’. Thisis my pronunciation (##).

This extract highlights, then, that, despite being difficult and new, Saki’s ELF experience
was positive (1.1-4). Chisato also contradicted her previous comment that Singlish isonly
useful within the country, pointing out that her ELF experience with an Indian speaker was
positive (11.5-7), as she shared her experience with Saki. Saki then returned to her point
(11.8-9), clearly feeling the need to do so, noting that more acceptance is required of
different varieties, and that people should be more accepting of JapEng in particular, a point
that Chisato also agreed with (1.10). Chisato, though, introduced an alternative point of
view, implying that Japanese should be proud of their accent. Therefore, despite not leading
to considerable stretches of talk or deep interaction, this short extract reveal s an awareness

of the existence of different varieties of English and a desire for more acceptance.

Similarly, in FG3 (Extract 19 (FG3)), Kenjiro made an interesting comment that a new kind
of Englishisrequired.
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Extract 19(FG3):

1 Kenjiro: English hasapossibility to spread all over the world as a common language, if all world common English
2 was established by law. EU is establishing English as a second language by law. There is possibility to

3 make English which Japanese and European people can more communicate easily. It depends on

4 development of international society.

5 Sorisu: Inthe summit, people use English, right? People interpret one language to another language at some

6 conference. Do people communicate in English? [##]

Kenjiro’'srepetition of “common language” twice (I1.1) emphasises his point, athough
despite the fact that Sorisu questions the group (1.5), these points are not expanded on, nor
were they taken up by other members of the FG. Nevertheless, in FG4, two students made
references to GE (Extract 20 (FG4)).

Extract 20(FG4):

1 Izumi: | don't haveany likeor dislike. | haven't listened Asian people speaking English. | just know American,

3 British,Scottish, Australian and Canadian English, so | haven't listened to very difficult style of English. Each
4 country’s person may have their good or bad at pronunciation. | think thereis no obligation that English

5 speakers should pronounce clearly if they don’t have problem to communicate with others. That there are

many kinds of English is normal.
6 Ayano: | don't have any favourite English. But | like the differences, including Asian English and European English,

8 even though those are hard to understand. Many kinds of English are based on their mother language. Maybe
9 it is sometimes hard to understand what they are speaking even English, which is recognized as common
10 language. Even in Japan, we have many kinds of dialects. | personally like those differences (2).

Here, Izumi pointed out her unfamiliarity with NNE (I.1), yet again showed an awareness
that people have different accents, and that intelligibility is the key (1.4-5). Ayano agreed,
noting that she likes the differences (1.6), including NNE, despite being “hard to
understand” (1.9) and showed an awareness of GE, again making a comparison with
Japanese diaects (1.10), as discussed previoudy. Thus, while they find it difficult, they like
the differences. Once again, the varieties of English are compared with Japanese dialects.

Further evidence is shown in Extract 21 (FG1), where Miyuki made references to GE, when

discussing her future uses of English.

Extract 21(FG1):

1 Miyuki: Well, how | wanna useit, (2) well, job-hunting has started, and what | was thinking is | definitely would
liketo use English as a part of my job, (1) Hum::, to use English nowadays, there are many non-native
speakers as same as native speaker, so | need to be able to catch the various kinds of accent, and also |
would like to communicate properly during the process. So, while| feel like I should learn non-standard
English, | would liketo speak standard English. Because, it will cause a big problem by different accent
in abusinessfidd, so just in case | would like to use standard English not to cause any
misunderstandings.

~No o~ wWN

210




Here, Miyuki revealed an awareness of the use of ELF, although this was not taken up by
other studentsin the group, nor were there any other similar discussionsin relation to future
use in other FGs. Therefore, while previous results reveal ed a strong awareness of the use
of English as alingua franca, thiswas not a major feature of the FG discussions. Sporadic
comments were made throughout that Englishisa*universal” and “Common” language,
but this was not discussed in considerable stretches of speech, nor in deep interactions, as
with other topics. In addition, in the interviews, Ayumi discussed potential future ELF
usage, and Nanae related her ELF awareness to an ELF experience, but these students did
not discuss thisin the FGs. In addition, Miyuki did not expand on her interview comments
about Malaysian English, nor did Y uka about European English. Similarly, there was
discussion of ‘ Shared Non-nativeness', where interviewees discussed how they felt
comfortable using English with other NNESs or about their ELF experiences, which raised

their awareness of NNE.

In addition to the lack of deep interactions about GE Awareness, when asked about their
future uses of English, the general orientation was towards the fact that English is merely a
tool, and not part of their identity (Extract 22 (FG1)).

Extract 22(FG1):

1 Noboru: Inmy case, | don't really careif | use English or not for my job. | think English will be necessary, not
only in business but also in daily life. So for me, it’s enough to use English But, if | have opportunity to
3 useit in business, I, of course, would liketo useit. | am not the person who is desperate for working a
4 job with English, because | think we have no trouble with working only by Japanese, so | guess we
5
6

N

don’t really need to focus on using English at work.
Yuko: Yes, | alsothink we don’t need to persist in using English at work, but we can use it as our interest.

Once again, there was a reluctance to be too direct. Noburo is not concerned whether he can
use English or not (11.1-5) and feels that too much emphasisis placed on finding ajob using
English. This conversation was followed with Y uko’ s agreement (1.6) and she continued to
refer to an underlying pressure to utilise her English skills. An alliance was formed and the
consensus isthat English is not necessary, although different opinions are put forward. Not
only isthere agreement, but the long monol ogues suggest that students have alot to say on
the topic, and thisis clearly important to them. Nevertheless, their views are complex.

Y uko, for example, struggled to articulate her opinion and noted several timesthat sheis

unsure, and suggested that English isatool and not part of her identity, strengthened by her
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subsequent comment that she would like to learn “ Japanese manners” first before using
English again, clearly seeing the two as incompatible, a point also raised in the interviews.
Takao then ignored Y uka s desire to use English, despite her lengthy comment, picked up
on Y uko's points, noting that, “English isjust atool” and also suggests that English is not
“important”. For these students, then, English is not part of their identity. Such comments,
however, were not made in the other three FGs, where students talked more about whether
or not they will use English at work, and students have differing opinions on the role
English will play in their life.

7.1.6 Attitudes towar ds non-native English

In every FG, severa negative adjectives were also used to describe NNE, including
“hate”, “flat”, “hard” and “deepy”. While the mgjority referred to JapEng (Table 19.2),
discussed in the next section, and, while NNE was not a prominent topic, it was discussed
in FG, 2 and 4 (Table 19.1), as shown in Extract 23 (FG1).

Extract 23(FG1):

1 Yuko: | hadtheaccent which | really hate. That's Russian English. That'sreally unintelligible.

2 Yuka: Yeah, | REALLY AGREE with you. | totally don't understand their English. When | wasin New Zealand
for amonth, there was a Russian woman in the class and | NEV ER understood her English AT ALL. |
wondered why the teacher can understand it. The teacher is New Zealander and understood smoothly
what shesaid. So | waslike‘oh my god*, | really didn’t understand it, (1) got really surprised.

Yuko: | listenedto it from listening journal and couldn’t understand it. The accent made me just sleepy.

(Miyuki @), because their accent is flat.
8 Yuka: | might dislike Indian accent, because they also speak flatly and hard to catch.
19 Yuko: Maybeit'sjust him. (Yuka @).

~No b~ w

Y uko and Y ukaform an alliance against NNE. Y uko’s hatred for Russian English (1.1) is
clearly related to intelligibility and Yuka's added stresson “REALLY AGREE” (1.2) in
her response demonstrates that she is trying to show her agreement enthusiastically. The
added stresson “NEVER” and “AT ALL” (1.3) aso strengthens her difficulty with this
accent and she suggests that NESs have superior comprehension abilities. Y ukathen
agreed with Y uko’ s second point about pronunciation (1.8), suggesting that, as with
Russians, the Indian English accent is“flat”. Nevertheless, it is unclear whether thisis

her true opinion, or whether she simply agreed with Y uko, particularly with her use of

212



“might”, but their mutual dislike of NNE is clear. In fact, accent appearsto be an
important factor for students (Table 19.2), highlighted by the fact that the conversation
continued to focus on accent. However, Y uko’s point that unintelligibility may be more
related to the speaker suggests a possible tolerance, or perhaps awareness of their own
stereotypes, although this was not discussed further. Similar negative attitudes were also
found in FG4 (Extract 24).

Extract 24(FG4):
1 Rika: Maybe some people care about that, but | actually don't care very much. Entering =KUIS=, | could
2 distinguish which countries’ English from people speaking (2), Australia, and Scotland@@
3 =Nicky=) and British. My each teacher has clear accents. Compared with Asian English speakers, | like
4 native English speakers’ sound (1)
5 Haruna:  Through my compulsory school days, | studied American English and | thought that is English. But in
6 =KUIS=, | noticed there are many kinds of English. Maybe people who don't travel might think that
7 American English isthe English, so if they hear other kinds of English, they might hate or dislike.
8 | don't careany @, but if it’s difficult to understand other kinds of English, | hope easy one (1)
9 Saori: It's hard for me to understand Korean English
10 Moderator: [Um: (D)]
11 Saori: and Vietnam English.
12 Moderator: Ah:: (1)
13 Saori: If | listen sometimes, | can understand those English, but when | ride on an airplane, Korean pilot’s
14 announcement sounds Korean @ even though it was English. The pilot also announced in English,
15 so | might be confused. Vietnamese English was hard to understand because the speakers might not go
16 out from Vietnam. They just studied in their country. | could understand what they speak, but something
17 are different from English. | don't mean that | dislike or like, but their English was hard to understand
18 (DI think Japanese English is also hard to understand for American. This is my opinion.

Once again, accent is clearly important to the students. Rika began by pointing out her
preference for NESTS accents over NNESs' (1.3-4), although, once again, there was a
reluctance to state her opinion. Furthermore, Asian English speakers are compared with
NESs, suggesting the two FGs are homogeneous. However, there is some ambivalence in
Haruna s response. She is aware that the dominance of AmEng may hinder comprehension
(11.6-8) of other varieties, a point made often by interviewees, and once again does not
“care’, implying an acceptance of different varieties. Nevertheless, her laughter and
preference for varieties that are “easy” to listen to suggests she doesin fact “care”, but is
reluctant to admit it. Saori’ s comments are more specific, and she recognises the
heterogeneous nature of Asian English. Her attitudes are also related to intelligibility and
mother tongue influence and her concern about the intelligibility of JapEng for
“Americans’ (1.18) reiterates the previous point that they are the target audience, that

NNESs should strive to be as understandabl e as possible for them and that an English
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speaker is synonymous with an American. However, once again, there is ambivalence as,
despite noting at first that, if she“listens’, she can understand (1.13), she then gave specific
examples of miscommunication (I1.14-16). Her negative attitudes towards NNE are then
related to her stereotype that English belongs to NESs. Her attitudes are strengthened by
the fact that she elaborated on her opinion three times (11.9, 11, 13-18) and clearly hasalot

to say. For her, foreigner is synonymous with American.

Thus, in addition to the fact that GE Awareness was not discussed extensively, there is also
a negative orientation towards NNE present in the FGs, particularly with regards to accent
and intelligibility. Nevertheless, the extracts indicate that thisis related to unfamiliarity as
well as stereotypes about NES ownership.

7.2 Attitudes towardslearning English

Students discussed their attitudes towardsELT in relation to FG prompts two and five
(Appendix 9, p.393). Nevertheless, unlike the interviews, once again, they didn’t talk in
depth about their attitudes towards particular varieties of English and talked more generally
on language learning strategies. Nevertheless, several prominent themes were present,
including NES ownership, shared non-nativeness, pronunciation and the introduction of GE.

Each of these is discussed in turn.

7.2.1 Native English speaker owner ship

When discussing learning English, the general orientation istowards NES Ownership (Table
19.2) in every FG. Positive comments were made about their NEST's and negative comments
about their NNESTsin every FG (Table 19.2), and this topic generated alot of discussion.

In FG3, for example, Nanae pointed out that Japanese teachers should “ study abroad for at
least half ayear” to learn both English and “the way of thinking of foreign country” to “get
latest foreign information if he contacted with foreign teacher”, suggesting that contact with

aforeigner, presumably a NES, is necessary . In FG4, Saori began the topic with, (1) OK,
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(1) my teacher was experienced studying abroad and accepted foreign students, so my
teacher has good accent and pronunciation. But my teacher just taught us the basic revel like
grammar and words because it was Junior High School”. Thus, this overseas experience gave
them a* good accent”, indicating the importance of accent. Thisled to a comparison of skills
between the two teachers, but this topic of NE Ownership was returned to later (Extract 25
(FG4)), showing itsimportance.

Extract 25(FG 4):

1 Ayano: Native teachers speak English naturally since English is their mother language. Japanese teachers

2 are studying English, so they are like focusing on how to teach grammar and so on. But native teachers
3 are not studying hard to be able to speak English, so they want classes more enjoyable and they

4 can doit. (1) Those arethe differences what | fed between Japanese teachers and native teachers.

5 Japanese teachers experienced like grammar focused classes, which recognized as boring, not speaking,
6 so they want (1) us (2)

7 Moderator: [They want] usto know the hardness?

8 Ayano: Yes @. They want us to know the hardness @@ and do the same style of English classes what they

9 experienced, so the classes are recognized as strict or too earnest.

10 Yu: Differences (2). | could understand what you said that atmosphere is different and who is the centre of the
11 classes, students or teachers (1). Native teachers, of course, can speak English. Japanese teachers (1)

12 learned English as a second language and teach us. So Japanese teachers can know (1) how we feel when
13 we English. But it is difficult to know for native teachers how we fed, (2) talking about mental, (2)

14 Japanese study teachers can fed sympathy.

Ayano'slexical choice, “naturaly” and “mother tongue” (1.1), imply that English is best
learnt from *authentic’ speakers and Y u’'s comment that, NESTs *“ of course, can speak
English” (11.11), impliesthat NNESTs cannot. However, despite agreement that NESTs are
preferred, opinions varied as students put forward their different perspectives. Ayano, for
example, feelsthat NNESTS' experience as language |earners leads them to make the classes
more difficult (11.8-9), although Y u sees this as a positive thing (11.11-14), which enables
them to sympathise with learners. Such references to * Shared Non-nativeness were

discussed in other FGs, as discussed in the next section.

7.2.2 Shared non-nativeness
Referencesto * Shared Non-nativeness were present in every FG (Table 19.1), and, thus, was
an important topic in the FGs. In addition to shared experiences as alanguage learner,

several also referred to the beneficial use of their L1 in the classroom, although thiswas just
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a collection of short utterances and not discussed in depth. On the other hand, shared

experience as language learners was discussed extensively.

Asintheinterviews, thisis seen as abeneficia trait, dthough, in the FGs, comments
referred to Japanese NNESTSs. In FG3, for example, Nanae commented that “ Japanese
teacher can more understand our worries about English study”, although this was not taken
up by other members of the FG, nor referred to again. Nevertheless, this was a recurring
theme in other FGs and in FG4, for example, Saori first noted that Japanese NNESTs can
share their studying experience and “it’s OK if it’ sfailure experience’. However, despite
being an advantage, her use of “failure” impliesthe use of the NES as a yardstick.
Nevertheless, she returned to this later in the discussion, pointing out that NNESTs are good
at teaching “accent in detail” and “how to study”, and, clearly sees the benefits in being
taught English from a NNEST. It also shows that, despite a diversion, she remained with her
original position. Further ambivalence is shown in Noboru’s comment that, while NNESs
“gpeak to make everybody understand”, thisis not helpful for understanding “real English”.
Thus, despite the intelligibility of NNE, only NE is useful for learning. Thistopic was also
discussed in FG1 (Extract 26 (FG1)).

Extract 26(FG1):

1 Takao: ell, ah: (1), | think (1) when we want to practice conversation, natives are better, but when I’ m

2 learning about grammar from them | don’'t understand the lecture. (.) They speak fast and thetext is
3 also written in English, so | don’t understand, (1)... | feel | need to learn those grammars from

4 teachers,and it’ s better to know grammar. Japanese teachers only teach us short simple sentence. ...
5 Moderator: Thank you, so= Y ouko= please.

6 Youko: Y es, non-natives teach us from their successful experience, so they devise the class to make it more
7 fun.So we had better learn grammar from them. But when | was a 3™ year of High School student, |
8 met ateacher who graduated from =KUIS=, and the person spoke perfect =Katakana= English

9 (everybody saysah::), and | swore | don’t wanna be like that. The teacher’s English was really awful,
10 he spoke like ‘ai wazu furomu’, (everybody says Eh:) | thought he spoke like that on purpose. The
11 shock was really big, so | ask to be taught by natives.

12 Yuka: In terms of pronunciation, natives are alot better. =KIFL = uses the textbook from Britain, and | saw
13 the British spelling of ‘ colour’ . (#4)...

14 Miyuki: | also thought it's a mistake.

15 Yuka: So, | really felt so many Englishes exist in the world. But, as | got used to the accent, | started to feel
16 native English is similar. And also if Japanese English teacher is speaking English, there abig

17 difference between them.

Here, Y oko missed Takao’s point and assumed he was talking about the advantage of
NNESTS' learning experience (I1.6-7). However, for him, despite the fact that NESTs
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“gpeak fast” (1.2) and that it is difficult, grammar should be learnt from them (11.3). Y oko,

on the other hand, thinksiit is advantageous to learn grammar from NNESTs (1.6-7),

although she is unsure about pronunciation (I1.7-11). Thisled the group to an orientation

towards the advantage of NESTS' pronunciation for ELT. Judging from the total reactions

from all groups,

the main issues put forward here are related to grammar, pronunciation

and shared non-nativeness (Table 19.1). In fact, ‘grammar’ was mentioned 55 times

overall and the maority of students want to learn grammar from their NNEST, but

pronunciation from their NEST. Thereis, therefore, an attempt to show that both teachers

have advantages, something that was present in all FGs.

7.2.3 Pronunciation

This orientation towards NESTs for pronunciation is aso demonstrated by negative

comments about

Japanese NNESTS' pronunciation in other FGs (Table 19.2). However, it

isinteresting that Y oko thinks her teacher used JapEng “ on purpose’, suggesting that this

may be related to identity, as discussed in the interview data. This topic was continued and

pronunciation is

clearly something students find important (Extract 27 (FGL)).

Extract 27(FG):
1 Youko: | like the teachers who listen to our voices well because some dominate the conversation, they
2 don't try to listen to us. In my case, | still carealittle bit about accent. So, | think those who want
3 be ateacher shouldn’t have their own thick accent, something like an Indian accent. And, | want
4 them to speak a standard accent. | emphasize a standard accent for teachers. | think that’s okay if |
5 listen to the English if he or she werejust afriend, or asister. However, as long as they want to
6 teach English as a teacher, they should speak in a standard accent.
7 Yuka: I’m not talking about the teacher from = KUIS=, but if the person started saying ‘lets speak in
8 English’ and spokein perfect Japanese KATAKANA accent, | would fed alittle bit depressed.
9 So, | also feel the same with you. (##).
10 Yuko | started to listen to Scottish English and | felt isthat really English? @@ | mean, (.) they havea
11 REALLY strong accent, like my friend =Aya= doesn’t understand. But, =Nicky=tried to teach
12 with a standard accent, and it'sreally helpful for us in the class, and = Nicky=really explainsto us
13 in astandard accent. So, it’sreally important to decide on a standard accent, otherwise, we get
14 confused which English to study. So, STANDARD English should exist.
15 Moderator: ...
16 Yuka: Canada. | think Canadian English is beautiful. (3) | don't care too much about Australian and New
17 Zedland accent, but when | was afreshmen, | took a class from an Australian, British and
18 American.Each class had a different teacher, and when | heard the new accent first time, | was
19 really surprised.But, | got used to it soon. So | think that’s no problem.
20 Noboru: Wsdll, | havetrouble with an Australian accent. | quarrelled with a customer from Australia, and
21 couldn’t understand at all, and we argued for about an hour, and | thought ‘1 don’t like Australian
22 accents'. @@
23 Miyuki:  You got atraumafor the accent from the experience. @
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24 Noboru:
25 Miyuki:  Even though some of= KUIS=teachers are from Australia, they use the accent beautifully.
26 Noboru: Yesh, aslong asthey use it weakly, but nobody can understand if they usereal own accent.

Therefore, for Y oko, who clearly dominated, accent isimportant (I1.3-6, 10-14). She
elaborated on her previous point, noting the importance of accent, a*“ standard accent” (1.4),
and made it clear that, for learning English, a*“thick” accent is undesirable. However, this
reference to NNESTs (diff L1) (11.3) wasonly discussed in FG1, and not in any depth. In
addition, in Yoko's case, her comment about NNESs being useful in a non-learning
environment may once again be simply an attempt to soften her opinion or show awareness
of GE, although her attachment to NE is clear. Y uka agreed and does not desire her
NNEST to speak with a“katakana accent” (1.7-9) and Y uko furthered her point, explaining
that, although her current NEST hasa“REALLY strong” Scottish accent, her use of a
“standard accent” when teaching is“helpful” (11.11-13). Thus, not only does a “ standard”
accent exist, but her understanding of this unfamiliar accent must have been due to the fact
that her NEST did not use their ‘original’ one in class, which was not the case.
Additionally, when the moderator asked students to define SE, Y uka responded quickly,
although, despite formerly stating that SE was helpful, she noted that her comprehension of
unfamiliar NE varieties improved, and, these accents were intelligible. However, Miyuki
then picked up on Y oko’s point, adding that “ Even though” some of their NESTs are
Australian, “they use the accent beautifully”, again suggesting that teachers are able to,
change their accent when teaching. Noburu furthered this by stating that it is acceptable if
they use their accent “weakly” and should avoid using their “real” accent. Y uka s point
was continued through the discussion by Miyuki and Noburu, and thisis a further example

of how students manage to continue the discussion of topics that are salient to them.

Pronunciation is, therefore, clearly an important factor. However, when making negative
comments about NNESTS, it was clear in every FG that students made a point of

commenting that they are not criticising them (Extract 28 (FG2)).
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Extract 28 (FG2):

1 Yurino: Yes, yes, (1) it doesn’'t mean Japanese teachers are poor at teaching English, but | want to learn English

2 from natives. (##).

3 Masae: | think Japanese teacher teaches only for the examination, but native teacher lets us know the fun of

4 studying English.

5 Moemi Thegap, (1) | hated it (1). | mean native' s class is fun but Japanese teacher’ s class was like (1) SERIOUS.
| have that kind of image, for example, (.) writing on the blackboard and they say the answer is the only
correct one, (.) but in case of nativeteacher, if the answer isn't exactly correct, they understand my nuance
and (.) we can (1) communicate. (.) | really (1) liked it. (.) Japanese teacher only cares about the answer
from the textbook (##), (1) so (1) for me, it was boring (3) (@@).

© O

Y urino, therefore, made it clear that her preference for NESTsis not acriticism of her
NNESTs (11.1-2), and Masae agreed (11.3-4), adding that they have different skills, yet
NESTS classes are more enjoyable. Moemi then pointed out that she “hated” this*gap”
(1:5), which led the group to talk about negative experiences with NESTs. Thiswas also
clear in FG4, where, after alengthy discussion on the fact that NESTS' classes are student-
centered and Japanese Teachers classes are teacher-centred, Izumi pointed out that Japanese
teachers perhaps have different requirements, such as preparing for tests, thus showing an
awareness that the differences may be more to do with the demands placed upon them than

their nationality. Therefore, the dominant opinion isthat both teachers have advantages.

However, despite this awareness of the differences and shared experience as language
learners, far more references were made to ‘ shared non-nativeness' in the interviews, and
students also discussed how they felt more comfortable using English with other NNESs.
Ayumi, for example noted that she thinks NNESs are al so important, since many have
similar understanding, yet she did not raise these points in the FG. Nevertheless, the FGs do

provide important insights.

7.2.4 Introduction of Global Englishes

Inrelation to ELT, afew references were made to NNE in the FGs, although the majority of
these comments referred to JapEng. In FGL, for example, Miyuki made referencesto
NNESTSs (diff L1) and noted that ‘ non-natives' is usually associated with Japanese teachers,
yet in Korea and Chinathere are also NNESTs and, “even if they had strong accent”, she
would learn English from them “ after learning some basics. | would choose learning from

university”, reflecting her interview comments, where she noted that students need SE first
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before they learn GE and that teachers from around the world would be useful in university.
This, nevertheless, was not taken up by the rest of the FG members, nor discussed in any
depth.

Similarly, in FG4, severa of the students suggest in their quotes above that GE should be
introduced after students “ have acquired basic skills’ and “to avoid confusion”. Once more,
however, these points were not discussed in the other two FGs. Thus, while the interviewees
spoke extensively about the dominance of AmENg in the Japanese education system and their
ELF experiences, this was not raised in the FGs. Atsushi and Y uka, for example, did not
further their comments that AmEng hinders comprehension of other varieties of NE and
Saori did not discuss her views that GE is not appropriate for beginners. However, in FG2
(Extract 29 (FG2)), Y urino pointed out that they feel universities should “hire more black
teachers’, which is similar to the point raised in the interviews, that the stereotype of “white
and blonde” NEST s needs to be removed.

Extract 29(FG2):

1 Yurino: Andalso, (\) I think in =Kanda=, there are many, many white teachers, (1) this is not a good word to use but
2 =Kanda= needs to hire more black teachers. (.) Lately | really think ‘why are there only white teachers?

3 just only oneteacher would be enough, (.) working at the =SALC=. (##).

4 Kasumi: And maybe many young teachers.

5 Yurino: | want =Kanda=to hire more old teacher (3) (Kasumi #).

Nevertheless, this was not taken up by other FG members. Thus, while Saori pointed out
that mixed race teachers would be preferable to eradicate this stereotype, she did not raise
thistopicin the FG.

7.3 Influence of the Global Englishes class

The FGs also produced valuable data on the extent of consensus and diversity among the

GE and non- GE students, and therefore the influence of GE instruction.
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Non-GE focus groups

Asmentioned previously, ‘NNE’ or ‘ GE Awareness were not dominant themesin the FGs,
asin the interviews. Furthermore, more non-GE students noted that English is a useful
lingua franca, some also made references to GE awareness and discussed NNE (Table 19.3).
Extract 5 (FG2), for example, revealed an awareness of the importance of intelligibility
over a NE accent in the non-GE FG, although NNE was referred to as * broken”.
Nevertheless, there is a'so an awareness that Japanese may be placing too much of a burden
upon themselves on achieving this goal and there isaso adesire for their interlocutorsto be
more sympathetic. Extract 6 (FG4) also demonstrates that in the non-GE FGs, there is also
an awareness that a NE accent may not be necessary, although thereis clear dissatisfaction
with JapEng. In addition, in Extract 18 (FG2), non-GE students shared their positive ELF
experiences and other references were made to AsiaEng and EuroEng (Extract 20 (FG4)).
Furthermore, in addition to discussions of ELF experiences and NNE, several non-GE
students also referred to the fact that preferences for varieties of English are related to
personal choice (Extract 12 and 13 (FG2)). ‘ Shared Non-nativeness was also atopic raised
in the non-GE FGs.

However, these were only single utterances or very short interactions and the topics were
not discussed in any depth. In addition, when discussing English in Japan, the
conversations were much shorter and, while ‘ decorative’ English was discussed, it was not
done so in any depth. In addition, when asked about English teachers, non-GE students
requested a desire for more racia diversity and younger teachers, as opposed to referring to
nationalities (Extract 29 (FG2)). In addition, the FGs show that non-GE students displayed
more indirectness when discussing their attitudes towards English and ELT and also
referred more to NE and NES ownership (Table 19.3) overall.
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GE focus groups

More GE students made referencesto ‘ GE Awareness , ‘ Shared Non-nativeness', * JapEng’
and a‘Changein attitude’ (Table 19.3). As mentioned previously, only one student
acknowledged that more NNESs speak English than NESs and this was a GE student.

However, in addition to the extensiveness of topics, the GE FGs were also characterised by
deeper interactions and students questioned each other more, clarified their points and took
the conversation in unanticipated directions to further discuss topics salient to them.
Furthermore, these deeper interactions a so reveal ed contradictions and ambivalence
revealing that attitudes are complex. English in Japan, for example, was discussed in every
FG (Table 19.2), but as Extract 2 (FG1) shows, in the GE FG, there was aso a concern for
the spread of NE and the associated negative influences. While JapEng was al so discussed
with negative undertones, students ambivalent comments revealed that thisis acomplex

issue for them.

In relation to acquiring a NE accent, while Extract 7 (FG1) shows that, as with the non-GE
FGs, there is a concern about the intelligibility of JapEng and clear beliefs about NES
Ownership, it wasin the GE FGs that students shared |engthy experiences of successful
users of JapEng (Extract 8 (FG 1)). There was also an awareness that JapEng and the GE
students clearly interacted more. Extract 9 (FG1) also shows that these students are aware
of their own stereotypes, and, in fact, the GE FGs revealed more of an awareness of their
own stereotypes (Table 19.3). Thisis also demonstrated in Extract 10 (FG 3), where,
despite being attached to NES norms, there is awareness of stereotypes. Extract 22 (FG1)
also shows that, when discussing their future uses of English, it was the GE students that
discussed identity and the role English playsin their lives.

In the GE FGs, three key themes were present, raised awareness of GE, the notion of SE
and ELT. Each of theseis discussed in turn below.
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7.3.1 Raised awar eness of Global Englishes

Extract 18 (FG2) showsthat Ayaka referred directly to the GE class when discussing her
raised ‘ GE Awareness, and she also reveals adesire to learn more. Atsushi isalso clearly
conflicted, questioning the group about his dilemma of what variety to learn. In addition, in
this short exchange, it isalso clear that Nanae is aware that her preferences change with
exposure. Nevertheless, this topic was not taken up by other members of the FG
immediately and several participants responded with referencesto ‘NES Ownership’.
However, as Extract 30 (FG3), shows, this topic was picked up by Sorisu later in the

discussion.

Extract 30 (FG3):

1 Sorisu: =Nicky= said Japanese English ‘ Janglish’ ?* Jinglish? is also one kind of English, so you can spesk that,
2 but | fed if | speak Inner Circle, (.), that, I [l have confidence. It makes me confident. Now, | still wanna
3 speak likethat. But African, Phillipino, at the sametime, | feel that particular English is also great.

4 Ayumi: It's my goal to speak Inner Circle English. Pronunciation is so clear, and the idioms they use are very

5 fascinating.

6 Moderator: How about Ayaka?

7 Ayaka: That’s OK. | thought only American people speak English when | was a child.

8 Ayumi: I thought so.

9 Ayaka: I thought so, too. | was surprised that there are so many kinds of English, I'minterested in it.

10 But my basement is American English, and | want to master it. It’s akind of stereotype, but | just feel so.
11 Sorisu: | feel like American English is commonly used anywhere. In other countries, English is mixed with

12 other languages, I'm worrying that they can understand what | say in English or not.

For Sorisu then, it was awareness of JapEng as a variety of English that was a memorable
point from the class (I1.1-3). Nevertheless, despite this awareness, it is clear that sheis
firmly attached to NE, which gives her confidence (11.11-12). Nevertheless, she went back
to this awareness at the end of her comment, noting that NNE isalso “great” (1.3). This
impliesthat sheis either softening her opinion, making it clear that she is aware of both
sides, or issimply now unsure of her attitude after taking the class. Nevertheless, thisdid
not lead Ayumi to discuss the class, and, once more, she responded with an orientation
towards NE (1.4-5), reiterating her interview comments. Ayaka, though, pointed out that her
previous stereotype was related to American ownership (1.9-10), implying that thisis no
longer her belief. However, as with Sorisu, it is clear that her awareness has been raised,

but this has not influenced her goal of attaining native-like proficiency. Thus, from this
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short exchange, it is clear that the GE class raised students’ awareness of the existence of
other varieties of the language and their awareness of their own stereotypes. The goal,
though, remains to be attaining NES proficiency. Sorisu’ s attachment to NE was furthered
by her additional comment that AmENg is authentic and uninfluenced by other languages,
which makes it more intelligible. Hence, despite taking the class, she still believesthat it is
the English spoken by the monolingual that is more intelligible, and the influence of a

speaker’s L1 remains to be an issue.

However, this topic was returned to once more in the FG, where Atsushi returnsto varieties
later in the discussion. While he also prefers NE, he makes a different point (Extract 31
(FG3)).

Extract 31(FG3):

1 Atsushi: Imitationis(.), | want to imitate native English, it sounds grest. It depends on the situation, for examplein
some situations people fit common English, especially in business. When people use English for business
and one person speaks British English only to American people, | feel likeit’'skind of weird. When | went
to New Zealand, my English was still American. Peoplein New Zealand corrected my English into New
Zealand English. | felt like as if they were saying my English was not English. So, | might be able to use
more varieties of English than native speakers can. Depending on the surroundings, it’s important to imitate
and use various kinds of English in any situations | think.

~No b~ WN

Thus, despite the fact that this did not lead to a discussion in the FG, Atsushi’s comments
areinteresting. NE “sounds great”, but feelsthat “It depends on situation” (I1.1-3), and he
also suggests that ELF speakers may have advantages over NESs (1.5-6).

In FG1, though, raised awareness of GE was not discussed in any depth at all. As
mentioned previously, several negative comments were made about Russian English
(Extract 23 (FG1)), and Y uko noted her exposure was from her GE class listening journal
(1.6), and, despite being a negative comment, the class did encourage her to choose NNE
varieties for her journal. However, while in the interviews, Miyuki, Atsushi, Y uka and
Ayumi al noted that the class raised their awareness of GE, they didn’'t elaborate on thisin
the FG.
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7.3.2 Question notions of standard English

Another topic present in the GE FGs only was the fact that the class has made them
question the concept of SE, present in both GE FGs (Extract 32 (FG1)).

Extract 32(FG1):

1 Yuko: =Nicky=always questionsus what Standard Englishisin class. She also implies that thereis adifferent
meaning of ‘standard’ for each person. And, | thought of the question deeply and think there is no standard,
() so, | mean, everything is standard. While | was taking her class, | felt likethat. However, after hearing
some opinions in this discussion, | think it may be necessary to decide on ‘ standard English’ for English
education. (##) Thisis because we have mastered English to some extent, but it must be impossible for
beginner learners.

Yuka: Yeah, that'sright. Now we know there are so many kinds English. This is new information, since we have

been learning American English. Since there was one standard English during the process of learning, we
can compare American English with different English. Without this process, we couldn’t have even

0 compared.

POoOoO~NOO~WN

Thus, the class encouraged Y uko to think about the concept of SE (I:1), although the way
she introduced her point suggests that it was introduced by her teacher, but she has not yet
made up her mind. Nevertheless, she is clearly considering it. Furthermore her use of
“while” (1.3) and “felt” (1.3) suggests that this is something she felt during the course and
not now, evident in the fact that she feels SE isnecessary for ELT. However, it isalso clear
that the FG discussion hasinfluenced her attitude, and isa similar point made in the
interviews, that GE is understandabl e due to the fact that they have studied SE first. Once
more, she also believes that GE is not suitable for beginners (1.4-6), which Y uka agreed
with (1.7). Therefore, while GE may not be suitable for beginners, it is clear that they are
considering itsintroduction into Japanese ELT. Extract 33 (FG3) is another example.

Extract 33(FG3):

1 Ayaka: | hope people use English which | can understand. It's just my desire. Surely | can't tell what is standard. |

2 think things | have contacted are normal. Through =Nicky’ s= class, | redlly lost the idea of standard English.
3 Sorisu: In Japan, peoplethink American English is standard English, right? But in other countries, people might

4 think other English is standard. We don’t know that. What accent should | use? English people think their

5 English is standard.

6 Kenjiro: English hasthe possibility to spread all over the world as a common language...The EU is establishing

7 English as a second language by law. There is a possibility to make an English which Japanese and European
8 people can communicate more easily with.
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Ayaka “lost the idea of SE” through the class (1.2), to which Sorisu agrees, noting that it is
difficult to define (11.3-5). Kenjiro then made an interesting comment that a “ common”
English, one which people could understand, would be useful for international
communication (11.6-8), clearly believing that this common standard should not be NE. This
extract also points out that students are questioning SE. Sorisu, for example, asked several
guestions here (11.3-4), acknowledged that attachment to AmENg is due to stereotypes and
that people have different opinions about SE. The class clearly encouraged her to think
about thistopic, evident in the fact that she added afina comment at the end of the

discussion, as shown in Extract 34 (FG3).

Extract 34 (FG3):

1 Sorisu: After taking this class, my way of thinking has changed.
2 Ayumi: Yesh, metoo.

3 Sorisu: | didn't know the kind of English at al...

5 Ayumi: Yeah, definitely

Sorisu, then, has a positive attitude towards the class (1.1), and it has encouraged her to
think about English. Similarly, Ayumi agreed (1.2), although she didn’t expand on her
interview comments that the class made her think deeply about SE. Miyuki also made

similar comments in the interviews, but did not discuss thisin the FGs.

7.3.3 English language teaching

“ Shared non-nativeness' in relation to ELT was also discussed more extensively in the GE
FGs (Table 19.3), and, despite their attachment to NES norms (e.g. Extract 26 (FG)), there

was a discussion about the introduction of GE. However, as Extract 35 (FG1) shows, views

are complex.
Extract 35(FG1):
1 Yuko: Firstof al, | didn't havethe concept that there are various kinds of English before entering Junior High
2 school. And of coursel didn't learn it, only in this class.
3 Yuka: Yeah, menether.
4 Yuko: So, | think English classes should add something like English history learning, and they should teach us
5 those things since we don’t even have the concept. So, at first we should start from this point.
6 Yuka: Likewe seethisfrom this (everybody looks at the prompts). | didn’t know about THIS. If | had heard
7 this basic information, | would be different.
8 Yuko: Wewould have different ideas about English if we had known about the history of English.
9 Yuka: It'snaturd for ustothink American Englishis standard, since we have been taught with it... | think
10 school should teach us about it.
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In this exchange between Y uko and Y uka, it is clear that, not only has the class raised their
awareness of GE (II: 1-3), but they also feel that it would be useful in school (I1: 9-10),
which they both think would have given them a different image of English. Here the
students clearly co-constructed their arguments together, adding to their pointsto find a

solution.

Thus, the FGs highlighted differences between the two sets of FGs. While both sets of
students remain attached to NES norms, the GE FGs showed raised awareness of GE and
guestioned the concept of SE to an extent. In addition, GE was also briefly discussed in
relation to ELT and overall deeper interactions were present on a range of topics. While the
FG data did not produce as much data on the influence of the class, as with other methods
of data collection, they did provide some useful insights. However, in the interviews, raised
confidence as ELF speakers and improved comprehension of NNE were also prominent
themes, yet these topics were not raised in the FGs. Nevertheless, the GE class clearly had

a positive influence on the students.

7.4 Chapter summary

The FGs confirmed many of the previous results, but also provided further insightsinto
students attitudes. While each FG did not discuss the same topics, many topics were
discussed in depth in every FG, and several students came back to previously made points,
highlighting their importance.

The FGs revealed that students accept the spread of English, yet are concerned about the
intelligibility of JapEng and the image it givesto foreigners, or more correctly, NESs.
Students remain firmly attached to NE, yet several students also display concerns about the
spread of NE and itsinfluence on Japan. The unanticipated extent of talk generated on this
topic showsthat it isa salient topic for the FG participants.
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Overall, thereisageneral consensus for aNE accent and clear beliefsin NES ownership.
Aswith the interviews, students hold NE and NESs in high esteem, particularly AmEng.
Thereisaso abelief that SE exists and varieties of English are compared with dialects of
Japanese. However, FGs participants were hesitant to attach themselves to any one
particular variety of English, and, unlike the quantitative results, where clear hierarchies
emerged, the FGs revealed that AmENg is at the top and JapEng is at the bottom, but it is
unclear what isin the middle. Neverthel ess, negative attitudes towards JapEng are clear,
and the NES model continues to be used as a yardstick. Attitudes were similar in relation to
ELT, and, again, NESTs are preferred for pronunciation. Nevertheless, it isthe NEST who
can speak a“standard” form of English that is preferred.

On the other hand, there are clear contradictions and attitudes are complex. They are not
fixed, are changeable, and are related to familiarity and stereotypes. Attitudes are related to
familiarity with their NESTS nationalities, and, as shown in the quantitative results, these
teachers are predominantly from the Inner Circle. Several students are also aware of their
own stereotypes. Additionally, there is an awareness of the burden JapEng speakers are
placing on themselves and a desire for more understanding on behalf of their interlocutors,
who appear to be NESs. The FGs did reveal an awareness of GE, yet it was not discussed in

considerable stretches of speech, nor did it give rise to any deep interaction.

The results a so provided insights into the influence of GE instruction. Despite not being
discussed in any depth, more GE students made references to raised awareness of GE, the
fact that the class made them question the notion of SE, and the introduction of GE into
ELT was discussed briefly. However, the FGs confirmed that these students remain firmly
attached to NES norms, and, unlike the quantitative results, attitudes did not become more

positive towards NNE, in general, or inrelationto ELT.

The FGs were, then, very useful as afinal method in eliciting further information on
students attitudes. They demonstrate the topics salient to students, those they agree on,
and also show the complexity of their attitudes through the various contradictions, and
when they changed their mind. They also provided the opportunity to analysis how the
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interviewees participated in a FG setting. The FGs enabled students to talk freely,

independent of the researcher, and alot of additional information was obtained.

The following chapter provides a comparison of the results over the different datasets and a

more holistic summary in relation to previous research and literature.
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Chapter Eight: Discussion of results

The previous three chapters attempted to answer the research questions designed for this
study. The results of the questionnaire data were discussed in Chapter Five, the interview
datain Chapter Six and the FGsin Chapter Seven. The first part of this chapter providesa
brief summary of these results. It then discusses the resultsin relation to the three research

questions and the previous literature.

The findings show that many of the results from the questionnaire, interviews and FGs
were unequivocal and the methods clearly complemented each other. The quantitative
results provided a starting point, providing information about the participants and their
attitudes, as well as the various factors that influence these attitudes. However, the Open-Q
results provided deeper insights and an indication of prominent themes and the language
that students use to discuss these issues. Nevertheless, the interviews provided the richest
data and students discussed their attitudes openly and freely. Students elaborated on their
guestionnaire comments and provided further insights into where their attitudes stem from.
Moreover, the FGs highlighted topics salient to students and provided further information.

8.1 Resultsin relation to the resear ch questions

This section discusses the results in relation to the research questions and the relevant
literature.

8.1.1 What are students’ attitudestowards English?

All methods revealed that English is seen as belonging to NESs. Students not only prefer
NE and seeit as“real” and “standard”, but they desire to sound like NESs and also believe
that they will be their target audience. They also have negative attitudes towards NNE,

which isseen as“imperfect” and “wrong”, and have particular issues with JapEng
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pronunciation®®. Furthermore, the FGs revealed that students are worried about the spread
of English in Japan, and particularly the bad image the use of JapEng may give to
foreigners. Despite the attractiveness of NE and the desire to adopt a NE accent, many
students noted that the spread of English is not necessarily beneficial'’, including the threat
this poses to the Japanese language and culture. Students are, therefore, concerned about
the influence English may have on their own language, as in previous studies (e.g. Kubota,
1998; Pennycook, 1994; Phillipson, 2003), and they expressed concern about the
introduction of English in elementary schools in Japan, interesting, considering their
favourable attitudes towards NE. This concern for the introduction of English in
elementary schoolsis widespread in Japan, however, and there has been alot of debate
about the influence early English instruction will have on Japanese and the proficiency of
Japanese English teachers. Recent years have seen the publication of books such as,
"Ayaushi! Shogakko Eigo" ("Dangerous! Elementary School English"), and it is clear that
such public debate has influenced students attitudes.

This study highlighted that in relation to attitudes towards NE, it isseen as ‘real’ and
‘standard’ . Discussions about NE dominated the interviews and FGs and every student
made references to ‘NES Ownership’, found NE varieties of English attractive and wantsto
sound like aNES, asin previous studies (e.g. Grau, 2005; He and Li, 2009; Kuo, 2006;
Matsuda, 2003; Timmis, 2002). More students are learning English to communicate with
NESs (73.3%), compared with NNESs (41.4%), and think they will use English with NESs
in the future which was confirmed in the interviews'®. Furthermore, a NE accent is also
seen as determining high proficiency, asin Timmis's (2002) and Jenkins' s (2005) studies,
and, thus, for the studentsin this study, it isa NE accent, not intelligibility or successful
communication, that isasign of success. A NE accent provides confidence and those who

have ‘mastered’ it are ‘admired’ and ‘respected’ by their peers™.

18 All results referred to in this chapter are shown in Appendix 11 (p.401-430), 13 (p.432-436), 16 (p.447-
450) and 19 (p.455-457). Figures, tables, interview and FG extracts are referred to throughout in the footnotes.
Y Table 19.2 (p. 456), Extract 2 (FG1) (p.191-2) and Extract 3 (FG4) (p.194).
'8 Figure 5.4 (p.103) and Table 16.2 (p.448).
19 Extract 4 (FG2) (p.195).
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Moreover, although they are aware of regional varieties, after entering university at least,
AmEng, BrEng and AustEng were the varieties discussed most frequently. These are the
three varieties found to be most attractive and that students were interested in imitating.
However, clear hierarchies exist and AmEng is placed firmly at the top. It was the variety
most frequently discussed; a“foreigner” is synonymous with “ American”, and SE
synonymous with AmEng. AmEng is, therefore, the “legitimate” offspring of English,
which has evolved without “contamination” (Mufwene, 2001:107) and, as with previous
studies (Bayard et al, 2001; Van der Haagen, 1998), AmEng has a ‘high objective vitality'.
AmEng s clearly dominant in Japan and, in fact, in their study of the effects of Japanese
national identification on attitudes towards learning English, Sullivan and Scatz (2009:490)
used the United States as a basis for their study “because it is the country Japanese most
often associate with the English language due largely to the post WWII relationship
between the two countries’. However, asin Ladegaard and Sachdev’ s (2006) study, despite
this high vitality, many students also found BrEng attractive, although it is clear that,
despite their interest, students are more familiar with AmEng, and it is clearly the
‘standard’ and ‘preferred’ variety.

Nevertheless, in terms of accents they want to imitate, students did not want to imitate all of
those varieties they found attractive™ and, in fact, the study revealed that most want to
imitate AmENg, but prefer a“weak”, “standard” accent, clearly thinking this exists. Certain
varieties of NE, particularly “strong accents’, are difficult and undesirable. Thus, thereisa
belief that a‘ standard’ English exists and, as Shim (1994) notes, even NESs, whose dial ect
isdifferent from the ‘ standard’, face discrimination. Nevertheless, as Derwing (2003)
commented, regional NES accents were more highly evaluated than NNE varietiesin this
study.

In relation to NNE, attitudes were largely negative. It was labelled as “imperfect”, “wrong”
and “untrustful”, and it was NE that dominated all data sets”. Students were also more

critical of their own variety of English, which, once more, supports previous studies (e.g.

2 Figure 5.5 (p.103) and 5.6 (p.104).
2 Table 11.9 (p.406) and 11.10 (p.407).
22 Extract 23 (FG1) (p.212) and Extract 24(FG4) (p.213).
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Beinhoff (2005, cited in Jenkins, 2007:94; Chiba et al, 1995; Daton-Puffer et al, 1997,
Fayer and Krasinski, 1987; Matsuura et al, 2004). They are “ashamed if they do not speak
English the way NESs do” (Honna, 1995:58), do not want to be recognised as Japanese
when speaking English and, while 45.7% agreed that JapEng is attractive, only 12% want
to imitate it*. These negative attitudes were confirmed in the qualitative data, and most
comments about JapEng referred to pronunciation, which is clearly an important factor.
Pronunciation was referred to as incorrect and there was a general dissatisfaction with the
JapEng accent and fears about itsintelligibility?*. NESs are the ‘ owners' of English and
speakers of a‘legitimate’ variety. JapEng is “broken English” (Morrow, 2004:95) and
innovations are not seen as signs of creativity, but as deviations from the ‘ standard’ and
something that may upset the NES. Moreover, the FGs highlighted the concern students
have with the image of JapEng, although, as Kachru, B. (2005) pointed out, ‘ decorative
English’ may sound strange to NESs, but they are not the intended audience. Nevertheless,
for students in this study, they are an important audience and they must be pleased.
Additionally, despite an awarenessin the FGs that a NE accent may not be necessary,
students remain attached to this goal and, regardless of stories of successful JapEng users of
English, it is students who have ‘mastered’ NE that are admired and respected, and JapEng

isnot a viable option.

Nevertheless, unlike in Matsuda’ s (2003) study, students did not show a lack of awareness
of other varieties, and many found NNE attractive®. Several references were also made to
NNE in the interviews. However, as Honna (1995:58) notes, “ Given an Anglophile goal as
their guiding light”, students “look down on non-native varieties of English used by Asian
and African speakers’, and this study has shown that attitudes are more positive for
Expanding Circle English than Asian varieties. These resultsare similar to Jenkins's
(2007), where respondents were more positive about Swedish English, despite their
unfamiliarity with it. Therefore, it ispossible, then, that students have preconceived
stereotypes about varieties of English, and, perhaps, those that are geographically closer to

% Table 11.9 (p.406) and 11.10 (p.407).
2 Extract 7(FG1) (p.198), Extract 8(FG1) (p.199), Extract 15 (p.144), Extract 16 (p.144), Extract 17 (p.145)
and Extract 18 (p.146).
% Figures 5.5 (p.103) and 5.6 (p.104).
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NES countries are favoured over Asian varieties, which, being closeto Japan, are likely to
be ‘inferior’. This hasimportant consequences for Japanese users of English, since they are
likely to use ELF with their Asian counterparts. On the other hand, students noted KorEng
to be familiar and similar to Japanese, which eases communication. Thus, asin Deterding
and Kirkpatrick’s (2006) and Kirkpatrick’s (2007) studies, where ASEAN memberswere
found to have shared features of English use, there is a possibility that East Asian users al'so
share similar features, making communication easier, or, at least, thereis afeeling of
familiarity. Nevertheless, despite this familiarity, students still found European varieties of

English more attractive, and more research is clearly needed in this area.

In al three data sets, many students noted that they are aware of the use of English asa
lingua franca, several noted potential future ELF usage and many made referencesto GE in
all data sets®. Future ELF usage was discussed in the questionnaire and interviews and,
while students use English more with NESs, the number of students learning English to
communicate with NNESsis not particularly low. The percentage of students who think
they will use Englishin their jobswith NNESsis only 4.4.% lower than NESs and, asin
Kirkpatrick and Xu's (2002) study, they are aware they need English to communicate with
both NESs and NNESs. Thus, unlike those in Sifakis and Sugari’ s (2005) study, students
are aware of the use of English asalingua franca and, as Grau (2005) noted, this highlights

the need for GE instruction to equip them for the real-world uses of English.

The results of this study have also shown that students feel more comfortable using English
with other NNESs than NESs?’. Such communication raises awareness of lingua franca
usage and other varieties of English, improves their communication skills and is motivating.
On the other hand, they feel nervous with NESs and fear making mistakes. Used as a
‘yardstick’, they cannot relax, due to afedling that their English isinferior and sub-standard.
Furthermore, despite problems with the intelligibility of some NESs, they feel solely
responsible for successful communication. Therefore, these students are clearly “ emulating

% Extract 17 (FG2) (p.209), Extract 18 (FG2) (p.209), Extract 19 (FG3) (p.210), Extract 20 (FG4) (p.210) and
Extract 21 (FG1) (p.210).
" Tables 16.1 (p.447) and 19.1 (p.455), Extract 22 (p.150) and Extract 23 (p.151).
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the idealized competence of NSs” and also feel “handicapped in their capacity to
communicate with the undevel oped language they possess’ (Canagarajah, 2007:923).

8.1.2 How do these attitudesrelate to English language teaching?

This study has shown that this positive orientation towards NE extendsto the ELT context.
Students were more positive towards NE and NESs. In the questionnaire, nearly seven
times as many experiences with NESs were coded as positive than negative, and many of
these referred to ELT?%. Moreover, several students noted that NE and NESs are helpful for
learning English. The results have also shown that students prefer English teachers from
the Inner Circle asin previous studies (e.g. Cook, 2005; Llurda and Huguet, 2003; McKay,
1995; Medgyes, 1994; Moussu, 2002, cited in Braine, 2005), particularly America (73.1%),
the UK (67.3%) and Canada (73.1%), and more prefer ELT materials that involve only
NESs, and, again, the UK (90.5%), America (87.9%) and Australia (86.2%)%, asin
Seidlhofer and Widdowson' s (2003) and Zacharias's (2005) studies. Furthermore, 38%
more students agreed that NEST s are proficient compared to Japanese teachers. Thus, as
the ‘legitimate’ speakers of ‘standard’ English, NESs are helpful to learn English skills and,
asthe ‘standard’ variety of English, NE should be ‘ mastered’ *. Students noted that NESs
use English as a*“mother tongue”, unlike their NNES counterparts, and, as in previous
studies, they were praised for their fluency in English (e.g. Benke and Medgyes, 2005;
Cheung, 2002, cited in Braine, 2005:20; Lasagabaster and Sierra, 2005), awareness of
English speaking cultures (e.g. Cheung, 2002, cited in Braine, 2005:20; Benke and
Medgyes, 2005; Lasagabaster and Sierra, 2005) and pronunciation (e.g. Barrat and Kontra,
2000; Benke and Medgyes, 2005; Lasagabaster and Sierra, 2005; McKay, 1995; Pacek,
2005).

Once again, pronunciation was an important topic in relationto ELT in every data set. In
both the interviews and FGs, students talked extensively on the subject®. Having ‘ standard-

like' pronunciationisasign of fluency and it is‘native-like' pronunciation that achieves

%8 Table 13.2 (p.433).
% Figure 5.9-5.12 (p.107-9), Table 13.3 (p.434), 16.2 (p.448) and 19.2 (p.456).
%0 Extract 25 (FG4) (p.152).
3! Table 16.2 (p.448) and 19.2 (p.456).
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international intelligibility. Pronunciation is also an important skill for an English teacher®
and shows that 62.9% of students noted that pronunciation, 87.1% a native-like accent and
90.3% knowledge of conversational/idiomatic expressions to be important skillsfor an
English teacher. Thus, a native-like accent and native-like expressions are thought to be
more important than pronunciation itself, suggesting that a NE accent is more important
than an intelligible one. Other factors were also noted to be more important, such as being
enthusiastic and motivating (97.4%), although, while in Pacek’ s (2005) study, teachers
professional qualities were more important than nationality, and in Benke and Medgyes's
(2005) study, ability to teach was found to be more important than nationality, in this study,
the percentage differences were not high and pronunciation and a native-like accent were
noted to be more important than teaching experience (56.1%). However, as with Pacek’s
(2005) study, 93.1% of the students also feel that sensitivity to their needsis an important
factor. Nevertheless, students clearly place a high value on a NE accent, which isalso
evident in the fact that attitudes towards NNESTs were largely negative. Most comments
referred to pronunciation and NNESTS' Englishis*far away from the REAL accent” and

Japanese teachers have a “ strange accent”, a“bad accent” and “terrible pronunciation” *.

Once again, AmEng was the most frequently discussed variety in relation to ELT** and
several students noted that it is beneficial for learning English, which is similar to the
results of He and Li’s (2009) study. Students' preference for a“weak” NE accent was also
discussed inrelation to ELT, and they desire their NESTsto either have a‘ standard’ accent,
or be able to use one when teaching. Nevertheless, while in Adolphs's (2005) study, where
familiarity with NE led to more negative attitudes, exposure to unfamiliar or ‘strong’
regional NE accents (through teachers, experience abroad, etc.) did not influence attitudes
towards NE, although it did reinforce stereotypes about the usefulness of a SE accent. SE,
however, was not clearly defined and the data suggests that it is more related to familiarity
and stereotypes, aswill be discussed in detail later.

%2 Figure 5.13 (p.110).
8 Extract 27 (FG1) (p.217)
% Tables 16.1 (p.447), 16.2 (p.448) and 19.1 (p.455).
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Although desire for Japanese teachersislow, 82% are interested in having teachers from
the Expanding Circle. 56% prefer materials from Japan and 65% want countries from the
Expanding Circleincluded in their ELT materials and 40% from the Outer Circle®. Thus,
despite positive attitudes towards NE, students are clearly more accommodating of other
varietiesof Englishin relation to ELT. However, once again, European teachersand ELT

materials are preferred over Outer Circle varieties, and clear hierarchies exist.

Many positive comments were also made about NNEST s and Japanese teachers are seen as
beneficial for teaching grammar, understanding students' situations as language |earners
and their use of the students' L1. This study has also revealed that the concept of ‘ Shared
Non-Nativeness also extendsto ELT®*. Thiswas a common theme in the interviews and
FGs and, although all of the comments related to Japanese teachers, students are clearly
more comfortable with other NNESs and feel part of a‘community’ of English ‘users or
‘learners . These results are similar to McKenzi€e' s (2008) study, who found that students
were more positive towards standard and non-standard varieties of UK and US English in
terms of ‘status’, but expressed greater ‘solidarity” with a Japanese speaker of heavily-
accented English.

However, it isinteresting that, while many students noted that knowledge of their L1 and
Clisanimportant trait of Japanese teachers, only 48.3% noted that thisis an important
quality for an English teacher. Asin Miller’s (1995) study, several noted that they often
find NESTS classes difficult, due to the fact that they cannot use their L1. Nevertheless,
despite being difficult, it is acceptable, since NESTs are supposed to be ‘foreign’ and
‘different’ to them, or ‘outside’ their group. A monolingual NEST fitstheir stereotype of an
English speaker. On the other hand, as with previous studies, for example, students see their
NNESTs (Japanese in this study) as beneficial for teaching grammar (e.g. Benke and
Medgyes, 2005; Mahboob, 2004), experience as language |learners (e.g. Lasagabaster and
Sierra, 2005; Mahboob, 2004), their use of the students' L1 and familiarity with their
background (e.g. Benke and Medgyes, 2005). On the other hand, asin Lasagabaster and

* Figure 5.9 (p.107).
% Extract 26 (FG1) (p.216), Extract 50 (p.171) and Extract 51 (p.171).
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Sierra s (2005) and Mahboob’ s (2004) studies, despite these factors, NNEST s have the
disadvantage of lesser fluency. Thus, while they are beneficial for certain things, they are
not ‘fluent’ English speakers, or, more correctly, ‘fluent’ speakers of NE.

8.1.3 What factor s explain these attitudes?
In addition to providing insights into students’ attitudes towards English and in relation to
ELT, this study has also provided further insightsinto where students’ attitudes come from,

and each of these will now be discussed in turn.

Firstly, it isclear from this study that NE is“standard” and NESs are the “ standard
speakers’. SE isreferred to throughout and the word * English’ is synonymous with AmEng
and BrEng (Matsuda, 2002)*’. The use of English as a mother tongue | egitimises these
speakers and makes them useful for learning English. Therefore, “ The professional license
these travelling teachers need in order to qualify as ESL instructorsis virtually their identity
as native speakers. An ESL teaching job istheir birthright” (Canagarajah, 1999:82). In
addition, in the FGs, several comparisons were made with dialects of Japanese, and it is
clear that students not only think SE exists, but that it should be used when possible. As
discussed previoudly (p.31), Japan is alanguage conscious nation and the Tokyoite's accent
has become ‘ Standard Japanese’. A monolithic view of linguistic diversity persists, and
this clearly influences their attitudes towards English, which is seen as any other foreign
language with dialects. Varieties of English, including Japanese English are seen as
dialectswith one “pedigree” (Widdowson, 1997: 141). However, varieties of English
should not be compared to regional dialects of English in places like the UK, where thereis
ashared history.

Thus, while in chapter three, studies related to English were examined, thisthesis has
highlighted the importance of also looking at participants’ attitudes towards their own
language, and al so towards standard language ideology more generally. Furthermore, this

research has also highlighted that several students are concerned about the Japanese

37 Extract 2 (p.137) and Extract 3 (p.137).
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language, and, again, further research in this area would be useful. “ The perception that
people are no longer able to use Japanese correctly is not new: the topic of kotoba no
midare (disorder in the language) has been a frequently recurring theme in discourse about
language since the eighteenth century” (Gottlieb, 2005: 96). In fact, a survey on language
attitudesin 2002, administered by the Agency for Cultural Affairs, showed that 80.4% of
the 2,200 respondents believed that the language was either “very disordered: or disordered
to acertain extent” (Agency for Cultural Affairs, 2003, cited in Gottlieb, 2005: 96). Such
‘fears’ may influence attitudes towards English and learning English and, therefore, require
further investigation. In addition, the ‘elite-only’ approach (Gottlieb, 2005: 68) isalso
relevant here. Suzuki Takao's book , Nihonjin wa Naze Eigo ga Dekinai ka (Why Can’t the
Japanese Soeak English?), attracted considerable attention in 1999, suggesting that Japan
should concentrate on fostering a small group of advanced-level English speakers and
defend its own “linguistic sovereignty”. Thus, further research on thistopic would provide
further insightsinto the attitudes of the public in Japan towards both their own language,
and also how these attitudes are related to English and ELT.

Despite the awareness of future ELF usage and the existence of NNE, studentsin this study
failed to acknowledge that Outer Circle varieties are firmly established varietiesin their
own right. These results are similar to those in Jenkins's (2007) study, where participants
were also attached to the idea of SE. In her study, Indian English was rated as poorly as
Chinese and JapEng for both acceptability and pleasantness. Similarly, in this study,
students had more positive attitudes towards EuroEng than AsiaEng, and more students
also wanted to imitate Chinese English than SingEng™®. Thus, students are either unaware
of the long history of IndEng and SingEng or have pre-conceived stereotypes about SE.
However, group membership is clearly an issue, and students, who clearly see the
acquisition of SE asaway of integrating into the NESs' group, appear to believethat itis
NE that symbolises group membership.

Neverthel ess, despite being attached to the idea of SE, no clear definition was given and

several students were, in fact, unable to explain why they prefer NE and why it is useful for

% Figures 5.5 (p.103) and 5.7 (p.105).
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ELT. In both the interviews and FGs, it was clear that their attitudes ssmply stem from
stereotypes®, and, as with “many hegemonic practices, there has been atendency to accept
it without question” (Phillipson, 1992:15). However, their inability to explain their
statements may be related to the fact that this*® standard”, “weak” accent that students desire
does not exist. NESs don’'t speak a*“standardised” version (Seidlhofer, 2003b:183) and
“these positions are incompatible with the complex reality of English worldwide” (Saraceni,
2009:175). In addition, as discussed previoudly (2.2.1, p.11), it isvery difficult to define a
NS or a*‘mother tongue speaker’ in multilingual societies (Kirkpatrick, 2007: 9). * Standard’
language and language standards are topics which excite an immense amount of
controversy and vigorous debate (Jenkins, 2003; Kachru, 2005). Jenkins (2003:30)
summarises the main definitions of SE which have been proposed in recent years and notes
that thereisafair degree of consensus that accent is not involved, that it is primarily a case
of grammar and vocabulary, and that is the variety promoted through the education system,
and it is clear from this study that students’ beliefs about SE stem from the way in which
English istaught in Japan in combination with ‘ Standard language’ ideol ogy developed in
relation to Japanese. Furthermore, as Widdowson (2003:41-42) notes, “ The very idea of a
standard implies stability, but language is of nature unstable’. Thus, despite holding on to
this notion of SE, students are unable to define it and their attitudes are clearly related to

stereotypes.

Stereotypes are the perceptions or beliefs that people hold about individuals and groups
based on opinions and attitudes. They are formed on the basis of various types of
information about the target language and culture, including information disseminated from
the mass media, advertising and also personal experiences. Thus, stereotypes do not
develop suddenly, but develop over alonger period of time. Asthis study has shown,
students' most frequent interaction with English speakersiswith their NESTs, which
perpetuates the stereotype that English is only spoken by NESs. Such stereotypes are also
disseminated through the use of NE as a yardstick. These stereotypes in Japan are also
related to race, due to the portrayal of the ‘white’ NESin Japanese ELT. In fact, in Japan, a

% Extract 10 (FG3) (p.201) and Extract 8 (p.140).
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language school explicitly advertised for teachers with “blond hair, and blue or green eyes’
(The Japan Times, 13 Feb, 2007). Such stereotypes are also upheld through the promotion
of gaikoku mura, foreign country theme parks, in Japan. These theme parks offer Japanese
the opportunity to ‘travel” abroad without leaving Japan and interact with *authentic’
culture and speakers, that is, native speakers. However, while being ‘ quarantined’ ina
stereotypical ‘foreign’ enclave, guests are exposed to an unrepresentative portrayal of the
country. Not only isthe culture an idealized version, but guests are also exposed to the
widespread belief that English isonly spoken by NESs, and, in addition, that thisisthe best
way to improve their English communication skills. This also reinforces the stereotype that
Englishisawaysforeign in Japan and can't be used easily in daily life. Thus, the ELT

industry has contributed to reinforcing existing stereotypical assumptions

However, as Jandt (2001) points out, stereotypes can easily lead to intolerance towards out-
group members and impede intercultural communication (Jandt, 2001), and, thus, they must
be challenged, or they will be further solidified and hinder communication. Jandt notes that
stereotypes can be both positive and negative, and the former can also have negative
consequences. For example, a belief that NESs speak * better’ English may lead to alack of
confidence in students own ability. This study has highlighted that stereotyping is a serious
issue in Japan, and requires further investigation.

Secondly, the results of this study are also similar to Jenkins' s (2007) resultsin terms of the
belief that NE is more acceptable for international communication. Several interviewees
noted this and, in the questionnaire, students discussed NE when asked if their English
education has hel ped prepare them to use English internationally. These results are also
similar to Crismore et a’s (1996) study, where over 90 percent of the students believed
BrEng, AmEng or AustEng is essential for Malaysians to be understood internationally.
Hence, as Jenkins (2005a:541) notes, in terms of pronunciation, students’ attitudes are
affected “ by their assessments of their future chances of success’ and, since the target
audience isthe NES, NE is seen as the best model. The FGs highlighted students’ concerns
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with intelligibility and the image of NESs, and students clearly want to ‘ master’ NE to
make themselves understood to the NES.

Nevertheless, in addition to the fact that students will use English more with NESsin their
future, this belief that NE aids international communication is also afallacy. NE is not
necessarily the most intelligible (Jenkins, 2009) and, despite students’ beliefs, the NES
model fails to equip them for the real-world uses of English, at least for those who do not
require English for NES contexts (Grau, 2005). Once again, such stereotypes must be
challenged due to the influence they have on students' attitudes. Gal and Irvine (2000) use
the term *erasure’ to describe the “process in which ideology, in ssmplifying the
sociolinguistic field, renders some persons or activities (or sociolinguistic phenomena)
invisible” (ibid: 38). Thus, in this conceptualization, dominant ideol ogies, such as standard
language ideology, can render certain aspects of sociolinguistic usage, e.g. the use of
English in NNE countries, invisible in order to constrain the interpretation of linguistic
behaviour to the widely believed stereotype. Things that are different to this stereotype are
‘invisible’ and ignored. This can clearly be seen in Japan, where the dominant ideol ogy
related to English has produced a selective interpretation of how the language is used. NNE,

and also NNESs, are ideological outliers and are not given prominence.

Thirdly, the majority also believe that NE, particularly AmEng, isthe most spoken variety
of English. When struggling to explain why NE is preferable, for example, many
interviewees and FG participants noted that AmENg is the most spoken variety and NE is
the “famous English”. However, as discussed previously (p.1), NESs have “lost their
majority” (Graddol, 1999:58) and English is now better associated with a global
community of English users. Immigration is also on the increase in places like Japan and
there are increasing opportunities for ELF communication. Americans make up only a
limited proportion of the foreign population and this study has highlighted that outside of
university, the students in this study use English with both NESs and NNESs™. Moreover,
as Morrow (2004) notes, there may be more opportunities to use English with NNESs in

international business for Japanese, and there will also be increasing opportunities to use

O Table 11.2 (p.402).
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English with other Japanese speakers, as companies such as Rakuten, an internet shopping
site, make English their official in-house language (The Japan Times, 2010). All executive
meetings will be held in English and all internal documents will aso be written in English.
Itisunlikely that all of these speakerswill speak AmEng and such stereotypes have to be
removed immediately in order to make students more aware of the global uses of English

today.

In addition, asin Jenkins' s (2007) study, this study has also shown that familiarity plays an
important factor in attitude formation. In the FGs, for example, while several participants
were reluctant to discuss their preferencesfor particular varieties of English, many related
their choicesto their familiarity with certain varieties through tests, exposure through TV
and the dominance of NESs*. Additionally, other students noted that they have no
experience with NNE, so their attitudes are related to the varieties they are familiar with.
The “Contact Hypothesis’ (Dérnyei et a, 2006:18) clearly exerts some influence over
attitude formation and this can be best understood in relation to students’ use of English,
nationalities of their teachers and the model used in their education system. Each of these

will now be discussed in turn.

Students use English with both NESs and NNESs, but 21 times more with NESTs than
NNESTS, the latter being mostly Japanese*’. Moreover, those who use English with NESTs
have more favourabl e attitudes towards NE overall, particularly AmEng (p<0.05), having
Inner Circle teachers and Inner Circle ELT materials. Students with work experience with
NESs also have positive attitudes towards AmEng (p<0.05) and towards imitating Inner
Circle English. On the other hand, those with no experience using English with NNESs
have favourable attitudes towards Inner Circle English (p<0.01)*® . Dérnyei et a’s (2006)
notion of “linguistic self confidence” is relevant here. Students clearly use English more
with their NESTs and, as explained previoudy, their attitudes towards their NESTs are very
positive. In addition, those with experience using English with NNESs, evident through

4L Extract 9 (FG1) (p.200) and Extract 11 (FG) (p.203).
“2 Figure 5.2 (p.101).
3 Table 11.4 (p.403).
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their discussions of ELF interactions, also discussed the use of English asalinguafranca
and NNE.

While students currently use English more with their NESTSs, the majority of these are from
the Inner Circle, particularly America (94%) and the UK (82%), and very few have
experience with NNESTSs (diff L1)*. Thus, students are exposed to NE through these
teachers and they are also their current interlocutors. When discussing their attitudes
towards English in the interviews and FGs, many students referred to their NEST's, noting
that such familiarity makes those varieties more familiar and easier. Such exposure to
English from their English teachers cannot be underestimated and this study has shown that
such exposure influences students' attitudes in many ways.

Several students also discussed their attitudes in relation to their familiarity with NE, due to
the use of the NES as a yardstick and the use of that model in their education system. In
the questionnaire, for example, many referred to the fact that they want to sound like a NES,
because it isthe model and because they have invested time in reaching this goal. Thiswas
also discussed in the interviews and FGs. As discussed previoudy, they referred to the
dominance of NE in ELT materias and examinations (Cook, 1999; Morrison and White,
2005; Seidlhofer, 1999) and most discussed the exclusive representation of AmEng in
textbooks (Matsuda, 2002; Souchi, 2001). This exposure to NE, particularly AmEng, can
help to explain students' attitudes. Asthe most familiar variety, it is attractive and a good
model. Furthermore, it is no surprise that SE is synonymous with * American’ English and a
‘foreigner’ with an *American’. Exposed to only AmEng in the classroom, students are led
to believe that Americans will be their only interlocutors™.

Nevertheless, this study has also shown that students are aware of the negative influence
this over-representation has on their attitudes towards and use of English. Several
interviewees, for example, noted how it makes interaction with NNESs difficult*®. The

majority of comments referred to the dominance of AmEng, and some students seem to

“ Figure 5.2 (p.101)
), Extract 15 (FG2) (p.206), Extract 16 (FG3) (p.207) and Extract 10 (p.141).
“5 Extract 11 (p.142) and Extract12 (p.142).
“6 Extract 13 (p.143), Extract 14 (p.143), Extract 38 (p.162) and Extract 39 (p.163).
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view it asa*“lingua frankensteina” (Phillipson, 2009:10), although it hinders their exposure
to and understanding of varieties of English, as opposed to other languages. Americais
seen as a “wonderful” and “amazing” country and one which Japan hasto “obey”. Several
students commented that exposure to only AmEng hindered their understanding of other
varieties of NE, particularly BrEng. As noted earlier (p.30), many participants feel that
students should be exposed to other varieties of English (Matsuda, 2002; Suzuki, 2006) to
avoid “confusion or resistance when students are confronted with different types of English
usersor uses’ (Matsuda, 2002b:184). Furthermore, as noted by a Japanese student-teacher
in Jenkins's (2007:182) study, “(Japanese people) are so accustomed to AmENg that any
other accents sound ‘unfamiliar’ or ‘not mainstream’”. Many students also noted that the
use of the AmEng model creates the image that English belongs to Americaand several
students noted the need for “more mixed culture” teachers to reduce the image that only
white, blonde haired American people speak English and that “ Asian appearance people
can’'t speak English”. Students are, therefore, aware of the negative influence of the

dominance of AmEng, and this has serious implicationsfor ELT.

85% of the students have been abroad, but, for the mgority, thiswas for arelatively short
time. According to the questionnaire results, nobody has experience in a NNES country and,
while 84.5% have spoken English with aNNES, this happened in Japan and in NES
countries’’. However, many interviewees discussed experiencesin NNES countries,
although the mgority of ELF experiences were in NES settings. These experiences appear
to influence students’ attitudes and those who use English in their leisure time with NNESs
have more positive attitudes towards Singapore and overall Expanding Circle English, and
those that use English with NNEST s have more positive attitudes towards Expanding
Circle ELT materials. Similarly, those who use English in their leisure time with NNES
have more positive attitudes towards Singeng (p<0.10) and Expanding Circle English
(p<0.10)*®. Thus, it is clear from this study that familiarity with NNE resultsin more
positive attitudes towards NNE, and, once again, this has seriousimplications for ELF

sinceit isclear that, with increased exposure, students' attitudes may become more

“" Figure 5.1 (p.100).
“8 Table 11.14 (p.412).
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favourable towards NNE, which is crucial, considering the fact that they are likely to use
English with mostly NNESsin the future.

Several students also discussed their ELF experiences in the interviews and Open-Q*.
Thereis an awareness of the use of English as alingua franca and, in the questionnaire,
several discussed their ELF experiences when asked if their English education had prepared
them to use English internationally. ELF experiences are clearly important; not only did
they raise awareness that English isa common language, but they also raised awareness of
the existence of other varieties of English and increased students’ confidence as English
speakers. Once again, this has serious implicationsfor ELT, and it is clear that students
benefit from ELF contact opportunities. The students in this study also commented that
they found such experiences motivating, to hear successful NNESs, and that they reduced
their image that English belongsto Americaand is only spoken by Americans.

Students’ attitudes are also linked to their motivation for learning English. In this study,
participants who are learning English to communicate with NESs have favourabl e attitudes
towards Inner Circle English (p<0.10) and imitating UK (0.072) and Outer Circle English
(p<0.01). Similarly, those who are not learning English to communicate with NNESs have
favourable attitudes towards AmEng (p<0.05) and towards American and Inner Circle ELT
materials. Lastly, students who think they will use Englishin their free timein their future
with NNESs had more positive attitudes towards SingEng (p<0.05), and those who do not
think they will work/study in a NES country have more positive attitudes towards JapEng
(p<0.10) . Thus, perceived future usage of English clearly influences students’ attitudes
towards English.

Culture and identity are also relevant factors for some students®’. This study has also
highlighted that for many students, English is not part of their identity, but atool. The
interviews highlighted that positive attitudes towards American culture influenced students
attitudes. Similar results were found in Sullivan and Schatz's (2009) study of the effects of

Japanese nationa identification and attitude toward America on Japanese university

“ Extract 24 (p.151), Extract 25 (p.152) and Extract 49 (p.170).
0 Table 11.14 (p.412), 11.15 (p.415), 11.16 (p.418) and 11.17 (p.421).
° Extract 9 (p.141), Extract 26 (p.153) and Extract 27 (p.153).
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students’ attitudes toward learning English. The results showed that patriotism predicted
less positive attitudes, whereas nationalism, internationalism and pro-US attitudes resulted

In positive attitudes.

Furthermore, in the FGs, for example, several students discussed their concerns with
English education in Japanese elementary schools and several also noted it may not be
desirable to use English after graduation, since they first have to learn how to work in
Japanese. The results suggest that for these students, English use and a Japanese identity are
incompatible and one must be sacrificed for the other. Further evidence is the fact that
several interviewees noted that they have no desire to sound like a NE since they want to
retain their Japanese identity. Thus, as Sullivan and Scatz (2009:494) note, “dueto its close
association with the West and the US, in particular, some Japanese view English as athreat
to their national identity and uniqueness’. Therefore, these students seem to believe that
“Japanese learners of English must have an established Japanese self in order to exclude the
unwelcome element of English language and culture” (Hashimoto, 2000:41).

Such notions of identity may be due to the fact that they have been exposed to the NES
model, amodel which requiresthemto ‘give up’ their own identity in order to try to
become as close to aNES as possible. Students are told to drop features of their L1 and C1
and adopt those belonging to NESs. However, such attitudes may also be related to the
Japanese policy of Nihonjinron or Wakon yousai or ‘ Japanese spirit with Western learning’.
Such concepts embody “ Japanese cultural nationalism, emphasising the uniqueness of
Japanese identity, language, and culture” (Sullivan and Schatz, 2009:488). Additionally, it
has “a strongly linguistic dimension as within the overarching framework of Nihonjinron,
the Japanese language plays a significant role as one of the fundamental manifestations of
uniqueness’ (Liddicoat, 2007:34) and this may help to explain students’ concern with the
spread of English and itsinfluence on Japanese. Asdiscussed previously (p.26), thiswasa
responsive measure to preserve Japanese cultural identity and national sovereignty while
globalising, and as a result, the education system heavily promotes Japanese nationalism.
This study has highlighted the students clearly share these identity concerns and it
influences their attitudes towards English. Japanese internationalisation has aimed to
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differentiate Japan and Japanese people from the rest of the world as a uniquely distinct
entity (Hashimoto, 2000; 2002) and, unlike internationalisation in the west, in Japan, the
ideaisto resist globalism and enforce the “ Japanisation” (Hashimoto, 2000:39) of Japanese

students.

The discourse of Nihonjinron, with its strong linguistic dimension, also impacts upon
language planning and policy. Thisisevident in The New Course of Study — Foreign
Language (MEXT, 2008), which states that materials should heighten “students' awareness
of being Japanese citizens living in aglobal community and cultivating a spirit of
international cooperation”, and ELT materials should be designed to inform foreign people
of Japanese culture and perspective. In this sense, “English is presented as atool that adds
to the communicative repertoire of the Japanese, but with no implied effect on their
Japaneseness’ (Liddicoat, 2007:37). As discussed earlier, Suzuki (1999) aso advocates the
use of materials that focus on enabling Japanese students to express Japanese culture to the
world, as opposed to learning about NESs' cultures. However, with afocus on Japanese
culture, Japanese internationalisation is monodirectional, “it allows Japanese self-
expression in the world rather than articulating a mutually informing encounter between
cultures’ (Liddicoat, 2007:38), and students do not see English as part of their identity and
seeit as merely atool to display Japanese culture. In fact, “The cultural dichotomisation
found in the rhetoric of Nihonjinron and kokusaika tends to position English asthe
language of aforeign culture that is associated with values different from those of Japan”
(Sullivan and Schatz, 2009:490) . Dougill (1995: 70) suggests that, in Japan, the grammar-
trand ation and memorisation methods reflect the “ one-way importation of knowledge and
information”, which has characterized Japan s attempts to internationalise, but retain their
own identity. The grammar-trandation method, the use of ‘decorative’ Englishin
advertising and popular culture and the commonly heard suggestions that English istoo
difficult for Japanese people, all show that “the English language itself is the divisive tool
of a separatist nationalistic ideology “(Seargeant, 2009: 53). Kobayashi (2011: 9) also notes
that ‘ cultura nationalism’ is promoted to Japanese pupils within English classrooms,
because English teachers, along with other ‘new intellectuals’ (e.g. businessmen, thosein
tourism, cross-cultural trainers, Japanese-as-a-foreign language teachers), often engage in
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Nihonjinron and have become reproducers and transmitters of discourses of cultural
difference. Thus, in Japan, language policies construct a discourse of interculturality that
focus on the development of a nationalistic adherence to a conceptualisation of Japanese
identity that is unique, homogenous and monolithic (Liddicoat, 2007b 20.1). However, as
discussed in section 2.5.4 (p.37), this perceived homogeneity is an ideologically
constructed view and not an accurate reflection of the nature of Japan, ignoring minority

groups and immigrant populations.

However, despite seeing English asatool, this study has also shown that, when
communicating with NNESs, students feel more like they are part of acommunity and, as
mentioned previoudy, several references were made to shared non-nativeness throughout
the data. Thisissimilar to Jenkins's (2007) study, where she found that participants felt that
they were part of acommunity of ELF speakers. Identity is clearly atopic that requires
further research. Kobayashi (2011: 7) discusses how corporate Japan is often suspicious of
successful learners of English, who ‘are not like one of us', causing these people to concea
their English skills or reduce their use of English at work. In addition, Yoshiharaet al's
(2001) study of Japanese top-brand companies found that Japanese employees with a high
command of English tend to minimise the use of English, and Yoshida et a’s ( 2009) study
on returnees reports similar issues and companies that claim their “company is very

Japanese so it wouldn’t be good for areturnee”.

This study has also revealed that students have an idea about how English should be
learned, and many of their pedagogical beliefs are based on previous experiences (Sakui
and Gaies, 1999:474). NESs are seen as beneficial for learning English, and the results
highlighted that negative experiences with NESs do not alter students' positive attitudes
towards these speakers and students take full responsibility for unsuccessful
communication®. Furthermore, for those who think that GE should be introduced in the

classroom, many are unsure when this should be introduced. Many feel that SE, or for

52 Extract 28 (p.155), Extract 29 (p.156), Extract 30 (p.156), Extract 31 (p.157) and Extract 34 (p.160).
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many AmEng, should be learned first™. Nevertheless, once more, students seem unsure as

to why and are unable to offer clear reasons and related their responses to their stereotypes.

Levels of expertise are also important (Cargile et a, 1994), and, while this area has rarely
been investigated, the available research indicates that ability in alanguage and attitude to
that language are linked (Baker, 1992). This study has highlighted that those students who
advocate the introduction of GE into the English classroom do not feel it would be
beneficial for lower level students, and, thus, proficiency is clearly an important issue for
the students in this study™*. The higher the achievement, proficiency and ability in a
language, the more favourable the attitude (Gardner, 1985a), although in this study, it
seems that this proficiency and ability is needed before GE can be approached.

8.1.4 Towhat extent does Global Englishesinstruction influence these per ceptions?

As mentioned previously, languages are shaped by their use (Brumfit, 2001), and it is
possible that attitudes towards them change as contact opportunities increase. One of the
aims of the GE course was to expose students to a number of different Englishes and ELF
interactions, as well asto increase their awareness of the various GE concepts, including
ELF, the spread of English and English users, and to raise students confidence as ELF
speakers. The resultsindicate that students were positive about the course and, while more
non-GE students noted that English is a useful lingua franca, and, while some non-GE
students made references to ' GE Awareness and several discussed ‘NNE' *°, overall, the

GE course influenced students’ attitudes in many ways.

In the FGs, only single comments were made by non-GE students in different groups and
there was no extended discussion and, compared to the GE students, many non-GE students
had indifferent attitudes to many of the questions. Moreover, when discussing English in
Japan, conversations were shorter and, while ‘ decorative’ English was discussed, it was not

done so in any depth. Moreover, non-GE students displayed more indirectness when

%3 Extract 32 (p.158) and Extract 33 (p.158).
54 Extract 46 (p.168), Extract 47 (p.168) and Extract 48 (p.169).
% Tables 13.4 (p.435), 16.3 (p.450) and 19.3 (p.457).
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discussing their attitudes towards English and made more references to NE and ‘NES
Ownership’. The interviewees also highlighted the importance of ELF experiences on the
attitudes of non-GE students, although, despite such experiences, these students were
unfamiliar with terms such as “lingua franca’.

On the other hand, the GE FGs were characterised by deeper interactions. While Englishin
Japan was discussed in every group, the GE students noted a concern for the spread of NE
and the associated negative influences™®. Moreover, it was in the GE focus groups that
several accounts were given of successful JapEng users® and students were also aware of

their own stereotypes *%.

Moreover, in the post-Q, the number of GE students learning English to communicate with
NNESs (p<0.01) increased significantly, as did attitudes towards the attractiveness of a
number of varieties of English, including SingEng (p<0.01) and MalayEng (p<0.05)*.
There was also a dight decrease in preferences for BrEng, AmEng, NZEng and CanEng.
GE students’ attitudes towards imitating several varieties of English in the Outer Circle and
the Expanding Circle were also more positive, and, thus, this study has shown that the GE
course was clearly influential at a statistically significant level. The interviews also
indicated that the course raised their awareness of GE®. Therefore, unlikein Kubota's
(2001) study, where some biased views towards NNES were reinforced, which she notes
indicates a need for commencing education about cultural linguistic diversity at earlier
stages of life, in this study biased views were not reinforced and the class influenced

students positively.

The qualitative results also revealed that more references to ‘ GE awareness were made by
GE students, including references to ‘NNE’, future communication with NNESs, ‘ Shared
Non-nativeness, ‘JapEng’ and ‘ Change in Attitude’ Students also noted how the class

% Extract 2 (FG1) (p.191-2).
> Extract 8 (FG1) (p.199)
% Extract 10 (FG 3) (p.201).
% Tables 11.18 (p.424) and 11.19 (p.426).
% Extract 53 (p.174), Extract 54 (p.175), Extract 55 (p.176) and Extract 56 (p.177).
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raised their awareness of the existence of other varieties of English, improved their
comprehension of other varieties of English, was helpful for future ELF communication,
encouraged them to question the concept of SE®. Several students also noted that the
course raised their confidence as a speaker of JapEng®. In the GE FGs, for example,
references were made to the class when discussing * GE Awareness ® and the class clearly
raised students' awareness of the existence of other varieties of the language and their
awareness of their own stereotypes. Another topic present in the GE FGs only was the fact
that the class has made them question the concept of SE, present in both GE groups.

Inrelation to ELT, in the post-Q, GE students were more interested in recruiting teachers
from Outer Circle and Expanding Circle countries and using ELT materials from those
countries™. In addition, the qualitative data highlighted that several GE students felt the
class made them think about ELT. The questionnaire results revealed that some students
feel that studying NNE would help them prepare for future ELF usage, and several
interviewees discussed a desire for NNE, as well as Japanese teacher training that involves

GE awarenessraising.

Furthermore, in the FGs, when asked about English teachers, non-GE students requested a
desire for moreracial diversity and younger teachers, as opposed to referring to
nationalities™. In addition, non-GE students displayed more indirectness when discussing
their attitudes towards ELT and * Shared Non-nativeness' in relation to ELT was also
discussed more extensively in the GE FGs. Thus, while the FG data did not produce as
much data on the influence of the class, as with other methods of data collection, they did

provide some useful insightsinto students' attitudes.

Nevertheless, this study has also shown that students are unsure when to introduce GE
study and it remains to be a contentious issue®. The general consensus s that students need

®! Tables 13.1 (p.433), 13.3 (p.434), 16.1 (p.447), 16.2 (p.448), 19.1 (p.455) and 19.2 (p.456).
82 Extract 57 (p.177) and Extract 58 (p.178).
% Extract 30 (FG3) (p.223), Extract 32 (FG1) (p.225), Extract 33 (FG3) (p.225) and Extract 34 (FG3) (p.226).
% Tables 11.18 (p.424) and 11.19 (p.426).
® Extract 29 (FG2) (p.220).
% Table 16.2 (p.448) and Extract 61 (p.181).
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to learn “ONE English”, SE, first, to avoid confusion and that GE should be introduced at
the university level. Therefore, despite raised awareness of GE and discussions of its
usefulness in the English classroom, students remain to have strong affiliations with NE
and still aspire to sound like a NES. In fact, in all three data sets, many of the GE students
continued to have strong attachments to NE after the course and till desire to sound like a
NES. Othersfeel that they want their teachersto use a*“ standard accent”, again believing
that this exists, and aso feel that NE is useful for the classroom. While, after the class,
many students shifted more towards seeing English as a changing language with varieties,
moving towards Pennycook’ s (2001) concept of “Linguistic hybridity”, several did not
abandon the idea of NES ownership completely. Students still believe that a‘ standard’
form of English exists and should be taught to students when they start learning English.
Thus, aswith those in Grau’s (2005) study, there is an abstract/concrete divide. The
participantsin this study recognise the importance of GE, yet many feel that NE is till a
sound basis for learners (Grau, 2005).Therefore, as Lippi-Green (1997) notes, for them, “a
homogeneous, standardised, one-size-fits-all language is not only desirable, it istruly a
possibility” . This may not exist, but “it certainly does exist as an ideal in the minds of
speakers’ (Lippi-Green, 1997:44). Students have too much trust and have invested too
much in what they are used to and, while the GE class influenced them in many ways,

many continue to use NE as a yardstick and judge NNE against NE.

8.2 Chapter summary

This chapter has reviewed the resultsin relation to previous research. It is clear that the
results confirm those from other studies, yet provide further insights. Despite the
attachment to NE, both overall, and in relation to ELT, this study has revealed that a
number of factors influence students' attitudes. Additionally, despite a firm attachment to
SE, students cannot define this and it relates to stereotypes, which stem from the
dominance of NE.
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The GE class encouraged some students to think about this concept and is clearly astep in
the right direction. This study has shown that, in ELF contexts, GE may be the best
approach. Not only would this better prepare students to use English internationally, but it
would also give them confidence as recognised users of English and take away the burden
of striving to become aNES. In addition, the incorporation of GE into English education in
Japan would minimise the chance of students’ believing English belongsto NESs, or that
all English speakers are American. It would also support the goals of the Japanese
government, which aim to promote English education and international understanding.
Thus, this study highlights the need for a critical evaluation of the way English is taught
globally.

The following concluding chapter focuses on the various implications of this study for
ELT and explores approaches to Global Englishes Language Teaching (GELT), aswell as

the limitations of the research and areas for further research.
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Chapter Nine: Conclusion

Firstly, the rationale for the research study is re-stated, followed by the research questions,
the methodology used and a brief summary of the results. This chapter then looks at
implications for pedagogy and contributions to the field before moving onto to analyse the

limitations of this research and areas that require further research.

9.1 Research rationale

Thisresearch stemmed from an interest in GE, English education in Japan and students
current ELT needs. As shown in Chapters One and Two, English has now become a
worldwide global language; NNESs outnumber NESs and, as a result, English language
learning needs have changed. Chapter Two concluded that more research is needed before
curriculum changes can be made and Chapter Three analysed the various studies that have
been conducted in thisfield. It was concluded that researchers have often used single
research methods and have not taken into account what explains attitudes towards English.
Furthermore, very few studies related language attitude studiesto ELT, and even fewer
have investigated the impact of a GE awareness raising class on students’ attitudes. The
lack of an extensive body of research is problematic for the many pedagogical proposals
that have been put forward in relation to GE and, thus, it was decided that more research
was necessary. Together, these three chapters demonstrated the need for a further in-depth
research study on the attitudes of studentsin the Expanding Circlein relationto ELT.

Japan was chosen as a research setting for a number of reasons. Not only did the researcher
have extensive teaching experience there, but Japan is a member of the Expanding Circle,
where research is scarce, despite the increasing opportunities for using ELF. Recent years

have also seen a number of proposals for changesto ELT.
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The aims of the study are to provide a clearer understanding of students’ uses and perceived
future uses of English, their attitudes to the language and how it should be learned and their

responses to GE instruction, in order to support and inform ELT curriculum reform.

9.2 Resear ch questions, resear ch methodology and findings

9.2.1 Resear ch questions

The research aims resulted in the formulation of three research questions:
1. What are students' attitudes towards English?

2. How do these attitudes relate to English language teaching?

3. To what extent does GE instruction influence these perceptions?

9.2.2 Resear ch methodol ogy

Despite being uncommon in the field of language attitude research, in order to widen the
scope of understanding, this study used mixed methods to produce arich description of the
students' attitudes and what factors influence these attitudes. This sequential mixed
methods study had three phases of data collection, using questionnaires, interviews and
FGs.

The subjects were third and fourth year university studentsin Chiba, Japan. Experience asa
former teacher made it possible to design and teach two courses for use in the study. The
GE course outlineis provided in Appendix 1(p.320) and the textbook on a CD Rom.
Conducting the research in Japan also provided the opportunity to investigate the situation
in depth, using multiple methods over two university semesters, from October 2007 until
July 2009.
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Data analysis of the quantitative results was conducted using PASW 18.0, and data analysis
of the qualitative results involved transcribing all of the dataand analysing it in NVivo.
Qualitative data analysis followed six stages: Data familiarization, Identifying themes,
Coding, Meaning categorisation and prominent topic thematisation, Coding and Meaning

condensation and meaning interpretation.

9.2.3 Resear ch findings

In answer to research question one, the findings suggest that students believe Englishisa
language belonging to NESs, students want to sound like them, they are the target
interlocutors, NE is the most attractive and a NE accent is the same as being proficient in
English, giving students confidence. There is an awareness of regional varieties of NE,
although many didlike strong NE accents and prefer a“‘weak’, ‘standard’ accent. Overall,
AmEng isthe most familiar variety and is seen as the ‘ standard’ and “boss’ English.
However, there is an awareness of GE, and many discussed potentia future ELF usage, feel
more comfortable speaking English with NNESs and are aware of NNE. Nevertheless,
attitudes were largely negative towards NNE, which is seen as“imperfect” and “wrong”.
Students were very critical of JapEng and comments referred mostly to pronunciation and

the negative image it givesto foreigners, or ‘ Americans .

In answer to research question 2, the findings were similar. Students had positive attitudes
towards NE and NESs, feel NESs are more useful for learning English and want English
teachersand ELT materials from the Inner Circle, since NE is more authentic. AmEng was
once again the most discussed variety, although students again commented that they dislike
NESTs with strong NE accents. On the other hand, several students are interested in
NNESTSs, and Japanese teachers are seen as beneficia for teaching grammar, teaching in
the students' L1 and their experience as language learners. Once again, students noted that
they are more comfortable with NNESs. However, students’ attitudes towards NNE were

largely negative, particularly with regards to ELT. Many negative comments about
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NNEST s referred to pronunciation and NNEST s are not seen as beneficia, since their

Englishis“far away from the REAL accent”.

However, in relation to research questions one and two, the findings demonstrated that a
number of factorsinfluence students' attitudes towards English and ELT. These include
students' images of English, including their beliefs about SE, their belief that NE is best for
international communication and that NE is the most spoken variety; students familiarity
with varieties of English, including their current use of English, the nationalities of their
NESTs and the use of the NES Model in their education system; students experience
abroad and their experiences using ELF; their perceived future use of English; their ideas
about identity as English users and their pedagogical beliefs about the way the language
should be learned.

In answer to research question 3, the findings demonstrated that the GE class clearly
influenced students' attitudes in a number of ways. The number of students |learning
English to communicate with NNESs increased after the class and students’ attitudes were
also more positive towards the attractiveness of a number of varieties of English and
towards imitating them. Those who took the class also made more references to the use of
English as alingua franca, NNE and shared non-nativeness, and these students were also
more interested in recruiting teachers and using ELT materials from Outer Circle and
Expanding Circle countries, and were also more positive towards Japanese teachers.
Additionally, every comment about the class was positive and it was described asraising
their awareness of the existence of other varieties of English, encouraging them to question
notions of SE, improving their comprehension of other varieties of English, being helpful
for future communication and raising their confidence as English speakers. Nevertheless,
the concept of SE is so ingrained in the students’ mindsthat it is difficult to replaceit, and
many are still firmly attached to NE and the concept of SE.

In sum, the findings of this research provide an empirical basis for arevaluation of ELT,
and suggest that GELT is something that should definitely be further investigated.
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9.3 Implications of the research and recommendations for English

language teaching

Based on the findings of thisthesis, this section outlines suggestions for GELT. These are
discussed in general at first, followed by some additions for the Japanese context. However,

in order to facilitate the inclusion of GELT, a clearer definition is needed.

GELT focuses on the global nature of English, NNE aswell as NE, ELF interactions and
ELF culture and identity. It is not a complete replacement of traditional ELT, nor doesit
exclude NE and NESs, but it focuses on changing perceptions of English. The image that
English speakers are from the Inner Circle, and, for studentsin this study, white, blonde-
haired, blue-eyed Americans, who speak the most spoken variety of English, whichis
intelligible in international contexts, must be replaced by a more global image.

In Japan, GELT fits better with the government guidelines that aim to produce international
citizens, rather than traditional ELT that focuses on a set of rigid outdated norms. In their
2003 ‘Action Plan to Cultivate’, for example, as discussed earlier, the Japanese government
recognises that English isa*“common internationa language”, yet places emphasis on the
NES. As Kubota (2002a) notes, at present Japanese ELT, with afocus on NES norms, does
not lead to international understanding, but to a“narrow view of world cultures” and
produces “ essentialised images of both inner circle countries and Japan”. However, this
thesis has shown that GEL T, which aims to promote international understanding and a
broader view of world cultures and English speakers, fits better with the rhetoric of learning
English for international/intercultural communication. It is clear from the research findings
reported in thisthesisthat GELT should include a strong focus on the following:

Exposure to NNE and ELF, including students own variety of English
GE awarenessraising
Alternative ‘models’ or ‘norms

EL F contexts and communities

o W N BRE

GELT materialsfor arange of usersin arange of contexts

261



GE culture and identity
Teacher recruitment

Teacher training

© © N ©

GE early introduction
10. GE Assessment

Each of these will be discussed in turn.

9.3.1 Exposur e to non-native English

GELT promotes a global ownership of English and learners are not expected to strive to
imitate NESs. This study has shown that favourable attitudes towards NE come from the
dominance of NE ideology. It has also shown that learning ‘ SE’ creates the stereotype that
al other varieties are inferior and unintelligible and that communication can only be
achieved through acquiring NE proficiency. Thus, students should be exposed to different
varieties of English (D’ souza, 1999; Y. Kachru, 1992; Matsuda, 2002; Morrison and White,
2005; Morrow, 2004; Moussu and Llurda, 2008). Asin this study, such exposure will
increase positive attitudes towards different varieties and enhance communication (Matsuda,
2002), but will aso reduce the image that English is only spoken by NESs, and in Japan, by
Americans. Such exposure will increase students’ awareness that they are likely to
encounter avariety of Englishesin the future, and will help prepare them for such future
use. As D’ souza (1999) points out, and as highlighted in this study, intelligibility is related
to familiarity, and several GE students noted that exposure through the GE course increased
their comprehension of different varieties of English. Furthermore, this study has also
highlighted that students are aware themselves of the negative influence of the dominance

of AmEng.

However, as mentioned previoudly (2.3.1, p.17), it is not necessary, to expose students to
absolutely every variety of English. Teachersinterested in GELT should investigate which
varieties of English, aswell as which contexts, are relevant to their students, that is, what

kind of ELF communitiesthey are likely to participate in.
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This study has highlighted that most exposure to English isfrom English classes and in this
study, students found the listening journals a very useful activity, which gave them the
opportunity to listen to varieties of English that interested them. Asdiscussed previoudly,
students made positive comments about the listening journals and enabled them to listen to

and discuss avariety of Englishes and ELF encounters salient to them.

However, it is also suggested that GELT materials include more audio materials for awide
range of language learners. In the class used in this study, a bank of listening materials was
also created for students, in order to provide them with arange of listening materias. These
included taped conversations of ELF interactions, as well as single speakers from different
L1 backgrounds. It would aso be advisable for such materials to include different contexts,
such as those described in VOICE and ELFA. These communities should also include
‘Expert ELF users, so that students can also be exposed to ELF communication and the
various strategies employed to achieve successful communication, which are discussed in
more detail in the next section. Not only would such exposure raise students' awareness
and comprehension of different varieties of English, but it would also reduce the image that
English is only spoken with NESs and that NNE is unintelligible.

In addition to exposing students to NNE and ELF interactions, attention must also be
focused on their own variety of English, how it has developed, how it is used and how it
functionsin ELF communities. As with previous studies, studentsin this study are highly
critical of their own variety and were concerned about the negative image it gives to the
‘owners of the language. As ‘broken English’ and ‘fake English’, JapEng was didiked by
the majority of studentsin this study and not seen as beneficial for learning the language.
Students’ confidence must be raised and they must also be made aware that, as bilinguals,
and often multilinguals, they have an advantage over monolinguals. Their L1 and C1 are

not a hindrance, but can be used as a resource, and students must be made aware of this.

This study has shown that, after taking the GE class, several students attitudes became
more positive towards JapEng and it is hoped that further instruction would also lead to
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more acceptance. As mentioned previously, several students chose JapEng for their
listening journals and many also chose to present on their own variety for their
presentations. Additionally, since studentsin this study reported that they use English more
with their NESTs than NNESTSs, and criticised their NNESTs for their lack of English use,
NNEST s are urged to use more English with their students and view themselves as good
role models for students. Successful ELF users can provide good role models and have a

motivating influence on students, unlike the often monolingual NES.

GELT, then, aimsto raise students awareness that speakers of English are from very
disparate backgrounds and less emphasisis placed on NE and the NES. In Japan, for
example, book titles such as* Common mistakes of NESS” or *How your English soundsto
Native Speakers should be replaced with “Using my JapEng abroad” or “ Successful ELF
Communication”, etc. Students must be made aware that, while English is alanguage learnt
in textbooks in alanguage classroom for many, it is a mode of communication and the local

variety, taught by their teachers, isjust as good as that taught by their NESTSs.

9.3.2 Global Englishes awarenessraising

Many studentsin this study also noted that the GE class raised their awareness of NNE and
ELF usage, gave them confidence as ELF users and a so made them question notions of SE.
GELT, then, should also include materials that focus on GE related issues, such asthe
spread of the English language, attitudes towardsit, concepts of SE, the evolution of
different varieties and the use of English worldwide. Therefore, this study supports Sifakis
and Sougari’ s (2003) belief that “ EIL-related matters’ should be brought to the classroom.

Students in the FGs, for example, were very concerned about the impact early English
education in Japan may have on the Japanese language and culture. These students may
have benefited, for example, from more knowledge about other countries and how English
has spread throughout the world and influenced other languages, as well as how other
countries have learned to adapt to the spread of NE (e.g. Canagarajah (1993) in Sri Lanka).
Students need to see the difference between the spread of NE, or AmEng, and the spread of
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ELF and how they no longer have to feel that they have to abandon their L1, C1 or identity
in order to be an English speaker. Therefore, GELT classes should enable students to feel
that English can be part of their identity.

9.3.3 Alternative ‘models

Asdiscussed earlier (2.3.4, p.21), GELT isnot a“‘model’ of English, but is an approach that
aims to raise students’ awareness of the diversity of English and the norms and behavior
patterns of other ELF speakers and, the ultimate aim is mutual intelligibility, not native-like
proficiency. In this approach, students are introduced to the notion that ELF isfluid and

dynamic. NESs are included, but not as a linguistic reference point.

Instead, the NES should be taken off this pedestal and replaced with the “expert in ELF
use” (House, 2003a), whom students should “admire”, “respect” and “envy”. It should be
the communication skills of this user that students should be in awe off, not the NES like
those in this study. More emphasis should be placed on pragmatic strategies as opposed to
the grammar of NESs and linguistic benchmarks should no longer be set by monolinguals,
but by multilinguals (Garcia, 2009) and ELF research can show teachers and students how
English isused in the world.

Thus, those involved in ELT should make use of these ELF studies and raise students
awareness of how English isused in international contexts. While ELF descriptions cannot
be transferred immediately to the classroom, awareness can be raised. Students can explore
the VOICE Corpus, for example, and listen to different ELF interactions in different
settings to see how English is being used globally. “ Participants “ do their own thing”, but
still communicate with each other. Not uniformity, but alignment is more important for
such communication. Each participant brings his or her own language resourcesto find a
strategic fit with the participants and purpose of a context” (Canagarajah, 2007:927).
Therefore, students should be given opportunities to use ELF as much as possible.
Students need practice with ELF, since thisis key to learning how to communicate, and,
with practice, they will learn a variety of receptive, aswell as productive, resources to use

within different contexts. Language learning is an ongoing process and the classroom is
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only aplatform, and “ A language based on negotiation can be devel oped only through and
in practice’ (Canagarajah, 2007:927).

Students in this study may think that NE is the most helpful for international
communication, but this belief is clearly a falacy and, instead, they need to be equipped
with a repertoire of skills and knowledge to draw upon to communicate in ELF contexts.
ELF research helps to understand the common, shared interactional practices employed by
ELF speakers to reach mutual understanding, and students should be encouraged to see
themselves as “Multicompetent” language users (Cook, 1999). The GELT classroom,
therefore, aims to create opportunities for students to either interact with, or at least be

exposed to, ELF interactions and teach students how to utilise their valuable L1.

Thus, GELT represents a move away from the “Hierarchical Approach”, with a focus on
NS norms, and a move to a more “Levelled Approach”, as in Canagargjah’s (2005:xxV)
proposals for change in ELT (Table 9.1). Joining a new speech community may have been
the goa of traditional ELT, but in GELT, students should be trained to move between
different communities. ELF speakers “are not located in one geographical boundary. They
inhabit and practice other languages and cultures in their own immediate localities. Despite
thislinguistic-cultural heterogeneity and special disconnect, they recognize LFE as a shared
resource” (Canagarajah, 2007:925). Regardless of what variety of English they speak and
regardless of whether they are a NES or a NNES, the aim should be to achieve mutual
intelligibility and mutual understanding in a wide range of contexts and communities, and

English classes should help students “ shuffle” between these contexts.
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Table 9.1: Shiftsin pedagogical practice

From:

To:

‘Target Language’

Text and language as homogenous
Joining a community

Focus on rules and conventions
Correctness

Language and discourse as static
Language as context-bound
Mastery of grammar rules

Repertoire

Text and language as hybrid
Shuttling between communities
Focus on strategies

Negotiation

Language and discourse as changing
Language as context-transforming
Metalinguistic awareness

Text and language as transparent and | Text and language as representational
instrumental L1 or C1 asresource
L1 or C1 as problem

(Canagargjah, 2005: xxv)

9.3.4 English asalingua franca contexts and communities

Studentsin this study clearly feel more comfortable with other NNESs and it would be
useful for teachers to focus more on how students will use English, as opposed to aiming
towards an outdated NE goal. English is used in a multitude of contexts and more emphasis
should be placed on the genre. VOICE, for example, includes compl ete speech events, as
well as information on the participants, topics, setting, domain, etc. The domainsinclude
things such as educational, locale, seminar room, at hotel, etc. Thus, students interested in
the hotel industry, for example, may find it useful to look at such interactions to see how
English isbeing used, and thisis another example of where activities such aslistening
journals can be useful. Therefore, GELT emphasi ses the need to introduce a number of
variants and contexts of use, to show students how to adapt to this fluid and dynamic style

of communication relevant to their own needs.

Teachers in many contexts are attempting to make their learners more autonomousin a
number of ways through self-access learning and other methods. However, despite the fact
that GELT, with afocus on encouraging teachers and learners to seek relevant ELF
contexts, fits very well with autonomous learning, little research to date has focused on this.
Despite the creation of anew journal in Japan, Studiesin Self-Access Learning (S'SAL),
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and the increasing number of research studies focusing on promoting self-access learning,

there has been no research to date on how this can be incorporated into GELT.

9.3.5 Global Englisheslanguage teaching materials

For studentsin this study, ELT materials focused on NE, and mostly AmEng. However,
for those teachersinterested in GE, there are few GE teaching materials available (Brutt-
Griffler, 2002; Jenkins, 2003, 2009a; Kachru et al, 2006; Kirkpatrick, 2007; Melchers and
Shaw, 2003), these are for arelatively advanced audience and only Kirkpatrick’s has an
audio CD.

Thus, in order to introduce GELT into the classroom, teachers require additional resources
to make this possible. The recent English course book series, Global Textbook, published
by Macmillan, for example, has excerpts from David Crystal and audio material, called
“Global Voices’. Additionally, the website states that, “English nowadaysisjust as often
used for communication between non-native speakers asit is between native speakers, and
thisis recognised throughout Global. The *Global Voices sections give studentsthe
opportunity to listen to a wide range of native and non-native speakers of English. These
are all authentic and unscripted recordings, and expose students to real English asit is being
used around the world today” (Global website, n.d). However, the course book continues to
focus on NES norms and, despite the descriptions of the textbook being awelcome

contribution, the textbook itself is not of much use to teachersinterested in GELT.

As discussed previoudly, Japan has become one of the largest commercial markets for
English-language instruction in the world, and conversation schools continue to thrive.
Bookshops are full of texts on how to learn English, as well as English course books and,
thus, Japan is a good starting place to market GELT materials that are more relevant to the
uses of English today.
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9.3.6 Global Englishes culture and identity

This study has highlighted that many students think English culture ‘is’ NE culture and
several students noted that cultural knowledge is an important skill for English teachers,
that is the cultural knowledge of NES countries. It isalso clear from this study that
students see English as atool and not as part of their identity, despite feeling more
comfortable with other NNESs.

Asdiscussed previoudy (2.5.3, p. 31), in addition to the dominance of the NES model, in
the case of Japan, this may also be related to the Japanese policy of Wakon yousai or
‘Japanese spirit with Western learning’. The emphasis on the local culture, as opposed to
the NES culture, fitswell with GELT and, as Norton (2005) notes, language teachers need
to develop an understanding of the local context and their students' investmentsin the
language and their changing identities. The aim of GELT should be to produce multilingual
and multicultural users of an international language. Furthermore, this approach also
separates their L1 identity with English and may lead to miscommunications with people
not familiar with the culture and defeats the purpose of learning English to use as an

international lingua franca.

As mentioned previoudly (2.3.2, p.18), alot of research has been conducted in thisarea,
and Byram’s (1997) ICC isuseful, allowing students to learn alanguage and a culture
together and move from superficia representations of different culturesto critical
understandings. Not only will students encounter a number of varieties of English in ELF
communication, but the contexts and communities they will encounter will aso be diverse.
It isessential that GELT focuses on equipping them with the skills necessary to interact in

these situations.

9.3.7 Teacher recruitment

This study has also highlighted that students attitudes are heavily influenced by the
nationality of their English teachers. Thisnot only creates a false image of the language but
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also impedes understanding and communication with speakers who sound different from

the ‘standard’ they have been exposed to and been led to believeis‘SE’.

Many calls have been made for the employment of more NNESTs (B. Kachru, 2005;
Holliday, 2005; Moussu and Llurda, 2008; McKay, 2003; Phillipson, 2003) and this study
has made it clear that, in order to prepare students for the global uses of English today,
teachers must be recruited from the Inner Circle, Outer Circle and Expanding Circle, with
multilingual, successful ‘expert’ ELF users preferred. While several students in this study
noted that experience abroad is useful, ELF experience should be preferred. Students
clearly feel more comfortable with other NNESs and, while many noted that their Japanese
teacher does not use agreat deal of English in the classroom, it islikely that this may
changeif focusis removed from the NEST. As Butler (2007) pointed out, many NNESTs
in Hong Kong strongly believe that NESTs are ‘ superior’ in oral communicative abilities,
and the teacher’ s authority and confidence may be threatened by such beliefs. Takada
(2000) also pointed out that teachersin Japan are faced with parents who ‘doubt’ their
ability and prefer NESTSs, and the studentsin this study also clearly prefer NESTs, which
may have a damaging effect on NNESTS' attitudes. Nevertheless, there is a possibility that,
with the employment of more NNEST s from around the world, the confidence of NNESTs
with the students L1 will increase. Perceptions that English teachers must be NESs must
be eradicated and students in this study saw strengths in both types of teachers, asin
previous studies (Cook, 2000; Mahboob, 2004).

However, as discussed earlier, many NESs do attract business (Clark and Paran, 2007;
Moussu, 2006). Maley (2009:194) insists that such a change will be difficult for “very
compelling practical and financial reasons’, since “Neither ELT publishers nor examination
boards can see any profit” in replacing something that makes money with something that
people are unsure of. Nevertheless, as Cook (1999) pointed out, just because people prefer
them and request them, does not make these attitudes right and, as Holliday (2008) argues,
students' requests for male or white teachers would not be accommodated. Thus, while it
will not change immediately, it should happen. Images of blonde-haired and blue-eyed
NESs may attract businessin places like Japan, where people are led to believe that their
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target interlocutors will be NESs, but these advertisements should be revised and new
approaches investigated. Caucasian foreigners feature on the homepages of popular
English schools, such as Aeon (http://www.aeonet.co.jp/) and ECC
(http://recruiting.ecc.co.jp/) and the latter even has links on its recruitment page for people
to apply directly from America, Canada, the UK, Australiaand New Zealand. These
advertisements should be replaced with pictures of Indian and Korean English teachers and
perhaps supplemented with statistics about how most of Japan’s people use ELF and who
with. Campaigns must be revised to explain the benefitsin being taught by various
NNESTs, who may be ‘expert ELF users’, and awareness also needs to be raised that not all
English speakers are white, with blonde hair and blue eyes. It isdifficult to define a“ native’
speaker and, as discussed earlier (2.2.1, p.11-12), the terms are no longer relevant. Such
advertisements may then benefit from the use of terms such as ‘ expert’ or ‘global’ user of
English, as opposed to native and non-native. Whether they are called ‘ Expert ELF Users,
‘Expert Users or “METS’ ( Kirkpatrick, 2009), students must be informed that
monolingual s from a minority group of English users do not necessarily make the best
English teachers. The majority of English-language teachers and speakers are already non-
native speakers (Canagargjah, 1999; Mahboob, 2005), and, thus, thereis already alarge
talent pool.

However, it may be difficult to convince such money-making institutions to change their
advertising techniques, since they tend towards the saleable, rather than the pedagogically
sound and moral. Foreign language schools represent a 670 billion yen industry, of which
the language chains account for 25%. (Seargeant, 2009: 95). As Seargeant (2009: 95) notes,
“If the image of academic excellence appeals and is believable, it is probably of little
concern how orthodox or effective it is’. Such institutions occupy a prominent position in
society and the image that they portray of how English should be learnt successfully
influences the public attitude. Thus, this commercial popularism means that they are “the
propagators of stereotype” (ibid: 95), and further research would be useful on the influence

of such aggressive advertising campaigns on the attitudes of the public towards English.
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9.3.8 Teacher training

As discussed by studentsin this study, several students also feel that their teachers should
also recelve GE training. It is apparent that students also feel that their teachers hold the
same view about English, which islikely to be due to the fact that they, too, have invested a
lot of time and energy following the NES model and, as teachers, using materials that focus
on NE and NESs. It is clear that teacher training is necessary, which would involve raising
their awareness about the global uses of English, aswell asraising their confidence as
speakers of aglobal language. Therefore, while this section has so far focused on GELT for
students learning English and GELT materials, GE is also needed in the area of teacher
education.

This education would not only involve increasing GE awareness, but it would also focus on
making their English classrooms more accommodating to GE. English teachers need to
devel op tools to make the learning environment more relevant for students. Thus, as Suzuki
(2010) points out in her study of student-teacher responses to a multicultural education
class, which included a focus on EIL, teachers also need to be prepared for this change and
itiscrucial, since, “Without teachers’ understanding, it would be difficult to develop
students' capabilities for communication with speakers of different varieties of English.”
Asin my study, Suzuki’s participants also wanted “a single correct English” and it should
be American or BrEng. It is clear that in addition to students awareness, more work is also
needed in the area of teacher education. As Suzuki (2010:8) notes, this view of English
seems to be so entrenched that it is very difficult for it to be transformed by limited

instruction.

Such teacher training is particularly vital at the moment in Japan with the introduction of
compulsory English education in elementary schools. At present, there is a concern about
English teachers' qualifications and, while 95.8 percent of public elementary schools
introduced English activities to pupilsin 2006, qualified English instructors represented
around 5 percent of the total number of teachers who taught the language at the 21,116
schools (The Japan Times, June 29", 2010). Thereisacurrent push for teacher training in

Japan, and thisisacritical timeto raise GE awareness amongst English teachers. Such
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teacher training should include less of a focus on grammar, since Japanese students are
likely to use English in contexts where deviation from the NES model is the norm. These
teachers must learn how to prepare students for ELF usage, which involves pragmatic
strategies. They should be taught about the irrelevance of concepts such as interlanguage
and they need to look outside of the classroom to ook at English in use, rather than
focusing on a single outdated norm. Enabling students to join a new speech community is
no longer the goal and teachers have to focus on communicative strategies in actual
interactions, “it is not what we know as much as the versatility with which we can do things
with language that defines proficiency” (Canagarajah, 2007:936). Thisisaso particularly
relevant in Japan at present due to the current push towards content-and-language-
integrated learning (CLIL), which as Seidlhofer et a (2006: 23) point out, “has given rise to
concerns about the danger of a (partly covert) Anglo-American hegemony exerted through
CLIL practices’.

9.3.9 Early introduction of Global Englishes

Despite the fact that students in this study think GE should be introduced at university level
after students have grasped SE, it is clear that GELT should be introduced earlier, before
these stereotypes have developed. However, as discussed previoudly, current GELT
materials are aimed at advanced audiences and more materials for both younger and lower

level learnersis required.

In Japan, for example, with the recent introduction of English into elementary schools,
thereis a prime opportunity to introduce GELT. While the studentsin this study fear the
introduction of NE with its negative influence on their language and culture, their attitudes
may be different towards the introduction of GELT. In fact, recent years have also seen a
concern for the lack of elementary school teachers able to teach in English and thisisalso a
prime opportunity to recruit ‘ Expert ELF users from around the world and, thus, expose
students to NNE and foster a different perception of English from an early age; “many

teachers remain unsure how best to teach the subject at primary level. There also isno
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established method for teaching English at primary school level” (The Y omiuri Shimbun,
Nov.30™, 2009). Suzuki (2010:9) also makes this point about Japan, noting that “As student
teachers' beliefs seem to be devel oped during school education, the introduction of the
concept of diversity in English into the curriculum would be ideal”.

English education will be compulsory in Japanese elementary schools from April, 2011 for
5" and 6™ grades, although many schools have started teaching English already, and some
in lower grades. Nevertheless, at present, the only set textbook is the * Eigo-Noto (English
Notebook)’, atwo book series with an accompanying CD. There remainsto be afocus on
NE, however, the popular website (www.eigonoto.com) is full of phrases such as, “that
would not be the most natural response from a native speaker of English”, and one of the
lessons in the textbook focuses on teaching students the difference between loan words and

English pronunciation.

9.3.10 Global Englishes assessment

A further areathat requires attention is assessment. Several studentsin this study are
familiar with NE through examinations and, as discussed in Chapter Two, the mgjority of
language tests focus on NE. Thus, students are being tested on a variety of English that
does not reflect the current uses of the language, and language tests, such as TOEIC,
TOEFL, IELTsand CPE, must be revised to include ELF interactions and NNE.
Furthermore, the CDs that accompany these tests, such as IELTs (Jenkins, 2007), should

provide arange of “international dialects and accents, instead of just claiming to do so”.

Aswith language teachers and planners, language testers should also pay attention to ELF
research and attitudes studies, which can not only provide information on how the language
Is used today, but also how students use it, with whom and also how they feel about it. As
Jenkins (2007) suggests, tests should prioritise things such as accommodation skills and
should not penalise students for forms that ELF researchers are showing are common and
intelligible among ELF speakers. Academic testing, for example, could utilise the ELFA

corpus, and those tests such as TOEIC, which are used to assess business English skills,
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would benefit from analysing the business conversations which have been transcribed and
analysed in VOICE. Thisway, not only would the test results be a more accurate
representation of students' ELF ability, but the potential wash back effect in the classroom
would also be beneficial and more in line with the changes outlined above for GELT.
Students today need to be evaluated on their negotiating abilitiesin multilingual ELF
situations and, as Canagarajah (2007:936) points out, “Aswe realise that norms are
heterogeneous, variable, changing, and, therefore, interactively established in each context,
we have to move away from areliance on discrete-item tests on formal grammatical
competence and develop instruments that are more sensitive to performance and
pragmatics’. Assessment should “focus on on€e’ s strategies of negotiation, situated
performance, communicative repertoire and language awareness’. Therefore, assessment
must be changed and students should be evaluated on their ability to negotiate the complex

communicative needs of multilingual and contact situations.

In addition, in places such as Japan, where teachers are compelled to teach towards
preparing students for outdated university entrance examinations, further revisions are
necessary. These tests must cease to focus on NES norms and should focus on assessing
students on their ELF usage. As Ozaki (2010) points out, the US features most heavily in
Japanese university entrance examinations, and thus, has a negative washback effect in the
classroom. Once more, more focus should be placed on genre, and if, for example,
academic English isaskill required, then something like the ELFA corpus could prove
useful. In addition, in places like Japan, TOEIC isamajor way to evaluate English
proficiency and is also used in various universities throughout Japan. It is essential that
companies like TOEIC revise these tests to better represent the way English is used today.

9.3.11 Summary of implications

Despite only being conducted in one country, and while more research is needed, both
within Japan and in other contexts, this study indicates that a number of changes are needed

for ELT and that it istime to revise and refine models for amore global context. The
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proposed changes have been summarised in Table 9.2, where traditional ELT is contrasted
with GELT. Itisclear, then, that GELT focuses on diversity and the function of English as
an international lingua franca, not to train people to speak with afew selected people. The
‘owners are ELF users and the target interlocutors are other ELF speakers, aswell as NESs.
Teachers are recruited from around the world and the focus is on multilinguals with ELF
experience, not monolinguals with no ELF experience. ‘Norms' focus on diversity and
flexibility and students learn strategies to interact with people from many different
backgrounds. Their L1 and C1 are seen as resources and their materialsin class focus on
GE, as opposed to the English used by NESs.

Table 9.2: A comparison of ELT and GELT

ELT GELT

Target interlocutor —the NES Target interlocutor — the NES & the NNES/ The
ELF Speaker

Owners— NESs Owners— ELF Users

Cultural content - NE culture Cultural content - students C1 & ELF cultures

Teachers- NNESTs ( same L1) and NESTs Teachers - NNESTSs (same L1), NNESTs (diff L1)
and NEST¢ Multilingual ELF users

Norm - NE and concept of SE Norm - diversity, flexibility, ELF strategies &
multiple forms of competence

Model —the NES Model —the successful ELF User

Materials - NE and NESs Materials — NE, NNE, ELF and ELF communities
& contexts

L1 & C1-ahindrance and an interference L1 & C1—aresource

Belongs to the foreign language paradigm Belongs to the Global Englishes paradigm

9.4 Limitations of the resear ch

There are a number of limitations of this study, as discussed previoudly (p.94). These
include the generalisation of the findings, the influence of the researcher and research
process, and the presentation of results.
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Firstly, this study involved arelatively small number of participants and research was only
conducted at one Japanese university. This restricts the generalisation of the resultsto other
contexts, and studies in different settings, including different universities and different
countries, may yield different results. Nevertheless, as mentioned in Chapter Four, notions
of ‘resonance’ (Richards, 2003) and ‘transferability’ (Lincoln and Guba, 1985) are often
more relevant than generalisability for qualitative data. This research has provided rich data
on the students and their attitudes using detailed participant profiles, mixed methods and
also elements of ethnography. It has also provided arich, detailed description of the
research context and other researchers may be able to find similarities. Thus, connections
can be made to other contexts through similaritiesin the research contexts, participants,
attitudes and factorsinfluencing attitudes, such as learning experiences, etc. Nevertheless,
further studiesin different contexts are needed to test the validity of the findingsin this
study.

A further limitation is the influence of the researcher and the research process. Nevertheless,
given the experience teaching in Japan, good rapport with students, the use of an external
moderator and consistency maintained when teaching, every effort was made to be as
unobtrusive as possible. Students were also given the option to withdraw from the study at
any point, anonymity was assured, and they were free to express themselves freely. The
interview and FG transcripts also leave little doubt that students were permitted to discuss

the issues freely.

It has also been impossible to present every piece of data collected in this study in the thesis.
However, the interviews and FGs were transcribed in full and are included on a CD Rom.

9.5 Further research

Areas needed for further investigation have been discussed at various stages of thisthesis.
Itisclear that, in order to test the validity of these findings, more research inthisareais
needed, particularly in expanding circle contexts. ldeally, thiswould involve alarger

number of participants and FGs could be followed up with further interviews.
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It would be useful to conduct a study over alonger period of time to investigate how
students use English in the future, and if and how their attitudes change. In this study,
students provided information on their perceived future uses of the language and it is clear
that, while they expect to use English with NESs and NNESs, the target audienceis the
NES, and this strengthens the desire to acquire a NE accent, since thisislikely to be the
most intelligible for this audience. However, after graduation, students are likely to
encounter English in awide range of contexts and it would be worthwhile to investigate
their attitudes at thislater stage in their life. In addition, as Widdowson (1997: 144) notes,
asavirtual language, English “has spread as an international language: through the
development of autonomous registers which guarantee specialist communication within
global expert communities’, and it would also be worthwhile to investigate what “ expert
communities’ students find themselves in after graduation, and how English classes can
better prepare them for ELF usage within these communities. “English as an international
language is English for specific purposes’ (Widdowson, 1997: 144) and further research is
needed to investigate what these “ specific purposes’ are.

Additionally, the students who took the GE class appeared to have very positive attitudes,
but the majority remained unsure when exactly GE should be introduced. It would,
therefore, be worthwhile to do a similar study over alonger period of time and in a school
environment, to investigate whether or not thisis*confusing” and “difficult” for students
and what their attitudes are towards English and learning it. Moreover, it would also be
worthwhile to investigate how to introduce GELT at the beginner or elementary level, to
see whether or not these students develop a different image of English to their peers, who
are exposed to the NE model.

Furthermore, this study has highlighted that students’ attitudes towards English are deeply
rooted within society and relate to their attitudes towards their own language and also to
standard language ideology itself. Thus, further research is needed to explore the
connection between these attitudes, as well as the promotion of standard language ideology

in Japan and in similar contexts.
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While this study provides deep insightsinto students’ attitudes, how they relateto ELT, the
factors that influence these attitudes and their responsesto GELT, further research is

required.

9.6 Chapter and thesis summary

This chapter has summarised the results with the relevant literature and previous studies
conducted in thisarea. Thiswas followed by the various implications this study has for
ELT and a number of suggestionsfor GELT were made. The limitations of this study were
then revisited and further areas for research were explored.

Thisthesis has offered an analysis of students attitudes towards English and ELT inan
Expanding Circle context from a fresh perspective. It looked at their attitudes towards
English and learning the language, what factors influence these attitudes and how a course
in GE can influence these attitudes. It employed a mixture of both quantitative and
qualitative measures to obtain rich data. The findings have suggested that, despite having
positive attitudes towards NE, students attitudes are influenced by a number of factors and
these attitudes cannot be used to justify the continuation of using the NES model in ELT.
Such an approach fails to equip students with the skills necessary to participatein ELF
contexts. The findings clearly support the need for GELT, an approach that places the NES
and the NNES on an equa footing, and the successful ELF user as someone to be admired
and respected. It also emphasises the value in students' L1 and C1 and enables students to
feel a ease using their own variety of English without having to strive towards mimicking

the English of another group.

Despite the various limitations of this study, it contributes to existing research and
provides further insights into how to approach GELT. It not only draws attention to GELT,
but also aimsto highlight areas for further research, in similar or different contexts. Similar
studies are also required to contribute to pedagogical policiesthat better prepare students
for using English in a globalised world and emancipate the ELF speaker from the norms of

aminority of English users.
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Appendix 1. Course materials

Global Englishes COur se (Full Textbook provided on the CDRom)

Class for mat

Student centered—meaning students are the focus of each activity. You, not the
teacher will be doing most of the talking, directing your own learning, and
sometimes teaching!

Proj ect-based—meaning students learn English through completion of small tasks
and projects.

Integrated—meaning tasks are not separated into language skill areas. A “listening”
task will involve discussions, note taking, teaching, presenting and writing.

Aimsand Objectives

The overall aims of this course areto learn about:

how English has become an international language.

the history of English, how it has spread throughout the world and how it is used by
speakersin different parts of the globe.

your classmates' learning histories, motivations for learning the language and future
uses of English.

different attitudes towards the spread of English and how it is taught, including
attitudes towards Japanese English and the English education system in Japan.
different varieties of English and explore different ‘communities of English users.
the various skills used by English speakersin international environments.

L earning Outcomes

On completion of the course, students should be able to:

Demonstrate extensive knowledge of the various topics covered in the class.

Have a deeper understanding of the various ways in which English is now used and
skills often used by English speakersin international contexts.

Have a clearer understanding of different varieties of English and be able to describe
different varieties.

Skillsand Other Attributes

Participate in discussions and demonstrate critical thinking skills.
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e Demonstrate autonomous learning skills through listening journals and other

activities.
e Demonstrate good presentation skills.
Assessment
20% Attendance and Participation
20% Individual Presentation
20% Group Presentation
30% Listening journal
10% Vocabulary
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Tourism Cour se (Full Textbook provided on the CDRom)

Aimsand Objectives
The overall aims of this course are:

e To learn about the tourism industry.
e Tolearn about the history of the tourism industry, the airline industry, the hotel
industry, the travel agency in general and working in the tourism industry.
e Tointroduce the skills needed to work in the tourism industry.
L ear ning Outcomes

On completion of the course, students should be able to:

e Demonstrate extensive knowledge of the various aspects of the tourism industry.
e Have adeeper understanding of the industry.

Skillsand Other Attributes

e The course is also designed to improve critical thinking skills by engagement in
discussions about selected topics. Students will be encouraged to participate in these
discussions actively and will learn avariety of discussion skills.

e Thecourseisaso designed to promote learner autonomy.

Assessment

Attendance/Participation 30%

40% Presentations

20% Letter writing (CV and cover |etter portfolio)
10 % Vocabulary
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Appendix 2: Exploratory questionnaire

ENGLISH ATTITUDES QUESTIONNAIRE

Nicola Galloway

The University of Southampton

I would like to ask you to help me with my doctoral studies at The University of Southampton by
answering the following questions concerning your attitudes towards English. It is not a test so there
are no ‘right’ or ‘wrong’ answers and you don’t even have to write your name on it. | am interested in
your personal opinion. Please give your answers sincerely as only this will guarantee the success of
the investigation. The contents of this form are absolutely confidential. Information identifying the
respondent will not be disclosed under any circumstances. The questionnaire has two parts. Please
follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BE, fA, =27 - Hov=AiF, ZH - VANV P ORETERERBZER LTV ET, 20TV
F— M, ERICTROEMIZCEEESFCLY, FROFEF T OHLEZMDENBNT, ROEL
HROWEREDOEE L ST TEHEE LW ERNET,

DT —MITAMNTRHVERADT, EE, RERI—EHV EHA, TERLZERELIMSLED
TEXVERA, RRITEROBAOERICHIKRRH Y 3, EENLOEBRRIBAN, ZOWEORIZR
FETAHEERVETOT, EONTHHEBBORLET,

FZOT U — FORNRIL. BRIEBBEEIETIOT, FOXIBRRATIZBNTL, AIhERD
SWVWERAN, TOTU7r—hE2 20— M2 TEY £9, FTROFREFAIZEN., ZTREENET, =
EEX, RETHLHABTHRVERA,

THATRE, RYECFEEIHENET,
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Firstly, please answer these personal questions. They require you to tick a box and some also ask you for more information.
Please write in the box provided.

WD, TROMANREMIIBELTIV, ZY0OICT =y 7 2BEWELET, iz foTn s
BT, B ERANICEREVE T,
1. Male |:| Female |:|
5 L8
2. What grade are you?
BTE, BT EATT D,
Third Year |:| Forth Year |:|
=4 DU A4
3. Areyou taking part in the World Englishes course this semester?
H 7134 %5 World English Course IZE L TWE 42
YES [ ] No [ ]
[ AVAY-4
4. What classes have you taken at this university?
ZORPFTHIZED L O RFBEEAZHEL TOETN?
5. At what age did you start learning English? .................
AR DB AR LIAD FE LT ? s
6. Describe your language learning experience: (Please tick as many as you like)

Bl T OFEFFEERR A LR LTRSSV, (R T)

[lcram School (FAX i T-fft%)

[ Ischool (%)

[ IHoliday abroad (#}[E TDKIER)
[|study abroad (#E5+ T hR)

[ IForeign friends (SFE A DA 5E)

[ IpvDs/Music (DVD 1% 5 3%5)

[ |English club (35352 5 )

[ Juniversity (k%)

[|English Conversation School (£ 3%2%)
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7. What is the longest period of time you have spent in a foreign country?
INETIZ, AT I Lk bRVWHIMIZEN HNTTn?

I have never been (4 £ T—EH70)
Under 4 weeks (4 E[LLN)

5-12 weeks (5~12 HfH])

3-6 months (3~6 + H [#])

7 months to one year (7~12 » H i)
more than one year (1 4E[EEAPY)

I [

8. Give details about your experience, e.g. where and why?
FEEOEM 7T TREBESH D & ST HiE, bR oRBRERBRH T TV, B HET - BVE)

9. What other language have you learnt or are you learning?
FREUATHEE LEERH D, IBEFE RO/ SR HIUL, BHATTFIV,

| have not learnt (M3 L £ CTL72) am notlearning (FMFBEE LT any[ ]

Spanish (A1 »3E) [ ] French (75 2:E) [ ] German (KA YEE) [ ] Italian (£ %V
73E) [ ] chinese (FFEEE) [ ] Korean (#[E:E) [ ] Thai (# A 3E) [ ] Vietnamese («Xk
F 438 [] other (Zz0fhoE3E) [

10. Where do your present and previous English teachers come from?
BUEXIZZ N E CTORGEHMMTIEDED S 2 TLIZA?)

Please tick the appropriate boxes. You can tick as many as you want: (83|51 7])
Japan (BA) [] The United Kingdom (1 %V %) []
America (7 A U &E) [ Canada (54) []
New Zealand (==—v—F > F) [] Australia (A—=2 71U 7) []
South Africa (F§7 7 V ##fE) [ lIreland (74172 F) []
Jamaica (¥x~A %) [| Singapore (v > HF—n1) []

India (> F) [] Korea (#) [] Other (ZofinE~) []

Please specify: (EMRHIIZHIFEL TTF &V, )
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Secondly, please answer the following questions. Some ask you to tick more than one box. Please tick all of the relevant
boxes, and write in the box when directed to do so.

WIZ, TROBRICEBZEZ TSIV, W HONOEMTIIEHKEZETTTHY ., HETL28To0xF = v 7
WET, B4 & 15DEED NI 23S LI-EAE. T ORBRE PSR FEV £ 9,

11. My Japanese teachers have been/ are proficient English teachers.

Strongly Disagree Disagree Not sure/No opinion Agree Strongly Agree

b‘

f
N1

ER 9 DNBIRUN - BRZRL ZOWY & ZOMHY

[ [ [ [

[

12. My native English teachers have been/ are proficient English teachers.

Strongly Disagree Disagree Not sure/No opinion Agree Strongly Agree
2<3ED o) DNBIRN - BERZ2L ZTDwy & ZOEY

[ [ [ [ [

13. How do you use English the most?
BpTlE, EARRRTHRGEE —FRBENVE TN

Tick as many as you like (FEEX[EIZT])

|:| With classmates
(FTAA—=RE)

[ ] with native English speaking teachers
(RFEARHERE & 3 28l &)

[ ] With non-native English speaking teachers
(RFEZRERE & LR WERT &)

|:|With native English speaking exchange students
(B Z REERE & T oM A L)

[ ]with non-native English speaking exchange students
CRFBEZBERE & LW 24 L)

[]At work with native English speakers
(RFEERERE L T 5 NELHFT)

|:|At work with non-native English speakers
(CRFBEZREFEE LW AELLET)

|:|In my leisure time with native English speakers
(RFEA RERE & 35 N3 & RIBOFERHID)

|:|In my leisure time with non-native English speakers
(CRFEZ REERE & L2V A & RIBORFR#ID)
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14. Have you ever spoken English with a non-native English speaker?
HIRTNILSETIT, FFEEREFEE LAWAZ L SFEEFE LEENH D T2

YES [] No[ ]
(=R WD Z
If yes, describe this experience below:

ERET T EEZONHIE, £ORERE FREICRREBEOET,

15. Have you ever spoken English with a native speaker outside of school?
BHIRTAIAETIT, WEEERERE L 725 NFE L PRI (KPS outside of Uni) THFEZFHELIZFNHY £
KA

YES[ ] No[_]

(=4 YAy

If yes, describe this experience below:

ERET T EEZLNHIE, £oRERE FRICEEBRVET,

16. How do you think you will use English in the future?
BRTATIPRIGEE M > FE LD L IITEZTWETH?

Please tick as many as you like (#E%X[EI%7])

[]in my job with native ‘English’ speakers
(WFEA RHERE & 32 N LAFET)

[]in my job with non-native ‘English’ speakers
(FFEZREERE L LW AZE L EFET)

[_lin my free time with native ‘English’ speakers
(FEA RHERE & 32 A& B R RERID)

[lin my free time with non-native ‘English’ speakers

327




(EFEZRERE L L7e v AN & B 722 RERNID)
|:|I plan to study/work in a native English speaking country
(FAMIHEFEPREFECHLET, B/ ET2FEE2EZTWD, )
|:|I plan to study/work in a non English speaking country
(FAMIHEFELREFE TR WET, B /MM T 2F2E2TWD, )
|:|I plan to stay in Japan
(FAUFHARIZE EERHEEZ TS, )

17. What are your main reasons for studying English?

i B 5 BF 0T B I T 2)

Please tick as many as you like (#%%[EIZ7])

[ ]To increase my career prospects

X U7 —ORREME AT B .

|:|Because I’'m interested in English

FATHEEICHIR DR B D00 6,

|:|Because | like English movies, TV shows, pop music, etc.

FUTERE, T L ERM, Ry TERERF TN,

|:|Because | want to make friends with native speakers of English

FAIRGFEZ RERE & T2 AEERED I b,

[ ]Because | want to communicate with people all over the world, including non-native speakers of English
FTFFEEZREREE L2WAELEFO T, HRPTOANEE aIa=Fr—va v 2RV 0N G,
|:|Because English is a useful language

ERIA AR EIELE NS,

|:|Because | want to travel abroad

FAISNEE AT L7200 D b,

Following are a number of questions. Please tick the most appropriate box and give your reasons in the box provided. Thank
you very much for your help.

18. I would be interested in having English teachers from the following countries:
[ ]Japan (BZA)
[ ]The United Kingdom (A 1) R)
[ JAmerica (7 * ') h&%E)
[ ]canada (Hh+4%)
[ INew Zealand (=2 —L—5 2 K)
[JAustralia (AF—Z k51 7)
[ lsouth Africa (R7 27 ') h£FE)
[lireland (ZA4ILS5 2 K)
[ lamaica (¥ <4 H)
[ Isingapore (> HR—)L)
[lindia (4 > K)
[ IKorea (5&E)
[]south Africa (A7 21 )
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[spain (RRA )

[ IFrance (75> R)

[ Ichina (h[E)

[ Jvietnam (R kL)
[ IMalaysia (R L—L7)
[_]other (ZD D E %)

19. Do you prefer to use materials in class that involve only native speakers
of English, only non-native speakers of English, or both?
EHFITHBCHEHT 28D, RGEEREREE T OAZEOREZ G AL, IIRFEEHERE L L WAZEOAL %
BN, XFWFE GO ENEGFHRETN?

|:|Only native speakers of English
PREARERE L T2 NEOBEE AT
[]only non-native speakers of English
WEEEREREE LI2WAZEOHREELTEY
[ ]Both

i 5 %8 A TEW

Please explain:  (ZOHH%Z FrolliidbE N E3, )

20. My ultimate goal is to pronounce English like a native-speaker.
FOBKEAIEL, FA T 4 T A= —ORRICHEFE LR ET HETT,

Strongly Disagree Disagree Not sure/No opinion Agree Strongly Agree

2<E) 9 borbawn - BER2L ZDiHwY AL FD@EY

[ [ [ [ [

Please explain your answer below: (&5 0% x OBl % FiCICFlibENET, )
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21. Do vyou prefer your English teachers to be native speakers,

speakers, or both?

non-native

BT IISFEREN AN, REEA REERE & T D2, SEEA RERE & LRWERT, Um0 5 b Enaif g4

AR
[ Native speakers of English 355 % fF[E 25 & -2 %l
[ ] Non-native speakers of English %5354 FEEZE & L7\l

[ ] Both i 7

Please explain your answer below: (55 ?0%& x OB M % Fioll b E9, )

22. What skills do you value in your English teachers?

EHFITET OIGEHEN O E A& E2 ML ET 0?2

[ ]knowledge of English grammar (33C7E 0 507%)

[ ]Good pronunciation (B \57%)

[ JKind (KE) Zh & b

[ INative-like accent (%474 7 DL5 72T 7> )

[]Ability to create interest (B % 5 7=t 5 HE )

[ ]sense of humour (—E7 D& > )

[ ]Pleasant appearance (& U743 BV ok 5L)

[ ]Approachable (8L =09 U MiEhs, AR LY

[ |Enthusiastic and motivating (F0> &) and (AICX 3% 5 B & 3680
[ lExperience abroad (#E4hT O #s Z &2 55D

[ ]knowledge of Conversation(£:&% M %1% /idiomatic expression C1&HzE4])
[_IClear explanations (732> 0 % 4 < 5B 2 657D

[Isensitive to students' needs and problems (%240 =— X & @ % & C B3 fE )
[ ]Kknowledge of Japanese and Japanese culture ( HA<3E & H AL O &)
[lother (i)

23. Please put a number next to the five most important (1=most important)

TROBREOT NG, KiEEZFET L LT, BEELEE WA 1~5 TESZLBEVET,

BEWIHEZEWRLET, )

[ ]knowledge of English grammar (33C7E 0 507%)
[ ]Good pronunciation (B \57%)

11Z—%F=®
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[Kind (KE) Zh & b

[ INative-like accent (A F 47D LT 7 1)

[ ]Ability to create interest (B % £57-+ % HEH))

[ ]sense of humour (t—E7 D& > )

[ ]Pleasant appearance (& U743 BV ok HL)

[ ]Enthusiastic and motivating (0> &) and (NI 244 82 & # 36801
[ JExperience abroad (#E4hT O #us 7 &2 55D

[ |Approachable CBIL & % 9 LK. AR L)

[ ]knowledge of Conversation(43#% O %13 ) /idiomatic expression (&M #EH))
[IClear explanations (737> 0 % 3 < B84 2 677D

[ Isensitive to students' needs and problems (Z/E M = — X & [ % B C B 2 871D
[ ]Kknowledge of Japanese and Japanese culture (HA<3E & H AT O &)

[ lother (Z 1)

Please specify:

Have you answered every question?

Thank you very much for participating in this study. Please do not hesitate to contact me if you would like a copy of

the results. My email address is gallowaynicola@gmail.com
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Appendix 3: Pilot (Pre and Post) questionnaire

QUESTIONNAIRE about your views on English (Pre-Course)

BH OEBRBICETDIT I — b

Nicola Galloway

The University of Southampton

I would like to ask you to help me with my doctoral studies at The University of Southampton by
answering the following questions concerning your attitudes towards English. It is not a test so there
are no ‘right’ or ‘wrong’ answers and you don’t even have to write your name on it. | am interested in
your personal opinion. Please give your answers sincerely as only this will guarantee the success of
the investigation. The contents of this form are absolutely confidential. You are requested to give
your student number in order for me to give you another questionnaire at the end of semester. Your
name or number will not appear on anything | write, it is purely for matching purposes. Information
identifying the respondent will not be disclosed under any circumstances. The questionnaire has
three parts. Please follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BIE, Fh, =27 - e yoAid, BE- P UAACT R ORETHERRZFERLTEVEST, 2077
— ME, HWRICTROBEMICZRIZFAS FIC LY | FROEFECET 50 E2M 5 E0N HRYT, RO
OIFFERREOE R & SETHE W EBVET,

ZOTr—MITARTEHY FHADOT, Eff, REMII—UH0 ER-A, FERAZEHALE S D
SVERA, FATEROMAOERICHERH Y £7°, HEENOOER e TE RN, T OFROKE Z RIS
HELRVETOT, EINTHAEBBENELET, SFEHORZICHLIOT v — N EERICBE 2 TEL
AT, FARSETRBRFEVET, HROKY - FEZFEIANEL W2 AR b B IS Fi372 <,
BIZAROT v ir—h e, AFHMORRBICBEZTAL 7 v r— b ABSELHOANRENTY, FLZo7
Vi — FORRIL, BEICEEREHETTIOT, FOLIRRRNTICBNTH, AEN2 IS VERA,

ZOT U= ME3OON— MIAMPNTEY £9, FrROMBIIE, ZEEBECET, JEIEE, RET
b HAFETHHWVET A,

THATHE, RYCFEES TEVET,
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Firstly, please answer these personal questions. They require you to tick a box and some also ask you for more information.
Please write in the box provided.

WO, FRROEAWZRERICEEA TSV, ZY0UCTF =y 7 2BV LET, EFEMEF->TWD
HRITIE, RIE 2 IS RRaR O £,

1. Male |:| Female |:|
% 28

2. Please enter your student number below:
EHOFARSZ TLICmbBEOE T,

3. What grade are you?
BUE, BT TEAETT b,

Third Year |:| Fourth Year |:|

ZARAE U4

4. Please indicate your TOEIC score below:
#HHD TOEIC DA 27 % FRllFhib iV E 37,

5. Are you taking part in the World Englishes course this semester?
B 7134 21 World English Course IZE ML TWE 22

YES [ ] NO []
=4 AVAY-4

6. Which of the following classes have you taken/are you taking at this university?
BN ZORKFTHRERBEL TS, IIINETICBIELZZ T AZ, FTROEDT TATTMN?

[ ] Teacher Training  (2cikz1F2)

[ ]south East Asian Studies(3F5 7 3> 7 #FE)

[ ] Business English TOEIC (£ % Z#i3E  h—A v )
[ ] Language Learning (S7E5%3)

[ ]Global Issues (HhiEkHAER )

[ JAmerican Culture (7 A U 77 52{k)
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[ IBritish Culture (3£ 31k)
[ lother (= dfth)

Please specify: (EARRIIZHFLL TRV, )

7. At what age did you start learning English?
IR & IR Z IR LInD E L7z ?

8. Describe your language learning experience: (Please tick as many as you like)
HIpT- DFEFEE R A TR L CTT IV, (FEE )

[ ]cram School (34313 T-fi##%)

[ Ischool (Z:4%)

[ |Holiday abroad (#+ETDIRHR)
[|study abroad (¥fE5k T fhiR)

[IForeign friends (SFE A D K5E)

[ IpvDs/Music (DVD 1% 3%5)

[ |English club (Z53E2 5 )

[ Juniversity (k%)

[|English Conversation School (#:433E%4%)
[ |other (#ofth)

9. What is the longest period of time you have spent in a foreign country?
INETIZ, W TEI LR bREWHHIZEN HNTT N

[ ] 1haveneverbeen (4% C—fEH7200)
[ ] under4weeks (43RILLN)

[ ] 5-12 weeks (5~12 J@ft)

[] 3-6 months (3~6 » A [#)

[ ] 7monthsto oneyear (7~12 » H[#)
[ ] more than one year (1 4ERILAP)

Give details about your experience, e.g. where and why? (Please tick as many as you like)
FRROEM I TRED Y L ENT-HIL, bRhlcoRBEezBErE TV, (B HFET - B

[] studyAbroad (US) (7 A U 2 CHhHE)

[ ] study Abroad (Canada) (BT Z1ZThhiR)

[ ] study Abroad (UK) (f U R CTHI5HR)

[ ] study Abroad (Aus) (A—A FZ U 7T THITR)

[ ] study Abroad (N2) (Za—Y—F » FIC TR
[ ] sightseeing (Europe) (3 —1 v x~DE)

[] sightseeing (UK) (4 £V 2~OEE)

[ ] sightseeing (Aus) (A=A FZ U T ~D#EN)
] sightseeing (N2) (Za—T—F v F~O@EK)
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[ ] sightseeing (US) (7 AV I ~DE)

[] sightseeing (Canada) (& ~DHH)

|:| Working Holiday/Volunteer (Asia) (TYTIETCT—=F TRV TA S RT T 47T

|:| Working Holiday/Volunteer (Canada/US) (BFES/ TAVBCT =K TRIVTA S RT T 4 T)
|:| Working Holiday/Volunteer (Aus/NZ) (A=A RV 7/ mam T KECT =R R FA S RTT 4 T)

[] other (2 Dt

Please specify: (ERAIIZIHFEL CTTF XV, )

10. What other language have you learnt or are you learning?
FREUATHEE LIEERH D, IBEFE RO/ SR HIUL, BHATTFIV,

[ ]1have not learnt (FLIZ%3 L£WTL7=) am notlearning (FLIBUESE LT 720 any
[ ] Spanish (%A 55

[ IFrench (75 %k

[ ] German (RA V3E)

[ italian (f #ZV 73k

[ ] chinese ([EZE

[ IKorean (w[E5E)

[ ]Thai (#-13k)

[ ] vietnamese («X k) A
[ ]other (D75

k=10
|

Please specify: (FAARHIZHIFEL TF &V, )

11. Where do your present and previous English teachers come from?
(BUEXIF Z I E TORGEHENLEDED I 2 TLIZ?)

Please tick the appropriate boxes. You can tick as many as you want: (8$X[EI1%Z 7))

[ ]Japan (A#A)

[] The United Kingdom (A U %)
[ ]America (7 2 U B4 4%(E)

[ ]canada (%) 4)

[ INewzealand (==2—v—F o K
[ ]Australia (+—= 5V 7)
[]south Africa (F§7 7 VU 7 tFu[=)
[ireland (74 15> F)

[ ]Jamaica (¥ ¥~ %)

[ ]singapore (v v #H&—L)

[ lindia (£ F)

[ ] Korea (#[=)

[ ] other (ZoftiolE x)

Please specify: (EMARHIIZHIFEL TTF &V, )
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Secondly, please answer the following questions. Some ask you to tick more than one box. Please tick all of the relevant
boxes, and write in the box when directed to do so.

W2, FRROBMIZBZEZTEN, W OB TCIIEERIZRITHY . BT 52 To0x2F =~ v 7 E
WET, BRI5 & 16DAZEN NIV I3 Limalt, £ ORBREABNICRREO £,

12. My Japanese teachers have been/are proficient English teachers.

Strongly Disagree Disagree Agree Strongly Agree
Y, FDmEY 2 EOHEY

[ [ [ [

2<ED

Please specify: (RARHIIZHIGEL TF &V, )

13. My native English teachers have been/ are proficient English teachers.

Strongly Disagree Disagree Agree Strongly Agree
2<ED D ZDIEY B EDHEDY

[ [ [ [

Please specify: (FARHIZHIFEL TF &V, )

14. How do you use English the most?
BpTlE, EARRRTHRGEE —FRBEVE TN

Tick as many as you like (FE$X[EIZT])

|:| With classmates
(7 TAA—RE)

|:| With native English speaking teachers
(REEZREREE T D3 L)

[ ] with non-native English speaking teachers
(RFEZBERE & LR WERT &)

[ ]with native English speaking exchange students
(B Z REERE L T o ML)

|:|With non-native English speaking exchange students
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CRFBEZBERE & LW 24 L)

|:|At work with native English speakers
(REEARERE L T2 N L HHT)

|:|At work with non-native English speakers
(EFEERERE L LW A L HHT)

|:|In my leisure time with native English speakers
(PEFEZ REERE & 75 NiE & RIBOFFHID)

|:|In my leisure time with non-native English speakers
(CRFEZ REERE & LW A & RIBORFR#ID)

|:| Other
(ZDAh)

Please specify: (EARMICHFRL TR, )

15. Have you ever spoken English with a non-native English speaker outside of university?
BRTIIEETIZ, WBLREREL LRWAZEL FBRINT FHFEELFELEERH D ETh?

YEs [ ] No[ ]
(= AV
If yes, please describe:
HLERT NEIv) ERESNELES, TRICOWTIHH TS,

a. where this experience was.
EZTEORBRAELE LTZD?

b. whether it was positive or negative (explain why)
ZORBRITHFENEITEBAC L2 ? (BEHD THHT IV, )

16. Have you ever spoken English with a native speaker outside of university?
HIRTAIAETIC, HFBEEREREETHANELEFRACTEELFE LIERH Y E50 2

YES[ ] No[_]
A ANAY-4

If yes, please describe:
HLERET NI EEIZFINELESL, TRICOWTIFA T IV,
a. where this experience was.
EZTZEORBRZ LE LT
b. whether it was positive or negative (explain why)

ZORBRIIHFENEITEGENTLED? EED THAT IV, )
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17. How do you think you will use English in the future?
BT ATFREFEEEI FELEDLHIITEXTHETM?

Please tick as many as you like (#E%X[EI%7])
[]in my job with native ‘English’ speakers
(RFEA RHERE & 32 NELFET)
[]in my job with non-native ‘English’ speakers
(B REFEE LW AEELAFET)
[ ]in my free time with native ‘English’ speakers
(FEA RHERE & 32 N & B R RERID)
[lin my free time with non-native ‘English’ speakers
(EFEEZRERE L L7e W AN & B 722 RERNID)
L plan to study/work in a native English speaking country

(FLFHFEPRERECH 2E T, @< BRI 2FE2EL TN D, )

|:|I plan to study/work in a non English speaking country

(FATRFEDS RERE TIIRVWET, @< /BT 5 F2Z2 TV, )

18. What are your main reasons for studying English?
(RFBEEZFETIETOEZ2HBEIIMTT?)

Please tick as many as you like (#%%[E1%& 7))

|:|To increase my career prospects

X U7 —ORREMEE AT 5 &,

[ ]Because I'm interested in English

FERICHER B D05,

[ ]Because I like English movies, TV shows, pop music, etc.

FH, 7 VEEH, Ny PBERENGETE06,

|:|Because | want to communicate with native speakers of English
WREARERE LT OIANEL I 2=~ a BRIV 00D,

|:|Because | want to communicate with non-native speakers of English

A REREE LARWVWAZELE aIa=sr—2a ERD VG,
[ IBecause English is a useful language

WFRIAARETEE NS,

|:|Because | want to travel abroad

SMEZ AT LTV b,

Following are a number of questions. Please tick the most appropriate box and give your reasons in the box provided. Thank

you very much for your help.

WIZ, TROEMICBEATIV, BLTW20%F =y 7 HE, ZOBEHL NNV ET,
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19.Which varieties of English are most attractive to you?

a2 riEomT, HEHCE>THADH 2TBEENTTH?)

Please put a number next to the five most attractive (1=most attractive)

TREDERIL O A 6 . HilhizFE S 2 LT BMAKE B WEC 1~5 THS £ LibHe £ 4.

—HBAIRE O EEEKRL £, )

[ ]sapan (BA)

[_IThe United Kingdom (A F1) R)
[ JAmerica (7 * ') h&%E)

[ lcanada (A7 #%)

[ INewZealand (=2 —L—5 2 K)
[ JAustralia (AF—Z F5 1 7)

[ lsouth Africa (7 2 ') h£FE)
[ireland (ZA4ILS5 2 K)

[ Jlamaica (¥ <4 5)

[ Isingapore (v HHR—IL)
[india (4> K)

[ IKorea (5&E)

[Isouth Africa (87 2 1)

[ Ispain (R4 )

[ IFrance (75> &)

[ Ichina (H[E)

[ Ivietnam (R kF L)

[ IMalaysia (R L—37)

[]other (ZDHhDE%)

20. Which variety of English would you like to imitate?

P2 R BEEOHT T, BHPEBIZWRERIEN T ?)

(Choose one from the list)
TRUAPDOFNSL, 1 ORFEORNET,

[ ]Japan (BZA)

[ ]The United Kingdom (A 1) R)
[ JAmerica (7 * ') h&%E)

[ ]canada (Hh+4%)

[ INewZealand (=2 —L—5 2 K)
[JAustralia (AF—Z k51 7)

[ lsouth Africa (7 27 ') h£FE)
[lireland (ZAILS5 2 K)

[ lamaica (¥ <4 H)

[ Isingapore (> HR—)L)
[lindia (4 > K)

[ IKorea (5&E)

(1
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[Isouth Africa (87 2 A1)
[Ispain (R4 )

[ IFrance (75> &)

[ Ichina (H[E)

[ Ivietnam (R kF L)

[ IMalaysia (R L—7)

[_]other (ZDthDE%)

21. | am interested in having English teachers from the following countries:
T TFREOE 2 5 63K 2 FREHENIC KR H Y £5,

(Choose five varieties from the list)
TRIY A MOHNL, 52 BIBOFEWET,

[ ]Japan (BZ)

[_IThe United Kingdom (A F1) R)
[ JAmerica (7 * ') h&%E)

[ lcanada (A7 #%)

[ INew Zealand (=2 —L—5 2 K)
[ JAustralia (AF—Z F5 1 7)
[south Africa (g7 7') h£F1E)
[ireland (ZAILS5 2 K)

[ Jlamaica (¥ <4 5)

[ Isingapore (v HHR—IL)
[lindia (4> K)

[ IKorea (5&E)

[Isouth Africa (87 2 1)
[Ispain (R4 )

[ IFrance (75> &)

[ Ichina (H[E)

[ Ivietnam (R kF L)

[ IMalaysia (R L—37)

[]other (ZDHhDE%)

22. Do you prefer to use materials in class that involve only native speakers
of English, only non-native speakers of English, or both?

BHIIGERCHERT 28 M, FEEREREE TO2ANEOLEGATR, IFFEERHEREE LW ANEOL %
EATE, XXM GG ATTHMO EnaiddEdn?

|:|Only native speakers of English

WEBA RERE L T2 NEOHLEBZAIZY

|:|Only non-native speakers of English

PEEEREREE LW AZEOREE AW

|:|Both

W5 & & A TEW)
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Please explain: (O H % FRolcitdkfEV 9, )

23. My ultimate goal is to pronounce English like a native-speaker.
FLORAEBIEIX, XA T 4 T A= —DORRICTFZEE R ST HHTY,
Strongly Disagree Disagree Agree Strongly Agree

2<ED ) DY &L EDEY

[ [ [ [

Please explain your answer below: (&5 0% x O M % Tl slibEVE9, )

24. Do you prefer your English teachers to be native speakers, non-native
speakers, or both?

HHIIREERAETD, R ARERE L T8, SRR RERE L LARWEM, JUImAFD > H ENEFAET
e

|:| Native speakers of English

YRR & REERE & 9 5 Hhin

[ ] Non-native speakers of English

YEFE A REERE & LRVl

[ ] Both

i 7

Please explain your answer below: (&5 ®%& 2 O#H % T bl stV E9, )

25. Please put a number next to the five most important (1=most important)

TRROBRLOPING, WFELFET L LT, BEELEESNAEIZ 1~5 TERLRBBNET, (LIT—F=H
LW FEEFHRLET, )

[ Jknowledge of English grammar (3£3C7: 0 503k)

[ ]Good pronunciation (B \¥&%)

[ IKind (KE) Zi e b#EEL

[ INative-like accent (X4 F 4 7D L5737 7> B)
[ ]Ability to create interest (B % F57-+ % HEH))

[ ]sense of humour (t—E7 D& )

[ |Pleasant appearance (J& U A% U LK)

[ JApproachable (1L 2R3 U MiEhs, AR LY
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[ |Enthusiastic and motivating (Bulx&) and (AR D& A 2 SHSHEN)

[ |Experience abroad (8 COEUL /2R ER)

[ |knowledge of Conversation (x5 407#) /idiomatic expression (1 ff#/1)
[_]Clear explanations (45370 %23 < FiBI3 5 HE)

[ sensitive to students' needs and problems (40 =— X & (4 & U5 HE 7))
[IKnowledge of Japanese and Japanese culture (HA&&E & A A b0 Higk)

[ lother (o)

Please specify: (EMARIIZHAGE L TR S, )

Please explain your choices in the space below: (&5 LFEE&BIR L 2Bk % TRICEREVNET, )

Have you answered every question?

ETORNZEERIREELED?

Thank you very much for participating in this study. Please do not hesitate to contact me if you would like a copy of
the results. My email address is gallowaynicola@gmail.com

TOMRICTHAHTEEELT, KEEHS T8 Wk Lz, ZORRDOar—2FEDFIL, FTR7Z FLX
T, THEEEEITR, BEVWELET,
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QUESTIONNAIRE about your views on English (Post-Course)

BFORERBICETEIT 5 —

Nicola Galloway

The University of Southampton

I would like to ask you to help me with my doctoral studies at The University of Southampton by
answering the following questions concerning your attitudes towards English. It is not a test so there
are no ‘right’ or ‘wrong’ answers and you don’t even have to write your name on it. | am interested in
your personal opinion. Please give your answers sincerely as only this will guarantee the success of
the investigation. The contents of this form are absolutely confidential. Your name or number will
not appear on anything | write, it is purely for matching purposes. Information identifying the
respondent will not be disclosed under any circumstances. The questionnaire has three parts.
Please follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BfE, A, =25 - Hewvogid, BEH - YA M RFCHELREBEEZERLTCBYVET, 2074
— MI, BHRICTROEMICIEETELS FIZL D, HEHEOFFEICHT2EL02mMDFENEMNT, ROt LR
OWFFEIREOE R E SETHEX W EBWET,

ZOTr—MITARTEHY FHAOT, Eff, REMII—UH0 ER-A, FTERAZEHALESL D
SVERA, FATERROMAOERICHER S F7°, EEENOOER B RN, Z OWRO M) & RIS
HELRVETOT, EINTHAEBBENELET, SFHORZICHLHOT Vo — N EERICBE 2 TEL
AT, FAFZFETRBNEONE T, HEROKRA - FARBIRAEL W DFRERHC b B S LD Fidke <,
HIZAEOT7 o r— ke, SFMORZKICBEZEL 7T v 7r— b ABEE5F50LNENTT, 207
Y — FORRIE, BERICHEERHETTIOT, FOLIRRRNTIEBNTH, AEN2 IS VERA,

ZOT U= RME3ODR—= NI TEY £, FilodBiciey, JhIEECET, JhIEE, HEEET
HHAETHHEOEEA,

TWHEE, RYICFES ZTSVET,
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Firstly, please answer these personal questions. They require you to tick a box and some also ask you for more information.
Please write in the box provided.

WO, FRROEAWZRERICEEA TSV, ZY0UCTF =y 7 2BV LET, EFEMEF->TWD
HRITIE, RIE 2 IS RRaR O £,

1. Please enter your student number below:
HHOFPARSZ TRICFRREVET,

2. Areyou taking part in the World Englishes course this semester?
55134 5 World English Course (ICB ML TWET M ?

YES [ ] NOo [ ]

=y WD X

Secondly, please answer the following questions. Some ask you to tick more than one box. Please tick all of the relevant
boxes, and write in the box when directed to do so.

W2, FRROBMIIBEZTEN, W ONOBEMTIIEERIZ R THY . BT 52 To0x2F =~ v 7 E
WET, BRI5 & 16DEZEN NIV 1258 Limalt, £ ORBRABNICRREO £,

3.  What are your main reasons for studying English?
(FEE PRI 2 EHTOEL ZBBIXTTTN?)

Please tick as many as you like (#E%%[E1%& 7))

[ ]To increase my career prospects

X U7 —ORREMEE AT 5 2,

|:|Because I’'m interested in English

PREIZHEBER H D05,

|:|Because | like English movies, TV shows, pop music, etc.

TEE, 7 VEEM, Ry SERERGEIENG,

|:|Because | want to communicate with native speakers of English
FEEENERE LT AANEL I I 2= — v a RV 0D,
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|:|Because | want to communicate with non-native speakers of English

A REREE LRWVWAZELE aIa=sr—2a ERD 0,
[ IBecause English is a useful language

HERIA AR EIEEND,

[ IBecause | want to travel abroad

SMEZ FRIT LTV b,

4. How do you use English the most?
HRTE, EARRRTHRGEE —FRBEVE T

Tick as many as you like (FEEKEIZ )

|:| With classmates
(7T ARX—=RE)

|:| With native English speaking teachers
(REEARERE L 3 28 &)

|:| With non-native English speaking teachers
CREEZ REEREE LWl L)

|:|With native English speaking exchange students
(FEFEZRERE L T ORMETEL)

|:|With non-native English speaking exchange students
(EREZ RHERE & LW e L)

[]At work with native English speakers
(WFEA RHERE & 32 NELFET)

[]At work with non-native English speakers
(FFEZREFEE LW AEELAFET)

|:|In my leisure time with native English speakers
(FEA RHERE & 3 2 N3 & RIBOFEHID)

|:|In my leisure time with non-native English speakers
(FEZREERE & Lo Nz & RIROKRHNID)
|:| Other
(& D)

Please specify: (EARAJICHFRLTFE, )

5. How do you think you will use English in the future?
BIRTATIPRIGEEH > FE LD L IITEZTWETH?

Please tick as many as you like (#E%X[EI% 7))

[]in my job with native ‘English’ speakers
(WFEA RHERE & 32 N LAFET)

[]in my job with non-native ‘English’ speakers
(FFEZREERE L LW AZE L EFET)

[_lin my free time with native ‘English’ speakers
(WFEA RERE & 32 A\ & B e RERID)

[lin my free time with non-native ‘English’ speakers
(EFEZRERE L L7e v AN & B 722 RERID)

|:|I plan to study/work in a native English speaking country

(FATHRFEDRERE CTH D E T, @< /Ry 2HF2ELTND, )

|:|I plan to study/work in a non English speaking country

(FATRFEDS RERE TIIRVWET, @< /BT 5 F2Z2 TV, )
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6. Have you ever spoken English with a non-native English speaker outside of university?
HIRTAIAETIT, WEEELREREE LRWAEL FRANT HEFELEFELEEFRH Y £T00 2

YES [ ] No[]

[ AVAY-4

If yes, please describe:
HLERT NI ERESNELES, TRICOWTIHH TS,
a.where this experience was.
EZTZEORBRE LE LTZh?
b.whether it was positive or negative (explain why)

ZORBITFENEITARBT L2 ? FERb ZTHH TSIV, )

7. Have you ever spoken English with a native speaker outside of university?
HRTAIAETIC, WEBEERERE L THANEL PR CTHFELZFE LIERHY 902

ves[ ] No[]
=S | AVAY-4
If yes, please describe:
H L LT NIy EEEINELES, FRICOWTIFHAFI W,
a.where this experience was.
EZTEDORBRE LELn?
b.whether it was positive or negative (explain why)

ORI R EIZARBAT L2 BB THH TSIV, )
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8. My native English teachers have been/ are proficient English teachers.

Strongly Disagree Disagree Agree Strongly Agree
) D@y 2L EDWY

[ [ [ [

Please specify: (EARHIICHHFEL TTF WY, )

9. My Japanese teachers have been/are proficient English teachers.

Strongly Disagree Disagree Agree Strongly Agree

¥

42<3 ? DY B ZDEY

[ [

p)

] &
-

Please specify: (FMARHIZHFEL TF &V, )

Following are a number of questions. Please tick the most appropriate box and give your reasons in the box provided. Thank
you very much for your help.

WIZ, TROHEMICEBZEATE, BLTWsOxF =y 7IHE, ZOHHL FEMWICREREOET,

10. Which varieties of English are most attractive to you?
FRY G EFEOHF T, BHC > THNDD 2FFEE ENT T H? )

Please put a number next to the five most attractive (1=most attractive)
TREDERIE DT A5, Hihae¥E T2 LT BAKER I NFEC 1I~5 THS LR £, (1E
—HEAME GO HEEFKRL £, )

[ ]sapan (BA)

[_IThe United Kingdom (A F1) X)
[ JAmerica (7 * ') h&%E)

[ lcanada (Hh+4%)
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[ INew Zealand (=2 —L—F5 2 K)
[JAustralia (#F—ZX k51U 7)
[Isouth Africa (FA7 7 1) H £F01E)
[ireland (ZA4 IS5 K)

[ Damaica (%<4 A1)

[ Isingapore (v HHR—)L)
[india (A > K)

[ IKorea (8&E)

[ |south Africa (87 21 )

[ Ispain (R4 )

[ IFrance (75> R)

[Ichina (H[E)

[ Ivietnam (R kL)

[ IMalaysia (R L—>7)

[]other (ZDibDEX)

11. Which variety of English would you like to imitate?
xR BEGEOH T, HFPEEICWIEGETI SN TT N ?)

(Choose one from the list)
TRRYZX bOFNG, 1 DBEPEVET,

[ ]sapan (B)

[ ]The United Kingdom (A ¥1) X)
[ lAmerica (7 * 1) h&%E)

[ ]canada (Hh+4%)

[ INew Zealand (=2 —L—5 2 K)
[ JAustralia (AF—Z k51U 7)
[Isouth Africa (Fg7 7 1) h £F0E)
[ireland (P4 LS5 > K)

[ lamaica (¥ <4 #H)

[ Isingapore (> HHR—IL)
[lindia (4> K)

[ IKorea (8&[E)

[ Ispain (R4 )

[ IFrance (75> R)

[ Ichina (H[E)

[ Ivietnam (R kL)

[ IMalaysia (R L—37)

[]other (DD EX)
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12. |l am interested in having English teachers from the following countries:
FATTRROE % 053K 2 FFEHEN IR’ BV £7,

(Choose five varieties from the list)
TFLY A ROHNE, 5 OZRBBENFEAVET,

[ ]Japan (AAK)

[_IThe United Kingdom (A ¥1) R)
[ |America (7 * ') h&RE)

[ lcanada (H+ %)

[ INew Zealand (=2 —>—5 2 K)
[JAustralia (#F—Z k51U 7)

[ lsouth Africa (R7 27 ') h#F1E)
[ireland (74 ILS5 > K)

[ Damaica (%<4 A1)

[ Isingapore (> HHR—IL)
[india (A > K)

[ IKorea (8&[E)

[Isouth Africa (87 2 A1)

[ Ispain (R4 )

[ IFrance (75 v R)

[Ichina (H[E)

[ Jvietnam (R kF L)

[ IMalaysia (R L—37)

[ ]other (ZDHDE%)

13. Do you prefer to use materials in class that involve only native speakers
of English, only non-native speakers of English, or both?
BHILERCHERT 280, RELREGEL T2 NEOAREEAT, XITRELRERE L L WAEOLE
BN, XIW T EE AT ENEGFHRETN?
|:|Only native speakers of English
A REEE T HIANEOHREZATEY
|:|Only non-native speakers of English
BEEEREREE LIRWAZEDO R EE AW
|:|Both
W5 %8 A TEW
Please explain: (DR % FroilitibEVET, )
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14. My ultimate goal is to pronounce English like a native-speaker.
FAOBAE BIEIL, XA T 4 T A= —DOREICHZE ST HHTY,

Strongly Disagree Disagree Agree Strongly Agree

£<E) 9 ZDiEY AL ZFD@EY

[ [ [ [

Please explain your answer below: (5 0% x OB M % Fioll itV E9, )

15. Do you prefer your English teachers to be native speakers, non-native
speakers, or both?

BT IREEHEN DS, REE A RHERR & T DN, SEEE RERR & LRWERT, SJUIW G D 5 b EnaifHs i

N

|:| Native speakers of English
FEE A REERE & 9 5 Hhm

|:| Non-native speakers of English
HEE A RHERE & LW

|:| Both

2P

Please explain your answer below: (5 0% x OF R % F ol sl E97, )

16. Please put a number next to the five most important (1=most important)
TROBPEOHNG, FFEEZFET D LT, BEEEIARIC 1~5 TESEZTTRENET,
FLENWOIHEEERLET, )

[ ]knowledge of English grammar (33C7E 0 503k)

[ ]Good pronunciation (B \¥&%)

[ IKind (KRE) Zi e b#EYIL

[ INative-like accent (X4 F 4 7D L5737 7> B)

[ ]Ability to create interest (B % £57-+ % HEH))

[ ]sense of humour (t—E7 D& )

[ |Pleasant appearance (J& U A% U LK)

[ lApproachable (81 L =09 W MiEhs, AR LY

[ |Enthusiastic and motivating (Z4xX) and (AR 2K AR - SELHN)
[ lExperience abroad (¥4 C DL 72 R

[ Iknowledge of Conversation (£ %407#k) /idiomatic expression (1 ff754))
[IClear explanations (4370 =09~ < B 5 HES)

11Z—%F=®
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[]sensitive to students' needs and problems (%240 =— X & [ % & U B 5 RES)
[ JKnowledge of Japanese and Japanese culture (F A5 & A AL 5ik)
[|other (#ofth)

Please specify: (E/AMJIZEIFEL TRV, )

Please explain your choices in the space below: (&7 Eig 3R L7-# M % Tiollitib v £97, )

17. Use the space below to add any further comments:

Have you answered every question?

LTCOENZLERIREELED?

Thank you very much for participating in this study. Please do not hesitate to contact me if you would like a copy of
the results. My email address is gallowaynicola@gmail.com

TOWRICTHATEEELT, KEFHES T8 WE LK, TORROa—2 TFLEDHIX. TRE7T FL X
FC, TEEEEEITH BEVELET,
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Appendix 4: Main (Pre and Post) questionnaire

QUESTIONNAIRE about your views on English (Pre-Course)

BH DERERBCETET o —Fh

Nicola Galloway

The University of Southampton

I would like to ask you to help me with my doctoral studies at The University of Southampton by
answering the following questions concerning your attitudes towards English. It is not a test so there
are no ‘right’ or ‘wrong’ answers and you don’t even have to write your name on it. | am interested in
your personal opinion. Please give your answers sincerely as only this will guarantee the success of
the investigation. The contents of this form are absolutely confidential. You are requested to give
your student number in order for me to give you another questionnaire at the end of semester. Your
name or number will not appear on anything | write, it is purely for matching purposes. Information
identifying the respondent will not be disclosed under any circumstances. The questionnaire has
four parts. Please follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BE, L, =aF - e vafid, BEE - T2 T R RFCHEEIESEK L TBY 97,
ZOT U — ME, BERICTROEMICIEZES FHICL Y, EEOIGEIIT DL E D EN
BT, RO EEBEOMIEHREOEE E S CHE W ERWET,

ZOT Y —RMNITANTEHY FHEADT, Efif, REMRIZI—UH0 A, KA EZFLHKTE
SHELZTSWERTA, FITEFEOBMAOERICEIERH Y T3, EHELLOERLTERAN, 2
DOMFEDORD ZRFET 2 H LRV ETOT, EINTHHEBEVWELET, 5FHOKEZIZH B
DT ir— FEERICBE 2 THLS A2, FEFBZLBHEWET, HFEROKRSY - FAEFZIIANE
W72 D ERHZ b S NS T, BIZARIOT U — & SFEMORKICKE 2 T8
KT o= b eBBEE2EOLNANTT, £72207 07— FONRITL, BRIHEBEFHETY
DT, EOXIRRITICBNTH, ARSI FITSVERA, ZOT7 7 — I 4o50D/3—
M2 T £9, FirRoFBIcEy, ZHZEFENET, ZREE, EBTHLHAFETHHED
¥ A,

THATEE, RYICHEHES ZSVET,
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Firstly, please answer these personal questions. They require you to tick a box and some also ask
you for more information. Please write in the box provided.

oIz, FROFANLEMICBEZ TSV, F4 728 EOOICT = v 7 ZBROELET,
Rz ff > TOLER TR, RIEZ NI £,

1. Male |:| Female

% %

2. Please enter your student number below:
BH O FE T eIl sl V£,

3. What grade are you?

BIE, HEHIHTELETT D,

Third Year |:| Fourth Year |:|

=4

4. Please indicate your TOEIC score below:

B 5O TOEIC DA a7 % Froll itk fEWF 97,

5. Are you taking part in the World Englishes course this semester?
B 7134 %8 World English Course (2B L TWE T2

YES [ ] NOo [ ]

=4 WD X

6. Which of the following classes have you taken/are you taking at this university?

BHNZORFCTBIEBELTWSD, IINETIZBE L TXIL, TRROEDY Z

ATEN?

|:|Teacher Training
|:|South East Asian Studies
[ ]Business English TOEIC
|:|Language Learning
[|Global Issues

(BUWERTR)

(R 7 7 HFSE)
(EVFRRAZGE b—A v 7)
(FEFH)

(HEERHUA ) EH)
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[ ]American Culture (7 AU B 34k)
[ ]British Culture (B [E 31k)
[ Jother (& D)

Please specify: (BARAYIZBAFEL TRV, )

7. At what age did you start learning English?
A B IEFE L TR LA E L7eh?

8. Describe your language learning experience: (Please tick as many as you like)
BT OFEFFEBR AR LTI, (EEEIE )

[]cram School (A iZ FAi#%)

[ school (£%)

[ IHoliday abroad (#ME T DIAME)

[ ]study abroad (Jf4+ T D f5E)
[IForeign friends (#+E A D AE)
[_IpvDs/Music (DVD X &35 %)

[ lenglish club (5552 5 7))

[ Juniversity (K%2)

[]English Conversation School (L2 5E524%)
[|other (i)

9. What is the longest period of time you have spent in a foreign country?

INETIZ, MATHEI LEZRODEWHIRIZENALS 5WVWTT N2

[ ] Ihaveneverbeen (4 £ T L7220
[ ] under4weeks (4 HEILLIA)

[ ] 5-12 weeks (5~123#fH)

[ ] 3-6 months (3~6 » A )

[ ] 7monthstooneyear (7~12 » A )
[ ] more than one year (1 4ERILAFN)

10. Give details about your experience, e.g. where and why? (Please tick as many as you like)

LFREOEM I TRBRG Y & SNTHIE, HR-ORBREBHME TSIV, (BEEZ )

[ ] Study Abroad (US) (7 AU B2 ThbsR)
[] study Abroad (Canada) (B F ZZTHhR)
[ ] study Abroad (UK) (A U A THasR)

355



[ ] study Abroad (Aus) (A—A FZ U TIZTHIR)

[ ] study Abroad (N2) (=2—T—F > RIZTHR)
[] sightseeing (Europe) (3 —1 "~ DBLL)

[] sightseeing (UK) (1 U 2A~D#)

[] sightseeing (Aus) (A—A FZ U T ~D#EH)
[ ] sightseeing (N2) (=2—T—F 2 R~DO#E)
[ ] sightseeing (US) (7 A U T ~D#E)

[] sightseeing (Canada) (BT Z ~DBL)

[] sightseeing (Asia) (7T ~D#E)

|:| Working Holiday/Volunteer (Asia)

(TOTIWECTCI—=F 2 THRIVTA S RT T 4T

[ ] Working Holiday/Volunteer (Canada/US)

(IFH S/ TAIVBCCT =X T RITA S RT T 4T

[ ] Working Holiday/Volunteer (Aus/NZ)

(A—=ANFVT / m2a——F RIZTCI—X T RITA S RT T 47)
[ ] other (F D)

Please specify: (BfARIZHTE L TTF XV, )

11. What other language have you learnt or are you learning?

FEEUNCTEE LIEFERH D, XIFBEEEPOBER DT, BA TR,

[ ]1have notlearnt (FAIZA £ THE L7-ER720) amnotlearning (FAEBI/EFE LTV W)
[ ] Spanish (%A 55

[ IFrench (75 %k

[ ]German (RA ik

[ italian (o 2V 73

[ ] chinese (F[EZE

[ IKorean (s[E5E)

[ ]Thai (#A7E

[ ] Vietnamese (-~ k7 AEE)
[ ] Russian (= 7 3E)

[ Arabic (7F &7 3%

[ ] Portuguese (/L H/LEE
[ ]other (£ E7E

Please specify: (FARAYIZBAFE L TRV, )
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Secondly, please answer these questions about your English use. They require you to tick a box

and some also ask you for more information. Please write in the box provided.

W, HERICET 2BEMICBEA TSV, AT 2RRO0ICFT = v 7 2B ELEY,

27 > TW O EM TR, BB Z WIS RLEE O£

12. What are your main reasons for studying English?

(JEFEZFEHT BT OFEL LA TN ?)

Please tick as many as you like (fE$[EZW])

[]To increase my career prospects

F v U7 — DAt IR 5 %,

|:|Because I’'m interested in English

PEFRICHEDR H D006,

|:|Because | like English movies, TV shows, pop music, etc.

e, 7 VERM, Ny TEEENGETEND,

|:|Because | want to communicate with native speakers of English
FEAREREE T ONZEL Al a=r—va EZRD 20D,
|:|Because | want to communicate with non-native speakers of English
BREAREREE LW AEL aIa =7 —va VERD Wb,
|:|Because English is a useful language

PRI MR ERELEN G,

|:|Because | want to travel abroad

SEZ AT LT b,

|:| Other

Z DAt

Please specify: (BfARJICHFIL TRV, )

13. How do you use English the most?

bialald, EARRUTHGEZ BRI HNES?

Tick as many as you like (FE$EI%ZT])

[ ] With classmates (7 5 2 A— | &)

[ ] with native English speaking teachers (53E % REERE &+ 2% 2 &)

[ ] with non-native English speaking teachers (35354 REEZE & L 72Vl &)

[ ]with native English speaking exchange students (555 % REERE & % &S =24 &)

[ ]with non-native English speaking exchange students (3555 % REEZE & L2 ASHaRg 24 &)
[_]At work with native English speakers (¥%35 % REEFE & 9% A & HHT)

[]At work with non-native English speakers (535 % REEFE & L7220 ANJE & A T)

[in my leisure time with native English speakers (3535 % REEFE & 45 A7E & RIROERIC)

[lin my leisure time with non-native English speakers (35354 REERE & LW AN E & RIROIFRTID)
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[ ] other (Zofh)

Please specify: (EARBYIZHAFEL TRV, )

14. Have you ever spoken English with a non-native English speaker outside of university?

HRTATASETIC, FEEZREREE LRWAEE FRANT EEEFELIZERH Y 5002
ves [ ] No[ ]
= VAV

If yes, please describe:

HLERT NIv) EEZINELEDL, FRICOWTIHH IV,
a.where this experience was. & Z T DR A LE L7z ?
b.whether it was positive or negative (explain why)

ORI ENEIFEBHNTLEN? GERL THHA TV, )

15. Have you ever spoken English with a native speaker outside of university?
HRTIAETIC, REBEEZREFELTONEL BRI TRFELZFE LIZERH Y 302
ves[ ] No[]

A AVAY-4
If yes, please describe:
HLERRT NIv) EREZENELEDL, FRICOWTIFMHT IV,
a.where this experience was. & Z CTF DR A LE L7z ?
b.whether it was positive or negative (explain why) % OB IZIFER F /- 13BHT L2 (B
MY T TS, )

16. How do you think you will use English in the future?

IR FFFEZE O F2 EDL I ITEZTNETN?

Please tick as many as you like (fE£[=]% 7))
[]in my job with native ‘English’ speakers

(JEFEEMERE L 35 NELEHET)
[]in my job with non-native ‘English’ speakers

(FFEAERERE & LW NE L EET)
[ ]in my free time with native ‘English’ speakers

(JeFE A RHERE & 2 N L B R RFHEID)
[ ]in my free time with non-native ‘English’ speakers
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(REEZ RHERE & LW AN L | B2 RFfID)
L plan to study/work in a native English speaking country
(FAFFGEEDRRERECH HE T, B Rt 5F 2B TWD, )
|:|I plan to study/work in a non English speaking country
(FATZEFE DS REERE TR WET, @< s 25252 T 5, )

Thirdly, please answer these questions about your views on English. They require you to tick a box
and some also ask you for more information. Please write in the box provided.

WIZ, BHOGERBICET2EMICBEA TSV, YT 28R 00T = v 7 2 BROEL
F9, EFEMEE S TOLHERMTIE, FEZ2HRNICREREOE T,

17. Which varieties of English are most attractive to you?
xR PEEOHR T, BHIZL - THADOH D HFEILENTT N ?

The following variety of English is attractive to me:

TRLOBk & IR BGEITFIUC L o TR DB B 5
Strongly Disagree Disagree Agree Strongly Agree

2<% 5 Bblan SBbIn £ HES M E DB

Singapore (> HR—)L)
Ireland (74 ILT 2 F)

France (735 > X)

Japan (AXK)

India (1 > F)

The United Kingdom (A & 1) X)
China (F[E)

Jamaica (%<4 A)

America (7 XA ) h&RE)

New Zealand (Za2a—S—5 UK
Australia (XF—X k35 1) 7)
South Africa (FA7 7 1) AHFE
Korea (¥&[E)

Spain (ARA )

Canada (H7F4%)

Vietnam (N k5 L)

Malaysia (¥ L—7)

Other (ZDMDEX)

Please explain your answer below:

o o [ [

N

N
ﬁDDDDDDDDDDDDDDDDDD

T
¥
S
3
NV
S
=
B
R+
-
?ﬁ“
™
{113

2k

B
St
I
P
b

AESS

18. I would like to sound like a speaker from the following country:
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UL TROELX DAD X HITHE Lz
Strongly Disagree Disagree Agree Strongly Agree

E Ay el Z o Bbw OS5 m<E S /S

Singapore (Y HAR—IL) L] [] [] L]
Ireland (ZAILS 2 F) L] [] [] []
France (73> X) ] [] [] []
Japan (AX) L] [] [] []
India (4 > F) L] [] [] []
The United Kingdom (4 1) ) [] [] [] []
China (F[E) [ L O [
Jamaica (v <A 7) L] [] [] []
America (7 * ') h&RE) L] L] [] []
New Zealand (=2 —>—5 > K[ ] L] L] []
Australia (F—X S5 1)7) ] L] [] []
South Africa (87 27 ') h#f1E [ ] [] [] []
Korea (BZ[E) [] [] [] []
Spain (ARA V) [] [] [] []
Canada (Hh7F4%) L] [] [] []
Vietnam (R b3 L) ] O O [
Malaysia (¥ L—7) L] [] [] L]
Other (ZDHLDEX) [] 0 O []
Please explain your answer below: (7 D& 2 OFLH 2 F iRl st fEVE9, )

Fourthly, please answer the following questions about your English teachers. Some ask you to tick
more than one box. Please tick all of the relevant boxes, and write in the box when directed to do so.
WIZ, B ORFEBENET 2ERMICEEA T IV, W ONOERNITHEEEIZE I THY | 3447
HrECOOEF =y 7ANET,

19. Where do your present and previous English teachers come from?

BAEXIFZZNE TCOFFEHMIIEDOEO T 2 TLZN?)

Please tick the appropriate boxes. You can tick as many as you want:
(BY2O02F =y Z7BEVET, BEELETTY, )

[ ]iapan (AA)

[ ] The United Kingdom (1 VU )
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[ ]America (7 A U 71 &%)
[lcanada (77 %)

[ ]Newzealand (=2 —2—F o F
[ ]Australia (A—2A 51U 7)

[ south Africa (757 7 U 7 JLAn[E)
[lireland (7415 F)

[ ]Jamaica (¥ +v~A 7H)

[ ] singapore (3> HAR—/L)

[ india (1> F)

[ ]Korea (#[%])

[]other (ZDfho[E %)

Please specify: (ARBYIZHFELTTF IV, )

20. My Japanese teachers have been/are competent English teachers.

INETO/ 5D, FAOHARANDOEENL, HKEEHATE L TEHS TLE,/TT,

Strongly Disagree Disagree Agree Strongly Agree

<25 by oMby 255 m<E oS

[ [ [ [

Please specify: (EARRYICBHFEE L TRV, )

21. My native English teachers have been/ are competent English teachers.

INETO/ 50O, FAOWEEEERFERE & T 28E0NE, HEFEIeE LTESTLL /T,

Strongly Disagree Disagree Agree Strongly Agree

&<z Bbin 2HBbln o585 m<EOESD

[ [ [ [

Please specify: (EAAJIZHHFEL CTTFEW, )
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22. My non-native English teachers have been/ are competent English teachers.

INETO/ L0, FAOZGEZ RHERE & LRVREEZRNT, SEEHEETE L TES TLZ /T,

Strongly Disagree Disagree | have never had one Agree
< E S B Z 95 B 4 E TREMS 20 oD

[ [ [ [

Please specify: (EAAJICHHFEL CTFEW, )

23. The following skills are important for an English teacher:

TR A VITFIGEHENZ & > CTEETT,

Strongly Agree

m<E S S

]

Strongly Disagree Disagree  Agree Strongly Agree

2z Bbin 25 Bblan

Knowledge of English grammar (3% 305D F15%)
Good pronunciation (E\F3)

Kind (B, T# )

Native-like accent (R4 T A 7 DX HRT 7 b
Ability to create interest (FLI:Z FF/-H 5 HE7))
Sense of humour (=—FE7 D& R)

Pleasant appearance (Ji& U3 BV LR
Approachable (Bl L 09 W0 EAS, BB R W)

Enthusiastic and motivating

B, NZRDREBISE 28N
Experience abroad (#F#h T DFEER)

Knowledge of Conversation / idiomatic expression

25h/EHEEA) O AT
Clear explanations (5720 X3 < #AT 2H277)
Sensitive to students' needs and problems
(FED=—X LB ZE R DRE)
Knowledge of Japanese and Japanese culture
(HAFE & HASUL D H1R)
Teaching Experience  (JEERER)
Teaching Methods (}53&51%)
Other (Zofth)

O0O00 O OO0 0g oooHoogo
0000 O 00 00O OooUoOod

Please specify: (EfRMJICHHFEE L TR &V, )

000 0 00 OO OooOo0o0Oo

TR

0 0 o0 00 oooooOOO

<
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24. | am interested in having English teachers from the following countries:

R TREDE % 206 34 5 JeiEZETIZ BN H 0 £,

Strongly Disagree Disagree  Agree Strongly Agree

&L ZH Bblkn 5 B 589 E<EHIED
Singapore (> HAR—IL) L] [] [] []
Ireland (74 ILT 2 F) L] L] [] []
France (75 2 X) L] L] [] []
Japan (AXK) [] [] [] L]
India (1 > F) L] [] [] []
The United Kingdom (4 ¥1) X) [ ] L] [] []
China (FRE) ] O O []
Jamaica (v <A A1) L] L] [] []
America (7 X ) h&aRE) ] L] [] []
New Zealand (Z2—>—5 > K[ ] ] [] []
Australia (XF—X +Z1)7) ] [] [] []
South Africa (g7 7 1) htt#nE [ ] L] [] []
Korea (BZ[E) L] [] [] []
Spain (R4 V) C] N L]
Canada (H7F4%) L] [] [] []
Vietnam (N k3 L) L] [] [] []
Malaysia (R L—7) L] [] [] []
Other (ZMDHOEXR) ] 0 O L]

{113
(it}
R
{13
(it}
=%
=
JIH
—

-
b

Please explain your answer below: (& 77 D& z OHEH % T

25. | prefer to use English learning materials (textbooks, audio, etc) that involve people from the following
countries:

FNETRROE A O NEDNBRT 2REFEEM (TFA MR, =T 4 4%) 2 F2ifhET,

Strongly Disagree  Disagree Agree Strongly Agree
2L E 9 B2y Z o Bbin Eab¥ ) wm<E 9D
Singapore (> AHR—)L) L] [] [] []
Ireland (A ILT 2 F) [] [] [] L]
France (7352 RX) L] [] [] []
Japan (H&) L] L] L] []
India (oA > K) [ 1 O [
The United Kingdom (A F1) ) [ ] L] [] []
China (sE) ] O [
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Jamaica (v <A A)

America (7 * ') h&RE)

New Zealand (Za—S—5 U K
Australia (F—X +Z1)7)
South Africa (FA7 7 1) AHFE
Korea (3%[E)

Spain (ARA V)

Canada (Hh7F4)

Vietnam (N kF L)

Malaysia (¥ L—7)

Other (ZDHMDE%)

N
N
N
N

Please explain your answer below: (&5 77 D& x OFLH % FitiZGelhfEVFE 9, )

Lastly, please use the following space to write your comments to the questions below. Feel free to
write as much as you want. Your opinions are very valuable to me.

RBICTRERICBE LT, BhF0oaxy haidEWET, MTHHEBRICTRBREWTHEETT, &
FOZERIZ, A>T THLHEETT,

26. What is your ultimate goal in learning English? Please explain your answer in the space below:

YEFEFE COBRTT DR T — /WA T2 FREAR—RIZE G ORI 2 TV £,

27. My English education has prepared me to use English with people from around the world.

HREE TR TIGEHE L, AP O NELFGRE2 > THETZ L2228 £7,

Strongly Disagree Disagree Agree Strongly Agree
&L EH Bbln 9 Bbin EabN:5%) m<E9HED

Please explain your choices in the space below: (& 572 Efta i8R L72BH %2 FRolcseibfEV £, )
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Have you answered every question?

ETCOEMICEEZBEEELED?

Thank you very much for participating in this study. Please do not hesitate to contact me if
you would like a copy of the results. My email address is gallowaynicola@gmail.com

TOWRICTHATEEEL T, KEFHS T8 WE L, TOMERREOar—2 IHEADOFIX. FTRET KR
VAET, TEBEEX IR BEVWERLET,
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QUESTIONNAIRE about your views on English (Post-course)

B DOEERBICETET 7 —h

Nicola Galloway
The University of Southampton

I would like to ask you to help me with my doctoral studies at The University of Southampton by
answering the following questions concerning your attitudes towards English. It is not a test so there
are no ‘right’ or ‘wrong’ answers and you don’t even have to write your name on it. | am interested in
your personal opinion. Please give your answers sincerely as only this will guarantee the success of
the investigation. The contents of this form are absolutely confidential. You are requested to give
your student number in order for me to give you another questionnaire at the end of semester. Your
name or number will not appear on anything | write, it is purely for matching purposes. Information
identifying the respondent will not be disclosed under any circumstances. The questionnaire has
four parts. Please follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BUE, b, =37 - Tav=AF, KE - F VAT P ORETHERELZELLTEY £
ZOT = ME, ERICTROEMICZEETES SIS &V | BEROKGEICHTT D02 M5 FN
HIUT, RO LREROMRREOEHR L SETHE 2V & BnET,

ZOT—NMNITANTIEHY FHEADOT, B, RERII—UIHY FHA, FTRAEZTLHIE
<MEL TIWNERHA, FIFEROBAOERICHERNSH Y £7, HENLOEERR TE RN, 2
DOWFREDRD ZRFAET HHEL 20 £ OT, EONTWHHEBEWE L4, SFHOKZICH]
DT »r— N EERRICBEATALS A2, FAERZZRRBBEVES, FHROKS - FAERZIIRNE
W7 D ERHZ b SN D FiF e, BIZARIOT U r— e SFMORKICKE 28
T o= 2RBESELFEOALANEAMNTT, F-Z0T7 07— FONEIX, BRITEEFHETT
DT, EOXHIRRWTFIZEBNTH, AENIFITTSNWERA, ZOT 7 — I 4 DD/ —
M TEY £9, TROBAIHE, TEIZEFEWET, JhER, ZETHLHEAETLHEL
¥ A,

THATEE, RYICHEES TXVET,
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Firstly, please answer the following question. It requires you to write in the box provided.

oIz, FROFEANLERMICBEZ TSV, F4 728 EOOICT = v 7 ZBROELET,

FIREM AR > TS ERTIE, [\ 2RISR £,

1. Please enter your student number below:

BHFOFAERSTE bl E T,

Secondly, please answer these questions about your English use. They require you to tick a box

and some also ask you for more information. Please write in the box provided.

WIZ, FERICBETHEMICBEAT SV, ZU TR EO0ICT = v 7 ZBBWELET, 7

AR A AT > TODER T, B 2RISR £,

2. How do you use English the most?
BRTE, EABRRNTHEGE LY —FRMENETN?
Tick as many as you like (E$EIZT])

[ ] with classmates (7 5 A2 A — | &)

(] With native English speaking teachers (35354 REEZE & 4 5 bl &)

[ ] With non-native English speaking teachers (35354 FEHEZE & LR WVEE &)

[ ]with native English speaking exchange students (J57E % REEE & 3 5 g #/E &)

[ ]with non-native English speaking exchange students (555 % REERE & L2 ASHaRE 4 &)
[_]At work with native English speakers (535 % RFERE & 45 A L LHT)

[]At work with non-native English speakers (355 % REEFE & L7V AJE & A5 T)

[_in my leisure time with native English speakers (35354 REEFE & 45 AJE & RIROERKID)

[_in my leisure time with non-native English speakers (35354 REEFE & LW AGE & RIROERID)

[ ] other (£ dfh)

Please specify: (BfAFIZHTE L TTF XV, )
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3. How do you think you will use English in the future?

BHRTNTFREE A ) FE L DL IITEZTHETN?

Please tick as many as you like (fE£[EZW])
[]in my job with native ‘English’ speakers
(JEFELMERE L T2 NFE L ET)
[]in my job with non-native ‘English’ speakers
(WFEZFFERE L LaW A L AEF )
[ ]in my free time with native ‘English’ speakers
(JeFE 2 RHERE & 2 N L B R RFHEID)
[ in my free time with non-native ‘English’ speakers
(FFEARERE & L2 W AE L B R 72 RFRI)
L plan to study/work in a native English speaking country
(FATEFEDSRERE CTH L E T, B< /MR 2 H2E2 TV 5, )
|:|I plan to study/work in a non English speaking country
(FATZERE DS REERE TR WET, @< s 25252 T 5, )

4. What are your main reasons for studying English?

(PEFEZ P ET BT OE LA TN ?)

Please tick as many as you like (fE$[E]ZW])

[]To increase my career prospects

F v U7 — ARt & KT 5 %,

|:|Because I’'m interested in English

REICHLR DN B D00 6,

|:|Because | like English movies, TV shows, pop music, etc.

FEE, 7 VERM, Ny TEEENGETEND,

|:|Because | want to communicate with native speakers of English
A REREETAANEL I 2= a VERD WD,

|:|Because | want to communicate with non-native speakers of English
A REREE LW AEE I I 2= —2a 20 200G,

|:|Because English is a useful language

YEFEIIA MR ERBIEN D,

[ IBecause | want to travel abroad

SAEZ AT L7200 b,

|:| Other

Z DAt

Please specify: (FARAYIZBAFE L TRV, )

5. Have you ever spoken English with a non-native English speaker outside of university?
HIRTNTA E T, FEFELRERE L LRWANEL PRIV T EFBELFE L2ERH Y £T00°
YEs [ ] No[]
(= AV
If yes, please describe:
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HLERRT NEIv) EEEZINELEDL, FRICOWTIHH TV,
a.where this experience was. & Z T+ DR A LE L7z ?
b.whether it was positive or negative (explain why)

ORI ENEIFEBHTLEN? GERL THHA TV, )

6. Have you ever spoken English with a native speaker outside of university?
HRTIIAETIC, WEBEEZREFRLTOINEL AR TREFELFE LIZERDH D 302
YES[ ]  No[ ]
[ AAY-d
If yes, please describe:
HLERRT NEIv) EEZINELEDL, FRICOWTIFHH TV,
a.where this experience was. £ Z CZ D&% L E L7202
b.whether it was positive or negative (explain why)Z OBk IZIF B F /23T L2 (B
My ZEH TS, )

Thirdly, please answer these questions about your views on English. They require you to tick a box
and some also ask you for more information. Please write in the box provided.

WIZ, B OSGERBICET2EMICBEA TSV, YT 28R 00T = v 7 2 BBVEL
F7, FFMEFE S TOLEMTIE, BIEEZRNICREEBRWET,

7. Which varieties of English are most attractive to you?
xR PEEOHR T, BHIZL - THAIDOH D HFEILENTT 0 ?

The following variety of English is attractive to me:
TR 2 IR YEGEITFAT & - T 23 D

Strongly Disagree  Disagree Agree Strongly Agree
2L By SEbivy 2585 m<E 9D
Singapore (> AHR—IL) ]
Ireland (A ILT 2 F) []
France (7352 X) []
Japan (&) ]
India (A > ) []
The United Kingdom (4 1) X) []

[]

China (H1[&)

o
o
o
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Jamaica (v <A A)

America (7 * ') h&RE)

New Zealand (Za2—Y—5 VK
Australia (F—X 35 1)7)
South Africa (A7 7 ') HF1E
Korea (BZ[E)

Spain (ARA V)

Canada (A7 %)

Vietnam (N kF L)

Malaysia (¥ L—7)

Other (ZDHMDE%)

Please explain your answer below: (55 D& 2 OB B % FitilitidEWE T, )

N
N

[
[
[
[
[
[
[
[
[
[
[

N

8. | would like to sound like a speaker from the following country:

FMITFROE A DAD L DT L=

Strongly Disagree Disagree Agree Strongly Agree

2L EbZen Zo by 2H5HE9H < E DD
Singapore (Y HAR—IL) [] [] [] []
Ireland (74 ILT 2 F) L] [] [] []
France (735 2V X) ] L] [] []
Japan (BX) L] [] [] []
India (€ > F) L] L] [] []
The United Kingdom (4 1) ) [] L] [] []
China (FHE) [ [] [] [
Jamaica (v <4 H) ] [] [] []
America (7 * ) h&RE) ] [] [] []
New Zealand (=2 —L—5 > K[ ] L] L] []
Australia (F—X S5 1) 7) L] L] [] []
South Africa (87 27 ') h#f1E [ ] [] [] []
Korea (BZ[E) [] [] [] []
Spain (ARA ) [] [] [] []
Canada (Hh7F4%) L] L] [] []
Vietnam (N k3 L) L] L] [] []
Malaysia (¥ L—7) L] [] [] L]
Other (ZDHLDEX) [] [] [] []

I

CHEVET, )

N
p=({l

Please explain your answer below: (55 D% %2 OPEH % T RCl
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Fourthly, please answer the following questions about your English teachers. Some ask you to tick
more than one box. Please tick all of the relevant boxes, and write in the box when directed to do so.
WIZ, BFHFOHFEZENCET 2EMICBE XTIV, W O00EMIFEKEIZEFTHY | 3247

L2ETO0%F =y ZEWET,

9. The following skills are important for an English teacher:

TREDAFVTIRGEHENC & > CTHETT,

Strongly Disagree Disagree Agree

2 E by 25 EbRvy 209

Knowledge of English grammar (3% 3075 0 417#%)
Good pronunciation (B JEF)

Kind (BlBl, T )

Native-like accent (XA 7 4 7 DLH 7 7V b
Ability to create interest (B2 F¢7-H 25 6E77)
Sense of humour (Z—E7 D& R)

Pleasant appearance (/&% U723 RV o5
Approachable (Bl L 03 WS, AR W)

Enthusiastic and motivating

ELE, NZRHREBZEHDHED)
Experience abroad (#E7} T O#%ER)

Knowledge of Conversation / idiomatic expression
(58 1B HIREA) O H175)

Clear explanations (3720 09 < @I 5 HE0)
Sensitive to students' needs and problems
(FAED=—XLMEEE ISR
Knowledge of Japanese and Japanese culture
(AAGEE & B AL O )

Teaching Experience  (FREF%5R)

Teaching Methods (53 J51£)

Other (Zfih)

0000 O 00 00 0000004
I I I I o | [
OO0 O 00 00 00000000

10. | am interested in having English teachers from the following countries:

T TFREDE #7063k 2 JFEHENC KRS H Y 9,

OO0O0 0 00 00 UOoooooo

Strongly Disagree Disagree Agree Strongly Agree

2<EH By 25-bRn 255

Singapore (> AHR—IL) ] [] []
Ireland (A ILS 2 F) [] [] L]

m<E S-S

[
[

Strongly Agree

m<E DS
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France (735 X)

Japan (&)

India (€ > F)

The United Kingdom (A ¥ 1) X)
China (=)

Jamaica (v <A A)

America (7 * ') h&RE)

New Zealand (Za2—Y—5 VK
Australia (F—X 35 1)7)
South Africa (FA7 2 ') AFIE
Korea (BZ[E)

Spain (RARA V)

Canada (A7 %)

Vietnam (N kF L)

Malaysia (¥ L—7)

Other (ZDMDE%)

Please explain your answer below: (55 D% 2 OFLH % FEdl

I
I
I
I

I

&

CREVVET, )

r
p=(ll

11. | prefer to use English learning materials (textbooks, audio, etc) that involve people from the following
countries:

R TFREDE 2 O NFENBRT 255520 EM (TR MR, =T 0 A5) 2> FEiFHET,
Strongly Disagree Disagree Agree Strongly Agree
&L ZH Bbln o By 255 < ZE IS
Singapore (> #iiR—)L)
Ireland (74 ILT 2 F)
France (735 X)
Japan (AXK)
India (€ > F)
The United Kingdom (A 1) RX)
China (FhE)
Jamaica (%<4 H)
America (7 X ) h&RE)
New Zealand (Za2—S—5 2 K
Australia (F—X S5 1) 7)
South Africa (87 7') AFE
Korea (¥&[E)
Spain (ARA )
Canada (h7F4%)
Vietnam (N k3 L)
Malaysia (¥ L—7)
Other (ZDMDEX)
Please explain your answer below: (577 D& x OFLH % Ficl
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12. My Japanese teachers have been/are competent English teachers.

INETO/ 450, FAOHARANDOEENL, HKEEHAIE L THEHS TLE,/TT,
Strongly Disagree Disagree Agree Strongly Agree

2<% 9 Bbln o Bbrn o9 Mm<E S-S

[ [ [ [

Please specify: (EAAJICHHFEL CTFEW, )

13. My native English teachers have been/ are competent English teachers.
INETO/ A0, FOFGELZ RERE & T 5 Z0hi%, #FEHAE L TEH L/ TT,

Strongly Disagree Disagree Agree Strongly Agree

2<% 5 Bbln 5 B o585 m<E S /S

[ [ [ [

Please specify: (EAAMJIZBHGE L CTF &V, )

14. My non-native English teachers have been/ are competent English teachers.

INETO/ 5D, FADOFFEERERE & LRWEGEARNT, SEEHME LTEH TLE /T,

Strongly Disagree Disagree | have never had one Agree Strongly Agree
&< E S B 95 Bbin A E TRED 2 5 -5 M E SIS

[ [ [ [ [

Please specify: (EARRYIZBHFEE L TRV, )
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Lastly, please use the following space to write your comments to the questions below. Feel free to
write as much as you want. Your opinions are very valuable to me.

BRI TREMICBELT, B0z Ay bl ES, T HBICRRRTENTHHETT, &
FOERIZ, FIZE>TETHHEREATT,

15. What is your ultimate goal in learning English? Please explain your answer in the space below:
FEEFE TOETORMK T — A TT 1?2 PR AN—RCEFORIZE %2 ZH BV ET,

16. My English education has prepared me to use English with people from around the world.

A E TR T RGEHE T, HRTONE L RFEEZE - TRET 2 LITo2 0 £,

Strongly Disagree Disagree Agree Strongly Agree
< Z 9 B2y Z 9 Bb7n ToEH m<E DS

Please explain your choices in the space below: (& 5725 EFLZ @I L7 H % FRLlcEVWET, )
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17. Use the space below to write any final comments.

Have you answered every question?
ETCOENCEBERZFEZELED?

Thank you very much for participating in this study. Please do not hesitate to contact me if
you would like a copy of the results. My email address is gallowaynicola@gmail.com

COFRIZTHOTEEE LT, REFHEES ZSVE L, ZOMREFBROa—2 IHEDOHFIL, TRT F
VAET, TEBES IR, BEVWELET,
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Appendix 5: Interview guide

Interview Guide:

“Hi, first of all, thanks very much for coming. As you know | am interested in the English
language and approaches to teaching English. | am very interested in how students use
English and your attitudes. Your views are VERY important to me, so please feel free to
talk openly and honestly. There are no right and wrong answers and | will not share your
answers with anyone. You are also free to request a transcript of the interview if you wish.

This interview will last approximately one hour and | will tape it, so | can listen again
later.”

Stage One: Narrative

“Firstly, could you please begin by telling me about how you started learning English and
why you have continued to stud English? | will listen and not interrupt you until you have
finished. Please take as much time as you feel necessary and tell me all the details that you
want that”.

Stage Two: Prompts

e Based on what you have said, how do you think you most Japanese students will
use English in the future and who with?

e You mentioned that your English teachers were mostly........ are there any varieties
of Attractive Englishes? - what influences these attitudes?

e Models for imitation?

e Varieties of English for international communication?

e Varieties of English in ELT - teachers, culture, textbooks, etc.

e Language learning experience to date — preparation for using English as an
international language? (e.qg. Global Englishes class)
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Appendix 6: Pilot study focus group prompts

Focus group activity: July 2008

Once again thank you all very much for participating in this focus group. | understand that it is an
extremely busy time of year and | am very grateful. This study is part of my doctoral studies at The
University of Southampton. It is not a test so there are no ‘right’ or ‘wrong’ answers. | am
interested in your personal opinion. Please give your answers sincerely as only this will guarantee
the success of the investigation. The contents of this discussion are absolutely confidential.
Information identifying the respondent will not be disclosed under any circumstances. Please
follow the instructions. You may answer in Japanese or English.

Thank you very much for your help.

BfE, #h, =27 - Hov=Aif, BEH - FUANVT FURPETHIBRBEZERLTBY T, o7V
r— M, BRCTROEMICZEZERS T2k, BROFERIIHTHELEHDFNRERT, FoEL
BROFEREORS L SETHELVWEBVET,

ZOT—bMITRAITIESH Y ERADT, EfE, RERT—UHV A, TLRAZEREILEDL
TExVERA, FATEROBADOERICEKRNIH D 3, BERPOOEBARTERN, ZOWFEORT) %57
FETRELRVEITOT, EORTHAZBEVELET,

FHoOT U — FORNRIE, REACKRBERETTOT, YOL)BRETIRBWTH, ABEWIHFIZT
SVWERA, ZOT U7 —rE22o03— MISPNTEY £, FTEOHRBIZE., THEEVET, &
BI&E, HETHAARETHRVERA,

THATRE, KLICHE# I HENET,

First of all | would like you to read the following summary:

ETHEATHDY~ I —&FHA TFI0,

English is an international language as it has undeniably become the world’s lingua franca. About
one third of the world’s population speak English and English radio programmes are received by
150 million people in over 120 countries. It is also universal in many academic disciplines,
workplaces, international communication and many publications. Despite not being the most
widely spoken native language in the world, there are rapidly growing numbers of people speaking
English as a second or third language. Furthermore, for every one native speaker, there are now
three or four non-native speakers; a ratio that is expected to increase. There are mixed views on
the spread of English; some people think that one standard variety of English should be used,
while others think that different varieties of English should be recognized; some people think that
English should be learnt from native speakers, while others believe in the importance of non-
native speakers. | am interested in what you think!
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FFBIIE D ECHL AR EROMEE L RO TCHEBMARSETH D, HROAODK=
D —INEEE R LEEDO T A HBHIL 120 L FEOEAD 15000 5DAXIZE > T
fEafnLTWn5b, HEEIXZ < OFME, WG, EiEaIa=r—Tar, ZLTELOH
WM DOELCTH - EEBANCHFELTVD, MR TRLIASHFEE LTEEIN TV

WIZH b b, WEEAE SHE. HOWITESSEL L GET A X ORI AMICHE
TWb, BT, TAT 47 « A= —D— AL DIZOELERLANEZITINAD )
AT AT « AC—D—DHEETDHEVIHEIZRD, ZOHITHMT 5 L Ao Tn

Do BEEOERIZOWTOERITHA THbH, 2FEV, ®DHAAXETHDL—DODODAE L H—
RO FFENEDON DO RETEEE R, — b D ANLITRR S THEBEOIGELRRIND
REPFELEBEZ, FEHDIANAFEFEBIRA T 4T « AT —0OFENDIREELE

2. Fl—FBDAIANRIT ) o RAT 4T+ A= —DOEBENZE L TW5H, FIbR-
RE SIS MTHBERSH Y F97 !

The present study is a preliminary look at your views on a variety of issues surrounding English and
English teachers in today’s globalised world. There are no right or wrong answers and your views
are very interesting to me.

Z OBIEOHIZRIEA H OEPAML L= RIS B W T OBEE L 83RO H AT 2 0 &< B 70
BT 2HRT-DEREZRD2T-ODRIBEEDOLDOTH D, BEXIZEMLEEZITIH £
i, FNIHRT-0OBRICE THHENH DD T,

Rules:
JL— )L

Before we begin let me share some ground rules. The session will be tape recorded and videoed
because | don’t want to miss any of your comments. If several of you are talking at the same time,
the tape will get garbled and | will miss your comments, so please be aware of this during the
discussion. This session will last for approximately ninety minutes. | will give you a series of quotes
and issues | would like you to discuss, and while there will be nobody to direct the conversation, |
trust that you will move on when appropriate. You may think that some topics are a little vague,
but they are deliberately so to ensure that you can express your opinion freely. Please make sure
everyone has a chance to offer their opinion.

WO DHNS, EARNRL— LV ZHALET, RTHRI-Da A o —o7h & bR
L=< 20T, ZOFEmE7T =7 E7F AICEmINET, b LHRTZTD I HLOIA
DPRFRFICEE LA LT b, 7= NIHR ITHRIIRY, HRcoa X bl TLE
WET, TOTORERTIEZEDOZ LITEEL TV T TFEW, ZOFEmIEK 9 07kt & £
T REHRIEFIFELE>THS W —HE OS5 LMEZ 52 £T, T L TETOMA
AR D NITRE D W < 220 3258 RAR S 7272070300 2 R RFRRTIC 72 V IR S5 5am 2 4
HDHZELEEEBFELTWET, HRIEFIIFE Y 7 DN D003 LIBRIZ LD b I E
AN, TSRS RETPERZBBICEROND X5 ICERBICZE I ELRLTWD D
T, TNTOAPREREBRANLEXNFHEONDLLOICLTRS,

You may speak in English or Japanese.
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=1y

FEECHHARE T L TOHEVEEA,

Follow these steps:
TEOFIRIZESTFIW

1. Read the prompt.

1. szt

2. Note down your opinion ( no longer than 1 minute)

2. BRIEOEREZAETLTIFEW (—HULERHMZNT RN &)

3. Take turns to state your opinion (e.g. a mini-speech — please do not talk while others are doing
this)

3. EFIZENENOEREZBRTIFIW (f]: =« 2A—F /L, 1 hoAEENGE
ZZ L CWARBITMES ZpunZ &)

4. When everybody has stated their opinion, start your discussion.

A BN BBEGOEREZRATE, GELAEVEHED TR

5. When you are finished, move onto the next prompt and do all of this again.
SEiLAWVAKDoTG, ROFKEEICED ., FLFIE (1~4) Z#kbikd

TOPIC OF DISCUSSION: INTRODUCTIONS 7 4 A v ¥ a ey : A brF T va s
-PLEASE DON'T EXCEED 10 MINUTES

10 EBARNEIICLT RSN

Please begin by giving your name and ID number to the camera. 4 fij & F5E 8 7 & 1 A 71T 1A
MO TE2TEFIWY,

Begin by describing your English language learning experience (when, where, with who, why, etc).
BRI DIFEFEREFUICOWTEET Z LI T FIW (Wo, 82T, 7Zhns, 72
H, )

TOPIC OF DISCUSSION 1: ENGLISH IN JAPAN
My «F o RIvay: BARICBITHHEE

381




The Japanese are said to be highly enthusiastic about learning English and Japan has become the
largest commercial market for English-language instruction in the world. English is also the only
foreign language option available in most schools.

HARNTIRELZFZSZEICETHELTE LS TWET, £ LTHARIZHAT
BRRKOFEFEHRBEOREETSGE D E L, BBITFELIZIEAEOFKRTESZ &
DK HHE— DA EFEORIETLH Y £,

Please discuss the following:

TROEHIZOWVWTELES2TFEW

How is English used in Japan?

HARTHEFIED L S I TNET 7 ?
How do you use English?
HIRTATED L D ICHEGEEENE T2
How will you use English in the future?

HIRTTEFEE R ED X DI NE TN ?

TOPIC FOR DISCUSSION 2: LEARNING ENGLISH
T4 AIwvave Ny 2 HERE

There are a variety of qualities that are important when recruiting an English teacher and research
shows that students see native and non-native teachers as having different skills.

WEEHA AT T AR R R FBEIIWANAH Y £, AT AT 47/ - %
AT 4 T A= —OHENTEIR D AFT N ZE > TWD LRI RE L TWET,

Please discuss the following:

TFTEROFEHIZOWVWTELESTFEWN

Your past and present English teachers.
H 72T D E & BIAEDOHFEZFAN Important qualities for being an English teacher.

FERRHGNIZ & > TRUIRFEE

TOPIC OF DISCUSSION 3: ENGLISH TODAY
FAAByvarye Py 73 5 HORE

English has become an international language and research suggests that English is now used
between more non-native English speakers than native speakers.
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SEEIXEERI R SRS £ UCTRIESGREIRA T4 7« A= —& ) v - XA T o

TAE—=H—LDOH TRV ZMERNENTND ERELTNET,

Look at the map on the table (there is one for every student).

T LD EOHKE R TFIW (ENENOFEIC—KT2H D £7)

Note down your ideas on your map before beginning your discussion:

LA WEIRD DANCHRIZDB 2 Z M RIZEZ LHOTFIW

1. Which varieties of English are you familiar with?

1LEDRBEDHEZEN HRTIT & > THNGRA N H O 552

2. Which varieties of English do you find attractive?

2. COMBEOKRFENE NI EECET 02

3. Which varieties of English are most useful for English Language Teaching (ELT)
purposes — e.g. audio materials, textbooks, models of pronunciation, teachers, etc?

3. CORPDIGFENIFHEHE (EL 1) ICLo TRICEDL I T2 41) {HREH
M. BRE. BEOET IV, HEN, L

TOPIC OF DISCUSSION 4: Native Speaker Proficiency or Intelligibility

TAAHyYay « P97 4 RAT 47 « A= D —WHORFEEIBZA TV
174 EREEN>DTL)

The issue of expecting near-native proficiency has been heavily discussed in the literature and it
has been suggested that students should not be expected to reach native-level, but aim for being
intelligible, that is, being understood by as many people as possible.

FA T 4 T DB B W % BRI SOk G T S AL, 2 L ORISR A T o
FAWHD L~ BIET 5 OB 5O TIRARL . BEShS 5 L~UL, 5% 0, Hk
B SADALICHIES D & & BIEICT 5 _& Th 5 Lak LT\5,

Please discuss the following:

TROFEHICOVTELE S TF IV,

Look at the map again and discuss the following: #i[X| % % 5 — LT, TReD I & IZOWTEE
LE->TRFEW,

Is it important for students to sound like a native-speaker or retain their accent if they can be
understood? £/ HIZE S TRAT 47 « AE—H—D L HIZHFEEFET Z LT R
TETIM2ENE BEMIND Z ENHBRIVERGEED T 78 &2 RDOZ LA KREITT
e

Which varieties of English are important for international communication/understanding?
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COMBEOWENA L Z—Fat b asla=r— g - 3EEHERICE
STRYITTN?

Does anybody have any final points they would like to add? & Z AT T N2 7202 L3 D
NTIWEEAN?

THANKS VERY MUCH FOR PARTICPATING IN THE DISCUSSION! Z D&FFF®ICBM L TIRE E L
T, AYZHVRLHTENELR !
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Appendix 7: Pilot study moderator guidelines

Focus Group: M oder ator Guidelines

1. Creating a nice atmosphere

The process starts with an introductory phase, in which the moderator welcomes the
participants, outlines the purpose of the discussion and sets the parameters of the interview
in terms of length and confidentiality.

Having fun helps the flow of discussion and builds a sense of trust among members of the
group. Your first job isto create a nonthreatening and non-eval uative environment in which
group members feel free to express themselves openly.

Finally it isimportant to emphasise that the discussion is about persona views and
experiences and, therefore, there are no right or wrong answers.

2. Encour aging Discussion

The role of amoderator is not to talk too much or to move too quickly from one topic to
another. Your roleisto facilitate the discussion, that is, make sure the group answers each
guestion in turn and that everyone is given a chance to speak. Y ou should encourage the
group to expand on their views. If, for example, someone states that ‘they agree’ with a
comment, your job isto ask them to explain why. Some useful probes (Krueger, 1994: 110)
are:

Would you explain further?
Would you give me an example of what you mean?
Would you say more?
Tell us more please.
Isthere anything else?
o Please describe what you mean
Focus groups are likely to contain dominant takers, shy participants and ramblers (people
that talk too much). Y ou will also have to try and make sure everyone gets a chance to
speak and that some students do not dominate the discussion too much.

Here you must pay attention to nonverbal responses such as gestures, smiles, frowns, and
so forth, which may indicate that someone has something to say, e.g. afacial expression
may indicate that someone is about to speak but gets interrupted.

Students will probably go off on tangents and discuss things connected to the topic (e.g.
communication problemsin a cross-cultural marriage, etc.). Thisisfine and it sometimes
encourages them to think of new discussion questions. However, try and make sure this
doesn’'t last too long and that you guide them back to the focus of the discussion.

3. Not participating:
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Y ou must be careful not to participate in the discussion too much. Be careful not to nod
your head in agreement or shake your head in disagreement to acomment. Sort responses
suchas‘OK’, ‘Yes, ‘Right’ arefine, but avoid saying things like ‘Excellent’, ‘ That's
good’, etc.

4. Concluding the discussion

In the concluding phase, the moderator needsto ask if there are any issues or concerns that
require further discussion or have not yet been addressed — thiswill be on your sheet.

However, in the finishing stages, some positive feedback should be given so that nobody
leaves the session being dissatisfied.

5. Managing Time

The prompts are listed below. Ach one requires you to read a couple of sentences on the
topic and then read the discussion questions. The first couple should only require about ten
minutes each. The entire discussion will probably last about 90 minutes, but please only
stop when students have nothing more to say. Please also take care not to move them on too
quickly if they are still discussing something.
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Appendix 8: Main study moderator guidelines

THA—HAR « TN—=T . ETVAZ— @BR) DHA I~

Overview:
KE .

Focus groups are a discussion in which a small group of people under the guidance of a
facilitator or moderator talk about selected topics. Focus groups are very useful because
they can yield high-quality data through group interaction in a number of waysincluding a
‘loosening effect’, group brainstorming, formulating ideas, and consensus and diversity.
Focus groups also enable the researcher to take aless directive and dominating role and
reduce the chance of members saying things to please the researcher. Thisis a particular
concern in my study due to the fact that | am both a native English speaker and an English
teacher. | am worried that if | facilitate the discussions myself, students will not relax and
speak honestly. Research al so suggests that moderators should be as similar to the group
members as possible.

TH—HA s TI—TLITNANBEDONL DT IV—TNT 7054 % — (T
B) FlzEeET LA 42— GER) OA RIA4 VT TRHREDZEIINZ M v 7IC
ONWTCT A AB v arvaETHIETHD, 74—HA s TA—TZ T V—THN
To'loosening effect’, 7 L—7"« T A A= 7 TAT 4T DAL,
FLTCERO—HEZEMEZEDEL OFETORREZBLTCE I AV T 4 —D
TR EFEHHELDOTETHEIZNED, T4 —H A « T)V—TITEW5EE D
KFRHZ LT BRI 2O L, T4 ATy ra U&7 A =0 5EH
EEIIELIEES ) LM AL IO T EEMEEICARRICT S, 2D
FIIRNFZEDO R AT 4T « A= —ThHV ., FFEHMTHD &V FHE
DI DITFHIR B FRLDWI TN TR ET DR TH D, FTH LEABE BT 1 A
Ty arEZrUTA N (FBF) LEAEERY 7 v 7 AT IEEIZEHES
RN O TRV E LR L TWS, FEIZET LA ¥ — GER) BT 4 AT v
AV EITIITN—T « AU N—LHRDTEFUTNWDEIRETHD & FTREL T
W5,

The role of the moderator is basically to guide the conversation. Y our job includes:

EFT LA — ER) ORENIEANCERFEZTA FTL52LTHD, HREED
TR TRROFHEE T
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1. Creating a nice atmosphere
1. RWEEXZEY ET5Z L

The process starts with an introductory phase, in which the moderator welcomes the
participants, outlines the purpose of the discussion and sets the parameters of the interview
in terms of length and confidentiality.

WRITET LA ¥ — GEE) B"&MEZHEB 2., T4 A v a o O
R, FLTA UV EZ L 2a—DEISRFOHEMED EICBWTOHMAZED 58
NER[E & b F 5,

Having fun helps the flow of discussion and builds a sense of trust among members of the
group. Your first job isto create a nonthreatening and non-eval uative environment in which
group members feel free to express themselves openly.

WML ENT A ATy a ORI ET A ATy a AZEZMLTWE 7 L—
T e AU N— L DEFEKAEFL DITENLD, HRTZORIIOTFIIGE AN TE
FHIESZR, DFEVT 4 AT v a L OBMENHBICARLE A2 EHRTE 25
BEEY EFbZ L TH D,

Finally it isimportant to emphasise that the discussion is about personal views and
experiences and therefore there are no right or wrong answers.

RBIZZDT 4 ZH v a IEANR R B LRI OWTOLDH ) | L
ELWEDPRES TWD EWI BTN, LD ZEZMHT 22 EAKREIT
b5,

2. Encour aging Discussion
2T 4 Ay arEBiET 3

The role of amoderator is not to talk too much or to move too quickly from one topic to
another. Your roleisto facilitate the discussion, that is, make sure the group answers each
question in turn and that everyone is given a chance to speak. Y ou should encourage the
group to expand on their views. If, for example, someone states that ‘they agree’ with a
comment, your job isto ask them to explain why. Some useful probes (Krueger, 1994: 110)
are:

ETLAX— EE) OKENTEGE LB T E-—2D Ny 7B RO FE v 7
WCHEVES BV ITIRNWEICTEZETHD, HREOKENIT 4 A vy
aryaZ77v VT4 (FET) §46Z2LThHDL, ZRUIDOED, TA—TNE
NENOERINAICE Z 2 TCOEENGE TR ZH T OIOEMHNITHETH
Do BRI TN—TVNRMBEILNT 50 2ETLIRETHSD, &L, #HlxiX,
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HEDDY” W HIFERTHD” LaAy MITENR G, HRIZOEFITE ST
AT D L 220D 2 L TH D,

Would you explain further?
SOOI L TIEIT 30?2

Would you give me an example of what you mean?
HRIEDERT L Z O Z2ET CTIEITE T2
Would you say more?
HoblEFoTHITETN?

Tell usmore please.

Ho A TTFIN,

Is there anything else?

MU D EHAD?

Please describe what you mean
BRIEDERT L2 2RIGHHII L TTF IV,

Focus groups are likely to contain dominant takers, shy participants and ramblers (people
that talk too much). Y ou will also have to try and make sure everyone gets a chance to
speak and that some students do not dominate the discussion too much.

T —HA TN—FIT 4 A B v arZHEELTLEIE., §loARELER
F.XLCTrTTI— (T EHNbnZ L) 280 Ebhd, HAzix
F-. BOABEDEENT A A v a v B2 HRTHOEGE, 2TOHME N
WETHESEEOND Z EEWAMIC LT TR 57w,

Here you must pay attention to nonverbal responses such as gestures, smiles, frowns, and
so forth, which may indicate that someone has something to say, e.g. afacial expression
may indicate that someone is about to speak but gets interrupted.

DIRIZTETLY = AT ¥ —KEH, Lo EDIHFFHENRIREIC SR 2R
LRITNITR LR, ENOIFHELBMANFT NN ERnHDL, &) T EaiR
LTWoDog Ltz Bz, RIGTFELDINEEEB O & LERBIT b,
EVND ZEEITRT D LIy,

Students will probably go off on tangents and discuss things connected to the topic (e.g.
communication problemsin a cross-cultural marriage, etc.). Thisisfine and it sometimes

encourages them to think of new discussion questions. However, try and make sure this
doesn’'t last too long and that you guide them back to the focus of the discussion.
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AEREITEED OGBS KA By 7 (ZBIE U723 (B 2 135872 5 BRI T oG EIZ
BWToala=r—Ta @R E) 2T LAY, ZIVUEEE2 AREDN
HLWF g Ay a  BEEEZ2 DDORBET 2O THEDRN, 7203, O/
BICKNTESERHE BN\ EafNcL, T LTE/RET A ATy
varvOERIZERSDEIICELSXOITTH I L,

3. Not participating:
JEFTMb L RN &

Y ou must be careful not to participate in the discussion too much. Be careful not to nod
your head in agreement or shake your head in disagreement to acomment. Sort responses
suchas‘OK’, ‘Yes, ‘Right’ are fine, but avoid saying things like ‘Excdllent’, ‘ That's
good’, etc.

HRTNIT A ATy v aliZhHEVIMbLRNE IR E DT RITNIER S0,
BRICBRIOZOFENTZD IGO0 B #RICIE->7-20 Lank 9 itk %
DFBHTE, Fle, BEEZSETAHAZE, DFED, "OK", "IV, "FE D TT A",
R EVIRED RV EES LW, "I WTTR R E LSO DI A 2 L,

4. Concluding the discussion:
AT 4 Ay v avifdmthrso L :

In the concluding phase, the moderator needs to ask if there are any issues or concerns that
require further discussion or have not yet been addressed — thiswill be on your sheet.

FLODEREIIBWNT, T LA ¥ — GEE) ISR db T ATy ay
DB S, FRITETFRY P> TOWRWRER S D E D hEmiad
VBERHDH, —ZEHRT=0RIZH DH1TTTT,

However, in the finishing stages, some positive feedback should be given so that nobody
leaves the session being dissatisfied.

L LARE, #b 0 OBEBEICIWT, 2 RIERICZ OFF LAV AKX R
Lo, MEERRT 4 — KRy 2 852 b b LERD 5,

5. Managing Time
5.HA L wRx—V AL b
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The prompts are listed below. Each one requires you to read a couple of sentences on the
topic and then read the discussion questions. The first couple should only require about ten
minutes each. The entire discussion will probably last about 90 minutes, but please only
stop when students have nothing more to say. Please also take care not to move them on too
quickly if they are still discussing something.

SN AMEIE TRICERIZILTH D, TNENHRTZICRE Y 712250 T
DN DOPDOLELFTHAELTT A Ay a CIEEHRDZ E 2 NE LT 5,
BADO—FIZZENEN1W03IZELIMEL LW THAY, BTDOT A ATy
2 NT0 DL BV TEA I N, EEDPIHE S ZENES o7 HIED TR S
Ve EHC, AENFEEMNETF L TCWEHRD FE v ZIZRLSBVIBE RV
IR E DT TFE,

Schedule:

Rz —Jb

1. Tell students to come in and take a seat and relax.

IAFICARBLTCER L, T LT 797 A T25X91B25,

2. Tell them to write their name on the blank piece of paper and make a name card.

QARTEEMRICEES, RA L - W= REERT D LD ITBX D,

3. Introduce yourself (smile!) and read the following:
LHCENETS BET!) TLT FROCELHH LTS -

“Before we begin let me introduce today’s discussion. My name is ........| am very familiar with
Nicky’s topic and am here to guide your conversation (not participate in it). The session will be tape
recorded and videoed because | don’t want to miss any of your comments. If several of you are
talking at the same time, the tape will get garbled and | will miss your comments, so please be
aware of this during the discussion.

UHDOSENZGHDT A > oa X EfFN ST I, BOHFIT - « - Hid=>F
—DPNEZIZETHFHLS, TLTEARITID R DRG528 S /2012 (BT
T B30I TIERS) FTWET, HldbR7mLDaXr ha—Db&o L=< 20
DT ORFRIEIT —FICHE SNET L CETAICHEBEINET, b LHRTTD I LAl
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ADDEIFFICEELZ LD, 7= NI b I hRl2), btlcoa A bakLTL
FWET, ZOEOERERTIZZOZ LIZHEEL TN T RV,

This session will last for approximately 90 minutes. | will give you a series of quotes and issues |
would like you to discuss. You may think that some topics are a little vague, but they are
deliberately so to ensure that you can express your opinion freely. Please don’t be afraid to ask
people to explain what they mean or encourage people to talk more. Please discuss in Japanese.”

ZOFEITH 9 ORIk E £, RIS R FICELE > THEHE -W—Fx 05| 1 L s
ZHE2ET, HREFIIIE Y 700 O30 LIBKZ L B b E8AN, Th
SIXHRTHFNERZABICERLND XY ICERNICZ I EDNTWHWDHDTY, E9h
MOAEEICHRT-OBERT D E ZAIIMPHAT L O ICBEWLEY, £z, bo Lih
TEICHETIOEENLNTFEIN, BELAVITAAETIToTFE,

4. Give them the research overview and give them a few minutes to read it silently.

4. FFRITHFEDORE Z G2, Bt z285iT DKz 52X 5.

5. Begin with introductions.

5. A X aryhbRRETS,
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Appendix 9: Main study focus group prompts

Focus Group Activity
TA—HAITN—T « T I T4 ET 4

Once again thank you all very much for participating in this focus group. | understand that
it is an extremely busy time of year and | am very grateful. This study is part of my doctoral
studies at The University of Southampton. It is not a test so there are no ‘right’ or ‘wrong’
answers. | am interested in your personal opinion. Please give your answers sincerely as
only this will guarantee the success of the investigation. The contents of this discussion are
absolutely confidential. Information identifying the respondent will not be disclosed under
any circumstances. Please follow the instructions. Please discuss in JAPANESE.
CDTGF—HR « ZN—TIZRYL TIHEEFL T, #ICHVIE S TXNFET,
Z DI EZI AN E > T—EDFTEH & THIL LV EBNET DT, =
DT 2T EF o —ICER L TIHEZ EICH L TRHREBHH L FIFET, Z0
WINTL Y 07 I T f K FETDRDIFEL L D IED —F T D ET, ZqdT
R PTIED O ECGADT, 7 IELV” 207 (o THE” BEZIdb Y FUA,
FANED 70 72 DMNH) R EIZNZ D D S D TT, E 9 DERNTITIEEIZERZ TF
S0, HDOIED L) T B0 E D 9T FE SICERIZ 070> THOSEDTT, D7
g R a DNENIITE LI E R D FE T, SNNEFDZILEIFET S L D78
IFRRIZE DL 5 R KBICFN T L INE A, 15N TFE0, ARG
Tl a->TFE0,

Thank you very much for your help.

BE, FA, =aF - o= Afid, EEH VAN P UORECTHIREEREZE
HLTBVET, 207 — M, ERICTROEMIZZIEZEERES EIZLD,
EROFEFBIIHNTIELEZMDPENEN T, ROBELBRREROMAEREOEE L X
HTCHEEXZWERNET,

DTV —MNITAITIIH Y ERADT, TR, RERIT—THY A,
FRRAZRBEIMSEL TSV ERA, FITEROBAOERICEKRESH Y F
T, BRENODEBRRITBAN, ZOWEDORDERIET AELRY T DT,
EONTH I EBENELET,

FRZOT— FORARIE, BRIEEFEFHETTIODOT, FOXH>RRETIRE
WThH, AFENZEIITESVERA, TOTvFr—MME 2208« MZH1h
TEYEJ, TROMAIEN., TEEEVWET, ZHEIX. KETHHALAET
HEWERA,

CWHAOTEX . RYICHEE S HEBNET,

First of all, please read the following summary:
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ETE—IZ, TEREDY~vI—2FHATTFEY,

English is an international language as it has undeniably become the world’s lingua franca.
About one third of the world’s population speak English and English radio programmes are
received by 150 million people in over 120 countries. It is also universal in many academic
disciplines, workplaces, international communication and many publications. Despite not
being the most widely spoken native language in the world, there are rapidly growing
numbers of people speaking English as a second or third language. Furthermore, for every
one native speaker, there are now three or four non-native speakers; a ratio that is
expected to increase. There are mixed views on the spread of English; some people think
that one standard variety of English should be used, while others think that different
varieties of English should be recognized and used; some people think that English should
be learnt from native speakers, while others believe in the importance of non-native
speakers. | am interested in what you think!

KBTS ) FTH R HROLEFE L 2> 7O TEHBENREETH D, HHEDA
OO =D —NHRFEEFE LIEGED 7 VAL 120 L EDOEAZD 150000
DANZIZE > TZEINTND, JGEIEE < Oy, G, EEaIa=7
—vary, TLTEZLOHBPOELHTTH £/ EFEIICHFEL TS, HHRT
KOESHEREE L GESNTWRWZH 0 0b 6T, RGEZH 58, bHWVIE
FoFime LTHT A OBIITHIIHEZ T\, S, 74747 « A—
H—=D—ANEDIZOEERZANETIMAD ) R AT 4T« AE—H—DF
ETDHEVIHEAEIZRY, ZOIFINT 5 Lo TWS, FEFEDOE KIZDOWN
TOBRIIRAY TH D, DFV, HBOHAXTHDL—DODAF & — FHEFHOHGE
PEONDREIELEER, — D ANRITER ST FEOIGELRBINUEH S
RXPELEZ, FTHDHIANLBIGEIRAT 47 « AL—T—00FEND
REXPELEZ, $T—FODHDANRFT ) AT 47 « A= —OEEMEEZEFEL
TWD, FAEHRTAE D B MCTHBRRH Y £3 !
The present study is a preliminary look at your views on a variety of issues surrounding
English and English teachers in today’s globalised world. There are no right or wrong
answers and your views are very interesting to me. Please speak as much as you like on
each topic and don’t be afraid to be honest and disagree with each other.
Z OBAEDOWZEIEA B OEEME L7 U\ T O RGE & REEDOH AN 2 Y & <
xR T 2R ICOBEREZRLTZDOHEZOLDTH D, & RITIEM
RMEZITH Y FHA, FEHRT-OERICE THHEERH LD TY, EEEICE
REBRDZZ LICE > THOERDOERIIRII LEZV TS5 L2803, EOR
Ey ZIZBWVWTHEIPFERIETEFELTTFIN,
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TOPIC OF DISCUSSION: INTRODUCTIONS
FARAYYaryDR T A bvuFrvay

Please give your name and ID number to the camera.

LA FERERZ S AN ATIZAN>TES TR,

After everyone has done this, go round the group and describe your English language learning
experience (when, where, with who, why, etc).
BTCOEENZNET IR, 7NV —T7 %2R L bR DRGEFERR (o, £
T, #EE. T, &) EHHAT D,

TOPIC OF DISCUSSION 1: ENGLISH IN JAPAN

MY Z « T4 ATy ary: BRICBITH%RE

The Japanese are said to be highly enthusiastic about learning English and Japan has become
the largest commercial market for English-language instruction in the world. English is also the
only foreign language option available in most schools.

English is used in a number of ways in Japan. What do you think of this?

Many students use English in different ways and have different ideas about how they will use
English and who they will use it with in the future. What about you?

HARNTIGEZ S LICETHLRALTE EEbTng, £ L THARITIRT
IKRDIEFEHEOrETY & e ole, FFBEITELITLEALEDFRKTHELEI LD
Hk 2 ME— DINEREDEIRNKL TH H 5,
FEEIZAARTNANWARFETHEH I TS, FRIZHDONTE S BnWET
73,

2 DEFEFRFEE Reo T HFIETHERALE L TED LA BRRGEEE S 2>
ZLUTHRRHE L ENZMHE D NTHOWTERDT AT 4T &2ffo, Hplcld L H>TF
7,

TOPIC FOR DISCUSSION 2: LEARNING ENGLISH

T4 ATy arve Ny 2 EEERE

There are a variety of qualities that are important when recruiting an English teacher and
research shows that students see native and non-native teachers as having different skills. Talk
about your past and present English teachers.

PREH 2R T D BIC KU EEITNANAEH LR, ERIIRA T 4T L v - X
AT 4 TAE—H—DOHENIRIL D AX N EFFo T D EHFFRIIRE L TWD, Hie
7o DI E & BUEDFFEBREIZHOWTEEL TR IV,

Many students have specific ideas about what qualities are important for an English teacher. If
you were the boss of your university, who would you hire as an English teacher?

BEEHNIZ L > TED X S BRBEVBMENZOWTEL OEEITFFEDT AT 4 T %
FFoTnd, bLORIENKFORATHL & LIch, HELXIEGEHATIE L TRVWET
7,

TOPIC OF DISCUSSION 3: ENGLISH TODAY

F4AByvaree Ny 7 3 45 HDEE

Look at the map on the table (there is one for every student). English has become an
international language and research suggests that English is now used between more non-
native English speakers than native speakers.

T—=7 N0 EOMIE R TTFIW (EFNEROFEI—KT2H £7) . KiEILE
BRIV SFEIC2 0 £ L THIRITSSEEI IR A T4 7 - A= —L )V - AT 4 TR
= — DM TEVZEN SN TWND LR L TN,
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Many people have different attitudes towards English and some people find certain types of
English more attractive than others. What do you think about this?

Some people also aim to imitate a certain type of English. What do you think about this?

Z< DNTFFHEIZK L TRLIEEEZRFLELTHDL ALIIODLRED S A 7 DIGE
ZHMOLO I BN LKL D, 2D LITHONTE S BWNE T,
BHONRITETHLFEDZA TOHRFBEBLZEUL LS ETHZLxAET, 202 &
(ZDOWNWTE S BNET D

TOPIC OF DISCUSSION 4: Native Speaker Proficiency or Intelligibility

TALAAyVay s bV T4 RXAT 4T « A=A —UOREEEIZA T
VEAT 4 (BEEIhODHZL)

Look at the map again. The issue of expecting near-native proficiency has been heavily
discussed in the literature and it has been suggested that students should not be expected to
reach native-level, but aim for being intelligible; that is, being understood by as many people as
possible.

HEZS D —ERTTIIW, R4 T o 7B & #5795 BT SCER CIER IS
Mk S, T L CERIEIRA T 4 THHD LV BET DO HFFT 5O Tilis
<VHEEINI DLV, DFD, HPROTETTES SADAXICHEREIND Z L& B
BIZTHRETHDLERBEINTND,

It is often said that students learning English should aim to sound like a native-speaker, but
some people also argue that students should retain their own accent if they can be
understood. What do you think about this?
PREEFSERIFAT AT A—I—D LTI 2B LB Z L E A
TORETHDLLEEISEDLNTVWDED, HHALITELS LERNBEINI 2725
T AEDT 72y FEROREIELTERLTND, ZOZEIZHONTES A
WE T,

Today some people think certain types of English are important for international
communication, what about you?
SHHDLNXEHLFEDZA T OFGENERII 2 =r—ra b TRYUIE L
BZTNDLN, BTl E D TT

TOPIC OF DISCUSSION 5:

Look at the map one last time. As a student of English you have been studying English for a
long time. There are many theories on the best way to learn English.

RBICHIE Z 6 5 —/FE TF X0, BGEDEFEE L TH R IFHEE RV E#H Lt
ITTWFET, #iFaFSmBDLIEIZ O THIES SADHP D D FE T,

Some people think certain types of English are useful for English Language Teaching (ELT)
purposes — e.g. audio materials, textbooks, models of pronunciation, teachers, cultural
content, etc? What do you think about this?
HHNZTDDRED S A TORFEPHRFEHE (EL 1) IZL>TRICEDEEZT
W5, B) BEEERE. BEE. BEOET A, i, EORNERE, ZRIZHONT
E9BNET I,

Many English courses are designed to help students use English as a lingua franca. What is your
experience with this?

2 OFFEIA—AIEENIFZEEZ Y N - 770 GHESEE) ELHEAT 0%
By 27Dz T A STV D, ZRUCONTHRT-ORERILE 5 T,
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Does anybody have any final points they would like to add?
WENCAHIR S Aoy IDMFITIMA TN &3 H D FHEAN?
THANKS VERY MUCH FOR PARTICPATING IN THE DISCUSSION!

IDTA4RH Y a VEBMLTHEELT, AEICHINRE S ZENELE!
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Appendix 10: Consent form

Research Study Participant Consent Form

REMASINREE

Researcher: Nicola Galloway

WRE: =27 HuevzA

Institution: The University of Southampton

M : RNV T P URE

Project: An investigation into students’ attitudes towards English.

HRERE - FEOEREICET 2 EHAE

In order to help me with my doctoral studies at The University of Southampton, | would be very
grateful if you could participate in my study. This will involve a questionnaire, followed by
another questionnaire at the end of semester. | would also like some of you to participate in a
discussion at the end of semester.

ROV I AN T N RETOBRLHEBROWEDCT-DHIZ, b LEFBEOHRICSINL THEIT
b, REFGESHFELET, 20T V7 — MISEHORKICERTFEDT »r— MIBEEL
TBYVEY, FEEFHORRICERTFEDT 4 ANy ¥ a VIZHRIEFORPLANPDS
MEFLELTEBY £

| would like to use these results for publication, but can assure you that your responses will be
kept absolutely confidential. Information identifying you will not be disclosed under any
circumstances. The questionnaire is anonymous and you will not be required to give your name
in the focus group.

IO ORREZEBEOHROBICHER S THEELVWEBXTRBY I8, BFOT V7
— P TOEZIL, BEEEFEHTHIFLBNRIETHEET, LORSRRE TN
TH, BB OPBHEPAREINIFEITSVERA, ZOT7 7 — MIEFRL T, EFIX
RAZTERTHIHLEIH R A,

I would also like to point out that participation is voluntary and you may withdraw and refuse to
participate at any time.

DT vr— MIBMEL FX, ERORT T 4T ThHY, BEFIIOTHSMELD D,
EIETHRD Z L2 BRI ETHEET,

If you have any questions about the study and/or your participation, then please don't hesitate
to contact me anytime on galloway@kanda.kuis.ac.jp. You may also contact me to require a
copy of the results. Additionally, in the event of any concerns or complaints, you may also
contact the Research Governance Office at rgoinfo@soton.ac.uk or the Chair of the School of
Humanities Ethics Committee, Professor Dana Arnold at dra@soton.ac.uk .
bLESR, ZOMRELIE, BELFOBMCEL TEMAH 5B, WOTHEARET FLR
ET, THEEXEIIH BEVELET, FLIOBROa—FIHLEOF L, JTHHEE
TETHR. BEVWELET,
Mz T, TOT7 o —b - FROBEIZEHL T, RECARHWENDHLBEIL. VI—F IA
FUR AT 4 AERE. ABBEZAS O Dana Arnold #Hi%E ¢ IEMKTEE T34, BEV
ﬁ L‘ij‘o
Researcher’s signature:
rEEE4
Participant’s signature:
BMEEL
Date:
EER)

Thank you very much for your help. ZHATEE EL T, REFEEI TSV Lz,
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Appendix 11: Statistical results

Table 11.1: Frequencies and percentages of demographic variables

Variable | Frequency | Percentage
Condition

Experimental 58 50
Control 58 50
Sex

Male 20 17.2
Female 96 82.8
Grade

3% Year 99 85.3
Fourth Y ear 17 14.7
Other Languages

No Language Learning Experience | 2 1.7
Spanish 50 43.1
French 42 36.2
German 8 6.9
Italian 30 25.9
Korean 25 21.6
Thai 3 2.6
Arabic 10 8.6
Portugese 9 7.7
Chinese 39 33.6
Experience Abroad

| have never been 16 13.8
Under 4 weeks 60 51.7
5-12 weeks 15 12.9
3-6 months 6 5.2
7 months to one year 11 9.5
More than one year 8 6.9
Type of Experience Abroad

Study Abroad (US) 29 25.0
Study Abroad (Canada) 11 9.5
Study Abroad (UK) 8 6.9
Study Abroad (Aus) 20 17.2
Study Abroad (NZ) 8 6.9
Sightseeing (Europe) 9 7.8
Sightseeing (UK) 7 6.0
Sightseeing (Aus) 16 13.8
Sightseeing (US) 26 22.4
Sightseeing ( NZ) 3 2.6
Sightseeing (Canada) 7 6.0
Working Holiday/V olunteer 4 34
(AugNZ)

South Eagt Asian Studies 32 27.6
BusinessTOEIC 27 233
Language Learning 72 62.1
Global Issues 26 224
Teacher Training 19 16.4
American Culture 69 59.5
British Culture 36 31.0
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Table 11.2: Freguencies and percentages of English learning variables

Variable | Frequency | Percentage
Eng start age

0-3 2 17
4-7 14 12.1
8-11 38 32.8
12-15 59 50.9
English Learning Experience

Cram School 77 66.4
School 116 100
Holiday Abroad 23 19.8
Study Abroad 46 39.7
Foreign Friends 39 33.6
DVDs/Music 64 55.2
English Club 14 121
English Conversation School 51 44.0
English Teachers

Japan 116 100
The United Kingdom 96 82.8
America 109 94.0
Canada 54 46.6
New Zealand 45 38.8
Austraia 94 81.0
South Africa 3 2.6
Ireland 21 18.1
Jamaica 1 0.9
India 1 0.9
Korea 2 1.7
Current English Use

With native English speaking teachers 83 71.6
With non-native English speaking teachers 16 13.8
With native English speaking exchange students 4 34
With non-native English speaking exchange students | 4 34
At work with native English speakers 8 6.9
At work with non-native English speakers 7 6.0
In my leisure time with native English speakers 12 10.3
In my leisure time with non-native English speakers | 18 15.5
With Classmates 88 75.9
Experience of using English

Experience using English with a native English 98 84.5
speaker.

Experience using English with a non-native English | 84 724
Speaker.
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Table 11.3: Frequencies and percentages of English learning motivation

Variable | Frequency | Percentage
M otivational Aspect

Pre: Career Prospects 57 49.1
Pre: Interested in English 81 69.8
Pre: Like English Movies, etc 49 42.2
Pre: Communicate with NESs 85 73.3
Pre: Communicate with NNESs 438 414
Pre: Useful Language 67 57.8
Pre: To Travel 81 69.8
Perceived Future uses of English

Pre: Job NESs 75 64.7
Pre: Job NNESs 70 60.3
Pre: Leisure time with NESs 78 67.2
Pre: Leisure time with NNESs 55 474
Pre: Work/study NES country 38 32.8
Pre: Work/study NNES country 18 15.5

Table 11.4: Frequencies and percentages for attractive varieties of English

Item Mean Standard Strongly Disagree% | Agree% Strongly Total
dev disagree% Agree%
Singapore | 2.33 0.811 155 42.2 36.2 6.0 100
Ireland 2.64 0.796 6.9 35.3 44.8 12.9 100
France 2.40 0.893 16.4 38.8 33.6 11.2 100
Japan 251 0.991 15.5 38.8 25.0 20.7 100
India 2.39 0.842 12.1 48.3 28.4 11.2 100
UK 3.66 0.545 0.0 3.4 27.6 69.0 100
China 2.19 0.844 22.4 41.4 31.0 5.2 100
Jamaica | 2.28 0.787 15.5 46.6 32.8 5.2 100
USA 3.67 0.615 1.7 2.6 224 73.3 100
New 3.34 0.632 0.9 6.0 51.7 41.4 100
Zealand
Australia | 3.58 0.635 0.9 5.2 29.3 64.7 100
South 244 0.827 11.2 44.0 34.5 10.3 100
Africa
Korea 2.34 0.924 19.0 39.7 29.3 12.1 100
Spain 2.52 0.899 12.9 37.1 35.3 14.7 100
Canada 3.50 0.626 0.9 4.3 38.8 56.0 100
Vietham | 2.30 2.013 19.0 54.3 19.0 6.0 100
Malaysia | 2.10 0.750 19.0 56.0 20.7 4.3 100
Other 3.34 1.544 12.9 26.7 14.7 4.3 100
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Table 11.5: Frequencies and percentages for varietiesto imitate

Item Mean Standard Strongly Disagree% | Agree% Strongly Total
dev disagree% Agree¥%
Singapore | 1.82 0.584 26.7 65.5 6.9 0.9 100
Ireland 2.27 0.750 14.7 474 34.5 3.4 100
France 1.87 0.653 26.7 61.2 10.3 17 100
Japan 171 0.824 47.4 39.7 7.8 5.2 100
India 1.79 0.740 35.3 54.3 6.0 4.3 100
UK 3.29 0.710 17 9.5 46.6 422 100
China 1.66 0.645 43.1 474 9.5 0.0 100
Jamaica | 1.87 0.679 27.6 60.3 9.5 2.6 100
USA 3.54 0.762 3.4 6.0 23.3 67.2 100
New 2.99 0.797 34 21.6 47.4 27.6 100
Zealand
Audtralia | 3.13 0.797 34 155 45.7 35.3 100
South 1.97 0.721 25.0 56.0 16.4 2.6 100
Africa
Korea 1.65 0.579 40.5 54.3 5.2 0.0 100
Spain 1.88 0.736 31.9 50.0 16.4 1.7 100
Canada 3.32 0.830 5.2 7.8 37.1 50.0 100
Vietham | 1.62 0.586 42.2 534 2.6 0.9 100
Malaysa | 1.71 0.560 345 60.3 5.2 0.0 100
Other 4.08 1.533 11.2 14.7 17 72.4 100

Table 11.6: Frequencies and percentages for countries to recruit English teachers

Item Mean Standard Strongly Disagree% | Agree% Strongly Total
dev disagree% Agree%
UK 3.6 0.589 0 5.2 29.3 64.7 100
USA 3.57 0.661 1.7 4.3 28.4 65.5 100
Australia | 3.56 0.608 0.9 3.4 34.5 61.2 100
New 3.44 0.676 17 5.2 39.7 53.4 100
Zealand
Other 3.37 1.495 10.3 27.6 16.4 5.2 100
Ireland 2.92 0.759 4.3 19.8 55.2 20.7 100
Canada 2.86 0.985 11.2 224 35.3 31.0 100
South 2.60 0.873 11.2 31.9 42.2 14.7 100
Africa
France 2.59 0.903 14.7 25.0 26.6 13.8 100
Spain 2.56 0.804 10.3 31.9 48.3 9.5 100
India 2.5 0.955 19.0 25.9 41.4 13.8 100
Jamaica | 2.42 0.866 12.1 46.6 28.4 12.9 100
Singapore | 241 0.824 12.9 41.4 37.1 8.6 100
Japan 2.27 0.870 20.7 37.9 34.5 6.9 100
Korea 2.25 0.940 24.1 37.1 28.4 10.3 100
Vietham | 2.24 0.890 21.6 41.4 28.4 8.6 100
Malaysia | 2.23 0.868 20.7 43.1 28.4 7.8 100
China 217 0.897 24.1 43.1 24.1 8.6 100
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Table 11.7: Frequencies and percentages for countries for ELT materials

Item Mean Standard Strongly Disagree% | Agree% Strongly Total
dev disagree% Agree¥%
Other 4.16 1.38 7.8 111 7.8 3.4 69.8
USA 3.36 0.806 4.3 7.8 35.3 52.6 100
UK 3.35 0.725 2.6 6.9 43.1 474 100
Australia | 3.27 0.808 4.3 9.5 40.5 45.7 100
New 3.18 0.822 4.3 12.9 42.2 39.7 100
Zealand
Ireland 2.62 0.849 9.5 32.8 43.1 14.7 100
Japan 2.58 0.917 13.8 29.3 40.5 15.5 100
Spain 2.54 0.848 12.1 32.8 44.0 11.2 100
France 2.47 0.859 11.2 43.1 32.8 12.9 100
Jamaica | 2.37 0.851 13.8 44.8 31.0 10.3 100
South 2.37 0.819 12.9 44.8 33.6 8.6 100
Africa
Korea 2.36 0.888 15.5 44.8 27.6 12.1 100
India 2.32 0.852 15.5 45.7 29.3 9.5 100
China 2.32 0.868 20.7 43.1 284 7.8 100
Singapore | 2.31 0.797 12.9 50.0 29.3 7.8 100
Canada 2.25 0.870 6.0 10.3 371 46.6 100
Vietnam | 2.25 0.824 16.4 49.1 26.7 7.8 100
Malaysa | 2.25 0.803 15.5 50.0 27.6 6.9 100

Table 11.8: Freguencies and percentages for important skills for English teachers

Item Mean Standard | Strongly Disagree% | Agree% | Strongly | Total
dev disagree% Agree%

Grammar 3.14 0.733 17 13.8 55.2 29.3 100

Knowledge

Good 3.59 0.618 5.2 319 61.2 17 100

pronunciation

Kind 3.30 0.688 2.6 5.2 51.7 40.5 100

Native-like accent 3.29 0.710 0.9 12.1 44.0 43.1 100

Ability to create 371 0.605 17 2.6 19.0 76.7 100

interest

Sense of humour 3.43 0.677 1.7 5.2 40.5 52.6 100

Pleasant 2.55 0.752 7.8 37.1 46.6 8.7 100

appearance

Approachable 342 0.592 0 52 47.4 47.4 100

Enthusiastic and 3.66 0.592 0.9 17 28.4 69.0 100

motivating

Experienceabroad | 2.74 0.782 52 31.0 48.3 15.5 100

K nowledge of 3.28 0.643 0.9 7.8 53.4 37.9 100

Conversation /

idiomatic

expressions

Clear explanations | 3.66 0.645 1.7 4.3 19.8 74.1 100

Senditive to 3.45 0.651 0.9 6.0 40.5 52.6 100

students needs and

problems

K nowledge of 247 0.691 6.0 45.7 43.1 52 100

Japand Japculture

Teaching Exp 2.56 0.736 6.9 37.1 48.3 7.8 100

Teaching Methods | 3.37 0.704 0.9 10.3 39.7 49.1 100
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Table 11.9: Paired t- test results for relationship between attractiveness and variety to

imitate
Country Categories M ean Score D
Vietnam Attractive 2.12 0.789
Imitate 1.62 *** 0.586
Canada Att.ractive 3.50 0.626
Imitate 3.32** 0.830
Spain Attractive 2.52 0.899
Imitate 1.88 *** 0.736
Erance Attractive 2.40 0.893
Imitate 1.87 *** 0.653
Attractive 251 0.991
Japan Imitate 1.71 +%* 0.824
Singapore Att'ractive 2.33 0.811
Imitate 1.82 *** 0.584
Ireland Att_ractive 2.64 0.796
Imitate 2.27 *** 0.750
. Attractive 2.39 0.842
India )
Imitate 1.79 *** 0.740
UK Attractive 3.66 0.545
Imitate 3.29 *** 0.710
. Attractive 2.19 0.844
China Imitate 1.66 %+ 0.645
Jamaica Att-ractive 2.28 0.787
Imitate 1.87 *** 0.679
America Att'ractive 3.67 0.615
Imitate 3.54 ** 0.762
New Zealand Att'ractive 3.34 0.632
Imitate 2.99 x** 0.797
Australia Att_ractive 3.58 0.635
Imitate 3.13 *** 0.797
South Africa Att_ractive 2.44 0.827
Imitate 1.97 *** 0.721
Korea Attractive 2.34 0.924
Imitate 1.65 *** 0.579
Malaysia Att_ractive 2.16 0.750
Imitate 1.71 *** 0.560
Ic Attractive 3.39 0.392
Imitate 3.09 *** 0.476
ocC Attractive 2.27 0.624
Imitate 1.77 *** 0.513
EC Attractive 2.35 0.634
Imitate 1.73 *** 0.515
*** P<0.01 **P<0.05 *P<0.1
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Table 11.10: Chi-square results for relationship between attractiveness and variety to
imitate

English to I mitate
Disagree | Agree p-value
. Disagree 85 0 0.001***
Vietham Agree 6 1
Disagree 3 3 0.005***
Canada Agree 12 98
Spain Disagree 58 0 0.000***
Agree 37 21
France Disagree 61 3 0.007***
Agree 41 11
Japan Disagree 59 4 0.021**
Agree 42 11
Singapore Disagree 66 1 0.003***
Agree 41 8
Ireland Disagree 42 7 0.000* **
Agree 30 37
India Disagree 70 0 0.000* **
Agree 34 12
UK Disagree 4 0 0.000***
12 Agree 9 103
<3 China Disagree 70 4 0.047**
t Agree 35 7
% Jamaica Disagree 72 0 0.000% **
® Agree 30 14
E America Disagree 5 0 0.000* **
Agree 6 105
Vietnam Disagree 85 0 0.001***
Agree 26 4
New Zealand Disagree 6 2 0.001***
Agree 23 85
Australia Disagree 4 3 0.008* **
Agree 18 91
South Africa Disagree 61 3 0.000* **
Agree 33 19
Korea Disagree 67 1 0.032**
Agree 43 5
IC Disagree 116
Agree 116
ocC Disagree 36 1 0.001***
Agree 55 24
EC Disagree 27 0 0.000***
Agree 53 36

*¥** P<0.01 **P<0.05 *P<0.1
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Table 11.11: Sudents attitudes towards their English teachers.

Item Mean Standard | Strongly Disagree% | Agree% Strongly Total
dev disagree% Agree%

My Japanese teachers have been/are proficient English teachers.

Pre 253 0.638 6.0 36.2 56.0 17 100

My native English teachers have been/ are proficient English teachers.

Pre 3.43 0.578 0.0 4.3 48.3 474 100

My Non-native English teachers have been/ are proficient English teachers.

Pre: 294 0.726 4.6 154 61.5 185 100

My English education has prepared meto use English with speakers from around the world.

Pre 3.22 0.803 52 7.8 46.6 40.5 100
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Table 11.12: Paired t- test results for the relationship between countriesto recruit

English teachers and for use in ELT materials.

Country Categories M ean D
Vietnam Teacher 2.24 0.890
ELT 2.25 0.824
Canada Teacher 2.86 0.985
ELT 3.24%** 0.870
Spain Teacher 2.59 0.903
ELT 2.54 0.848
Erance Teacher 2.56 0.804
ELT 2.47 0.859
Japan Teacher 2.26 0.871
ELT 2.58 *** 0.917
Singapore Teacher 2.41 0.824
ELT 2.31 0.797
Ireland Teacher 2.92 0.759
ELT 2.62%** 0.849
India Teacher 2.50 0.955
ELT 2.32** 0.852
UK Teacher 3.60 0.589
ELT 3.35*** 0.727
China Teacher 2.17 0.879
ELT 2.23 0.868
Jamaica Teacher 2.42 0.866
ELT 2.37 0.851
America Teacher 3.57 0.661
ELT 3.36*** 0.806
Teacher 3.46 0.666
New Zealand ELT 3.18*** 0.822
Australia Teacher 3.56 0.608
ELT 3.27 *** 0.808
. Teacher 2.60 0.873
South Africa ELT 237 %%+ 0.819
Korea Teacher 2.25 0.940
ELT 2.36 0.888

*¥** P<0.01 **P<0.05 *P<0.1
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Table 11.13: Crosstabulations for relationship between countriesto recruit English teachers

and for usein ELT materials

ELT Materials
Disagree Agree p-value
. Disagree 56 17 0.001***
Vietnam
Agree 20 23
Disagree 10 29 0.055*
Canada
Agree 9 68
Spain Disagree 29 17 0.001***
Agree 23 47
France Disagree 36 13 0.000***
Agree 27 40
Japan Disagree 41 27 0.000***
Agree 9 38
» Singapore Disagree 53 10 0.000* **
% Agree 20 33
.E Ireland Disagree 24 4 0.000% **
E) Agree 25 63
India Disagree 52 19 0.000* **
Agree 19 26
UK Disagree 5 66 0.001***
Agree 6 39
China Disagree 50 21 0.010**
Agree 24 21
Jamaica Disagree 44 27 0.000***
Agree 24 21
America Disagree 7 0 0.000***
Agree 7 102
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Vietnam Disagree 56 17 0.001***
Agree 20 23

New Zealand Disagree 1 59 0.000***
Agree 9 36

Audtralia Disagree 10 61 0.002***
Agree 6 39

South Africa Disagree 38 12 0.001***
Agree 29 37

Korea Disagree 51 20 0.001***
Agree 19 26

IC Disagree 3 113
Agree 3 113

oC Disagree 35 ) 0.000***
Agree 38 41

EC Disagree 11 9 0.043**
Agree 30 66

*** P<0.01 **P<0.05 *P<0.1
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Table 11.14: Independent T-test results for the influence of background factors on attitudes towards selected choice of varieties.

Average Values
Variable Categories  American . . . ! Overall Overall Overall
English UK English Canadian Japan Spain  Singapore IC _ oC _ EC _
English English English
Gender Male 3.55 3.75 3.20 2.55 2.45 2.35 3.20 2.40 2.25
Female 3.70 3.64 3.56 2.50 2.53 2.32 3.27 2.34 2.33
L anguage L earning Experience
Yes 3.73 3.71 3.58** 2.58 2.65 2.43* 3.32* 2.44* 2.40**
* %
Cram School No 356 354 333+ 236 226 213" 312" 219" 215
Holiday Abroad Yes 3.65 3.78 343 2.30 2.57 222 3.27 2.23 2.18
No 3.68 3.62 3.52 2.56 2.51 2.35 3.25 2.38 2.35
Study Abroad Yes 3.61 3.65 3.52 2.48 2.50 2.28 3.23 2.30 227
No 3.71 3.66 3.49 2.53 2.53 2.36 3.27 2.39 2.34
Foreign Friends Yes 3.46*** 3.67 3.46 2.46 241 2.33 321 2.35 2.30
No 3.78 *** 3.65 3.52 2.53 2.57 2.32 3.28 2.35 2.32
DVD/Music Yes 3.64 3.66 3.52 2.39 2.53 2.34 3.26 2.37 2.29
No 3.71 3.65 3.48 2.65 2.50 2.31 3.25 2.33 2.34
English Teachers
UK Yes 3.66 3.64 3.53 2.51 2.53 2.34 3.27 2.36 2.32
No 3.75 3.75 3.35 2.50 2.45 2.25 3.17 2.30 2.29
US Yes 3.66 3.64 3.49 2.46%* 2.49 2.32 3.24%** 2.34 2.28**
No 3.86 3.86 3.71 3.29** 3.00 2.43 3.55%** 2.57 2.85**
Canada Yes 3.70 3.70 3.57 2.52 2.52 2.19 3.27 2.21%** 224
No 3.65 3.61 3.44 2.50 2.52 2.45 3.24 2.48*** 2.38
English learning M otivation
Career Prospects Yes 3.70 3.68 354 251 2.47 240 3.32 2.43 2.35
No 3.64 3.63 3.46 2.51 2.56 2.25 3.19 2.27 2.28
Interested in Yes 3.73 3.67 3.52 251 2.58 2.32 3.26 2.38 2.33
English No 354 3.63 3.46 251 2.37 234 3.25 2.30 2.28
Communicate Yes 3.68 3.66 3.54 2.28 2.45 2.35 3.30* 2.35 2.32
with NESs No 3.65 3.65 3.39 2.58 271 2.26 3.14* 2.35 2.29
English movies,  Yes 3.71 3.63 3.55 2.49 2.59 231 3.28 2.32 2.29
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Average Values

Variable Categories  American . . : : Overall Overall Overall
English UK English Canadian Japan Spain  Singapore IC oC EC
English English English
N .ShOWS hop No 3.64 3.67 3.46 2.52 2.46 2.34 3.24 2.38 2.33
music, etc
Communicate Yes 3.52** 3.58 3.50 2.33 2.50 2.35 3.25 2.44 2.34
with NNESs No 3.78** 3.71 3.50 2.63 2.53 231 3.26 2.29 2.30
Englishisa Yes 3.75 3.72 3.61** 2.55 2.54 234 3.33* 2.42 2.33
useful No 3.57 3.57 3.35%* 2.45 2.49 231 3.15* 2.26 2.29
Travel abroad Yes 3.65 3.59* 3.57* 2.54 2.58 241 3.29 2.40 2.35
No 3.71 3.80* 3.34* 2.43 2.37 214 3.18 2.24 2.23
Experiencewith  Yes 3.67 3.66 3.53 2.60 2.56 2.35 3.26 2.37 2.35
NESs No 3.67 3.61 3.33 2.00 2.28 2.22 3.20 2.27 211
Experiencewith ~ Yes 3.60** 3.64 3.42+* 2.43** 244 2.33 3.20*** 2.33 2.28
NNESs No 3.88** 3.69 3.72%* 2.72%* 2.72 231 3.41* ** 2.42 241
NES exchange Yes 3.38** 3.63 3.50 2.63 2.69 213 3.17 2.12 2.25
students No 3.72%* 3.66 3.50 2.49 2.49 2.36 3.27 2.39 2.32
NNES exchange  Yes 3.25 3.50 3.75 2.0 2.75 2.00 3.07 2.00 1.96
students No 3.69 3.66 3.49 2.53 2.51 2.34 3.26 2.37 2.33
Work NES Yes 3.50 3.63 3.38 2.50 2.63 2.13 3.10 2.00 214
No 3.69 3.66 351 251 251 234 3.27 2.38 2.33
Work NNES Yes 3.29* 3.57 3.14 2.14* 2.86 1.86 3.04 2.07 2.08
No 3.70* 3.66 351 2.51* 251 234 327 2.38 233
) Yes 3.75** 3.63 3.57* 251 2.55 2.39 3.31%** 241 2.34
With NESTS No 3.48** 3.73 3.33* 2.52 2.42 2.18 3.11%** 221 2.25
) Yes 3.75* 3.50 3.75 2.25 2.75 2.00 3.35 2.25 235
With NNESTs No 3.67* 3.66 3.49 2.52 251 2.34 3.25 2.36 231
Leisure time NES Yes 3.58 3.58 3.50 2.92 2.50 2.67 3.16 2.45 251
No 3.68 3.66 3.50 2.46 2.52 2.29 3.27 2.34 2.29
Leisuretime Yes 3.50 3.39** 3.39 2.67 2.67 2.67%** 311 2.55 2.57***
NNES No 3.70 3.70* 3.52 2.48 2.49 2.27%** 3.28 2.32 2.27%**
Job NES Yes 3.67 3.73* 3.53 2.44 2.55 2.49 241 3.31** 2.44*
No 3.68 3.51* 344 2.55 2.44 2.56 2.17 3.16** 2.20*
Job NNES Yes 3.61 3.69 351 2.37 2.60 2.56 247 3.27 2.45*
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Average Values

Variable Categories  American . . : : Overall Overall Overall
English UK English Canadian Japan Spain  Singapore IC _ oC . EC .

English English English
No 3.76 3.61 3.48 2.60 2.37 2.46 211 3.23 2.20*

Future English Use
Free time NES Yes 3.65 3.63 3.53 2.55 251 240 3.23 2.40 2.30
No 371 3.71 3.45 2.42 2.53 2.18 3.30 2.26 2.33
Free time NNES Yes 3.67 3.67 344 2.45 2.60 2.49** 3.22 2.44 2.32
No 3.67 3.64 3.56 2.56 2.44 2.18** 3.29 2.27 231
Work/study NES ~ Yes 3.68 3.66 3.58 2.26* 2.39 247 3.30 2.36 2.28
country No 3.67 3.65 3.46 2.63* 2.58 2.26 3.23 2.35 2.33
Work/Study Yes 3.83 3.56 3.50 2.56 2.50 261 3.26 2.52 2.46
NNES country No 3.64 3.67 3.50 2.50 2.52 2.28 3.25 2.32 2.29
*** P<0.01 **P<0.05 *P<0.1
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Table 11.15: Independent T-test results for the influence of background factors on variety to imitate

Average Values
. . . . Overal Overall
Variable Categories  American : Australia  Japan | OC
: UK English . . . EC
English English English Englis :
h English
Male 3.40 3.35 2.80** 1.70 2.84* 1.50*
Gender Female 3.57 3.28 3.20% * 171 3.08* 175
L anguage L earning Experience
Cram School Yes 3.58 3.35 3.17 2.58 3.10 1.75
No 3.46 3.18 3.05 2.36 2.92 1.60
. Yes 343 3.61** 3.22 2.30 3.16 1.69
Holiday Abroad No 3.57 3.22 ** 3.11 2.56 301 171
Yes 3.33F** 3.28 3.15 2.48 3.03 1.72
Study Abroad
No 3.69*** 3.30 311 2.53 3.04 1.69
Foreian Friends Yes 3.28*** 3.36 3.26 2.46 3.02 1.65
g No 3.68+* 3.26 3.06 253 305 173
. Yes 3.45 3.27 3.19 2.39 3.04 1.69
DVD/Music No 3.65 3.33 3.06 265 305 172
English Teachers
UK Yes 3.66 3.64 3.61 2,51 3.27 2.32
No 3.75 3.75 3.40 2.50 3.17 2.29
US Yes 3.66 3.64 3.56 2.46** 3.24**  2.28
No 3.86 3.86 3.86 3.29**  355%* 285
Canada Yes 3.70 3.70 3.56 2.52 3.27 2.24
No 3.65 3.61 3.60 2.50 3.24 2.38
English learning M otivation
Career Prospects Yes 3.56 3.25 3.07 1.75 3.03 1.77
> No 353 3.27 3.15 1.67 302 173
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Average Values

Overal Overall
Variable Categories  American . Australia Japan | OC
: UK English : . . EC
English English English Englis .
h English
. ) Yes 353 3.27 3.15 167 302 173
InterestedinEnglish - 357 3.34 3.09 180 309 165
Ves 3.54 3.36% 3.20 248  311** 172
Communicate with *
NESs \o 3.55 3.10* 2.94 258 285 165
*
English movies, TV Yes 3.59 3.24 3.31%+ 180 310  1.84**
shows, pop music, etc No 351 3.33 3.00* * 1.64 3.00 1.60**
Communicate with Yes 3.44 331 3.29* 1.60 3.09 1.74
NNESs No 3.62 3.28 3.01* 178 300 168
English s a useful Yes 3.61 331 3.10 175 306 174
No 3.45 3.27 3.16 165 301 166
Trevel abroad Yes 3.58 3.26 3.23%+ 174 308 176"
No 3.46 3.37 2.80%* 163 294 157
. . Yes 353 3.32 3.19 174 307 174
ExperiencewithNESs - 3.61 3.17 278 1.50 288 152
. . Yes 3.46% 3.31 3.08 160** 300 168
Experience with NNESs - 3,75+ 3.25 3.25 200 315 176
Current English Use
Yes 331 3.38 331 163 310 171
NES exchange students 3.58 3.28 3.10 172 303 170
NNES exchange Yes 3.25 3.50 3.25 200 305 181
students No 3.55 3.29 3.13 170 304 170
Yes 3.38 3.50 3.38 175 302 181
Work NES No 3.57 3.28 3.12 172 304 170
Yes 3.14% 3.57 3.29 143 297 175
Work NNES No 357 3.28 3.12 1.72 304 170
. Yes 361 3.34 3.30%%* 251 314 178+
WithNESTs No 3.36 3.18 270%*% 252 2.78%% 151+
. Yes 3.75 3.50 3.50 200 340 200
With NNESTs No 3.54 3.29 3.12 170 303 169
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Average Values

Overal Overall
Variable Categories  American , Australia  Japan | OC
: UK English : . . EC
English English English Englis .
h English
Leisure time NES Yes 3.17* 3.25 3.25 1.67 2.98 1.60
No 3.59* 3.30 3.12 171 3.05 1.72
Leisure time NNES Yes 3.28 3.00 3.22 1.44 2.92 181
No 3.59 3.35 311 1.76 3.06 1.68
Job NES Yes 3.55 3.43%** 3.28*** 1.73 3.14%*  1.82%**
No 354 3.05* ** 2.85* ** 1.66 2.85%*  1.50* **
Yes 3.44* 3.34 321 1.79 3.08 1.82%**
Job NNES No 3.70* 3.22 3.00 1.59 2.97 1.52%**
Future English Use
Free time NES Yes 3.50 3.28 314 1.63 3.04 1.72
No 3.63 3.32 311 1.87 3.05 1.68
. Yes 344 324 311 1.65 2.97 1.75
Freetime NNES No 3.64 3.34 315 175 310 167
Work/study NES Yes 3.50 3.37 3.26 1.39*** 312 172
country No 3.56 3.26 3.06 1.86*** 3.00 1.70
Work/Study NNES Yes 3.72 3.22 2.89 161 2.94 1.80
country No 351 3.31 3.17 1.72 3.06 1.69
*** P<0.01 **P<0.05 *P<0.1
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Table 11.16: Independent T-test results for the influence of background factors on countriesto recruit English teachers from

Average Values
overal o erall
Variable Categories  American UK Endlish Australian Canadian India I1C oC Overall EC
English 9 English English English  Englis : English
h English
Male 3.30 3.52 3.35 2.70 2.25 3.10 2.13 2.08
Gender Female 3.63+* 3.61 3.60* 2.89 255 336**  2.43 2.41%+
L anguage L earning Experience
Cram School Yes 3.73 3.61 3.57 2.88 2.58 3.35 2.45 241
No 3.56 3.56 3.53 2.82 2.33 3.27 2.23 2.25
Holiday Abroad Yes 3.65 3.78 3.82 2.86 2.34 3.46 2.36 2.40
y No 3.68 3.55% 3.49%* 2.86 2.53 3.29 2.38 2.34
Yes 361 3.58 3.58 2.67 2.50 3.30 2.37 2.27
Study Abroad No 371 3.60 3.54 2.08* 250 334 238 241
Foreian Eriends Yes 3.46 3.66 3.56 2.76 2.53 331 2.46 2.35
9 No 3.78*** 3.56 3.55 2.90 2.48 3.33 2.34 2.36
DVD/Music Yes 3.64 3.57 3.54 2.76 2.54 3.29 2.45 2.42
No 3.71 3.62 3.57 2.98 2.44 3.36 2.29 2.27
English Teachers
UK Yes 3.75 3.75 3.40 3.35 2.35 3.29 241 2.36
No 3.66 3.64 3.61 3.53 2.40 3.49* 2.23 2.33
US Yes 3.86 3.86 3.86 3.71 2.71 3.30 2.39 2.36
No 3.66 3.64 3.56 3.49 2.37 3.69** 223 2.32
Yes 3.65 3.61 3.60 3.44 2.52 3.32 2.35 2.38
Canada No 3.70 3.70 3.56 3.57 224" 333 240 2.34
English learning M otivation
Career Prospects Yes 3.43 3.49 3.45 2.94 2.63 3.28 2.49 2.42
P No 3.71** 3.70 3.66* 277 2.37 3.37 2.27 2.29
. . Yes 3.58 3.53 3.56 2.74 2.50 3.28 241 2.38
Interested in English 3.57 3.74* 3.54 3,14+ 248 341 231 231
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Average Values

Overal
Variable Categories  American UK Endlish Australian Canadian India I1C 8\éerall Overall EC
English 9 English English English  Englis . English
h English
Communicate with Yes 3.60 3.60 3.57 2.83 2.44 3.33 2.36 2.37
NESs No 351 358 351 2.03 2.64 330 244 232
English movies, TV Yes 3.61 359 355 277 234 330 232 230
shows, pop music, etc No 3.55 3.60 3.56 2.92 2.61 3.34 242 2.39
Communicate with Yes 352 358 358 279 2.64 333 236 2.44
NNESs No 3.61 3611 3.54 201 2.39 330 244 2.29
o Yes 3.58 359 3.50 2.8 255 330 252 2.43
English is a useful No 3.57 3.61 3.63 2.69 242 334 228 2.25
Travel sbyoad Yes 3.59 356 3.54 285 2.48 332 242 2.40
No 3.54 3.68 3.60 2.88 254 332 228 225
. . Yes 355 3.59 355 2.89 254 333 243 2.40
Experience with NESs 3.72 3.64 3.61 266 227 327  209* 2.11*
. . Yes 3.50 358 351 275 251 327 239 237
Experience with NNESs - 3.7+ 3.64 3.68 3,15+ 246 346 2.35 232
Current English Use

NES xchance sudents Y& 3.37 3.56 356 250 256 323 254 241
9 No 3.61 3.60 356 2.02 2.49 334 235 235
NNES exchange Yes 3.25 3.25 3.25 275 275 304 266 253
students No 3.58 361 357 2.86 2.49 333 237 235
Work NES Yes 3.25 3.62 3.37 2.87 1.75 314 195 221
No 3.58 359 357 2.86 255+ 333 241 237
Yes 3.25 371 357 271 214 316  2.00 222
Work NNES No 3.60 3.50 3.55 2.87 252 333 240 2.36
. Yes 3.14 3.60 361 2.93 2.45 338 241 271
With NESTs No 3.60* 3.57 3.42 2.66 260  318** 230 2.38
. Yes 3.50 3.25 375 3.25 3.25 337 300 2.30
With NNESTs No 3.58 361 355 2.84 247 332  2.36* 271
o Yes 375 3.54 3.50 2.83 2.00 319 215 2.03
Leisure time NES No 3.55 3.71 3.56 2.86 255 333 241 2.30%
o Yes 355 333 3.50 255 227 315 231 212
Leisure time NNES No 3.58 3.64%* 3.57 201 254 335 239 2.40
1o NES Yes 3.50 3.62 357 2.94 2.60 334 248 2.44
No 3.70 356 353 270 231 328  218** 2.21*
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Average Values

Overal
Variable Categories  American UK English Australian  Canadian  India IC 8\éerall Overall EC
English English English English  Englis : English
h English
Yes 3.50 3.57 3.52 291 2.54 331 2.50 241
Job NNES No 3.60 363 3.60 2.78 243 334 250 2.27
Future English Use
Free time NES Yes 3.55 371 3.53 2.87 2.48 3.28 2.40 2.37
No 3.63 3.63 3.60 2.84 2.52 3.40 2.33 2.32
Free time NNES Yes 3.56 3.56 3.54 2.81 243 3.28 2.40 2.40
No 3.59 3.63 3.57 2.90 2.55 3.36 2.33 2.32
Work/study NES Yes 3.50 3.50 3.57 2.73 2.47 3.30 2.44 2.36
country No 3.61 3.64 355 2.92 251 3.33 2.35 2.35
Work/Study NNES Yes 3.55 3.38 3.38 2.66 2.77 3.22 2.61 252
country No 3.58 3.63 3.59 2.89 2.44 3.34 2.34 2.33

*** P<0.01 **P<0.05 *P<0.1
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Table 11.17: Independent T-test results for the influence of background factors on countriesto usein ELT materials.

Average Values
Variable _Categor American UK Canada Japan Spain Singapore Overall Overall Overall
les English  English  English  English  English  English ' ocC EC
9 9 9 9 9 9 English  English  English
Gender Male 2.90 3.10 3.05 2.25 2.40 2.20 2.86 2.15 2.25
Female  3.45%*+ 3.40* 3.28 2.65* 257 2.34 323** 233 233
L anguage L earning Experience
Yes 3.37 3.29 3.23 2.60 253 2.35 317 2.32 242
Cram School No 3.33 3.46 3.25 253 256 2.5 3.16 224 237
Holidey Abroad Yes 347 347 3.30 256 2.69 2.47 331 2.37 250
y No 3.33 3.32 3.22 258 250 227 3.13 228 238
Yes 3.19 315 3.00 253 247 232 3.05 2.26 2.38
Study Abroad No 347 3.48+* 3.40%* 261 258 231 3.25 2.32 242
Foreian Eriends Yes 315 3.36 315 257 253 2.38 311 235 242
9 No 3.46+* 3.37 3.28 258 254 2.28 3.19 227 239
. Yes 3.39 335 317 258 253 2.39 3.19 235 243
DVD/Music No 3.32 3.34 3.32 257 255 2.23 3.14 223 2.36
English Teachers
UK Yes 3.15 3.36 3.27 256 257 234 3.20 233 341
No 3.40 3.30 3.10 268 2.40 2.20 3.04 213 237
US Yes 3.42 3.33 3.23 259 255 2.30 3.16 2.30 2.42
No 3.35 357 3.28 242 2.42 257 3.35 223 214
Canada Yes 3.32 3.40 3.27 262 259 233 3.22 227 242
No 3.40 3.30 3.20 254 250 2.30 3.13 2.32 238
English learning M otivation
Career Prosoects Yes 3.36 3.35 3.28 263 257 2.36 3.20 2.39 245
P No 3.35 3.35 3.20 253 250 227 3.13 2.20 235
nterested in English Yes 3.40 3.32 3.30 253 254 232 3.19 2.30 237
9 No 3.25 3.42 3.08 268 254 231 3.11 228 248
. . Yes 3.48 341 331 259 250 228 3.25 2.26 239
Communicate with NESs No 3.03*** 319 3.03 254 2.64 241 206+ 239 2.44
English movies, TV shows, Yes 353 351 3.38 265 253 230 3.29 232 241
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Average Values

Variable _Categor American UK Canada Japan Spain Singapore Overall Overall Overall
les English  English  English  English  English  English ' oc EC
9 9 9 9 9 9 English English  English
pop music, etc No 3.3 303 313 253 255 232 308* 228 2.39
Co Yes 3.35 3.37 331 272 2.58 241 3.25 2.26 2.50
CommunicatewithNNESs 3.36 3.33 319 2.48 251 2.25 2064 239 2.34
Eralish is & et Yes 3.44 3.35 3.32 2.65 2.62 231 3.20 2.42 2.47
9 No 3.24 334 312 2.48 2.42 2.32 315 221 2.30
vl sbroad Yes 3.44 3.35 3.27 252 2.49 2.32 3.22 232 2.37
No 317 3.34 317 271 2.65 231 3.04 2.24 2.47
& oerience with NESs Yes 3.38 3.35 3.27 2.60 258 2.36 3.20 234 2.43
P No 3.22 3.33 3.05 2.44 2.33 2.05 2.97 2.09 2.23
. . Yes 3.20 3.25 313 251 258 233 3.06 228 2.39
Experience with NNESs No 3.78¢*x 3.62++ 353+ 275 243 2.28 3454 234 2.42
Current English Use
NES oxchange sudents Yes 3.25 3.37 331 2.66 2.75 2.56 318 2.37 2.46
g No 3.38 3.35 3.23 257 251 2.28 317 2.29 2.39
Yes 3.00 2.75 3.50 2.66 3.25¢ 2.25 2.87 2.25 2.77
NNES exchange students No 3.37 3.37+ 3.23 2.58 2.51* 232 318 2.30 2.39
Work NES Yes 3.00 312 3.00 2.00 2,50 2.00 2.03 1.95 2.04
No 3.08 3.37 3.25 2.62* 254 2.34 319 232 2.43
Yes 3.00 3.00 271 2.00 2.28 1.85 283 1.79 1.95
Work NNES No 3.38 3.37 3.27* 2.62* 255 234 3.19 233*% 243
With NESTs Yes 351 3.43 3334 262 2.56 233 3.28 2.32 2.42
No 206%** 315 3004 248 2.48 2.27 288+ 232 2.36
. Yes 375 375 4.00 3.00 3.50 2.75 3.62 2.66 3.00%*
With NNESTs No 3.34 3.33 3.21% 2.56 250%*  2.30 3.15 2.28 2.3g++
e time NES Yes 3.50 3.25 3.41 281 216 216 312 1Lo4* 224
No 3.34 3.36 3.22 2.55 258 2.33 317 2344 242
o Yes 3.22 3.00 316 252 2.27 2.27 2.94 2.07 2.26
Leisure time NNES No 3.38 3.41%* 3.25 2,59 2.59 2.3 321 2.34 2.43
10 NES Yes 3.41 3.37 3.32 2.62 2,61 2.36 3.22 2.36 2.43
No 3.26 331 3.09 251 2.41 2.24 3.06 219 2.35
100 NNES Yes 3.27 3.28 317 272 2.60 2.38 312 2.35 2.49
No 3.50 3.45 3.34 2.36+* 2.45 221 3.24 221 2,27+

Future English Use
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Average Values

Variable _Categor American UK Canada Japan Spain Singapore Overall Overall Overall
les English  English  English  English  English  English  .C oc EC
English English English
o tmONES Yes 341 3.33 3.25 2.54 257 2.37 3.18 2.34 2.40
No 3.26 3.39 321 2.65 2.47 221 3.14 221 2.41
o time NNES Yes 3.29 3.25 3.20 261 2,61 2.43 3.12 2.37 2.43
No 3.42 3.44 3.27 2,55 2.47 2.21 3.21 2.23 237
Yes 3.47 3.42 3.39 2.43 2.63 2.39 3.28 2.35 2.40
Work/study NES country No 3.30 3.32 3.16 2.65 2.50 2.28 3.11 2.27 2.40
Yes 3.27 3.22 3.27 255 2.72 227 311 2.42 2.50
Work/Study NNES country 3.37 3.37 3.23 2,58 251 2.32 3.18 2.27 238

*** P<0.01 **P<0.05 *P<0.1
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Table 11.18: Paired samplest- test resultsfor pre and post course questionnaire (GE and non GE)

Questionna GE Students

Non GE Students

Variable ire M ean SD M ean SD
Motivation
Pre 0.55 0.67 0.43 0.500
Career Prospects Post 0.55 0.67 0.55 0.502
o Pre 0.79 0.414 0.66 0.479
Interested in English Post 0.73 0.447 0.74 0.442
Communicate with Pre 0.77 0.426 0.71 0.459
NESs Post 0.75 0.437 0.86+* 0.348
English movies, TV Pre 0.41 0.496 0.43 0.500
shows, pop music, etc Post 0.41 0.496 0.48 0.504
Communicate with Pre 0.50 0.505 0.33 0.473
NNESs Post 0.59 0.496 0.52%+* 0.504
o Pre 0.64 0.483 0.55 0.502
Englishisauseful Post 0.57 0.499 0.60 0.493
Pre 0.66 0471 0.74 0.442
Travel abroad Post 0.47%* 0.505 0.76 0.432
. . Pre 0.89 0.312 0.78 0.421
ExperiencewithNESs 0 0.86 0.353 0.90* 0.307
. . Pre 071 0.456 0.78 0.421
Experience with NNESs 0.71 0.456 0.76 0.432
Current English Use
Pre 0.13 0.334 0.16 0.365
NES exchange students o 0.13 0.334 0.19 0.395
NNES exchange Pre 0.02 0.134 0.05 0.223
students Post 0.04 0.187 0.03 0.184
Pre 0.05 0.227 0.09 0.283
Work NES Post 0.09 0.288 0.14 0.348
Pre 0.09 0.288 0.03 0.184
Work NNES Post 0.14 0.353 0.14** 0.348
. Pre 0.73 0.447 0.71 0.459
WithNESTs Post 0.77 0.426 0.79 0.409
. Pre 0.02 0.134 0.05 0.223
With NNESTs Post 0.04 0.187 0.05 0.223
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Variable

Quegtionna GE Students

Non GE Students

ire Mean SD M ean SD
. Pre 0.11 0312 0.10 0.307
Leisure time NES Post 0.16 0.371 0.34% 1.01
o Pre 0.18 0.386 0.14 0.348
Leisure time NNES Post 0.13 0.334 0.43 1.666
Pre 0.71 0.456 0.57 0.500
Job NES Post 0.68 0.471 0.64 0.485
Pre 0.63 0.489 0.62 0.489
Job NNES Post 0.68 0471 0.55 0.502
Future English Use
. Pre 0.70 0.464 0.60 0.493
Freetime NES Post 0.68 0471 0.72 0.451
. Pre 0.52 0.504 0.43 0.500
Freetime NNES Post 0.55 0.502 0.43 0.500
Work/study NES Pre 0.34 0.478 0.33 0.473
country Post 0.30 0.463 0.39 0.493
Work/Study NNES Pre 021 0.414 0.10 0.307
country Post 0.30 0.463 0.15 0.365
**rx P<0.0L  **P<0.05 *P<0.1
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Table 11.19: Paired t-test results for GE and non GE students.

Attractive English

Imitate English

English Teachers

ELT Materials

Variable Quetionnaire SD M ean D M ean ) M ean D
GE Students
Singapore Pre 2.45 0.776 101 0629 247 0868 241 0.817
Post 2,74 0.762 2.0 0756  2.84%** 0902  2.68** 0.820
o Pre 2.76 0.844 2.40 0728 204 0781 2.77 0.879
Post 2.97% 0.725 2.46 0781  3.20** 0743 287 0.774
. Pre 248 0.863 1.90 0612 258 0817 253 0.882
Post 253 0.627 2.00 * 0657 279 0893  2.60 0.747
Yo Pre 2.74 1.052 168 0848 237 0914 268 0.940
Post 2.84 0.875 2.11%% 0795  2.04%* 0962 279 0.832
i Pre 2.62 0.895 1.88 0818 260 0054 244 0.901
Post 281 0.783 217+ 0841 279 0986 277 0.918
Uk Pre 3.69 0.503 3.34 0690 359 0593  3.36 0.718
Post 3.62 0.557 3.36 0742 361 0559  3.46 0.706
i Pre 234 0.870 1.66 0637 232 0905 236 0.831
Post 2.45 0.799 1,03+ 0632 251 0.863  2.67** 0.710
oo Pre 238 0.768 1.90 0667 250 0883 248 0.863
Post 253 0.799 2.07%** 0746 274 0889  2.60 0.793
oA Pre 3.67 0.632 352 0843 356 0728 3.39 0.836
Post 3.66 0.608 3.50 0628 358 0622 348 0.655
New Zealond Pre 338 0.644 3.02 0783 353 0627 322 0.750
Post 3.29 0.676 291 0823 337 0670 331 0.754
i Pre 3.40 0.699 317 0798 356 0624 335 0.719
Post 3,57+ 0.652 2.93+* 0769 343 0651 3.9 0.706
South Africa Pre 2,59 0.899 2.09 0801 270 0878 248 0.800
Post 2.81* 0.783 217 0704 282 0861  2.67 0.886
<orea Pre 2.55 0.882 167 0574 225 0880 244 0.841
Post 2.69 0.821 2.02%** 0662  2.65+** 0889  2.67* 0.734
Spain Pre 2.69 0.882 2.00 079% 263 0959 260 0.836
Post 2.64 0.821 2.09 0708 284 0833 263 0.765
e Pre 347 0.681 3.29 0859 201 0023 324 0.864
Post 3.43 0.678 3.21 0789  3.50%** 0681 3.5 0.762
Vet Pre 2.25 0.872 165 0612 234 0889  2.39 0.867
Post 2.40 0.799 1.03+* 0728 248 0903 262 0.834
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: . . Attractive English Imitate English English Teachers ELT Materials
Variable Questionnaire 1 ean D Mean sD Mean SD Mean D
Malaysia Pre 211 0.779 1.69 0.537 2.34 0.849 2.29 0.837

Post 2.41** 0.781 2.05%** 0.759 2.55 0.901 2.60%* 0.815
Non GE Students
Singapore Pre 221 0.835 172 0.523 2.37 0.768 2.22 0.773
Post 2.19 0.868 1.79 0.642 2.39 0.916 2.17 0.752
Ireland Pre 2.52 0.731 212 0.751 2.89 0.741 2.48 0.800
Post 2.55 0.776 2.24 0.802 2.86 0.712 2.58 0.750
Erance Pre 231 0.922 184 0.702 2.55 0.798 241 0.838
Post 2.26 0.807 1.86 0.693 2.50 0.922 2.39 0.836
Japan Pre 2.25 0.855 1.69 0.754 2.17 0.819 2.47 0.888
Post 2.30 0.886 1.79 0.669 2.36 0.872 2.52 0.868
India Pre 2.16 0.721 171 0.649 2.39 0.954 2.20 0.789
Post 2.16 0.768 171 0.530 2.27 0.812 2.20 0.811
UK Pre 3.62 0.587 324 0.733 3.60 0.590 334 0.738
Post 3.59 0.773 3.34 0.828 3.65 0.514 3.43 0.678
China Pre 2.03 0.794 1.67 0.659 2.01 0.868 2.10 0.892
Post 191 0.732 1.67 0.654 1.93 0.813 2.06 0.813
Jamaica Pre 2.17 0.798 1.84 0.696 2.34 0.849 2.27 0.833
Post 2.03 0.725 1.83 0.596 2.12* 0.880 2.13 0.736
USA Pre 3.67 0.604 3.56 0.682 3.58 0.593 3.32 0.781
Post 3.24 0.709 3.67 0.607 3.65 0.479 3.51* 0.681
New Zealand Pre 3.29 0.622 297 0.816 3.36 0.718 314 0.895
Post 3.24 0.709 3.07 0.835 3.48 0.599 3.26 0.668
Australia Pre 3.59 0.622 3.09 0.801 3.55 0.597 324 0.844
Post 3.47 0.655 3.14 0.736 3.62 0.524 3.32 0.659
South Africa Pre 2.30 0.731 1.84 0.616 2.50 0.863 2.27 0.833
Post 2.46 0.758 2.10%* 0.718 2.72* 0.744 2.46 0.680
Korea Pre 2.14 0.926 1.62 0.587 2.24 0.996 2.27 0.932
Post 2.05 0.826 1.78 0.702 2.15 0.854 2.20 0.873
Spain Pre 2.34 0.928 1.76 0.657 2.55 0.861 2.48 0.863
Post 2.33 0.803 1.93* 0.697 2.43 0.919 2.34 0.849
Canada Pre 3.53 0.569 334 0.807 281 1.050 324 0.884
Post 3.52 0.628 341 0.726 3.46*** 0.627 3.29 0.772
Vietnam Pre 1.98 0.668 1.59 0.563 2.13 0.887 2.12 0.774
Post 1.93 0.623 1.66 0.548 2.05 0.866 2.06 0.813
Malaysia Pre 2.07 0.728 1.72 0.586 2.12 0.880 2.22 0.773
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: . . Attractive English Imitate English English Teachers ELT Materials
Variable Questionnaire M ean SD M ean SD M ean SD M ean SD
Post 1.95 0.666 1.79 0.585 2.13 0.847 2.08 0.755
IC Ero‘;
oc i
EC Ero‘;
*** p<0.01 **P<0.05 *P<0.1
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Table 11.20: Paired t-test results for attitudes towards teachers (GE and non-GE students)

Variable _Que;tionna Japanese Teachers NESTs English Education
ire M ean SD M ean SD M ean SD
GE Students Pre 2.55 0.680 3.48 0.599 3.18 0.826
Post 2.72 0.615 3.36 0.718 3.22 0.702
Non GE Pre 2.52 0.599 3.37 0.556 3.25 0.784
Students Post 2.60 0.674 3.22 0.622 3.22 0.650
*** P<0.01 **P<0.05 *P<0.1
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Appendix 12: Coding nodesfor open-ended questionnaire

analysis
Table 12.1: Nodes and descriptions for questionnaire analysis
Tree Description Free Nodes
Node
Where things happen, e.g. conversations, Chance Encounter, Conversation School, ELF
Context learning experience, etc. Experience, Foreign Country, Japan, Job, NES
Country, NNES Country, Part-time job, School,
University
Emotional Any reference to an emotional response, Negative: Difficult, Dislike, Hindered Learning,
Response e.g. positive, negative or amixed opinion. | Impossible, Incorrect, Loss of confidence,
Unsuccessful Communication
Positive: Attractive, Easy, Fun, Helps Learning,
I mportant, Motivating, Successful Communication,
Useful
Mixed Opinion
English References to attitudes about English. Change in attitude, ELF Awareness, NES Ownership,
Attitudes Own variety, Useful Lingua Franca
Events The time when an event occurs, e.g. Current Situation, Future Possibility, Past Experience
school, childhood.
Motivation | Why students are learning English. Career prospects, Broaden Horizons
Pedagogical | Attitudestowards learning English. Desire to learn, English Exposure, L1 in class, NES
Beliefs model
People Any referencesto people Classmate, Customer, Friend, Japanese National, NES,
NEST, NNES, NNEST (diff L1), NNEST (sameL1),
Target audience, Tourist
Skill References to parts of the English Culture, Grammar, Listening, Pronunciation, Reading,
language, e.g. pronunciation. Speaking, Vocabulary, Writing
Teacher References to English teachers, classroom | Active teaching style, Awareness of students' needs,
Qualities environment. Clear explanations, Kind, Knowledge of C1, Lack of

teaching skill, Motivated, Knowledge of L1, Passive,
Personality
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Appendix 13: Open-ended questionnair e node frequencies

Table 13.1: Node frequency in open-ended questionnaire

Sour ce Node
NES GE Useful Lingua | NES Ultimate
Ownership | awareness Franca Goal
Pre-Course Questionnaire | 55 33 35 13
Post-Course 41 27 43 13
Questionnaire
Table 13.2: Sudents experience using English in open-ended questionnaire
Interlocutor | Place Emotional
Response
Abroad
o)
s 5
Sl 2 E 5| 858 |2 -%
fra} = \ o o ;
§ 85 23 52228 &
Z 3 |Z 8 Blodm| T|& |z
NES 56 14 2 22 1 20 5 70 7
NNES 29 31 16 18 1 2 0 |53 5
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Table 13.3: Nodes coded together in open-ended questionnaire

Codes Pre-Questionnaire | Post-Questionnaire
‘NES and ‘Correct’ 10 10
‘NNES and ‘Correct’ 0 0
‘NNES' and ‘Incorrect’ 1 0
‘NNEST (same L1) and ‘ Incorrect’ 17 8
‘NEST’ and ‘ Correct’ 9 3
‘NES and ‘Helps Learning’ 6 12
‘NNES and ‘Helps Learning’ 8 4
‘NES and ‘Hinders Learning’ 0 0
‘NNES' and ‘Hinders Learning’ 0 0
‘NEST’ and ‘Helps Learning’ 47 37
‘NNEST (Same L1)" and ‘Helps 41 40
Learning’

‘NNEST (diff L1)’ and ‘Helps 0 4
Learning’

‘NNEST (same L1)’ ‘Hinders 35 33
Learning’

‘NNEST (diff L1) ‘Hinders 0 1
Learning’

‘GE Awareness and ‘Helps 6 2
Learning’

‘ELF awareness and ‘Useful Lingua | 18 22
Franca

‘NES and ‘ Positive’ 68 66
‘NES and ‘Negative 7 4
‘NNES and ‘ Positive’ 54 58
‘NNES' and ‘ Negative’ 5 2
‘NNEST (same L1)’ and ‘Negative’ | 53 38
‘NES Model’ and ‘ Impossibility’ 2 0
‘NEST’ and ‘Active Teaching Style' | 17 12
‘NEST’ and ‘ Fun’ 26 21
‘NEST’ and ‘Motivating’ 12 11
‘NNEST (same L1)’ and ‘Grammar’ | 25 20
‘NNEST (same L1)’, ‘Negative', 29 17
‘Pronunciation’
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Table 13.4: Matrix query resultsin open-ended questionnaire

Class Node
NES GE Useful Changein | NNESTs (diff
Ownership awareness | Lingua Attitude L1)
Franca
GE 24 27 13
Non-GE | 27 12 3 10
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Appendix 14: Interview profiles

Table 14.1: Profile of tourism interviewees

Motivation  Experience Enalish Use ELF English Attitude Learning
Abroad 9 Exp English
English Goal GE Negative
Education Awa  Exposure Positive
re
Junior High Good high Czech Class YES Communicate YES  American (NEST, American NES Model
school Republic (NES&NNES) model) (Familiar) (Important)
teacher Spanish (NNEST)
g NE Accent Singaporean (Textbook) NE before GE
g (Undesirable)
T
Elementary East Asia& Class YES NE Accent Canadian American NNE NES Model
. Cram school Europe Travel (NEST) _ (Familiar) (Negative)  (Imitates
‘g (Travel) A?deg can (NEST, Erena(i? & NESTS)
T model) anadian Need more
(Easy) variety
Kindergarten America NESTs YES Communicate NO American (NEST, American Romanian NESModd 1%
('study) ( nervous) NES accent (not model) (Familiar) (difficult)
= Friends possible) American
2 (Korean) Imitates NESTs Chinese Model
(Easy& familiar)
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Motivation  Experience Endlish Use ELF Future English Attitude Learning
Abroad g Exp Goal English
English Goal GE Negative
Education Awa  Exposure Positive
re
Junior High Foreign Austraia Friends YES NE Accent American (NEST, American European Japanese
marriage (Study) (Swedish, (British) Modd) (Familiar) (Difficqlt) English
Culture Italian, Korean ADLgﬁrahlan aSl.J;{';IIt(IOH
- Indonesia French, (Easy) (Difficult (Distike)
s (Travel) Korean & American
Indonesian ) (Attractive)
British
(Culture
preference)
Elementary Favourite America YES Communicate YES  Noknowledge of American Korean Japanese
Privatelesson  school subject  (Study 1 (NES&NNES) different accents before (Familiar) (Difficult) NNEST
(Finnish year) university British (Cool)  Japanese ( Dislike
teacher) Canada American (NEST, (Didlike) pronunciation)
% (study 1 model) GE Awareness
z month) needed
(Students& teac
hers)
NES Mode
(Important)
High school Career Train station YES Communicate YES  American (NEST, American NNES NES Model
— prospects (American, (NES&NNES) model) (Familiar) (difficult) (Useful)
g Asian) British
8 .
z American
(Easier)
Father Useful Australia Class YES  Work NE Accent YES Awareness of varieties American Need to reduce
worked in (study 6 in Aust (Familiar)A stereotype
America months) Friends Japan raia Malaysian (Homestay) ustrallar_1
(Attractive) .
(Korean, Canadian Asian
= Chinese) Work/h y . Australian/Ame
§ oliday Hawaiian ( NEST) American rican  teachers
5 &British (Useful,  role
= Elementary . ( previously '
School American (NEST, most model)
Model) attractive)
Conversation
school
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Motivation  Experience Endlish Use ELF Future English Attitude Learning
Abroad g Exp Goal English
English Goal GE Negative
Education Awa  Exposure Positive
re
Singapore (3 England YES Communicate YES  British (NEST) American,(Fa  Japanese Stereotype
years) (study 1 (NES&NNES) American(NEST, miliar)Amer  ( Dislike) (NEST best)
Conversation month) NE Accent Modd) ican (Easy) NES Model
school (British now (Useful,
American, not o
_ Feas Vietnam necessary for Korean (NNEST) pronunciation)
g different Volunteer ELF)
& _ _ NE before GE
Vietnamese (Friend)
Mother can England 3 Mother's YES Work/ American (NEST, American Japanese Japanese
speak English months friends holiday Model) (Familiar) (Dislikes, English
(NESs & Canada British doesn’t edl_m?ﬂon
France, NNESs) (Traditional,c ~ want to be (Didlike)
UK Work lear, posh recognised NES Model
’ ) Irish (Homestay) » posh) o9 (Important)
Canada, in as
. . GE Awareness
° Australia, Japan . Canadian Japanese) raising needed
= Hong Travel B”t',Sh( Study Aprgad, (Mixture, NNEgT
3 Kong, Agent previously unfamiliar) dear) \ESTs (eg.
America Asia, nat
) Hong Kong  mother tongue)
American (Dislike
(Popular, variety,
powerful) likesthe
difference)
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Table 14.2: Profile of GE interviewees

Motivation Experience ELF English Attitude GE Class
Abroad English Expe Future Goal Lear‘nlng
Use rienc English
e
English Education Goal CE Negative
Aware  Exposure Positive
ness
Junior High Class NO Work in Commun YES  British American NNE(Dif NESModd Listening
Japan icate (NEST) (Familiar) ficult) (American,  Journa
(English) (NES) Useful) (difficult,
American NE (Easy& useful)
Visit NES (NEST, useful) GE
_ countries model) Awareness  Took GE
& (America) American raising classtolearn
g NNE may (Fast) needed about
become British varieties
intelligible (Easy)
with
increased Sterectype
exposure (NE is best)
Junior High Songs & TV Class Commun  YES American NESMode  Increased
Cram School shows NNESs icate (Familiar) (Useful for NNE interest
(easier) (NES&N NE (Best, ELF)
NE ( fast, but NES) beautiful)
Livein
good) NES
_ country NES
g (UK, (Envy)
>
< Canaga, Opinion
America) )
changing
NE
Accent
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Motivation Experience ELF English Attitude GE Class
Abroad English I;xpe Future Goal Lear.nl ng
Use rienc English
e
English Education Goal GE Negative
Aware  Exposure Positive
ness
Elementary Australia  Friends YES NE American American Japanese  NESModel  Raised
Conversation School (Korean, Accent (NEST, (Familiar) (Unattrac ~ (Useful) confidence
Chinese, (commun model) Australian tive)
Singaporean) icate) (Unique, American Opportunity
Korean Pretty) IstAsia to study GE
American Europe
(NEST)
© -
<? ) American
Previous culture
stereotype of (Closest,
NESs good
model)
Indian
English
(NNEST)
Junior High PT Job YES Workin American American NNE NESModel  Languageis
(American, Japan (City (NEST, (Familiar) (Irregular  (Useful, evolving
Korean & Hall) Modd) American , Fake) American
° Chinese) (Easy) &British)
= British Raised
2 (intelligible awareness
X ) of NE
Australian Englishes
(Fast) needed

441



Motivation Experience ELF English Attitude GE Class
Abroad English Expe Future Goal Lear.nl ng
Use rienc English
e
English Education Goal GE Negative
Aware  Exposure Positive
ness
Elementary Mixed race Work in Commun YES  American American Japanese Raised
Cram school friend (role Japan icate (NEST, (Familiar) English awareness
mode) (English, &NEES&N Model) American eglﬂsclétki on g confidence
Logistics ) NES) NZ (NEST,  (Easy) §\IEISIMe())d y Lisening
accent previously Important journal
< unfamiliar) British (Increased
ES (recent exposure
= Singaporean choice) ’C\;E before leads to
(Textbook) intelligibility)
Malaysian,| Unsure of
ndian ‘ Standard
English’
3yearsold. Culture Hawaii PT Job YES Workin Commun YES  American American NESModed  Raised
Conversation (Holiday)  (Disneyland, Japan icate (NEST, (Familiar) (Useful) confidence as
School. NES Chinese & (English) (NES&N Model) British American  spesker of
countries New Indian) HES) Model Japanese
(interest) Zedland Friend Accent NZ ( study New (Useful, English
9 (Study 1 (German) not abroad) Zealand boss,
= year) NES necessary stereotype)
z (nervous, fear Japanese
of NNESTs (5
misunderstan years study
ding) NES
NNES (calm country)
& relaxed)
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Motivation Experience ELF English Attitude GE Class
Abroad English I;xpe Future Goal Lear.nl ng
Use rienc English
e
English Education Goal GE Negative
Aware  Exposure Positive
ness
Elementary Songs PT Job (Cram  YES Workin NE American American GE GE needed
School English club School Japan(English  Accent (NEST, (Familiar) Awareness  for English
Communicate teacher)l teacher) not Mode) raising students
necessary needed
NNES Canadian (Students&  Listening
'3:3 (Comfortable) Proud of Teachers) journal
being Australian (friends’
Friend (Thai) Japanese Finland nationalities)
(NNEST)
Finland
(fluent)
Lived abroad America  Friends YES WorkinNES NE Korean American Australia  Chinese
(LivedO-  (Korean, Country Accent (Familiar) Indian NNESTs
Cram school 4years)  Chinese, (Australia) (Contrall American Korean Difficuly ~ (Useful,
Indonesian ed, (NEST, Study (Easy & gﬂtcr?
&Indian) flexible) Abroad) familiar) America,
different
- Thailand ~ NNES( easy) British British &unfamilia
(% (Lived Previous r cultures)
4-8 NES ( fed stereotyp Australian Indonesian
years) ashamed, fear e Chinese, ( Strong
making (English Indian accent, but
Australia  mistakes, but is liked it)
(Study) useful) America)
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Motivation Experience ELF English Attitude GE Class
Abroad English I;xpe Future Goal Lear.nl ng
Use rienc English
e
English Education Goal GE Negative
Aware  Exposure Positive
ness
Junior High Class NO Work Japan Commun American America America  American Raised
(English, icate (NEST, (Familiar) (Hard) Mode awareness of
PT Job (Cram NESs, (NES) Study Australia Restricts ELF
School Conversation Abroad) (Easy)
English school office) NES Model
teacher) ( Important,
. mother
g tongue, but
5 unsure of
= standard)
NE 1%
(China&Ko
rea, strong
relations
with Japan)
Junior High Canada PT Job YES NE American American Japanese Raised
Conversation school (Hotel, Accent (NEST, (Familiar) English awareness of
(German, America Mode!) Canadian education NNE
American) Canadian German (Dislike)
< Indian, ( Easy) Changed
= Chinese, image of
> Korean, Previous English
Spanish stereotype
that English
belonged to
America
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Appendix 15: Coding nodesfor interview analysis

The codes are applied by content

A coded sections ends when the content changes

If atopicisreturned to it is coded as a new example
Coding categories can overlap, e.g. a section of dialogue can be coded as ELF Experience, NNE, Own

variety, Unsuccessful Communication if all features appear in the section
® Theinterviewer’s contributions are not coded

Table 15.1 Nodes and descriptions for interview analysis (new codes in bold)

Tree Code Description Free Nodes
Where things happen, e.g. conversations, Chance Encounter, Conversation School, ELF Experience,
Context learning, etc. Foreign Country, Japan, Job, NES Country, NNES Country,
Part-Time job, School, University, TV/movies, GE Class
Events The time when an event occurs, e.g. school, Current Situation, Future Possibility, Past Experience
childhood.
People Any references to people Classmate, Customer, Friend, Japanese National, NES, NEST,

NNES, NNEST ( diff L1), NNEST (same L1), Target
audience, Tourist

Emotional Response

Any reference to an emotional response, e.g.
positive, negative or a mixed opinion.

Negative: Difficult, Dislike, Hindered Learning, Impossible,
Incorrect, Loss of confidence, Unsuccessful Communication,
Hinder communication, Hinder compr ehension, Enfor ces
ster eotype, Unfamiliar

Positive: Attractive, , Easy, Fun, Helps Learning, Important,
Motivating, Successful Communication, Useful, Familiar,
Mixed Opinion

Attitudes

References to attitudes about English.

Change in attitude, ELF Awareness , NES Ownership, ,
Useful Lingua Franca, Proficiency, Shared non-nativeness,
Unsure of standard, Variety Preference, Stereotype,
Imitate, Cultural Attachment, Improved compr ehension,
Helpful for communication, Raised confidence, Question
SE, Identity, Cultural attachment

English Variety

English

Varieties of English.

Native: America, Australia, UK, Canada, New Zealand,
South Africa

Non-Native: Own Variety, Africa, Asia, China, Czech
Republic, Denmark, Europe, Finland, France, Ger many,
Hong Kong, I ndia, I ndonesia, Italy, Korea, Latin America,
Malaysia, Middle East, Russia, Singapore, Sweden,
Taiwan, Thailand, Vietham

Skill

References to parts of the English language, e.g.
pronunciation.

Culture, Grammar, Listening, Pronunciation, Reading,
Speaking, Vocabulary, Writing

Mativation

Reasons for learning English.

Career prospects, Broaden Horizons

Attitudes

Attitudes towards learning English.

NESmodel, L1in class, Question ELT, Staggered
L earning

Teacher
Qualities

Pedagogical
Beliefs

References to English teachers.

Activeteaching style, Experience abroad, Experience as
language learner, General Skill, Kind, Knowledge of C1, Lack
of teaching skill, Passive, Poor English, Skill over
Nationality, Awareness of students’ needs,
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Appendix 16: Interview code frequencies

Table 16.1: Node frequenciesin interviews

Students
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Node

X
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20
15

60
33
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NES Ownership
GE Awareness

X X X X X

X

X X X X

Useful Lingua Franca
NES Ultimate Goal
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X

X X X X X X X
X X X X X X X X
X X X X X X X X

16
20
20
13
20
13
14

19

X
X
X
X
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106
55
23
89

X X X X X X X

NNE

X X X X

X X X X X X X

Change in Attitude

X X X X X X X X
X X X X X X X X

American English

26

ELF Experience

X X X X

15
10
18

Own variety

Shared non-nativeness

10

Stereotype

Identity
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Table 16.2: Nodes coded together in interviews

» Students

S 55 4 . c e fTse 5 s ;
e 8 S5 :i %5856 s8fs53f,50¢

O B r £ R = z =z (% S fcs5%Z2% 25 2 & & R~

Native English
‘NE’ & Attractive 56 20 X X X X X X X X X XXX X X X X X X X X
‘NE' & ‘Familiar’ 44 20 X X X X x X X X X XXX X X X X X X X X
‘NE’ & ‘Correct’ 21 20 X X X X X X X X X XXX X X X X X X X X
‘Target Audience’ &*NES Speaker’ 25 18 X X X X X X X X X X X X X X X X X X
‘NES & ‘Positive 12 18 X X X X X X X X X XXX X X X X X X
‘NES' & ‘Negative 4 3 X X X
‘NES & ‘Future Use 14 13 X X X X X X X X X X X X X X X
‘American English’ & ‘Variety Preference 24 13 X X X X X X X X X X X X X
‘AmEng’ & ‘Negative 18 12 X X X X X X X X X X X X
Non-native English

‘NNE’ & ‘Familiar’ X X X X
‘NNE’ & ‘Unfamiliar’ X X X X X X X
‘NNE’ & ‘Positive 23 11 X X X X X X X X X X X X
‘NNE & *Incorrect’ 20 9 X X X X X X X X X
‘Pronunciation’” & ‘Negative 15 8 X X X X X X X X
‘Own Variety' & ‘Dislike 11 7 X X X X X X X X
‘NNES & ‘Positive 6 X X X X X X
‘NNES & ‘Negative 7 X X X X X X X
‘ELF Experience€ & ‘NNE’ 10 7 X X X X X X X
‘NNE’ & ‘Attractive 1 X
‘GE Awareness' & ‘Future Possibility’ 6 X X X X X X
‘ELF Experience’ & ‘GE Awareness' 5 X X X X X
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English language learning
‘NES Ownership’ & ‘Pedagogical Beliefs
‘NES & ‘HelpsLearning’
‘NNES' & ‘Helps Learning’
‘NEST’ & ‘Helps Learning’
‘NNEST (Same L1)’ & ‘Helps Learning’
‘NNEST (diff L1)’ & ‘Helps Learning’
‘NNEST (sameL1)’ & ‘Hinders Learning’
‘NNEST (diff L1) & ‘Hinders Learning’
‘NE’ & ‘Helps Learning’
‘GE Awareness’ & ‘Helps Learning’
‘NNEST (samelL1) & ‘Positive
‘NNEST ( diff L1)’ & ‘Positive
‘GE Awareness' & ‘Pedagogical beliefs’
‘NEST’ & ‘Positive
‘NNEST (samelL1) & ‘Negative
‘NNEST (samelL1) & ‘Pronunciation’
‘Familiarity’,” AmEng’, ‘ELT’

28
17

19

10

w

27
15

12
13

14
12
15

0 © 00 01 N © W N

X X X X X X
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x

x

X X X
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Table 16.3: Matrix query results for interviews (GE and non GE students)

Non Students
-GE ;
- - o -
Node GE g 2 £ _ s § = % E & 'g E . £ —E 8 - é o
P2 E S 28 2Z2:%e 2 g e
NES Ownership 10 10 X X XX X X XXX XXXXX X X X X X X
GE awareness 10 5 X X X X X XX X X X X X X X X
Useful Lingua Franca 5 4 X X X XX X X X
NES Ultimate Goal 8 8 X XX X X XXX X x X X X X X
NE 10 10 X X XX X X XXX XXXXX X X X X X X
NNE 10 10 X X XX X X XXX XXXXX X X X X X X
Change in attitude 10 3 X X X X XXX X X X X X X
‘NNE’ & ‘Positive' 6 5 X X X X X XX X X X X X
‘ELF Awareness' & ‘Pedagogical Beliefs 8 3 X X X X X X X X X X X
Raised Confidence 9 5 X X X X X X X X X X X X X X
Question SE 4 0 X X X X
‘GE Class & ‘Helpful for Communication 5 0 X X X X X
Question ELT 5 1 X X X X X X
Raised Awareness 8 O X X X X X X X X
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Appendix 17: Focus group profiles

Table 17.1: Focus group profiles

Group Name Interviewed Background Infor mation
1 Noboru NO Junior High School, Cram School, English is universal language, early English education OK, doesn’t want to use English in
future job, NESTs: good pronunciation, AustEng:difficult, NNE:unsure.
Miyuki YES Appendix 14
Y oko NO Conversation School, spread of Englishis positive, English is universal language, NNES: Shared Non-Nativeness, aware of
influence of dominance of NE.
Takao NO Elementary School, Dislikes studying Japanese, values NE pronunciation, worries about intelligibility of JapEng.
Y uko YES Appendix 14
Y uka YES Appendix 14
2 Saki NO Elementary school, liked BritEng but speaks AmEng — doesn't care, impressed with those who have a NE accent, desires NE
accent, but confident in JapEng accent, English is for communication, positive ELF experience, one unified accent desirable
Masae NO Mother speaks English, joined mother’ s English school, wants to work in airport, NESTs:fun, no affiliation to any
variety. AustEng:different
Moemi NO Junior High, Differencein NEST/NNEST, negative experience with NEST, likes BritEng (BritEng NESTs), admires those with
NE accent, preference depend on person, compares Englishes to Japanese dia ects
Kasumi NO English conversation school, NESTs:fun, AmEng Easy (AmEng NESTs)
Chisato NO Elementary, negative experience with NEST, dislikes AmEng, but useful, prefers Brit Eng (BritEng and AustEng NESTs),
positive ELF experience, aware of Singlish.
Yurino NO Junior High, positive ELF experience, difference in NESTS/NNESTS, aware of advantages of Japanese English teachers,

admires those with NE accent, but intelligibility important, compares Englishes with dial ects, preference depend on person.
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Ayumi YES Appendix 14

Nanae YES Appendix 14

Atsushi YES Appendix 14

Sorisu NO 2 yearsold, NNEST: shared non-nativeness, pronunciation important for teachers, aware of NNE, but attached to NE, AMEng is
commonly used, unsure of standard, attitudes depends on person.

Ayaka NO Junior High School, only familiar with AmEng and CanEng, exposed to NNE through GE class, previous stereotype that
AmEng=English, compared Englishes to Japanese dial ects, values NE.

Kenjiro NO Junior High School, only familiar with AmEng, BritEng and AustEng, goal is common English, a common language needed

Yu NO Junior High, differencein Japanese and English languages, English easier for Europeans than Japanese, Americais a powerful
country

Izumi YES Appendix 14

Saori YES Appendix 14

Haruna YES Appendix 14

Ayano NO Junior High School, positive ELF experience, NE is natural, no favourite accent, compares Englishes to Japanese dialect,
NESTs are helpful for learning English

Rika NO Elementary, speaks AmEng and wants an AmEng accent or CanEng accent, although a NE accent is not necessary.
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Appendix 18: Coding nodesfor focus group analysis

Table 18.1: Nodes and descriptions for focus group analysis (new nodes in bold)

Tree Description Free Nodes
Node
Englishin References to the use of English in Japan Thisnodeis asdf standing tree node.
Japan
Where things happen, e.g. conversations, learning, Chance Encounter, Conversation School, ELF Experience, Foreign
Context etc. Country, Japan, Job, NES Country, NNES Country, Part-Time job,
School, University
Emotional Any reference to an emotional response, e.g. positive, | Negative: Boring, Difficult, Dislike, Hindered Learning, Impossible,
Response negative or a mixed opinion. Incorrect, Loss of confidence, Unfamiliar, Unsuccessful
Communication
Positive: Approve, Attractive, Comfortable, Curious, Easy, Familiar,
Fellow Language Learner, Fun, Helps Learning, Important,
Motivating, Successful Communi cation, Useful
Mixed Opinion
English References to attitudes about English. Accent, Change in attitude, ELF Awareness, |dentity, NES
Attitudes Ownership, Own variety, Lingua Franca, Proficiency, Shared non-
nativeness, Unsure of standard, Variety preference, Japanese Dialect
Events The time when an event occurs, e.g. school, Current Situation, Future Possibility, Past Experience
childhood.
Motivation Why students are learning English. Improve career prospects, Learn, Subject, Broaden Horizons, Fun,
Interesting
Pedagogi cal Attitudes towards learning English. Desire to learn, English Exposure, L1 in class, NES model, No L1 in
Beliefs class, Staggered Learning
People Any references to people Classmate, Customer, Friend, Japanese National, NES, NEST,
NNES, NNEST ( diff L1), NNEST (same L1), Target audience,
Tourist
Skill References to parts of the English language, e.g. Culture, Grammar, Listening, Pronunciation, Reading, Speaking,
pronunciations. Vocabulary, Writing
Teacher References to English teachers. Activeteaching style, Approachable, Awareness of students' needs,
Qualities Clear explanations, Encouraging, Experience abroad, Experience as
language learner, General Skill, Intdligible, Kind, Knowledge of C1,
Lack of teaching skill, Motivated, No knowledge of L1, Personality,
Poor English.
English Varieties of English. Native: America, Australia, UK, Canada, New Zealand, South Africa
Variety

Non-Native: Africa, Asia, China, Czech Republic, Denmark, Europe,
Finland, France, Germany, Hong Kong, India, Indonesia, Italy,
Korea, Latin America, Malaysia, Middle east, Russia, Singapore,
Sweden, Taiwan, Thailand, Vietham
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Appendix 19: Focus group node frequencies

Table 19.1: Node frequency in focus groups

Node Group

2

o

E

3 |2
) 2| = = | E ] o | = = o ©
& |z 2|58 |8|2|2|8s |2 |52 |212|2|8 |28 |2|2|8|8| 2|

English in Japan 66 24 X I X | X | X [ X | X [ XX | X | X |[X[|[X |X|X|X|X X [ X | X | X [ X | X | X |X
NES Ownership 29 14 X | X X | X X X X | X | X | X X X X [ X
GE awareness 15 11 X | X | X X X X X X X | X X
Useful Lingua 10 6 X | X X X X X
Franca
NES Ultimate Goal 24 16 X [ X | X | X | X | X X | X | X | X | X X | X X X | X
NE 42 24 X I X X | X [ X | X [ XX | X | X |[X[|[X |X|X|X|X X [ X [ X | X [ X | X | X [X
NNE 18 6 X | X X X X | X
Changein Attitude | 9 5 X X X X X
Elf experience 4 4 X X X X
Own variety 61 24 X [ X | X | X [ X | X [ XX | X | X |[X[|[X |X|X|X|X X [ X [ X | X [ X | X | X [X
Shared non- 7 3 X | X [ X | X X X X
nativeness
American English 33 13 X X X | X X [ X | X X X X | X | X | X
Japanese Dialect 14 10 X X X | X X | X X X X X
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Table 19.2: Nodes coded together in focus groups

Node ” Group
S 1
E
312 |3z | E| 8] 2| € k= e g
g5 B398 g/s<B|5 g2 S5 8352 % F|.Els 2|8l
SEREEEEEIEE B IR IR R R I R IR R
‘English in Japan’ & ‘Positive’ 21 |14 | X| X | X| X | X | X| X X [ X | X X X | X X
‘English in Japan’ & ‘Negative 16| 1 | X| X X | X | X X X X X | X X
1
‘NE’ & ‘Familiar’ 21 |14 | XX | X| X | X | X|X]| X | X | X X | X X X
‘NE’ & ‘Correct’ 15112 | X X X| X X X | X | X | X X X | X
‘NNE & ‘Incorrect’ 5 |3 X X X
‘NES ownership’ & ‘Pedagogical 16 |12 | X| X X | X X | X X X X X X | X
beliefs
‘NEST’ & ‘Helps Learning’ 17|12 | X| X X | X X | X X X X X X | X
‘NNEST (SamelL1) & ‘Helps 1319 X X X X X X X X X
Learning’
‘NNEST (sameLl1)’ & ‘Hinders 7 |4 X X| X X X
Learning’
‘NNEST (same L1) & 26 |15 | X| X | X| X | X | X]|X]| X | X X X X X X | X
‘Pronunciation’
‘Own Variety' & ‘Pronunciation’ 27 114 | X| X | X| X | X | X]| X| X | X X X X X | X
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Table 19.3: Matrix query results for focus groups

Node Non-GE GE
NES Ownership 17 12
GE awareness 6 9
Useful Lingua Franca 6 4
NES Ultimate Goal 12 14
NE 24 18
NNE 6 6
Change in Attitude 2 7
Own variety 29 32
Shared non-nativeness 1 6
‘Englishin Japan’ & ‘Positive 14 7
‘English in Japan’ & ‘Negative’ 7 9
‘NE’ & ‘Familiar’ 10 11
‘NNE & ‘Incorrect’ 4 1
‘NES Ownership’ & ‘Pedagogica beliefs 7 9
‘NEST’ & ‘Helps Learning’ 9 6
‘NNEST (SameL1) & ‘Helps Learning’ 5 8
‘Own Variety’ & ‘Pronunciation’ 12 15
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