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Abstract 

It is a well-known fact that English has acquired the status of lingua franca in a myriad of 

countries and has become the most widely-studied foreign language nowadays; however, 

the ubiquity of its standard forms in the English as a Foreign Language (EFL) classroom 

may foster biased attitudes towards other varieties that do not conform to both Brito and 

American-centric linguistic norms. Languages and accents are an integral part of one’s 

distinct identity, yet the pedagogical ramifications of current landscapes in EFL settings 

could have exerted a detrimental impact on language variation through the promotion of 

a monolithic view wherein the language background of a given individual is affiliated 

with stigmatised beliefs. To glean new insights about the perceptions of World Englishes 

within EFL contexts, this paper intends to elucidate the factors that influence emotional 

responses towards such varieties on the part of teachers and students in Spain. To that 

end, the triangulation of data through an online questionnaire and a series of semi-

structured interviews has been of great relevance. The results obtained here ascertain that 

linguistic discrimination is contingent upon the perpetuation of a language hierarchy 

rooted in the current educational system, where linguistic imperialism could be 

unintentionally reinforced. 

Keywords: English as a Foreign Language, attitudes, World Englishes, Spain, 

linguistic discrimination 
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Resumen 

Es un hecho conocido que el inglés ha adquirido el estatus de lingua franca en numerosos 

países y se ha convertido en la lengua más estudiada en la actualidad; no obstante, la 

ubicuidad de sus formas estándares, como el inglés británico y el americano, en aulas de 

Inglés como Lengua Extranjera (ILE) podría propiciar percepciones negativas hacia otras 

variedades. Los idiomas y los acentos son una parte fundamental al conformar la 

identidad de un individuo, pero las ramificaciones pedagógicas del panorama actual en 

contextos de ILE podrían haber ejercido un impacto negativo sobre la variación 

lingüística a través del refuerzo de una visión monolítica donde el perfil lingüístico de un 

determinado hablante puede verse estigmatizado. A fin de obtener una visión nueva sobre 

las percepciones hacia otras variantes del inglés dentro de entornos de ILE, el objetivo 

del presente trabajo es esclarecer aquellos factores que influencian respuestas 

emocionales hacia dichas variedades por parte de profesores y alumnos en España. Para 

ello, la triangulación de información mediante un cuestionario y entrevistas 

semiestructuradas ha sido de gran pertinencia. Los resultados determinan que dicha 

discriminación depende de la perpetuación de una jerarquía lingüística arraigada en el 

sistema educativo actual, donde el imperialismo de algunas variedades podría verse 

reforzado de forma involuntaria.  

Palabras clave: Inglés como Lengua Extranjera, percepciones, variantes del 

inglés, España, discriminación lingüística  
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1. Introduction 

The global spread of the English language has undeniably created a novel linguistic 

landscape across the world, accounting for a pedagogical response that is largely based 

on desirable and standard English norms. Building upon this premise, there exists a 

generalised conceptualisation of the English language as a monolithic entity in which the 

language itself is learnt and taught on the basis of a native-speaker ideal and, as a result 

of which, educational ontologies of English in EFL contexts orient to a unitary view and 

tend to ignore other varieties of World Englishes (henceforth WEs). Despite the pluralistic 

reality inherent in every language, very little attention is devoted to the teaching and 

learning of WEs, which suggests a deficit in recognising the increasing global diversity 

of the English language.  

In fact, both teachers’ and learners’ attitudes to language variation could be reflective 

of a model of second language learning from which the pervasive ideology of native-

speakerism springs and, as this study will delve into, language variants that differ from 

the previous categorisation may be regarded as the elephant in the “linguistic” room or as 

an obstacle to learning “proper” English. In light of the above, one of the main objectives 

of this paper is to explore the unequal treatment towards language variants from the 

perspective of EFL teachers and students in Spain and how this widespread assumption 

could be encapsulated by the following adaptation of George Orwell’s quotation: “All 

languages are equal, but some language varieties are more equal than others.”  

That being said, it is worth mentioning that Kirkpatrick (2007) has asserted that the 

assumption that certain varieties are better than others, linguistically speaking, is 

eliminated within the WEs paradigm, given that it “makes English plural so that one 

English becomes many Englishes” (p. 27). First formulated by the linguist Kachru in 1985 

and eventually published in 1988, the three-circle model of WEs is associated with a 

particular geographical region in which countries included in the Inner Circle1 (the United 

Kingdom and the United States, for the most part) are hailed as “norm-providing.” Within 

this paradigm, what might be inferred is that inner-circle Englishes are deemed “superior” 

 

1 Kachru’s model is explained in greater detail in the Literature Review section (Kachru’s paradigm), 

together with its limitations and drawbacks (Advantages and disadvantages of the Kachruvian model).  
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and “more appropriate” than their outer and expanding-circle counterparts, since the latter 

are deferential to inner-circle norms. Another emerging issue in this field is the fact that 

Kachru failed to capture the inherent dynamics existent in every language, since his 

concentric-circle model of WEs neither provides an accurate depiction of actual language 

use nor accounts for linguistic diversity.  

 To investigate the conceptual frameworks of WEs as well as the influence of 

“standard” or inner-circle varieties on the perceived status of other language variants, an 

online questionnaire has been distributed among a range of participants, particularly EFL 

students, and data have been further elicited by means of individual and semi-structured 

interviews with teachers. Apart from exploring their attitudes towards some varieties of 

WEs, the research provided in this paper is also meant to familiarise them with linguistic 

diversity so that they can acquire a more informed perspective in this regard, while also 

prompting them to reframe their former mindset and increase their recognition of the 

plethora of varieties pertaining to the English language.  

With a view to raising awareness of the diversity of WEs and contesting such 

prevailing views of language variants, the pedagogical implications that derive from this 

paper would contribute to the further development of the professional practice in the field 

of foreign language education. This could be exemplified by the fact that, aside from 

proposing a renewed conception of linguistic variation, this study also envisages the 

possibility of enhancing educational quality in terms of EFL teaching and learning by 

fostering public awareness about WEs and highlighting the fact that they ought to be seen 

as an important research agenda in language teaching and learning.   

Hence, in EFL classrooms, such a negative stigma surrounding WEs highlights the 

need for active tolerance and increased support at a linguistic and extralinguistic level. 

To put it succinctly, attitudes towards languages and their speakers should be viewed 

through the lens of linguistic diversity, thereby respecting and acknowledging the 

proliferation of language varieties in the contemporary linguistic panorama of the English 

language. Against this background, this paper stresses that WEs shall, insofar as it is 

possible, be placed within EFL curricular contexts, owing to the fact that each variety is 

a valuable asset for their users, for their speech communities, for the maintenance of the 

fundamental values of the European Union (EU) and ultimately, for society at large. 
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Similarly, this research will be applied to tertiary education as well, since the online 

questionnaire will be distributed among students and some interviews will be conducted 

with lecturers from the University of Castilla-La Mancha (UCLM). Apart from proposing 

benefits for this university, the significance of the current research paper could be defined 

inasmuch as its pedagogical innovations are advantageous to EFL lessons across the 

board as well. For instance, recommendations shall also apply to other language education 

institutions, including ADIs2, private English tutoring, the EOI or foreign language 

learning in secondary education.  

On this basis, in view of the fact that this master’s thesis is readdressing and 

recognising the multiple realities and the value of WEs in educational contexts, the upshot 

of which would be the creation of tangible and meaningful change that, in turn, will 

translate into an improvement of existing pedagogical practices and a broader 

transformation of language learning as well as the wider society. In addition to this, the 

importance of the current study could also be underlined in terms of raising awareness of 

other varieties of WEs, given that particular emphasis is placed on the preservation of 

linguistic diversity, together with the promotion of more linguistically and culturally-

responsive learning environments in EFL contexts.  

2. Research objectives  

By conducting this study, one of the main objectives is to determine if the promotion of 

Received Pronunciation (RP) and General American (GA) in the current educational 

system may shape both students’ and teachers’ attitudinal responses towards other 

varieties of WEs. More specifically, this paper has been designed as a preliminary 

exploration into whether the reinforcement of the previous variants could be to the 

detriment of linguistic tolerance. Even though substantial efforts have been made in the 

 

2 Both EOI and ADIs stand for Official School of Languages and English Academies in Spanish. Since the 

translation equivalents of these two terms sound rather institutionalised in English, I have added a 

translation Glossary of educational terminology in Spanish and English to ensure that any possible 

ambiguity in their interpretation is avoided. 
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past to analyse and measure emotional responses and attitudes towards WEs3, there is a 

paucity of information as far as Spain’s EFL education is concerned, in which the topic 

of interest is receiving less attention than its centrality warrants. An important 

contribution of this research paper, therefore, is the fact that it would address this existing 

literature gap and broaden the scope of inquiry for further studies in the fields of 

sociolinguistics and applied linguistics. In addition to this, among the specific strengths 

of combining both qualitative and quantitative methodologies to explore the phenomenon 

under study would be the ability to offer a holistic understanding of the participants’ 

attitudes and lived experiences and obtain a more realistic view of the extent to which 

such attitudinal responses may influence their perceptions of WEs. In summary, within 

the framework of these criteria, this project was undertaken with a view to:  

a) Improving public awareness about WEs and language variation within 

language teaching and learning and fostering appreciation, respect and 

tolerance of such varieties.  

b) Advocating for the implementation of other varieties of WEs as a relevant 

learning agenda in EFL settings.  

c) Helping participants get more acquainted with the current linguistic panorama 

of the English language.  

d) Contributing to the understanding of students’ and teachers’ perspectives and 

providing a basis for further research studies on this matter.  

e) Examining the impact of those varieties that are commonly held as the 

“standard” on other variants.  

f) Exploring the effects of the ideology of native-speakerism on the perceived 

status of WEs and their speakers.  

 

3 A significant number of researchers have looked into this issue, albeit in countries that differ from Spain, 

as can be seen in the following research studies: Chiba et al. (1995) in Japan; Monfared and Khatib (2018) 

in Iran and India; Forman (2005) in Thailand; He and Zhang (2010) in China; Faez (2011) in Italy; and 

even the perceptions and attitudes of Erasmus students in the study conducted by Jenkins (2009a). 
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3. Methodology 

3.1. Methodological framework 

Most of the data used for this research have been gathered in the form of a mixed 

methodology that consists of an online questionnaire and semi-structured interviews, both 

of which have been of great relevance for the collection of quantitative and qualitative 

information, respectively. The participants that will contribute to the study are as follows:  

• Teachers ranging from high school teachers to professors at the UCLM4. 

Accordingly, they have been divided into five groups: high school teachers, 

professors at the UCLM, private English tutors as well as EOI and ADI 

teachers.  

• Students in tertiary education, particularly from the UCLM, as the main target 

group. In addition to this, the questionnaire has been administered to other 

learners, such as former and mature students from the UCLM as well as those 

studying at the EOI located in Ciudad Real to gain further insights into the 

phenomenon of interest and provide richness and depth to the data.   

3.1.1. Interviews  

Throughout the research process, interviewees provided consent for participation prior to 

the interviews, some of which were undertaken virtually as a result of the Covid-19 

pandemic. If requested by a given participant or when deemed appropriate, interviews 

were held online using videoconferencing tools such as Microsoft Teams or Zoom. To 

gather additional supporting information and with the signed consent of the informants, 

interviews were also audio recorded so as to provide a transparent record and disclose 

more detailed information during the proceedings. 

In the event of refusal to carry out an interview through audio recordings, notetaking 

was used instead when interviewing a given teacher. Likewise, research participants were 

 

4 The rationale for choosing participants from this university is to explore their attitudes towards WEs and 

provide recommendations that can help teachers ameliorate their educational practices. Thus, the research 

conducted would prove beneficial for the university as well as for its teaching staff and students. 
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also allowed to choose the language for the interview (either English or Spanish), since 

some of them may feel self-conscious about their Spanish accent when speaking English. 

The ideas generated from the collected data were thereupon transcribed into written form 

for closer study and, as regards interview transcription, audio files were converted to text 

using the transcription platform Otranscribe.com. Lastly, after each interview, 

interviewees were provided with leaflets (see Appendix D: Leaflet about World 

Englishes) with additional information on the matter at hand in an effort to raise 

awareness of the lesser-known varieties of the English language.  

3.1.2. Online questionnaire  

Apart from interviews involving EFL teachers as a qualitative research method, a 

questionnaire was distributed via Microsoft Forms in order to gain a better understanding 

of the respondents’ opinions and attitudes towards WEs (refer to Appendix A: 

Questionnaire for a copy of the full set of questions). Bearing in mind that Spanish is the 

first language of the students that will be taking part in the study, it was deemed necessary 

to translate the questionnaire from English into Spanish to help minimise the risk of 

misunderstandings.  

After data collection, answers were exported to an Excel file in order to carry out a 

quantitative analysis and create charts, figures and tables for the questionnaire responses. 

Hence, an offline copy of the results was developed to divide answers into rows and 

columns that have been assigned to each respondent. Subsequently, in view of the fact 

that a higher-than-expected number of respondents took part in the survey (123 

informants)5, findings were deposited in GitHub, a publicly-accessible repository. Access 

to the full set of the data from the questionnaire, in which the confidentiality of the 

informants is guaranteed by treating their identities numerically, is provided in the 

following link: https://github.com/SilviaBravo/TFM-World-Englishes 

 

5 At the early stages of my research, the questionnaire was expected to be completed by circa 60 students. 

Therefore, since the number of informants far exceeded initial expectations, it was necessary to create a 

concise set of data in GitHub in order to facilitate and enable public access. The raw dataset, together with 

the changes that I have made and every table and figure that I have created, can be found on this platform.  

https://github.com/SilviaBravo/TFM-World-Englishes
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The questionnaire is available, in Spanish and English, at:    

• Spanish: https://bit.ly/2RNN8Sp 

• English: https://bit.ly/3toDbIR 

Likewise, it is worth mentioning that the questionnaire is divided into three sections:  

1. Self-assessment questions to collect relevant background information, such 

as: age, gender, primary motivations for language learning, perceived English 

level, etc.  

2. An open-ended question to ensure that the intended subjects provide a range 

of possible responses and have the opportunity to state their views or colour 

their thoughts. This question is designed to test their familiarity and general 

knowledge of WEs: 

Not familiar at all Not too familiar Somewhat familiar Very familiar 

(0) (1) (2) (3) 

Table 1. Testing familiarity and knowledge of World Englishes.    

3. Likert-scale questions that are designed to anonymously assess their attitudes 

towards WEs6. Informants were asked to rate how they felt about linguistic 

diversity in the form of a 5-point scale from Strongly Agree (1) to Strongly 

Disagree (5).  

Strongly Agree Agree Neutral Disagree Strongly Disagree 

(1) (2) (3) (4) (5) 

Table 2. Likert-scale questions from the questionnaire.  

 

6Some questions, specifically number 13 and 18, were previously employed in the study conducted by 

Chiba et al. (1995). Likewise, questions 8, 21 and 22 are based on Norman’s research (2017). The remaining 

questions for the online questionnaire, the rationale of which is explained in the section entitled Rationale, 

have been formulated by the author of this research paper.  

https://bit.ly/2RNN8Sp
https://bit.ly/2RNN8Sp
https://bit.ly/3toDbIR
https://bit.ly/3toDbIR
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3.1.3. Analysing teachers’ and students’ reported answers  

After data collection, what follows is a thematic analysis of the responses that had been 

collated through the semi-structured interviews and the online questionnaire, which have 

been examined in terms of statistical and textual information. The implementation of this 

method for investigation will illuminate the context dynamics as well as the lived 

experiences of the participants that could play a part in defining their perceptions of WEs. 

In light of the previous approach for inquiry, it should be stressed that the current study 

attempts to build an insightful account of a specific research question, namely the 

attitudes of EFL teachers and students towards WEs and raise awareness of the usage of 

WEs in EFL education.  

Subsequently, the development of conclusions and recommendations, together with 

the dissemination of results, have been accomplished through the application of deductive 

reasoning. Firstly, the study starts with a series of research questions regarding widely-

held assumptions about WEs, hypothesising the factors that could influence attitudinal 

and emotional responses (refer to Hypotheses) towards such varieties. Having 

conceptualised the two sets of data from the online questionnaire and the semi-structured 

interviews, the analysis of the participants’ responses will elucidate whether support 

exists for the range of hypotheses that had been formulated in advance. Lastly, the 

sequence for data analysis and discussion follows the next procedural steps:  

• Descriptive analysis: an examination of responses and their significance 

for the original aims of the study. 

• Categorisation: where appropriate, it was sought to recode data into 

categories to ensure a meaningful statistical comparison of sub-groups, 

such as the effect of the male-female variable on the final outcome.  

• Correlation analysis: identification of trends and analysis of the possible 

association between variables. 
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3.2.  Participants 

At the outset of this research, it was foreseen that circa 60 students would fill out the 

online questionnaire. It was also anticipated that a prevalent number of informants, more 

specifically young adults, would complete the questionnaire, whereas interviews were 

foreseen to be carried out with a lower number of EFL teachers and lecturers 

(approximately between 10-15 individuals). As stated above, in the wake of the ongoing 

pandemic, creating and deploying an online questionnaire was deemed essential, on the 

grounds that it is mobile-friendly and because of its effectiveness in terms of accessibility 

and shareability. In a similar light, amid Covid-19 restrictions, online platforms have also 

been of great importance when shifting some interviews to a virtual environment, like 

Zoom and Microsoft Teams.   

It would be worthwhile to mention that, in the end, the number of participants that 

completed the online questionnaire has confounded the aforementioned expectations, 

since 123 students have submitted it. The number of interviewees, however, is broadly in 

line with initial expectations, as 11 teachers decided to participate in the study.  

3.3.  Pilot study 

Considering that the online questionnaire would be distributed among a wide variety of 

participants with diverse age ranges and varied knowledge of WEs, it was necessary to 

produce a first draft and determine if all the formulated questions could be understood 

correctly. Prior to the distribution of its final version, the questionnaire was tested on a 

small pilot group, which consisted of 12 participants aged between 22 and 40. Throughout 

this procedural step, it was sought to find individuals that would be representative of the 

target group (i.e., university students) as well as some who differed from it so as to 

identify additional smaller issues and refine questions for the final draft. Following the 

first round of piloting, 2 participants believed that it would be advantageous to explain 

that CEFR was the abbreviation for the “Common European Framework of Reference for 

Languages”, since they were unaware of what it stood for. Similarly, every participant 

reported that the overall duration of the questionnaire was between five and six minutes. 

During this phase, their feedback was also beneficial when noticing typographical errors 

and other linguistic nuances that had not been reviewed in the preliminary phases of 
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questionnaire development. Their insights were also valuable when determining the 

perceived difficulty of the questionnaire and their satisfaction upon completing it. Having 

gathered experiential feedback, careful attention was given to the questionnaire in order 

to correct ambiguous content and ensure data accuracy. Accordingly, the meaning of 

abbreviations was specified and some questions were adapted to suit the level of the 

respondents’ knowledge of the subject matter. This issue was further amended by 

simplifying confusing abbreviations and rewording them, an example of which would be 

the following: to measure proficiency in English, CEFR and its reference levels (A1, A2, 

B1, B2, C1, C2) were eventually changed to “Excellent”, “Very good”, “Good”, 

“Average” and “Bad”.  

Prior to the execution of the large-scale survey, a second pilot study was conducted in 

order to test the feasibility and the appropriateness of the questionnaire, to examine the 

full scope of the research questions and identify issues that could have an antagonistic 

impact on data collection. Therefore, with the aim of assessing the factual validity of the 

questionnaire and identifying potential problems that might hinder data results, a 

preliminary version of which was administered to another small group of respondents, 

which was made up of 10 individuals, during the second pre-test phase. Having re-piloted 

the questionnaire to the second group of testers, the layout and the formulated questions 

were reported unambiguous and appropriate. Subsequently, the robustness of the 

collected data and its validity for the purpose of the study have been ascertained by testing 

the significance of the questionnaire for the hypotheses that this paper aims to test. Then, 

questions were converted into meaningful categories and included in the rationale to 

closely examine their relevance for data analysis.  

Lastly, given that awareness of WEs is bound to vary among students, efforts were 

made to create a well-formulated questionnaire that has been drafted in such a way so as 

to allow informants to have a clear understanding of the questions posed. Apropos of the 

interviews, the assumed knowledge of the addressee (EFL teachers and lecturers) is 

expected to be higher and, therefore, it was considered more preferable to design 

interview questions in which any redundancies could be avoided.  
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3.4.  Additional materials  

Before participating in the research project, each interviewee was asked to sign a consent 

form (see Appendix C: Interview consent form). Potential participants were informed 

about what they were to expect in terms of duration, type of questions and purpose of the 

study. They were also informed that audio recordings would be used for data collection 

and research purposes only, and that they could also withdraw from the interview at any 

time. Should an interviewee refuse to be audio-taped, notes would be written instead. 

Additionally, their confidentiality as participants in the study will remain secure and their 

anonymity will be protected by not identifying them by name in any reports obtained 

from each interview. Explanations were offered and every question was answered to their 

satisfaction before, during and after an interview. Lastly, they were given the choice of 

being interviewed in English or, should they prefer, in Spanish. The reason behind this is 

that some participants may not feel comfortable when using English as a medium of 

communication, since anxiety-related factors or insecurity about their own Spanish accent 

could cause a significant language barrier. Therefore, if requested by a given participant, 

an interview would be conducted in their mother tongue so that they can openly talk about 

the topic at hand without feeling self-conscious about their speaking skills.  

Furthermore, an infographic about the current status of WEs was created (see 

Appendix D: Leaflet about World Englishes) to raise further awareness. In order to do 

so, access to said infographic was given by adding a shareable link at the end of the online 

questionnaire. What is more, printed and online copies were also distributed among 

interviewees as a follow-up to the questions that had been previously discussed. By using 

and sharing said infographic, data would be easier to understand and awareness would be 

fostered about the role and significance of WEs in the current global context.   
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4. Hypotheses 

Aside from the central research question as to whether there is unconscious bias towards 

WEs in EFL settings, the following hypotheses and sub-hypotheses will be tested in order 

to yield further confirming results: 

1. The geographical area in which a variant is spoken may account for the emergence 

of negative attitudes and could be used as a measure of prestige. 

2. The hegemonic position occupied by British and American English in EFL 

classrooms has the potential to negatively affect language attitudes towards other 

varieties of WEs and informants can recognise or are aware, either consciously or 

unconsciously, of the hegemony of these two variants.   

3. There exists a correlation between the age and gender of the individual and their 

perceptions of a language variety. 

4. Linguistic bias towards varieties of WEs is highly influenced by their 

phonological patterns. 

5. Multilingual, trilingual and bilingual speakers will show higher general 

acceptance of linguistic diversity as compared with less proficient users of English 

and monolingual speakers. 

5. Rationale 

First and foremost, the rationale underlying the chosen methodological framework is as 

follows: a mixed-method combining both qualitative and quantitative data from the 

interviews and the online questionnaire, respectively, would ensure a higher level of 

accuracy as well as more robustness and credibility for the study. 

 In order to understand the phenomenon under investigation, the combination of the 

aforementioned methods or the triangulation of data would serve as a frame from which 

an in-depth analysis of attitudinal responses towards WEs could be effectively performed. 

Thus, the collected data will be divided into ordered categories and weighted so as to 

generate a dataset suitable for analysis. Further conceptual information on the subject 
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matter will be elicited through a series of interviews among EFL teachers with a duration 

of approximately 30 minutes. In this context, it is important to highlight that teaching as 

an occupation was a determinant factor behind the selection criteria for the interviewees, 

owing to the fact that they are in a critical position when it comes to mediating language 

standards and their varietal features.  

Secondly, this study was undertaken with a view to understanding students’ and 

teachers’ perspectives of other varieties of WEs (i.e. those that are different from 

American and British English) and improving their representation in EFL pedagogy. 

More precisely, interviews with teachers were conducted to investigate their beliefs and 

awareness of WEs and, ultimately, to explore how their attitudes may shape their 

pedagogical choices concerning the teaching and learning of these language variants. 

Before concluding an interview, each teacher was encouraged to share their opinion in 

favour or against the implementation of WEs into the current educational system and their 

lessons, and to discuss the implications of doing so. Lastly, more detailed information 

concerning the rationale behind the specific questions that have been chosen for both the 

online questionnaire as well as the interviews is provided in Table 3 and Table 4, as 

shown below: 
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QUESTIONNAIRE 

         

  RATIONALE 

HYPOTHESES 

TESTED 

 

 

Nos. 1, 2, 3, 5, 6, 

7 

 

 

 

 

 

No. 9 

 

 

 

No. 4 

 

 

 

 

Nos. 8, 12, 14 

 

 

 

Nos. 10, 15, 16, 

20, 21, 22 

 

 

 

Nos. 11, 13, 17, 

18, 19 

These questions are intended to gather background 

information and assess whether someone’s age, 

gender, the reason why they study languages and the 

number of foreign languages known, together with 

their levels of language proficiency, are factors that 

could influence their perceptions of other varieties of 

WEs.  

 

This open-ended question is useful as an aid when 

determining if the participants are familiar with World 

Englishes.  

 

This question aims to shed light on the number of 

UCLM students in order to propose benefits and 

recommendations for the university.  

 

These questions are designed to assess whether 

participants are predisposed to choosing an American 

or British variant in lieu of others. What is more, they 

serve to determine the perceived legitimacy of WEs 

vis-à-vis their American and British counterparts. 

 

The main objective of these questions is to ascertain 

whether linguistic bias is predicated on the accent of 

the speaker.  

 

The purpose of these questions is to explore how the 

prestige of a language variety could be measured in 

terms of their country of origin. Additionally, they 

would determine if overall preference would be given 

to a teacher from a country that belongs to the Inner 

Circle, particularly from the UK and US.   

 
 

 

 

 

5 & 3 

 

 

 

 

       

1 

 

 

 

           x 

 

 

 

 

2 

 

 

 

 

4 

 

 

 

 

1 

Table 3. Rationale behind questionnaire questions.  

 

 



15 

 

 

INTERVIEW 

         

  RATIONALE 

HYPOTHESES 

TESTED 

 

 

Nos. 1, 2 

 

 

 

 

 

Nos. 3, 4, 9, 13, 

15 

 

 

 

 

Nos. 6, 7, 8 

 

 
Nos. 9, 12 

 

 

 

Nos. 5, 10, 11, 

14 

These questions are intended to gather background 

information and assess whether someone’s gender, 

number of foreign languages known and years of 

experience working as a teacher are factors that could 

influence their perceptions of other varieties of WEs.  

 

These questions are designed to assess whether 

participants are predisposed to choosing an American 

or British variant in lieu of others. What is more, they 

would also determine the perceived legitimacy of 

WEs vis-à-vis their American and British 

counterparts 

 

The main objective of these questions is to ascertain 

whether linguistic bias is predicated on the accent of 

the speaker.  

 

The purpose of both questions is to explore how the 

prestige of an individual could be measured in terms 

of their country of origin. 

 

These questions aim to prompt participants to reflect 

upon the legitimacy and relevance of WEs for EFL 

teaching and learning. 
 

 

 

 

5 & 3 

 

 

 

 

2 

 

 

 

 

 

4 

 

 

 

1 

 

 

 

2, 4 

Table 4. Rationale behind interview questions.  
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6. Background information 

6.1. Historical overview 

The number of English speakers between the turn of the seventeenth century and the start 

of the twenty-first century has been reported to increase from roughly seven million to as 

many as two billion (Jenkins, 2003, p. 2). Notwithstanding the fact that English used to 

be spoken within the shores of Great Britain during the mid-sixteenth century, it is 

currently spoken in almost every country across the world, either as a first language (L1) 

or as an official and institutionalised second language (L2) in educational and 

governmental institutions, with its majority of speakers belonging to this latter group. 

When examining the range of historical factors that have been conducive to the current 

status of English, Crystal (2003) argues that it has become a global language due to the 

combination of both geographical-historical and socio-cultural factors (p. 29). Whereas 

there exists a socio-cultural explanation that accounts for how people are dependent on 

English for their social and economic wellbeing, the geographical-historical one traces 

the expansion of the language from the colonial developments throughout the nineteenth 

century to the adoption of English as an official or semi-official language during the mid-

twentieth century. In light of the above, it can be safely assumed that the English language 

permeates and underpins virtually every societal domain, with a plethora of organisations 

having a vested interest in it and operating as a lingua franca in the lives of millions of 

individuals. 

 In the same vein, Jenkins (2003) also distinguishes two diasporas or so-called 

dispersals of English, the first of which involving large-scale migrations from England, 

Ireland and Scotland to predominantly Australia, New Zealand and North America, 

giving rise to new mother-tongue variants (p. 5). The rapid expansion of settlements in 

New England during the seventeenth century attracted further migrants from diverse 

linguistic backgrounds and, in the years that followed, new voyages of exploration took 

English to other corners of the world, where the language spread to the Caribbean and 

southern regions of the United States as a result of the slave trade. The second diaspora 

mentioned by Jenkins (2003) is attributed to the development of second language varieties 

as a result of the colonisation of Africa and Asia (p. 7). As Crystal (2003) contends, “the 
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history of a global language can be traced through the successful expeditions of its 

soldier/sailor speakers. And English […] has been no exception” (p. 9).  

As a result of the seafaring expeditions and English-speaking settlements in the New 

World, contact varieties such as pidgins and creoles began to emerge, particularly owing 

to a confluence of population displacement and shared territories among speakers of 

different languages. Linguistically speaking, there has been a prevailing viewpoint in 

which pidgins and creoles tended to be regarded as degenerate forms, bastardised versions 

or the mere jargon of long-established and standardised languages. For example, Pierre 

Larousse’s The Grand Dictionnaire Universel du XIX Siècle (1869) contained the 

following tenets regarding the definition of creole: “The creole language in our colonies 

[…] is a corrupted French in which several Spanish and gallicized words are mixed” 

(Larousse, 1869, as cited in Hale, 2001, p. 94).  

Taking this into account, it is evident that linguistic bias has not only exerted a 

detrimental impact on how creoles and pidgins have been perceived throughout history, 

but it still wields a great influence on the current state of affairs of WEs. Hence, as the 

acculturation of the language develops in non-Western contexts (e.g. Asian Englishes, 

West Africa), different combinations of varieties with diverse linguistic features are 

starting to appear in English speech communities, yet they are often excluded from the 

constellation of varieties of WEs worldwide.  

Upon reflecting on the present-day position occupied by the English language, Crystal 

(2003) goes on to say that a total number of 329 million represents an estimate of those 

speakers with English as an L1, while the total of 430 is an estimated number of 

individuals who have learnt English as an L2 (pp. 67-68). With second-language 

speakers, the previous ballpark figures are dependent on whether the command of English 

is deemed acceptable to the extent that it succeeds in being categorised as a “speaker of 

English”. For instance, a criterion of a reasonable command of the language rather than 

native-like fluency would considerably expand the L2 grand total, whether or not creole 

and pidgin languages are included (Crystal, 2003, p. 68).  

Therefore, such figures suggest that there is a higher number of non-native speakers 

than native ones and, most importantly, said number of L2 speakers is expected to be a 
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growing trend as English learners use it as a lingua franca (EFL) among themselves. 

However, as pointed out by Jenkins (2003), present-day estimates cannot “capture the 

current number of EFL/ELF speakers precisely, because it is increasing all the time” (p. 

4).  

Taking the aforementioned arguments into consideration, the status of English in the 

world today stems largely from the expansion of British colonial power and the 

ascendancy of the United States to the leading economic power during the twentieth 

century. Hence, its current position is the joint outcome of the colonial expansion of the 

British Empire and the economic dominance of the United States. According to Crystal 

(2003), the latter explains the contemporary position of the English language, since nearly 

70 per cent of English mother-tongue speakers are found in the United States, giving this 

country a controlling interest in the future developments of the English language (p. 60).  

The present-day position of English as a global language has no precedent in the 

history of a language, since never before had a language spread around the globe so 

extensively and, as Crystal (2003) has observed: “what is impressive is not so much the 

grand total but the speed with which the expansion has taken place since the 1950s” (p. 

71). Thus, it could be argued that both the use of English around the world and its 

metamorphosis into the phenomenon of WEs have resulted in numerous perspectives 

ranging from negative to positive attitudes towards certain variants, as will be further 

explored in the present paper. 

Overall, there is no denying that the continual expansion of English worldwide is 

surely an unprecedented phenomenon for a language, but it should be recalled that this 

current situation does not necessarily have to be a permanent reality. Even though the 

dominant position of English unavoidably derives from the economic and political power 

of the United States7, one should not lose sight of the fact that other languages are 

gradually acquiring contemporary popularity and making their way into linguistic 

hegemony as well. Spanish, for example, has been among the languages with the highest 

 

7 Crystal (2003) reasserts that the US is a country that has been more involved with international 

development throughout the twentieth century than any other nation and, consequently, this country is home 

to “nearly four times as many mother-tongue speakers of English as any other nation” (p. 127).   
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prospects of growth, to the extent that it has become one of the most favoured second 

languages in countries such as the United Kingdom, where French risks losing its 

popularity as the most-studied language in secondary school. Similarly, the emerging 

linguistic profile of Chinese is also bound to achieve higher significance and, in coming 

years, it could be tantamount to the genuine global presence of English.  

In a similar fashion, Asian Englishes should not be overlooked either, since Asians 

have been making use of English not only as a medium of communication, but also as a 

tool for projecting their cultural values and identities. As Kachru stated in Prendergast’s 

journal article (1998, p. 237), it is clear that Asia was colonised by the West, but Asia has 

also colonised the language. In view of the above, the future of the English language and 

the next linguistic scenario that will occur cannot be accurately predicted yet and, as 

Crystal (2003) rightly argues: “If we cannot predict the future, we can at least speculate, 

and there are some fascinating speculations to be made” (p. 190).  

6.2. Categorisation of WEs 

It is widely known that English has assumed the position of the international language of 

the twenty-first century, given the fact that it is spoken by at least a quarter of the world’s 

population (British Council, 2013, p. 5). Due to the globalisation of the English language, 

regions from all over the world have been adapting and expanding the meaning of English 

words and thus, those who were once colonised by the language are now rapidly remaking 

it.  

Similarly, according to a report commissioned by the European Court of Auditors, the 

author of which is Gardner (2016), European institutions have developed a vocabulary 

that, albeit deriving from English, greatly differs from any recognised form of the 

language. Therefore, the result of which has been the emergence of words that, outside 

the EU, do not exist or are relatively unknown to native speakers of English (Gardner, 

2016, p. 3). Hence, it can be safely concluded that English now belongs to the world rather 

than to a single inner-circle country, since it enjoys the status of the most widely-spoken 

language in this contemporary era.  
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It is worth noting that the geographical heterogeneity of English, as well as its 

universal correspondence, have been classified by scholars differently. Crystal (2003), 

for instance, indicates that there exist 75 territories where English holds special relevance 

and where it is spoken as either a first or second language (p. 60), such as in countries 

like Singapore, Canada, Kenya, Indonesia and Japan, to mention but a few. As a result of 

the growing diversity and development of WEs, there is a difficulty in determining an 

accurate distribution and number of such varieties. In great part, this is due to the rapid 

population growth that has been taking place in recent decades, particularly in countries 

like China and India. The implication of this phenomenon, therefore, is that current 

estimates are likely to increase at a staggering rate in upcoming years.  

For this reason, it would be advisable to classify the location of WEs by focusing on 

other factors in lieu of the percentage of speakers, as this number is liable to fluctuate. 

Even though it is possible to provide a description of the spread of English across the 

globe by putting emphasis on standardised and non-standard varieties, the distribution of 

WEs worldwide could be approached from various angles. For example, the Electronic 

World Atlas of Varieties of English (also known as eWave) has devised a classification 

of WEs based on the following criteria: their world region and their typology (e.g. 

traditional L1 varieties, high-contact L1 varieties, indigenised L2-varieties, English-

based pidgins and English-based creoles). In contrast, other maps that account for the 

development of WEs across the globe have focused on the proficiency levels of secondary 

speakers, such as the EF English Proficiency Map, whereas others use countries where 

English is the official language as the basis for discussion and analysis.   

6.3. The globalisation of English: Implications for the 21st century 

Globalisation and diaspora have had a major impact on the development of English during 

the late twentieth century as well as the twenty-first century, propelling it into a position 

of utmost importance in the contemporary world. As a result of globalisation, English has 

become part of the linguistic ecology of most nations and the contemporary reality of L2 

students. In describing the globalisation of English, Mesthrie and Bhatt (2008) have noted 

that the diffusion of the English language did not wane after the decline of the formal age 

of the British Empire and, as can be observed throughout the world, “the sun has not set 

on the English language” in this post-modern era (p. 24).  
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Nevertheless, over the last few decades, the mark of the erstwhile British power 

remains in the form of a global empire where English is prominent in an increasing 

number of countries that embrace the influence of this language in every sphere of society. 

Hence, there is no denying that English has transformed itself into an international means 

of communication, functioning as the default lingua franca nowadays and enabling 

speakers from different backgrounds to overcome intercultural and interlingual barriers. 

At the present time, the number of speakers of English as an L2 has exceeded that of 

native speakers, owing to its role as a contact language or, rather, a global lingua franca. 

By dint of its widespread use across the world, English has established itself as one of the 

major components of globalisation, thereby securing a foothold in the field of second 

language teaching and learning.  

As far as foreign language education is concerned, two variants of the English 

language (i.e. British and American English) continue to dominate the educational system 

in those countries where English is not an official language. Despite the extensive role 

and widespread acceptance of English as the world’s lingua franca, there is still exclusive 

focus on the previous varieties in EFL settings, where they are presented as exemplary 

models to language learners, specifically in terms of pronunciation. Even though it has 

been demonstrated that native speakers of English are a minority in our present-day 

society, Jenkins (2009b) has drawn attention to the fact that GA and RP, albeit irrelevant 

and inappropriate from a sociolinguistic standpoint, “continue to command special status 

around the English-speaking world, including international/lingua franca communication 

contexts” (p. 10). Following this premise, it is evident that the constant promotion of these 

two particular accents begs the question as to whether they should be taught to English 

learners. 

It is advisable to make a distinction between RP and British English, as well as between 

GA and American English. Even though these terms are often used interchangeably, it is 

important to note that there is not a single standard variety of English, but more than one 

with its own standard accents. This is the case with Standard British English, whose 

standard accent is RP, and with Standard American English, whose standard accent is 

GA. Apart from these two Standard Englishes, other remarkable examples are Canadian 

Standard English, Australian Standard English or Irish Standard English.  
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In addition to this, a considerable number of scholars have raised doubts and concerns 

regarding the legitimacy of RP and GA as the speech for second language learners to 

attain, questioning their appropriateness and the fascination with these two particular 

accents in EFL contexts. As outlined by Macaulay (1988, p. 155), the choice of RP as a 

model in language teaching is one that is difficult to justify and, therefore, he writes that 

“it would be better for everyone if linguists, phoneticians, and teachers overcame their 

fascination with the accent of an élite minority and concerned themselves more with the 

speech of the majority of the population” (as cited in Jenkins, 2009b, p. 11). In light of 

the above, it is reasonable to assume that the nature of English as the default global 

language does not align with its current language teaching paradigm, which strictly 

follows either British or American linguistic norms, failing to take on board the new 

sociolinguistic realities and the use of English in global networks and across other 

geographical boundaries.  

It should be highlighted that, when used as a lingua franca, English displays a set of 

features that derive from the immensely diverse backgrounds of its plethora of speakers. 

Due to their unique contexts, WEs can materialise in a variety of ways, which could be 

exemplified by the numerous hybrids that have resulted from L1-based varieties of the 

English language, such as Spanglish, Chinglish and Konglish, all of which are 

portmanteau terms based on the mixture between English and Spanish, Chinese and 

Korean, respectively. Originally labelled “Anglo-hybrids” by Tom McArthur, these 

hybrid forms that are heavily influenced by English and its variants can also refer to 

blends of English that are not specifically related to WEs. The work of Lambert (2017, p. 

5) shows that such terms include Geeklish, Twinglish (the special language of twins) or 

Yodish (the peculiar English syntax of Yoda).  

In light of the above, it becomes apparent that the global spread of English has been 

gaining ground among members of speech communities in the form of hybrids, among 

many other varieties, that reflect the ever-evolving nature of the English language as the 

default lingua franca and, in all likelihood, English is bound to undergo further changes 

in the hands of its new major group of speakers.  
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7. Literature review  

7.1. World Englishes 

7.1.1. Asian Englishes 

According to Kachru (2005), the title “Asian Englishes” relocates and alters the focus of 

an ongoing cross-cultural debate on the various incarnations and conceptualisations of 

WEs on the Asian continent, where English is generally discussed as a language that is 

not of Asia, but in Asia (p. 9). Within the culturally and linguistically pluralistic Asian 

world, New Englishes have tended to emerge in the guise of numerous varieties, including 

Indian English, Singapore English or Hong-Kong English, each of which with distinctive 

characteristics in terms of lexis, grammar and phonology.  

When attempting to capture the universal spread of the English language beyond the 

frontiers of countries within the Inner Circle, there is a wealth of metaphors that reflect 

the long conceptual history of English in Asia and other English-speaking settings across 

the globe. At the nexus between WEs and metaphors, the most illustrative examples are 

“the world language” and “the language on which the sun never sets”, which allude to the 

imperial spread of English (Kachru, 1998, p. 90). On the other side of the spectrum, some 

metaphors equate English with otherness and distance, such as “the other tongue”, 

whereas others encapsulate its multiculturalism and pluralism. As attested by Kachru 

(1998), Asia comprises a world of its own in political, literary, cultural, ideological and 

linguistic terms, where most of the aforementioned metaphors are representative of the 

particular depiction of WEs in Asian societies (p. 90).  

It is worth mentioning that the term “Asia” has been used in reference to different 

territories and, therefore, some scholars have decided to include Australasia as a fourth 

region. This holds true in the study conducted by Sadeghpour and Sharifian (2017), as 

they have accommodated Australia to an Asian background due to the increasing presence 

of Asian Englishes in Australian public life (p. 243). Additionally, further justification 

for including New Zealand under said category lies in the fact that this country is 

intimately connected with Asia in terms of economic ties and population migration 

(Kachru & Nelson, 2011, p. 3). 
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Under the umbrella term “WEs”, the development of Asian Englishes encompasses 

three major regions across the continent: East Asian Englishes (e.g. Chinese English, 

Japanese English, Korean English), South Asian Englishes (e.g. Indian English, Pakistani 

English, Lankan English) and Southeast Asian Englishes (e.g. Indonesian English, 

Malaysian English, Thai English). In his work entitled “English as an Asian Language”, 

Kachru (1998, p. 94) developed his three-circle concentric model so as to epitomise the 

linguistic panorama of Asian Englishes, as illustrated in the figure as follows:  

 

Figure 1. Conceptualisation of Asian Englishes.  

In historical terms, the outset of the development of Anglophone Asia could be traced 

back to the spread of English across geographical and linguistic boundaries. In this 

respect, two diasporas transplanted English into new language contexts: the first one 

involves the migration from England to America and Australia; followed by the 

colonisation of Asia and Africa, which led to a strong English influence on a considerable 

number of Asian countries, particularly on ex-colonised countries like India and 

Singapore. In contextualising the convergence of English in Asia, it could be rightly 

argued that the functions of WEs on the Asian continent reflect the varied and ever-

evolving characteristics of the English language, which has become attached to the social 

and cultural realities pertinent to Asian nations. Added to this, the long-lasting presence 
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of English in Asia has led to the nativization of the language through borrowings, 

semantic shifts and coinage of new expressions.  

Furthermore, English continues to assume a conspicuously important position in Asia, 

acting as the language for cross-cultural communication, education and as the link 

language among speakers with different mother-tongue backgrounds. Moreover, English 

is also recognised as an asset for upward social mobility, transnational communication 

and economic uplift, representing a source of educational and economic power. In fact, 

English has become so deeply entrenched in Asia that estimates suggest that the number 

of Asian speakers of English exceeds the total number of speakers in the United States 

and the United Kingdom combined (Gargesh, 2009, p. 90). 

Indeed, it is by now a truism to say that, at the threshold of this new decade, the number 

of English learners in China alone vastly outnumbers that of native speakers. By the same 

token, the development of English has extended beyond the frontiers of its inner-circle 

countries, resulting in increased hybridity in the way that the language is being used in 

post-colonial outer and expanding-circle countries, as is demonstrably the case with Asian 

Englishes. As defended by Kirkpatrick (2014), English is the sole working language of 

the Association of Southeast Asian Nations (ASEAN), which is made up of ten nations 

of Southeast Asia (p. 37).  

As might be expected, this raises the question as to whether Asian Englishes will come 

to rival “standard” English in its global importance. In view of the fact that they are 

located in one of the most populous English-learning territories worldwide, it could be 

argued that Asian Englishes are bound to gain currency in the foreseeable future. There 

is also a likelihood that the economic dominance of Asian countries may help bring non-

standard models of English into competition with inner-circle varieties, since they might 

prove more attractive for language learners than their standard counterparts. Despite the 

rise in popularity of Asian Englishes, it is still difficult to predict with any certainty what 

the next linguistic scenario will be in years to come, as no single existing language seems 

likely to occupy the monopolistic position that English has achieved thus far. As Graddol 

(1997, p. 58) stated in his study about the future of the English language:   
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There is no reason to believe that any other language will appear within the next 50 years to 

replace English as the global lingua franca. The position of English has arisen from a 

particular history which no other language can, in the changed world of the 21st century, 

repeat.  

7.1.2. Euro-English 

Among the possible language constellations that have derived from the ubiquity of 

English varieties in Europe, an emerging variant of the English language that appears to 

be gaining momentum is European English or the so-called “Euro-English” (EE). Spoken 

in Continental Europe, this form of English is used to denote, broadly, an independent 

and new variety as a European lingua franca that differs from American and British 

standards, yet its legitimacy has been questioned by a significant number of scholars. 

Mollin (2006), for example, argues that EE is the Yeti of English varieties, since 

“everyone has heard of it, but no one has ever seen it” (p. 1). Owing to the high 

communicative value of English and its omnipresence in the everyday life of a growing 

number of Europeans, there exists a growing consensus that this language has reached the 

position of a de facto lingua franca within the EU.  

Nowadays, English is used during international encounters (e.g. conferences are 

frequently conducted in English) and is taught as the first foreign language at school, as 

it tends to be associated with higher career prospects and job opportunities. However, as 

posited by Gnutzmann et al. (2015), there is dissent as to whether EE could be viewed as 

a variety in its own right or whether orientation to any form of non-native language 

standards would be accepted by Europeans (p. 169). Notwithstanding the fact that EE has 

been deemed akin to a contact language that was simplified and limited in function, there 

exist other renditions in which EE is defined as Eurospeak (i.e. a pronounced proclivity 

to use EU jargon). Modiano (2017), however, refutes the previous conceptualisations 

because, according to this author, they unjustifiably marginalise proficient users of 

English within the EU and thus, he dismisses such categorisations as inaccurate, 

misleading and condescending (p. 322).  

When delving into the development of EE, accumulating evidence suggests that two 

forces are shaping its growth. The first of which derives from the regulations of the EU 

and top-down linguistic recommendations and policies on English usage, whereas the 
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second one is dependent on language users that play a role as initiators of bottom-up 

language development. Even though EE is in its early stages or, rather, in its linguistic 

infancy, Jenkins et al. (2006) claim that it would be naive to assume that standardisation, 

codification and legitimation processes will not occur in the foreseeable future (p. 45).  

It is worth noting that some constructions in EE, albeit deemed grammatically 

incorrect, might become acceptable forms of communication through fossilization 

coupled with repeated use and exposure. Similarly, commonplace expressions originating 

from European languages may be integrated into EE through discoursal nativization, 

which differs greatly from fossilization. According to Jenkins et al. (2006), fossilization 

involves the acceptance of incorrect grammatical constructions, while nativization 

follows a rather elaborate process. In fact, when it comes to nativization, modes of 

expression are given communicative legitimacy as they become widely accepted among 

users of English (p. 45).  

In recent years, Brexit has prompted speculation about the status of English within the 

EU. Indeed, Modiano (2017) acknowledges that the development of English in post-

Brexit Europe does not only affect the role of English in formal education or within the 

EU apparatus, but also the functions and forms of the language among the wider 

population (p. 315). The new state of affairs resulting from the UK’s withdrawal from the 

Union could hinder the position of English as the working language of the EU, which 

begs the question as to whether the English language may risk losing its current status. 

Admittedly, the British departure from the EU has also fuelled anti-English sentiments 

that are indicative of the desire to remove English from the EU agenda and secure French 

as the official language of the EU (Modiano, 2017, p. 316).  

Another potential linguistic scenario stemming from Brexit would be the consolidation 

of EE, a renewed vision of English that, according to Modiano (2017), “captures the very 

essence of liberation linguistics” and whose recognition and codification can take place 

“in much the same manner as with any second-language or Outer Circle variety” (p. 325). 

By claiming ownership of the English language, it is possible to argue that Europeans 

would have greater freedom to suit English to their own needs and use linguistic features 

that are reflective of their own individual experiences.  
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7.2. Linguistic imperialism 

When exploring the dominance of English, Phillipson (1992) claims that, albeit not 

logically necessary, the use of a given language implies the exclusion of others (p. 17). 

The spread of English, whether in core-speaking countries (e.g. Australia, New Zealand, 

the United Kingdom and the United States) or in periphery-English countries8 (e.g. Japan, 

India, Nigeria) has invariably been to the detriment of other languages. An illustrative 

example of this phenomenon is the language decline located in Wales as a result of the 

diglossic situation between Welsh and English. In an analogous manner, this outcome 

could be further exemplified by the consolidation of English at the expense of Celtic 

languages in Scotland and Ireland. In light of this, it is evident that the advance of English 

does not only have a devastating effect on indigenous languages within the United 

Kingdom alone, but it could lead to the demise of other minority languages across the 

world as well.  

In the United States, however, linguistic diversity used to be regarded as an asset that 

was held in high regard during the early historical period of the country. In spite of this, 

Phillipson (1992) has observed that the late nineteenth century bore witness to the rise of 

a monolingual tradition that put great emphasis on standard English in terms of aesthetics, 

reason and ethics (p. 21). As a result of the English-only policy that was institutionalised 

and the pre-eminent role of English in education, assimilation to Anglo norms was 

promoted. Thus, schools became a decisive agent throughout this process, where Navajo 

children, for instance, were taught values, behaviour, attitudes and concepts that were 

foreign to them.  

Likewise, the notion of linguistic imperialism could be encapsulated by “The Great 

Melting Pot”, which resulted in the further perpetuation of a homogeneous American 

society where diverse cultures melted together into a single Anglo-conformist vision. 

Taking this into account, it could be stated that The Melting Pot is expanding from the 

American society to the world as a whole, gradually transforming itself into a “global” 

 

8 Phillipson (1992) relies on the distinction between core-English speaking countries and periphery-English 

countries, the latter of which are divided into nations that either use English as an international link language 

or those where English serves a series of intranational purposes.  
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Melting Pot. Hence, an inescapable conclusion to be drawn from the use of English on an 

unprecedented global scale is that English could be established as the common world 

language in the future. Ergo, the central issue of English spreading worldwide is that of 

countries from all corners of the world gravitating towards linguistic homogeneity.  

In contrast to the so-called “global” melting-pot veneer, greater impetus ought to be 

given to the promotion of multilingualism and the preservation of cultural identities. In 

tandem with this idea, the metaphor of “The Salad Bowl” supports a more heterogeneous 

vision that seeks the preservation of such values. If applied to the global tapestry, each 

ingredient in the salad would retain its own “flavour” instead of fusing all of their unique 

identities together into a uniform mosaic. In conjunction with the idea of “The Salad 

Bowl”, Horace Kallen (1915) emphasised that the metaphor of the orchestra should be 

used against the “unison” of The Melting Pot in order to promote the idea of pluralism 

rather than the assimilation of cultures and languages to one another:  

As in an orchestra, every type of instrument has its specific timbre and tonality, founded in 

its substance and form; as every type has its appropriate theme and melody in the whole 

symphony, so in society each ethnic group is the natural instrument, its spirit and culture are 

its theme and melody, and the harmony and dissonances and discords of them all make the 

symphony of civilization […] so that within the limit set by nature they may vary at will, and 

the range and variety may become wider and richer and more beautiful. (As cited in 

Westbrook, 2015, p. 213) 

7.3. Strevens’ World Map of English 

Prior to the decade of the 1980s, English models centred upon the discussion of the 

historical development of the language, ranging from pre-old English, Old English, 

Middle English, Early Modern English, Modern English to the subsequent study of World 

Englishes. First published in 1980, Strevens’ map of the spread of English is regarded as 

the oldest model of the English language. His map provides a historical overview of the 

development of English as well as a depiction of WEs across the globe, upon which 

English varieties were drawn. Likewise, it also elucidates the roots of each variety, 

separating them into those that might be historically linked to American or British 

English. However, when discussing the major weakness of Strevens’ map model, Haswell 

(2013) stresses that it is unable to account for those English varieties that originated from 



30 

 

contact with local vernaculars, such as local varieties that have developed in Asia without 

direct relation to British and American English (pp. 124-125). Notwithstanding the fact 

that it has served to highlight the geographic relations between WEs, Strevens’ World 

Map of English is historically flawed insofar as it is American and British-centric, thereby 

failing to capture the role of English on a global scale.  

7.4. Kachru’s paradigm 

7.4.1. The Inner, Outer and Expanding Circles 

The term “World Englishes” provides the theoretical and methodological framework for 

a significant number of studies in the field of sociolinguistics, acting as a starting point 

for understanding the rapid spread of English and its varieties in a global context. In an 

attempt to examine the various roles played by the English language in different countries 

across the world, the linguist Kachru developed a framework that could account for those 

domains in which English was employed worldwide. According to Kachru (1992, p. 38), 

the global spread and the diffusion of English could be conceptualised in terms of three 

concentric circles, with three provisos that have been termed as follows: the Inner Circle, 

the Outer Circle or Extended Circle, and the Expanding Circle or Extending Circle. All 

of which are outlined in Figure 2 below, together with some of the countries that fall 

under Kachru’s categorisation of WEs: 

 

Figure 2. Conceptualisation of World Englishes based on Kachru’s paradigm.  
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English and its varieties, commonly known as WEs, were divided by Kachru into the 

previous circles based on the following criteria: language status, historical context and 

functions in each region. Therefore, the first set of WEs from the Inner Circle comprises 

those varieties that pertain to countries in which English acts as a dominant or primary 

language, such as New Zealand, Canada, the United Kingdom and the United States. The 

second set, however, involves countries where English has a long-standing history as a 

result of an extended period of colonisation in non-native settings, essentially by members 

from inner-circle countries, such as the British Empire (Kachru, 1992, p. 6). 

Consequently, English has acquired official status in countries like India and the 

Philippines, in which the language has undergone a process of discoursal nativization, 

playing an important role as an L2 in a multilingual setting. Lastly, the Expanding Circle 

consists of varieties that are employed as a lingua franca for international purposes and 

as a vehicle for intercultural communication in nations like China, Japan and Germany.  

Unlike the second circle, the Expanding Circle neither has a history of colonisation 

nor has given the English language an administrative status but rather, English is taught 

as a foreign language in these nations. Hence, the rapid expansion of the Expanding Circle 

has brought the English language to a new dimension that reflects how it has become an 

international language in contemporary times. In light of this, an important premise 

underpinning Kachru’s paradigm is how widespread the use of the English language is as 

a lingua franca, to the extent that numerous scholars have argued that English is spoken 

in more non-native contexts than L1 ones. Accordingly, communication in English is 

occurring at an increasing rate around the world, emerging as a contact language and as 

a truly “globalinguistic” phenomenon.  

To exemplify Kachru’s model, it shall be applied to the context of the EU and, for 

greater ease of understanding, to a pre-Brexit scenario. Firstly, it is beyond dispute that 

the United Kingdom and Ireland act as a basis upon which language norms are developed, 

since these countries belong to the Inner Circle, where English is spoken by native 

speakers and they would be, by extension, norm-providing. Likewise, a parallel could be 

drawn between European countries such as Germany and the Netherlands and those from 

the Outer Circle, given that English plays a vital function in terms of interpersonal 

communication in these countries as well, thereby operating as an international language. 
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The group of countries that would make up the Expanding Circle from a Kachruvian 

perspective would be the following: Spain, Italy, France, Greece, etc. In Spain, for 

instance, English is learnt and taught as a foreign language, but it fails to meet the criteria 

for belonging to the Outer Circle because English has not assumed the function of an 

international language.  

Being a globalised language with a myriad of different accents and varieties across the 

world, it would be fallacious to conclude that English could be attributable solely to 

British English and the English used within the Inner Circle. In fact, its actual 

sociolinguistic landscape is not confined to a specific variety, since globalisation in 

conjunction with diaspora have changed how languages are conceptualised in English-

speaking countries. Despite the global spread of English and its multiple varieties, the 

instructional focus tends to favour exonormativity, namely, the fact that learning 

American or British English is highly valued in the realm of EFL, while varieties from 

the Outer and Expanding Circles are pretermitted.   

Accordingly, most EFL curricula, by default, place great emphasis on inner-circle 

varieties and fail to accommodate cultural conventions and values that differ from Anglo-

American standards. As a consequence, this situation entails that WEs are 

underrepresented in EFL classrooms and, in turn, language learners are oblivious to the 

multiple varieties of the English language. Against this background, in order to raise 

awareness of WEs on the part of learners, it is of paramount importance for teachers to 

be willing to enhance their knowledge and learn how to respect and accept the current 

functional and linguistic diversity of the English language. On the other side of the coin, 

it is worth mentioning that some “norm-providing” varieties, albeit being highly 

standardised and belonging to the Inner Circle, are still considered less-preferred than 

their American and British counterparts, as is the case with New Zealand and Australian 

English.  

Thus, it can be concluded that the spectrum of varieties represented under the umbrella 

term “World Englishes” could be divided into both “standard” and “non-standard” 

variants, where the former (particularly British and American English) are used in 

educational institutions at the expense of the rest, which do not enjoy the same level of 

prestige. In this regard, there is little consensus on the subject of EFL practices, 



33 

 

specifically as to whether non-standard varieties should have a role in language teaching 

and learning. From Widdowson’s (1997) vantage point, emphasis ought to be placed on 

standard forms when accepting the diversity of WEs, as he contends that: “if this linguistic 

centre cannot hold, things do indeed fall apart” (p. 142).  

Conversely, another prominent view concerning this polarising issue is that of Siegel 

(1999, p. 702), an author that dismisses the previous assumptions as unfounded, thus 

questioning the widely-held view that non-standard varieties pose a problem in terms of 

language acquisition. Unquestionably, it is evident that there is considerable concern 

regarding the extent to which non-standard varieties may be detrimental to standard 

English in EFL education, in which the linguistic classification of speakers from countries 

that fall into Kachru’s Outer and Expanding Circles are often associated with stigmatised 

beliefs.  

7.4.2. Rethinking Kachru’s model: Observations and criticism 

Notwithstanding the fact that Kachru’s three-circle model has been an influential and 

important stepping stone to the categorisation of the numerous varieties of the English 

language and has become an integral part of Kachru’s academic endeavour, this 

pioneering model of WEs put forward in the mid-1980s has been the subject of ongoing 

discussion and debate. Despite the significant contribution of Kachru’s model to the realm 

of sociolinguistics, some researchers have pointed out that the three concentric-circle 

model presents a series of problems that need to be addressed. Among them, a prominent 

drawback is the fact that the Inner Circle includes norm-providing varieties, whereas 

those that belong to the Outer and Expanding Circles are regarded as norm-developing 

and norm-dependent, respectively.  

Taking this into account, it follows that norm-providing varieties are considered 

traditional models because their users are native speakers and as such, norm-dependent 

varieties exhibit a high degree of reliance on inner-circle Englishes such as American or 

British English, both of which have operated as traditional models in EFL settings and 

have been considered the bearers of “authentic” English. As a consequence, the 

Expanding Circle shows an exonormative orientation towards standards that are set forth 

by the Inner Circle, whereas outer-circle varieties can develop their own norms. Thus, 
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one frequent criticism of Kachru’s paradigm among WEs scholars is the fact that it fails 

to address the diverse functions that English fulfils in other countries, since expanding-

circle varieties are characterised as norm-dependent on either British or American norms 

(Seidlhofer, 2002, p. 202).  

Among scholars who have scrutinised Kachru’s paradigm, Jenkins (2003), for 

example, has stated that the Kachruvian model, albeit an excellent point of departure for 

exploring the development of language variants across the world, is the hallmark of an 

outmoded belief of the hegemonic position occupied by British and American English (p. 

20). To illustrate her point, the author emphasises that Kachru’s definition of the Inner 

Circle is reflective of a prestige variety and of a notion in which the language is conceived 

as the property of certain groups. When viewing the development of WEs, Jenkins (2003) 

deems it advisable to start with “the recognition and communicative value of local 

varieties”, in which a modern understanding of the language should be embraced and 

near-native proficiency models in education should be replaced (p. 186).  

Similarly, Berns (1995) also mentions that, within Kachru’s paradigm, inner-circle 

varieties set the traditional bases of the English language, whilst non-native speakers 

traditionally focus on British English but increasingly also on American English, as a 

result of the fact that these two variants provide “the standards and norms of English to 

which they are to conform and the models they should use in formal language settings” 

(p. 4). In the same vein, several scholars have problematised Kachru’s model, suggesting 

that models tend to be artificial constructs that neither provide an accurate description of 

the numerous scenarios in which English is used nor depict the actual role of English 

worldwide. Bruthiaux (2003), for instance, has questioned the appropriateness of models 

with regard to the current state of affairs of the English language by claiming that “no 

model of a complex phenomenon such as language variation can hope to account for 

every local twist in the sociolinguistic plot” (p. 172).  

Furthermore, Modiano (1999, p. 22) has also made several salient points in his 

criticism of Kachru’s model, arguing that local varieties and their speakers are 

marginalised because of the learning and usage of major varieties (e.g. American and 

British English, for the most part). Moreover, this author contends that language 

conceptualisation is dependent on linguistic ideologies and definitions that emanate from 
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the Inner Circle or from “the supposed purveyors of the language”, whereupon a language 

hierarchy is established in Kachru’s model (Modiano, 1999, p. 23). Rather than following 

Kachru’s framework, Modiano (1999) advocates for a more realistic understanding of 

how language is used and for a global village where English becomes public domain, 

regardless of the linguistic abilities of its speakers (p. 25). To that end, his model of global 

English, the so-called “The centripetal circles of international English”, provides a new 

overview of the Inner Circle, which is occupied by proficient speakers of English as an 

International Language (EIL)9, be they non-native or native. It is important to highlight 

that the notion of proficiency, according to Modiano’s model, is associated with the 

ability to engage in successful communication with varying degrees of difficulty in 

international contexts.   

Hence, an EIL user is not necessarily a native or L110 speaker, but an individual who 

is better equipped to develop and define English as a tool for cross-cultural 

communication. In view of the fact that Modiano’s proposal has replaced the traditional 

positioning in Kachru’s model with the notion of proficiency in EIL, English as a lingua 

franca ceases to be geographically restricted and proficient speakers are expected to 

“generate comprehensible English as well as skill in comprehension” (Modiano, 1999, p. 

25). Accordingly, Modiano’s model is made up of proficient speakers that are located in 

the following areas: firstly, speakers that are proficient in EIL, who are placed in the 

innermost circle; followed by those that are proficient in English as a native and foreign 

language; subsequently, the third and last circles are assigned to English learners and 

those that do not speak English, respectively. Taking the abovementioned arguments into 

consideration, it is evident that Modiano’s model has put great emphasis on the criterion 

of proficiency, which is not restricted to a specific country or group.  

Other than prioritising proficiency itself and EIL, Modiano’s model also lends impetus 

to not having a strong regional accent or dialect. For this reason, Jenkins (2003) highlights 

that there are certain problems with this given model, particularly due to the absence of a 

 

9 EIL is a general term that encapsulates all the varieties that function well in terms of cross-cultural 

communication.  

10 While L1 stands for mother tongue or first language, L2 refers to those people who have learnt a second 

language.  
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sound definition of what it means to be proficient in international English (p. 21). In 

response to criticism and comments to his first model, Modiano redrafted his idea and 

developed a second model based on features that were common to all varieties of the 

English language rather than focusing solely on intelligibility. For instance, core features 

(i.e. the common core) that are comprehensible to most native and non-native speakers 

are placed at the centre of his EIL model, surrounded by other features that, according to 

Jenkins (2003), “may become internationally common or fall into obscurity” (p. 21). 

Finally, the outermost circle in Modiano’s EIL model is occupied by 5 groups: American 

English, British English, foreign language speakers, local varieties and other major 

varieties.  

In a similar fashion, it should be noted that another author that has proposed a renewed 

model of the Kachruvian paradigm is Pung, whose proposal for a Conical Model of 

English (CME) is based on Daniel Jones’ conical outline of English phonetics. According 

to Pung (2009), his CME is a sociolinguistically-descriptive model that represents how 

English is used in the world and that aims to go beyond Kachru’s paradigm (pp. 59-60). 

Lastly, equally noteworthy is the fact that Kachru himself evaluated his own model and 

criticised it for its oversimplification and fuzziness, owing to the unclear classification 

and membership of some varieties.  

Added to this, in an effort to enhance Kachru’s model, Yano (2009) has drawn 

attention to the fact that English has spread to the Outer Circle as an intra-national lingua 

franca and, as English is gradually integrating itself into these domains, its users are 

developing new norms based on their own endonormative standards (p. 209). The author 

has also stressed that languages do change with time and space, since they become imbued 

with the local language as well as with local values, beliefs, attitudes, traditions and 

ideologies. In order to accommodate to new needs of expression, communication and 

identity, the phonological and lexical elements from indigenous languages have been 

transferred and code-switched. For this reason, Yano (2009) maintains that the 

Kachruvian paradigm ought to be modified so that it takes into account the fact that a 

considerable number of users of outer-circle varieties regard themselves as native 

speakers too (pp. 208-209). Therefore, he suggests a model wherein the genetic element 

concerning the definition of a native speaker is removed.  
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Nonetheless, Jenkins (2003) has observed that Yano’s proposal is problematic because 

it does not allow for the possibility of basilect (i.e. colloquial) use of English in 

international communication, despite the fact it is becoming increasingly common (p. 18). 

Another notable attempt when proposing an alternative model to the Kachruvian 

paradigm was made by Tom McArthur in the late 1980s. His “Circle of World English” 

(1987) places “World Standard English” at its centre, while regional varieties, both 

standard (e.g. British and Irish Standard English, American Standard English) and 

standardising forms (e.g. East Asian Standardizing English) are located outwards. Finally, 

beyond the outer rim, subvarieties such as BBC English, Japanese English or Caribbean 

English are separated into eight regions.  

What is more, a model that shares some affinities with McArthur’s is Görlach’s “Circle 

Model of English” (1988), which places International English at its core, followed by 

standard varieties such as British, American or African Englishes. Afterwards, the third 

layer is composed of semi-standard forms (e.g. Indian, Australian, Welsh, Scottish), 

followed by non-standard Englishes such as Native Indian English or Yorkshire dialect 

and, finally, pidgins and creoles are affixed to the outer border.  

Based on the remarks presented by the aforementioned scholars, it can be safely 

concluded that Kachru’s paradigm remains one of the most influential models that have 

attempted to group the wide range of varieties of the English language around the globe. 

Nevertheless, the present status and the rapid growth of English in the contemporary 

scene have underscored the need for a modification of the Kachruvian model as well as 

the development of a new one that shall take into consideration the current linguistic 

scenario of English. Furthermore, the authors that have been previously mentioned concur 

with the fact that Kachru’s paradigm has failed to account for the reality of English in 

international contexts, owing to the fact that this reality is not as clear-cut as it may seem.  

Apart from the limitations that have been brought to the forefront about the Kachruvian 

paradigm, it seems that such shortcomings have prompted other researchers, such as 

Modiano (1999) and Pung (2009), among others, to create models that would address 

what Kachru had overlooked. In sum, it cannot be denied that Kachru has carried out a 

remarkable work and established a point of departure for the study of WEs, but his model 

may reinforce the adoption of distinctive frames that promote the superiority of British 
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and American English. Therefore, it is necessary to overcome these outmoded beliefs and 

develop models that bear in mind the present-day role of WEs and their significance for 

their users. As Jenkins (2003, p. 187) nicely summarises it:  

English now has relevance to vast numbers of people living outside the confines of the 

English-speaking world […]. The spread of English had not been restricted in any 

geographical sense, and in time the language has come to influence life in many parts of the 

world.  

7.4.3. Advantages and disadvantages of the Kachruvian model 

In spite of the drawbacks that have been discussed by the abovementioned scholars, it 

should be borne in mind that the Kachruvian paradigm would be advantageous for the 

reasons cited as follows:   

1. Kachru’s model has been important and influential in the history of 

sociolinguistics, providing a framework for examining the presence of diverse 

Englishes across the globe.  

2. It pluralises the notion of English, acknowledging the existence of more than a 

single variety and taking into account the heterogeneous nature of English rather 

than treating it as a language characterised by a fixed set of norms and a uniform 

grammatical system.  

3. The sociolinguistic profile of English can be viewed in the form of a visual 

representation of its WEs, which could prove useful when examining the spread 

of English worldwide.  

Notwithstanding the valuable contribution of Kachru’s model to this field of enquiry, an 

analysis was carried out to point out its main disadvantages, all of which are indicated 

below:  

1. The Kachruvian paradigm ignores the notion of proficiency and, by extension, 

regards native speakers as “norm-providing”, leaving proficient speakers out. For 

instance, it implies that a native speaker is inherently better than a non-native 
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English teacher, even if the latter is as skilled in the use of the language or has a 

near-native command.  

2. The term “norm-providing” is problematic insofar as it implies that inner-circle 

countries are central, linguistically speaking. Since their standards prevail and the 

remaining circles have to accommodate to them, the Inner Circle could be 

interpreted as superior when compared to their Outer and Expanding circle 

counterparts.  

3. The label “norm-providing” also alludes to the fact that inner-circle varieties 

enjoy ownership of the language, but current statistics have provided evidence in 

support of the number of non-native speakers, who have surpassed that of native 

speakers. Hence, the diffusion of the English language itself calls into question 

the validity of this assumption, as the Inner Circle is no longer central to the 

current development and currency of English.   

4. Expanding-circle communities can no longer be regarded as strictly “norm-

dependent”, owing to the fact that they are starting to develop their own norms 

when using English for lingua franca communication.  

5. There is a grey area between each concentric circle, since Kachru’s model overly 

emphasises geographical and historical factors and is highly nation-based. For 

example, it neither accounts for linguistic diversity nor the existence of bilingual 

and multilingual speakers.  

6. Likewise, it obscures the fact that a language could be used for different purposes 

in one’s daily life, as happens in English for Specific Purposes (ESP) and in one 

dominant role occupied by English nowadays: that of lingua franca within each 

circle, especially within the Expanding Circle.  

7. It has become outdated, thus lacking a well-captured account of how English is 

used in our contemporary society. This can be exemplified by the fact that it does 

not address the presence of native speakers beyond the Inner Circle or the fact that 

some varieties have started to leak through the borders of their assigned concentric 

circles.  
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8. It provides a uniform categorisation of WEs, despite the fact that such boundaries 

are not so clear-cut. For example, it fails to acknowledge the complex realities and 

the changing status of English in a wide range of regions. A case in point would 

be that, in recent decades, diaspora communities have brought their Englishes to 

other territories, whose co-existence with other languages is disregarded in 

Kachru’s model. 

9. Lastly, pidgins and creoles do not fit neatly into Kachru’s categorisation of WEs. 

As a matter of fact, Kachru’s oversight in this regard is evident in the sense that 

he did not discuss the possible emergence of creoles and pidgins within his model.  

By and large, the recent developments of the English language have rendered Kachru’s 

model obsolete, which ought to be reconceptualised so as to provide a more accurate 

account of the role of English and its multiple varieties in the post-modern world, rather 

than dividing their complex linguistic scenario into three different hierarchies. For this 

reason, it would be highly advisable for Kachru’s paradigm to address the fact that the 

various forms of the English language come into play in multiple communication contexts 

and linguistically diverse environments within, beyond and between the Inner, Outer and 

Expanding Circle.  

7.4.4. Kachru’s debate with Quirk  

First and foremost, the exchange between these prominent scholars in the early 1990s is 

often referred to as the “Quirk-Kachru debate”, particularly as a result of the opposing 

views that they held with regard to the role of English across the world: while Randolph 

Quirk argues strongly in favour of the use of a Standard English in which incorrect 

grammar and vocabulary must not be allowed, Braj Kachru’s stance is that a pluricentric 

approach ought to be pursued and that a single standard is impossible to attain owing to 

the current variation of English in societies worldwide at a linguistic, educational and 

sociolinguistic level. On the one hand, Quirk (1989) reiterates his firm belief that 

“liberation theology” has led to the demand of “liberation linguistics” as well, the results 

of which have subsequently been reflected on an educational fashion that has gone “too 

far” and that undervalues Standard English while “overvaluing” [original emphasis] other 

regional, social and ethnic varieties (p. 20). As a consequence, the ideals of liberation 
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linguistics, according to Quirk, give the impression that any kind of English is as good as 

any other and, for him, they amount to no more than a “half-baked quackery” (p. 23). 

This author provides supporting evidence for his position as a native speaker, on the basis 

of which he contends that the problem of teaching English in countries like India and 

Nigeria should not be underestimated, since the English spoken by those teachers is a 

locally-acquired deviation from Standard English.  

Even though this situation is either accepted or justified by using “euphemistically 

sociolinguistic terms”, Quirk (1989) confutes this idea by contending that “it is neither 

liberal nor liberating to permit learners to settle for lower standards than the best” (p. 22). 

He even regards this outcome as a “tapestry of liberalism”, to the extent that “lower” 

standards that hinder the career prospects of students are tolerated. Lastly, Quirk (1989) 

bewails the fact that the buoyant demand for native speakers as English teachers has 

resulted in teaching staff with minimal training, little specialised education and, by 

extension, little respect for Standard English (p. 23). Therefore, a point quite crucial to 

Quirk’s argument is his claim that the implications of such a tolerant pluralism are 

“horrendous”, since he considers that students are “liberally” allowed to think that a new 

variety of English is acceptable (p. 24).  

Although a significant number of native speakers have never lost their respect to their 

own Standard English, Quirk (1989) is of the belief that its existence must be recognised 

and understood in foreign countries by education ministries and media authorities, as well 

as by those from the United Kingdom and the United States that teach English abroad. 

Hence, in articulating his assumptions, Quirk (1989) summarises the main points of his 

arguments by advocating for the agenda that foreign language teaching needs increasing 

native teacher support and that non-native teachers need to be in constant touch with the 

standard language (p. 19).  

In response to the issues raised by Quirk, Kachru (1991) acknowledges Quirk’s 

contribution to a wider debate, but problematises the solutions that he proposed in his 

article. Among them, Kachru points out that the need for non-native teachers to be in 

constant touch with the language is unfeasible insofar as it does not apply to 

institutionalised varieties. According to Kachru (1991), the reason for this is the 

impossibility for a teacher to be always in touch with the native language due to the 
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number of teachers involved, the overwhelming non-native input and the paucity of 

resources (p. 208). Apart from the previous practical problems, Kachru (1991) has also 

observed both psycholinguistic and functional issues concerning Quirk’s position (pp. 

208-209): the first of which is characterised by the fact that users of English experience 

internalisations that are linked to their own sociolinguistic, sociocultural and multicultural 

contexts; and the latter is associated with the fact that users of institutionalised varieties 

conform to local speech strategies and norms, owing to the primary role of English as a 

medium of interaction within intranational contexts. Ergo, Kachru (1991) suggests that 

Quirk’s standpoint fails to account for the actual realities of multilingual societies, which 

greatly differ from those in the United Kingdom and the United States (p. 219).  

In a similar vein, Kachru (1991) has emphasised that “native” and “non-native” 

speakers are blurry categories. Even among native speakers, a group that is expected to 

be fairly homogenous, variations tend to occur and as regards non-native speakers, they 

are bound to vary even more (p. 210). Likewise, Kachru differs from Quirk when defining 

the term “institutionalisation”: whereas Quirk regards it as a conscious process, Kachru 

deems it a product of cultural, sociolinguistic and linguistic processes. Lastly, Kachru 

(1991) comes to the conclusion that the concerns articulated by Quirk, “in his usual 

elegant style”, appear to perceive the diffusion of English primarily from “the perspective 

of monolingual societies and from uncomplicated language policy contexts” (pp. 211-

212). 

In short, Quirk’s “denial” model, as Kachru has labelled it, does not take into 

consideration the realities of multilingual societies as well as the linguistic, 

sociolinguistic, pragmatic and educational features that are distinct of such settings. On 

the one hand, it is evident that the so-called “Quirk concern” has voiced the dilemma of 

the new pragmatic and theoretical challenges that language policymakers are currently 

facing as well as the ongoing debate that revolves around “liberation linguistics”. Kachru 

(1991), on the other hand, agrees with David Crystal’s opinion on how Quirk’s proposal 

is seemingly oblivious to the perspective of social identity (p. 221).    
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7.5. Native-speakerism and Standard English 

First advanced by Holliday (2006), native-speakerism is an ideology that supports a 

particular vested interest, serving to uphold the idea that native speakers are the best 

models for teaching English as a foreign language, since they act as the embodiment of 

“Western culture” (p. 385). In taking a more focused look at the notion of native-

speakerism, it comes to light that this phenomenon raises the issue of a dichotomy in 

which power relations tend to be multidirectional.  

On the one hand, the notion of native-speakerism devalues non-native speakers by 

reinforcing a native-speaker hegemony based on linguistic identity rather than 

instructional competence. On the other hand, it demeans native speakers themselves as 

well, due to the fact that they become commodities that are used to portray a native-

speaker ideal. Hence, native-speakerism could be understood as an ideology that 

negatively affects the linguistic identities of natives and non-natives alike through the 

promotion of a dichotomy that is largely based on superiority or inferiority depending on 

the group of speakers. In fact, it could be argued that native-speakerism does not only 

exert a detrimental impact on EFL education, but also on students’ and teachers’ 

perceptions of English, its speakers and culture.  

According to Holliday (2015, p. 9), such a label makes extensive use of what he calls 

a widespread “cultural disbelief”, since the concepts of native and non-native are both 

framed as cultural: whereas the notion of a “native speaker” revolves around common 

descriptions of Western cultures, that of a “non-native speaker” encompasses non-

Western cultures that are considered deficient according to Western constructions. Hence, 

those perceived as native speakers act as the embodiment of the English language and 

Western values and as such, they are considered better language models for EFL learners. 

Non-native speakers, conversely, are seen as culturally inferior because the notion of 

cultural disbelief casts doubt on whether they can make valuable contributions to EFL 

education. Therefore, the upshot of which is the continued dominance and promotion of 

two English accents in both EFL settings and international communication contexts: GA 

and RP.  
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As the number of second-language speakers surpasses that of native speakers, non-

native variants of English are increasingly growing in importance and status, yet the 

ideology of native-speakerism keeps fortifying negative attitudes towards certain 

varieties of WEs. Added to this, a considerable number of scholars have contested the 

fascination with RP, dismissing it as inappropriate and irrelevant for a number of reasons. 

For instance, Jenkins (2009b) has observed that RP, an already minority British accent, 

has declined even further over the last few decades (p. 11). This begs the question as to 

whether RP ought to be taught as the target accent for non-native speakers, given that it 

has become the speech of an elite minority. This is why it is difficult to justify the choice 

of RP as a model for English learners and, as Trudgill (2002) suggests, it would make 

much more sense to teach Scottish pronunciation instead (p. 127, as cited in Jenkins, 

2009b, p. 11). 

 Despite the arguments that have been put forward, RP continues to be introduced as 

the most original or authentic variety of English in a significant number of EFL contexts 

and, by extension, it keeps being the accent that many learners aspire to and wish to 

emulate. As a matter of fact, Jenkins (2009b) has noted that RP is often presented as the 

only [original emphasis] accent in both English teaching textbooks and literature which, 

in turn, have placed RP “in a place that does not merit in the psyche of English speakers” 

(p. 11). As a consequence, it follows that British English is often linked with RP, together 

with claims of superiority, realness and authenticity. This is exemplified by an interview 

conducted by Jenkins (2007), in which most interviewees mentioned, repeatedly, that RP 

was their personal goal, even if they were not necessarily happy about their decision (p. 

220). Certainly, despite the increasing use of other varieties in different communication 

contexts, RP is still considered one of the most desirable and appropriate Englishes within 

the accent hierarchy, thus affecting the professional lives of EFL teachers and the learning 

choices of students.   

In order to address the problems deriving from native-speakerism as the prevalent 

ideology in the field of EFL, it would be advisable to apply a model that promotes the 

acceptance of the English language and its variants at a linguistic and cultural level. By 

privileging the nativeness of native speakers to the detriment of non-natives, these power 

relations pose a threat to the linguistic and cultural diversity of other variants. In a similar 
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fashion, the role of native-speakerism as the linguistic capital in EFL settings has been 

closely examined in the study conducted by Hwang and Yim (2019), who reported that 

students’ attitudes towards non-native teachers were shaped by distinctive aspects of 

linguistic competence, such as pronunciation, that these teachers could never attain (p. 8). 

Accordingly, their findings have demonstrated that native-speakerness is still highly 

valued by language learners, given that most of whom recognised a preference for native 

speakers as their EFL teachers.   

7.6. Incorporating World Englishes in the context of TESOL 

Over the past decades, the global diffusion of English has been conducive to its 

unprecedented growth, giving rise to a repertoire of varieties known as WEs. In this 

regard, the versatility of the English language has problematised the use of a standard 

variety as a single reference point, since non-native speakers are increasingly introducing 

words and expressions rooted in their own local contexts, thereby having a bearing on the 

“standards” of the English language itself. With English being taught worldwide and with 

its learners adapting the language to new multilingual situations within their own speech 

communities, standards that had been used by its native speakers seem to be losing their 

dominance as well as their exclusive prerogative for standardisation in the pedagogical 

domain. Hence, using a uniform target variety for teaching purposes could be rendered 

obsolete by the burgeoning WEs phenomena and its ever-expanding landscape. 

The focus of this debate is also taking place in Teaching English to Speakers of Other 

Languages (TESOL) contexts, where it does beg the question of which varieties or variety 

should be adopted as a learning model for students to follow. In a similar vein, it also 

revolves around the question of how proficiency in the target language could be 

measured. Answers to these questions have been shaped by two well-entrenched 

positions: the first of which makes a case for the use of Standard English or dominant 

varieties as the norm for testing, whereas the second perspective advocates for the 

implementation of WEs and local norms. In terms of proficiency, said skill could be 

measured following the criterion of a native speaker from the inner-circle speech 

community; or, according to the second standpoint, being proficient is tantamount to 

being able to engage in meaningful communication within multilingual contexts.  
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Despite these recent developments, emphasis is still placed on a narrowly-focused 

view of exocentric norms (e.g. British and American English) within the English language 

curriculum. As Wolfram (2014) indicates, the majority of models for TESOL still assume 

a monolithic and idealised vision of English, thereby ignoring the wide range of Englishes 

and language variation worldwide (p. 15). The author further states that, on a theoretical 

level, both instructors and students are aware of the systemic nature of language variation, 

but they keep promoting a single variety of English on pedagogical grounds. Though 

students are continually surrounded by a vast array of new Englishes and those speakers 

who use standard have now become a minority, there exists a dissonance in the 

community context of TESOL instruction, which still accommodates to inner-circle 

English, particularly to British and American English. Therefore, students are exposed to 

a standard variety of English in formal education, where the dialect-neutral variety 

introduced as the assumed norm in most TESOL materials is, as Wolfram (2014) claims, 

a “sociolinguistic myth” (p. 16).  

This issue is occurring on a global scale, since learners are being assessed on a variety 

of English that they are unaware of and that they do not speak. As a matter of fact, 

Tomlinson (2010) has drawn attention to the fact that learners are being tested on 

American or British English and not on the English that they speak, such as Brazilian, 

Singaporean or International English (p. 599). According to this author, the reasons 

behind the choice of a standard variety stem from the choices made by administrators, 

teachers and parents, all of whom deem these dominant paradigms of assessment useful 

and necessary.  

In Japan, for instance, EFL students and teachers perceive English as an inner-circle 

language, that is, the learning agenda is based almost exclusively on RP and GA. Matsuda 

(2003) illustrates this overt reliance on inner-circle Englishes by analysing a series of 

linguistic samples in introductory English textbooks approved by the Japanese ministry 

of education. Indeed, the overwhelming majority of these materials showcase an 

American orientation and, consequently, most exchanges and dialogues tend to be 

between Japanese characters and L1-English speakers, while the representation of outer-

circle and expanding-circle countries is sporadic and infrequent (Matsuda, 2003, p. 720). 
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Undoubtedly, this imposition is bound to result in a negative experience for L2 

students, since tests are intended to serve the interests of institutional and political goals, 

putting unnecessary pressure on learners from all corners of the globe. At present, the 

vast majority of classroom tests and public examinations assess English knowledge by 

measuring learners’ ability to use either American or British English. As pointed out by 

Tomlinson (2010), candidates, albeit being communicative competent in a widely-spoken 

variety of English, have failed an exam because they had been penalised for using 

“internationally-communicative forms of the language” and for deviating from common 

native-speaker norms (p. 609).  

Taking this into consideration, there should be a shift from the priorities of the 

aforementioned instructional practices to a more pragmatic-driven approach, which 

would be more sensitive to existing sociolinguistic developments as well as the everyday 

realities of the students. In light of the above, in assessing a learner’s proficiency in the 

English language, it would be wise to revisit existing pedagogical practices so that they 

adhere to new communicative contexts and so that a single variety is not solely taught. 

Regarding examinations, it would be advisable to create tests that align with the actual 

reality of language use rather than relying on assessment criteria that tend to stultify 

diversity and language change.  

One major objection to assessment practices as such is that the use of local varieties 

risks lowering standards, but be that as it may, emphasis should be shifted when it comes 

to evaluating proficiency. In fact, as Canagarajah (2006) states, it would be beneficial to 

pursue a communicative scenario that meets new contextual conditions and where there 

is a shift from “language as a system to language as social practice, from grammar to 

pragmatics, from competence to performance” (p. 234). Within the language testing and 

applied linguistics community, language acquisition should be contextualised in order to 

relate to the profile and needs of the students, provide a valuable and relevant learning 

experience for the multiple discourses that are specific to other communication contexts, 

take into account the unprecedented variation as well as the global functions of WEs and 

promote pragmatic competence. Rather than imposing a sense of correctness based on 

dominant inner-circle norms, a growing awareness of WEs in TESOL programs could 
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have a positive washback effect on L2 learners, since language teaching does not only 

have an impact on the educational system itself, but also on the wider society.   

Beyond the classroom, language learning reifies into emotional or attitudinal responses 

on the part of language learners and, therefore, the absence of language variation in 

pedagogical materials should be readdressed in order to cater for the more prominent 

functions of the range of varieties of the English language as well as their sociolinguistic 

reality. It can be safely concluded that there exists a utilitarian reason for incorporating 

WEs into the curricula of TESOL, since their study can prove helpful for developing 

language skills while also enabling students to enhance their understanding of other 

English-speaking contexts, either from their own speech community or beyond. 

7.7. The global debate: The ownership of English  

In view of the fact that the English language originated in England, some would cling to 

the argument that English people are its rightful “custodians” and that the most “correct” 

and “proper” English is found throughout this given linguistic territory. Nonetheless, as 

Widdowson (1993) contends, English has been spreading elsewhere as well, “seeded 

among other people but not ceded to them” (p. 1). The spread of English has truly become 

a universal phenomenon, to the extent that it would be reasonable to claim that it is no 

longer bound to a specific culture or country, but that it has become the common property 

of those who use it around the world.  

Admittedly, English is now an integral part of wider communication and, therefore, 

the language is inextricably linked to the concepts of culture-freeness, universality and 

neutrality in a repertoire of sociolinguistic settings. As Kachru (1986) suggests, English 

has now acquired a “neutrality in a linguist context” and the fact that it used to be the 

foreign ruler’s language is a “drawback often overshadowed by what it can do for its 

users” (pp. 8-9, as cited in Pennycook, 2013, p. 79). When drawing parallels between the 

global spread of English and its implications for the world, Pennycook (2013) goes further 

to say that it could be conceptualised by using the term “worldliness”, in its ambiguous 

sense, since it denotes that “English is in the world and the world is in English” (p. 78).  
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Even though there seems to be general agreement on the diverse functions that English 

serves across the globe, there is still an element of concern. As has been discussed, some 

native speakers, including Quirk, have called into question the legitimacy of the multiple 

varieties of the English language and have stressed that efforts ought to be made in order 

to preserve Standard English. According to Crystal (2003), what accounts for this belief 

is the fact that mother-tongue speakers of English may develop mixed feelings regarding 

the global spread of English, as they might feel a modicum of pride about the success of 

their language, but they might also feel a tinge of concern about how their own language 

is being changed to suit others’ needs (p. 2).  

Under those circumstances, it follows that English is not strictly “owned” by native 

speakers anymore, given that others are also playing a substantial role when shaping the 

language. A source of considerable controversy is, then, the extent to which the very 

success of English as a global language has questioned and jeopardised widely-held 

feelings of ownership. Indeed, as has been pointed out, such a debate has already been 

personified by Quirk and Kachru. The gamut of emotions stemming from the current 

position of English worldwide has been represented by these two prominent figures: 

whereas the first of whom advocates for the maintenance of Standard English, the other 

is in favour of a view that tries to account for a more pluralist view of language variation.  

Furthermore, of significance to the issues that have been raised is the evaluation of 

language standards in language teaching and learning, which is strictly related to the 

ownership of English. In fact, it is also noteworthy to mention that the field of applied 

linguistics is inundated by EFL materials that promote the choice of an exonormative 

native-speaker model. For instance, Kirkpatrick (2007) has noted that both American and 

British language teaching industries continue to dominate schools, universities and 

institutions across the globe, owing to the fact that they are constantly producing and 

selling materials that support the ownership of English on the part of mother-tongue 

speakers (pp. 184-185). Linked to the massive English language industry is the fact that 

this approach, by insisting on a native speaker model for learners to follow, places native 

teachers in great demand. Thus, the fact remains that it is predominantly native speakers 

who seem to have a significant influence on EFL settings, given that it is financially 

beneficial and of significant interest to them.   
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8. Findings 

8.1. Quantitative analysis 

8.1.1. Data quality assurance  

Initially, it was predicted that circa 60 participants would fill out the online questionnaire, 

yet a total of 12311 individuals across a range of age groups took part in the study, thereby 

surpassing the threshold previously established and exceeding all initial expectations. In 

order to carry out a quantitative analysis of the collated data, the 21 questions regarding 

WEs have been examined separately and then classified into ordered categories to identify 

the most common and prevalent trends. Likewise, it was necessary to create a spreadsheet 

in Excel for the following reasons:  

• Even though Microsoft Forms allows you to create tables and figures from the 

participants’ responses, such graphics are automatic and thus, they do not further 

scrutinise the resulting data. In an effort to ensure the integrity of the 

questionnaire, some outliers were removed. For this reason, even though a total 

of 123 students completed the survey, 4 outliers were excluded to carry out an 

analysis of 119 responses in the end.  

• The Excel spreadsheet was useful when guaranteeing data assurance because 

Microsoft Forms did not recognise the answers submitted by some participants. 

For instance, a respondent wrote “Fifty three” when asked about their age. In order 

for this answer to be valid, I had to change it to “53” in Excel, since Microsoft 

Forms neither identifies such errors nor determines the relative data accuracy of 

some responses, particularly when it comes to open-ended questions. Similarly, 

another participant made a typo when writing “Spain”, since said person wrote 

“Españs” instead of “España”. Therefore, in view of the fact that Microsoft Forms 

failed to correct such irregularities, I did it manually by means of a spreadsheet in 

Excel.  

 

 

11 As will be explained below, a total of 123 informants completed the survey, but I had to manually remove 

some outliers by creating a separate Excel file.  
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8.1.2. Resulting data from the questionnaire 

In order to develop conclusions and draw parallels between the informants’ answers and 

their perceptions of WEs, their responses have been quantified, examined and compared. 

In this section, general results are presented to see the most prevalent trends and their 

significance for the purpose of the study. Subsequently, a correlation analysis of such 

results is carried out in the section entitled Questionnaire results: Correlation analysis.  

First and foremost, out of the grand total of 119 survey informants, 57% are currently 

studying at the UCLM. In light of this, special attention will be devoted to this particular 

group to identify any areas of improvement that can prove beneficial for the institution. 

The responses that have been provided by other students that are not enrolled in the 

UCLM will be analysed as well in order to explore their attitudinal responses towards 

WEs and provide a series of recommendations for the Spanish educational system as a 

whole.  

As regards gender, a higher percentage of female participants (nearly 70%) submitted 

their responses to the online questionnaire, as opposed to men, who made up 32% of the 

answer rate. It should be borne in mind that the male-female variable is going to be closely 

examined to determine whether gender plays a role when shaping attitudes towards WEs. 

As for the age range of the students, this variable is shown in the next pie chart:  

 

Figure 3. Age range of survey respondents.  

As anticipated, a higher proportion of young adults (18-25 years) submitted the online 

questionnaire, which is in line with initial expectations. However, the second group who 
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participated in the study is comprised of mature students (50 years or above), a surprising 

demographic whose contribution to the study was not expected to be this high. As has 

been already pointed out, a correlation analysis will be carried out to assess whether age 

is one of the key factors that could influence the respondents’ attitudinal and emotional 

responses towards certain varieties of WEs. It is estimated that younger individuals, 

particularly between 18-25 years of age, will be more willing to learn about the current 

role of English and its varieties worldwide and that they will be more liable to accept and 

respect other accents that are not necessarily associated with standard ones, like RP and 

GA. Hence, young adults are expected to be more mindful about the discourse of accented 

speech and will display more tolerant attitudes towards language variation. Conversely, 

it is anticipated that older individuals will tend to ascribe to the ideology of native 

speakerism, since they may be prone to thinking that British English is the most correct 

variety, thus displaying a higher degree of linguistic bias.  

Regarding the number of foreign languages known, nearly half of the participants were 

bilingual (43%), followed by monolingual (39%), trilingual (14%) and multilingual (4%) 

speakers. Further analysis of these results will ascertain whether bilingual, trilingual and 

multilingual speakers will show higher general acceptance of WEs as compared to their 

monolingual counterparts. Similarly, the correlation between the English level of the 

participants and their attitudinal responses towards WEs is of interest for the study, since 

one of the objectives is to examine whether less proficient informants will be more 

reluctant to learn about language variation and will be more biased towards some varieties 

of WEs. In relation to this, 30% and 16% of respondents reported that their English skills 

would fall under the categories of “Average” and “Bad”, respectively; whereas 20% 

stated that they had a “Very Good” knowledge of the English language, 25% thought that 

their English was “Good” and just a scarce number of participants reported that they had 

an excellent command of the English language (9%).  

Furthermore, as can be observed in Figure 4, half of those surveyed stated that their 

primary motivation for studying foreign languages was that they were a valuable asset for 

their CVs and for higher job opportunities. This trend was followed by communication 

purposes and by the skills to understand TV series and movies in their original language. 

The least popular options are related to extrinsic factors that are imposed on the students, 
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such as getting good grades and having no choice because it is one of the requirements 

for graduation: 

 

Figure 4. Reasons for studying foreign languages.  

The answers provided in Figure 4 were employed to examine how intrinsic and extrinsic 

motivation affect attitudes towards WEs. In order to do so, a comparison was made 

between learners who were studying foreign languages because they enjoyed it and those 

who were doing the same activity for boosting their job opportunities and CVs. In fact, 

when asked whether they would like to learn more about other varieties of WEs (Question 

13), it was observed that students who are intrinsically motivated tend to be more 

receptive to language variation than those who are extrinsically motivated, since nearly 

35% agreed and nearly 25% strongly agreed on studying Australian and Indian English:  

 

Figure 5. Influence of extrinsic and intrinsic motivation on students’ attitudes.  
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When the subjects were asked about the accent that they wanted to emulate, the majority 

(50%) commented that they did not aim to sound a certain way. The overall response to 

this question was unexpected, since it was assumed that most of them would rather have 

a native-like accent, specifically one that would be similar to British speakers. It should 

be borne in mind, however, that a significant number of participants revealed that their 

preferred accent was British (21%), followed by American (14%) and a mixture of both 

(5%). Taken together, a total of 40% individuals preferred an accent that was British, 

American and a mixture of which.  

Furthermore, familiarity and knowledge of WEs were measured following the criteria 

set out in Table 1 and Table 2, getting the following results: 

 

Figure 6. Familiarity with WEs 

Those that were very familiar with varieties of WEs (18%) were able to name countries 

other than the UK and the US, such as nations in Asia and Africa. Participants that were 

somewhat familiar (37%) were able to identify the main countries in which English was 

used as an official language, but a lower number of nations worldwide. It has been 

observed that 40% of respondents were not too familiar with the current panorama of 

WEs, given that they limited themselves to naming countries that merely pertained to the 

Inner Circle, specifically the United Kingdom and the United States. Informants who fell 

under the category “not familiar at all” (5%) did not only name inner-circle countries, but 

they also made mistakes regarding the regions in which English was used as an official 
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language. This is exemplified by the fact that one of the informants12 believed that English 

was the official language in every European country and other participant thought that 

English served said function in Germany.  

When testing the first hypothesis, namely if the geographical area could be behind 

negative attitudes towards WEs and used as a measure of prestige, it was assumed that 

most participants would not be willing to learn about certain varieties of WEs, such as 

those spoken in India and New Zealand. However, half of the participants (51%) chose 

to remain neutral, followed by 25% that agreed on learning about such variants if given 

the opportunity. Since it was expected that the majority of informants would refuse to 

learn about WEs, the questionnaire responses seem to suggest that one of the possible 

reasons why half of the informants decided to stay neutral is that they did not have the 

opportunity to learn about such variants throughout their academic journeys and, 

therefore, they cannot make a decision as to whether they would like to study them:   

 

Figure 7. Students willing to learn about other varieties of WEs. 

In relation to the first hypothesis, it was also anticipated that most participants would 

choose to live in inner-circle countries such as the UK and the US, while others that 

belong to the Outer Circle and even to the Inner Circle itself were going to be disregarded. 

In line with initial expectations, a higher number of informants would live in the UK and 

 

12 For ease of reference, download the Excel file that I have uploaded in GitHub, in which the full dataset 

of the online questionnaire is available, alongside more tables and figures that I have created.   

8%

25%

51%

12%

4%

Would learn about WEs

Strongly Agree

Agree

Neutral

Disagree

Strongly Disagree



56 

 

the US, but a considerable proportion of students, albeit to a lesser extent, would be 

willing to live in India and New Zealand as well. Figure 8 and Figure 9 illustrate how 

the geographical area in which a variety is spoken does affect language attitudes, 

demonstrating that participants have a general preference for countries that are usually 

taught as the learning model in language education (the UK and the US): 

Figure 8. Geographical area and attitudes (UK and US). 

Figure 9. Geographical area and attitudes (India and New Zealand). 

Additionally, their familiarity with inner-circle countries like the UK and the US was also 

tested and the results are presented in the next figure: 
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Figure 10. Familiarity with the UK and the US.  

Even though the majority of informants are familiar with these two countries (58%), only 

18% were very familiar with WEs, as previously illustrated in Figure 6. It is worth 

mentioning that Figure 10 shows that a considerable number of students (42%) are not 

even familiarised with the UK and the US. For example, these participants were unable 

to tell the difference between England, Great Britain and the United Kingdom, since they 

thought that the UK was made up of England alone. Therefore, although participants are 

more familiarised with the role of English in these two inner-circle countries, the 

percentage that cannot distinguish these nuances within the UK itself is still very high. 

Thus, a conclusion to be drawn from this is that a significant number of respondents do 

not only have little awareness of WEs, but also of these two inner-circle countries that are 

taught as learning models in EFL settings.  

What is more, the fourth hypothesis was examined by exploring the extent to which 

phonological features influence students’ attitudes towards speakers from the Inner, Outer 

and Expanding Circles. For instance, when the subjects were asked about the teacher that 

they would opt for in language teaching and learning, 39% of those surveyed exhibited 

uncertainty when deciding between a native or non-native speaker as their teacher (i.e. 

remained neutral), followed by 25% of students that agreed on having a native speaker 

and 23% of learners that strongly agreed on the notion that a native speaker would be the 

ideal teacher for them. Figure 11 compares the overall response rate between English 

learners in Spain:  
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Figure 11. Participants’ preference for native teachers.  

Even though the majority of students had ambivalent attitudes as to whether a native 

teacher would be the most suitable option for language teaching, nearly half of the 

respondents (48% if we consider those students that agreed and strongly agreed) would 

rather learn a foreign language from a native speaker. It could be argued, therefore, that 

the fact that most language materials are driven by a native-standard ideology, in which 

the input of speakers from the UK and the US is continuous, could have had the potential 

to influence the beliefs of such learners. Since native speakers from the previous inner-

circle countries are introduced as the norm since the early stages of Spain’s language 

pedagogy, students could be bound to think that native teachers are better than non-

natives. In relation to this, given that the presence of WEs is an aspect that is still 

overlooked in language education (as will be pointed out by those teachers that 

participated in the interviews) and that both British and American English are varieties 

presented as the norm when assessing learners, such a panorama in language education 

could account for how a considerable number of survey respondents preferred native 

teachers.  

Apart from not having a realistic picture of how English is used worldwide and 

thinking that British and American English are perceived as the only valid variants, 

another consequence of focusing on these two varieties in English textbooks and 

classrooms is reflected in the attitudinal responses of students when interacting with 

native and non-native speakers. In response to question 17 from the questionnaire, the 

majority of those who responded (41%) would feel more nervous when having a 
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conversation with natives as compared to non-natives. Since native speakers are 

introduced as standard models of the language, students might think that the specific 

variety of English that they speak is inherently better than the rest and, as illustrated in 

Figure 12, speaking with natives might be more intimidating for them.  

 

Figure 12. Participants’ awkwardness with native and non-native speakers.  

Taking into account the information presented in the previous figure, it seems that current 

pedagogies with regard to language education tend to concentrate exclusively on British 

and American English, thereby disregarding other varieties of WEs. As has been 

discussed, students have little awareness of the role of WEs and are unaware of the 

functions that English serves across the world and even in countries such as the UK. 

English learners, however, are not only oblivious to the global realities of the English 

language, but they also tend to favour speakers of two standard inner-circle varieties, such 

as British and American English. The promotion of these two variants has significant 

consequences beyond the classroom as well, since intercultural encounters between 

students and native speakers have been reported to evoke feelings of awkwardness by the 

former, a behavioural tendency that could be traced to the “superiority” and the use of 

native speakers from the UK and the US as the only valid model for learners to strive for.  

8.1.3. Questionnaire results: Correlation analysis 

This section aims to test further hypotheses that had been formulated. Firstly, the 

following figure attempts to elucidate whether someone’s age may influence perceptions 

of language variation. As can be observed, there is a lower degree of acceptability the 
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younger and older someone is, since participants between 18-25 years of age and those 

by the age of 50 and above displayed less tolerant attitudes towards speakers of WEs:  

 

Figure 13. Acceptability of other speakers by age.  

The trendline (i.e. the dotted line) from the previous figure shows that there seems to be 

a correlation between the age range of the respondents and their attitudinal responses, 

since one’s acceptability decreases the younger and older that they are. However, the data 

are in such a close range and the slope of the trendline is almost negligible and thus, 

drawing an accurate conclusion from this figure alone would be difficult. In light of this, 

what can be inferred from Figure 13 is that nearly 50% of those surveyed would be 

willing to accept other varieties of WEs.  

Another factor that has been closely examined is whether someone’s gender may also 

play a part when shaping attitudinal responses towards WEs. As shown in Figure 14 

below, women appear to be more willing to accept speakers from a variety of backgrounds 

as compared to male students, which further validates the hypothesis that gender does 

play a role when influencing someone’s perceptions of WEs:  
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Figure 14. Acceptability of other speakers by gender. 

With regard to how age and gender affect attitudes towards WEs, it was observed that 

these two factors are linked to intrinsic traits, such as the self-image of the participants 

when evaluating their own English. As a matter of fact, a conspicuous observation to 

emerge from the data is that accent-related embarrassment also influences someone’s 

attitudinal responses towards WEs, thus determining whether a participant might be less 

or more tolerant towards such varieties. The extent to which students perceived their own 

English could give rise to two different linguistic scenarios: the first of which being that 

women, who have been shown to be more embarrassed about their language skills, are 

more linguistically tolerant than men; the second of which involves younger and older 

individuals, all of whom experiencing a higher degree of accent-shame than other age 

groups, yet being less willing to accept other varieties of WEs:  

 

Figure 15. Accent-related shame by age.  
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Figure 16. Accent-related shame by gender 

Thus, it becomes evident that the aforementioned intrinsic factor determines whether 

someone might be more or less prone to accepting other varieties of WEs. In addition to 

accent embarrassment, mockery and judgement of the way that someone speaks a foreign 

language have a considerable influence on someone’s attitudes as well. Female students, 

for instance, have reported that they believed that they have been made fun of because of 

their accent and, paradoxically, they are more receptive to language variation. This could 

be further exemplified by Figure 17 and Figure 18 below, in which women, albeit being 

more self-conscious than men when using English as a medium of communication, would 

be more willing to live in countries such as India and New Zealand:  

 

Figure 17. Feelings of judgement about English skills by gender.  
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Figure 18. Respondents willing to live in India and New Zealand by gender.  

Likewise, accent embarrassment continues to play an important part when determining 

the degree of acceptability on the part of English learners, since those that were 

embarrassed about their English skills would live in these countries as well:  

 

Figure 19. Accent shame and willingness to live in India and New Zealand.  
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idea that having an accent was acceptable; followed by bilingual (23.53%), multilingual 

(20%) and monolingual speakers (8.7%) that strongly agreed.  

 

Figure 20. Acceptability of other speakers by number of foreign languages. 
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Figure 21. Correctness of British English by monolingual speakers.  

In response to the same question, age kept being a well-established factor when affecting 

language attitudes. In fact, out of the 119 participants to whom the questionnaire was 

administered, there were statistically significant differences between younger and older 

learners. The data suggest that less than 14% of young adults (18-25 years) strongly 

agreed and agreed on the fact that British English was the most correct variety, whereas 

nearly 60% of their older counterparts (50 years or above) believed so. Figure 22 

illustrates a gradual decrease of one’s acceptance of language variation the older they get, 

thereby demonstrating that age does have a considerable influence on learners’ attitudes:  

 

Figure 22. Correctness of British English by age.  
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Aside from the number of foreign languages known by a given participant, their English 

command was also measured to assess whether a correlation exists between having an 

“Excellent” and “Very Good” command of the English language and positive perceptions 

of certain varieties of WEs. As shown in the next figure, as one’s English level improves, 

so does their acceptance of language variation. This could be why those with a solid 

knowledge of the language (i.e. Excellent and Very Good) were of the belief that both 

American and British English are equally valid: 

 

Figure 23. Perceived legitimacy of GA and RP by English command. 
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have been shown to have a bearing on students’ attitudinal responses towards WEs. 

Therefore, these results offer compelling evidence of the validity of the third and fifth 
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8.2.  Qualitative analysis 
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participants took part in the study, ranging from professors at the UCLM, high school 

instructors, teachers at the EOI to private tutors.  

It is worthwhile to mention that there seems to be a correlation between accent-related 

shame and gender not only among EFL learners, but also among some young female 

teachers that were interviewed.  On the one hand, when analysing the responses submitted 

to the online questionnaire, it was noted that female students are more prone to suffering 

feelings of apprehension and shame due to their accent. As can be observed in Table 5, a 

higher percentage of female informants reported that they were embarrassed about their 

accent when communicating in a foreign language, which is in stark contrast to the 

answers provided by male individuals:   

I feel embarrassed about my accent when I speak English or another language: 
 

Males Females % Males % Females 

Totally Agree 3 13 7.89% 16.05% 

Agree 5 18 13.16% 22.22% 

Neutral 16 25 42.11% 30.86% 

Disagree 8 18 21.05% 22.22% 

Totally disagree 6 7 15.79% 8.64% 

Table 5. Relationship between gender and accent shame.  

On the other hand, what is particularly noteworthy is the fact that younger female teachers 

refused to carry out an interview in English, which indicates that the emotion of shame is 

not only experienced by EFL learners alone, but that it is also an integral part of the 

language journey of some teachers as well.  

A semi-structured format was followed throughout the interview process to allow each 

interviewee to talk openly about the subject matter. With the participants’ permission, 

interviews were tape-recorded and transcribed by the researcher. Added to this, upon 

refusal to conduct an interview in English, some of them had to be translated from Spanish 

into English for discussion and analysis. In order to gather additional information, 

prosodic cues were also taken into account during each interview, such as emphasis. 

Subsequently, thematic content analysis was used to examine the data and identify the 
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most prevalent patterns in the informants’ responses, which have been divided into the 

following ordered categories:  

 

    

   

   

   

   

   

   

   
   
   
   
   

 

 

Figure 24. Categorisation of interview questions.  

In view of the fact that the 11 interviewees are currently working in diverse educational 

contexts, it was necessary to create the table as follows to provide background 

information about their teaching roles as well as for greater ease of reference:  

Teacher Work setting Gender 

Participant A Private tutor Female 

Participant B Professor at the UCLM Male 

Participant C Teacher at the EOI Female 

Participant D High school teacher Female 

Participant E High school teacher Female 

Participant F Professor at the UCLM Female 

Participant G ADI teacher Female 

Participant H ADI teacher Female 

Participant I Professor at the UCLM Female 

Participant J Professor at the UCLM Male 

Participant K Professor at the UCLM Female 

Table 6. Interviewees’ teaching roles and gender.  
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8.2.1. Participants’ fascination with inner-circle varieties  

When asked about the varieties of English that were deemed more attractive in terms of 

pronunciation and career-wise (Question 3), most participants tended to show a general 

preference for British English, since it was the most elegant and socially attractive variety 

for them:  

Participant A: El que más me gusta es el inglés británico porque es el que más elegante me 

parece [The one I like the most is British English because it’s the most elegant]. 

Participant E: I prefer British English.  

Participant G: A mí el británico [British English].  

As can be seen in the following interview extracts, other participants were torn between 

a British and an American accent, since these two varieties, the former of which in 

particular, are regarded as the standard:  

Participant H: I would obviously go for British and American English, because they are the 

standard.  

Participant I:  Me gusta mucho el inglés americano, luego, obviamente, también el inglés 

británico [I really like American English and then, obviously, British English].  

Participant J: RP (Received Pronunciation), from London, I think that's the standard one, 

and GA (General American). 

Nevertheless, Participant D admitted that high school teachers needed to follow a specific 

variety for language teaching: British English. Although she also liked American English, 

it appears that using British English as the teaching model is compulsory in secondary 

education, where no attention whatsoever is given to other variants, including those that 

are highly standardised:  

Participant D: As you know, teaching English here in high school is always the same. I also 

like an American accent, but what is imposed here in high school, you have to teach British 

English, and that is the one that you must (emphasis) follow. 

Conversely, Participant B still acknowledged that RP was the most elegant accent in 

English speech, but he did not like it. In fact, he pointed out that audio-visual materials 

in GA during his childhood prompted him to speak with an American accent:  
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Participant B: Empecé a aprender inglés de pequeño, pero sobre todo mediante lo 

audiovisual, donde he aprendido cuestiones de pronunciación y mucho vocabulario. 

Habiendo dicho esto, me ha influido mucho el inglés americano, por lo que tengo un acento 

más americano que británico. No me gusta el inglés británico, porque este otro inglés me 

supone un poco de rechazo. Puede ser más elegante, de prestigio y de categoría, pero no me 

va.  

-Translation: I started to learn English when I was a child, especially through audio-visual 

materials, which have allowed me to pick up pronunciation nuances and vocabulary. Having 

said that, I have been greatly influenced by American English and that's why my accent is 

more American than British. I don't like British English, because this type of English puts 

me off. It can be more elegant, prestigious and classy, but it's not for me.  

The previous interview excerpts are particularly illustrative, since some participants have 

linked a British accent with notions of prestige, correctness, elegance, social 

attractiveness and status. Thus, the answers provided by the teachers are consistent with 

the pervasive ideology that exists regarding speakers of RP, whose English speech tends 

to be held in high regard by L2 learners and instructors. As will be discussed, a factor that 

may account for this ideology is the continued promotion of RP in the classroom and in 

English learning materials, given that the majority of which are continuously reinforcing 

the acquisition of British English.   

In the same vein, the ubiquity of GA in the media, including TV series, movies and 

other such products may give rise to an American fascination on the part of some 

participants, as is the case with Participant B, who had an American accent through the 

consumption of audio-visual materials in GA, as well as with Participant K:   

Participant K: I must admit that American pronunciation is my go-to English variety, 

because I went to university there and my parents have friends from America. I've always 

felt very attracted to American culture, pop singers, TV series and films.  

Therefore, it becomes apparent that the aforementioned varieties have a considerable 

influence in the fields of entertainment (e.g. GA) and education (e.g. RP), thus having an 

enormous bearing on the development of language attitudes. Apart from the hegemony 

of British and American English in these two areas, other variables that could account for 

how these two variants are perceived more favourably are related to the individual 

experiences of the participants. For instance, some of them had the opportunity to live in 
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the US, whilst others had friends from the UK and the US and certain interviewees came 

into contact with American English by going to university abroad. Thus, attitudes are not 

only shaped by external factors, but also from a range of sources that can impact our 

perceptions in either a negative or positive way. Through our own experiences and the 

type of environment in which we grow up, language attitudes towards WEs are developed. 

The combination of these two variables could explain why some teachers, like Participant 

F, unconsciously connect British English with certain features, such as the notion of 

pureness, without being able to understand why: 

Participant F: The most attractive is, obviously, British English. It appeals to me and I don't 

know why, when I listen to pure British English is something that I like a lot. 

It is also important to note that there exist remarkable differences between the English 

that these teachers speak and the English that they are truly aiming towards, as shown in 

the following extract:  

Participant C: I've spent two years of my life in America; therefore, my accent is very clearly 

American. However, I try every day to polish my accent and I do think that I've incorporated 

a slight British touch, probably thanks to so much influence and so many videos that I've had 

the chance to hear during my career.  

Although Participant C acknowledges that she has an American accent, she admitted that 

she is trying to polish her pronunciation so that it mirrors that of British speakers. Her 

preference for a British accent provides further evidence in support of the fact that even 

these inner-circle varieties, namely British and American English, might exhibit a 

dichotomous relationship. Participant C, for example, makes an effort to add some 

nuances of RP to her American speech, which suggests that there can be some 

discrepancies between participants’ speech patterns and their desire to emulate a different 

accent, even if both of them are from inner-circle varieties.  

Participant C has also provided qualitative support for the role of RP throughout the 

professional journey of English teachers, since she links the promotion of RP in language 

learning materials to her aspiration towards having this particular accent. The extract as 

follows demonstrates that having a Spanish accent and even an American accent are 

speech patterns that are still frowned upon by some English teachers in Spain:  
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Participant C: I don't intend to show myself as a native, but I don't really have a Spanish 

accent, and people give me that as a compliment. In class, one of my colleagues was 

overdemanding on the students' accent, saying that a word was wrong because it was said 

with an American accent.  

On the one hand, she draws attention to the fact that people, in general, have 

complimented her on her L2 accent, given that she has managed to conceal his L1. 

Notwithstanding the fact that she does not aim to sound like a native speaker, her 

statement demonstrates that language proficiency appears to be inextricably linked with 

the native-speakerism ideology. It seems that sounding like a native speaker is deemed as 

the highest language learning achievement, whilst having a noticeable L1 accent and even 

an American accent could be penalised in EFL settings. As she has pointed out, one of 

her colleagues was set in their ways with regard to the notion of “standard” language, to 

the point that students were penalised for speaking in a way that deviated from British 

English, even if they were using GA.  

In conjunction with native-speakerism, it appears that some teachers in Spain try to 

cement the notion that “legitimate” English must sound and must be representative of 

British speakers and British culture, thereby ascribing pedagogical value only to 

whichever conforms to their definition of a “standard” variety. Following this line of 

thought, Participant K also drew attention to the fact that, in Spain, English teachers are 

expected to speak with a British accent and teach said variety to their students:  

Participant K: People think that if you are a professor or a teacher, you have to speak the 

British variety of English, and there are different varieties of English.  

In spite of this, Participant C stated that she was making an effort to promote the 

acquisition of an accent that would be clear and correct in terms of pronunciation, 

regardless of how noticeable someone’s L1 might be. Hence, the most important thing 

for this teacher is not based on native-speakerness, but on a blended accent (i.e. an accent 

that combines L1 and L2 pronunciation nuances). Participant C also emphasised that 

having an accent, as long as it is clear and that can be understood, is not something that 

students should be worrying about during her lessons:  
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Participant C: I try to expose my students to a blended accent that is clear, correct 

pronunciation-wise and that allows them to stop worrying about how they are saying things, 

and begin to worry about what they are saying.  

Having been asked whether their teaching materials illustrated either British or American 

English (Question 4), there were some remarkable differences between the answers given 

by each teacher. Whereas the private tutor (i.e. Participant A) adapted her lessons to the 

students’ needs, Participant B (professor at the UCLM) and Participant C (teacher at the 

EOI) were using textbooks that focused on British English:  

 

Participant A: No, no me fijo en eso, porque siempre depende de la necesidad del estudiante. 

Por ejemplo, si estoy dando clases particulares a un chico o chica de la ESO que tienen que 

aprobar el examen final, yo enfoco todo para que el alumno entienda el tipo de ejercicios que 

luego van a encontrar en el examen.  

-Translation: No, I don't pay attention to that, because it always depends on what the 

students need. For example, if I am giving private lessons to high school students that need 

to pass a final exam, the aim of my lessons is to enable my students to understand the type of 

exercises that they will have to do in the exam.  

Even though Participants B and C stated that their teaching materials illustrated British 

English, both of whom remarked that present-day English textbooks are starting to 

differentiate between American and British English: 

Participant B: Los materiales que utilizo, como en Inglés Académico, hacen distinción entre 

inglés americano y británico, pero solo entre estas dos variedades.  

-Translation: In Academic English, the materials that I use make a distinction between 

American and British English, but only between these two varieties.  

Participant C: Publishing companies like Oxford, Cambridge and Pearson, you know, the 

ones that are traditionally British, have in the last few years incorporated recordings in 

American English, so they are aware of the fact that is not only British English the one that 

is out there in the world. 

Over the last few years, learning materials and textbooks have started to give further 

consideration to the differences between the grammar and vocabulary of American and 

British English. It appears, therefore, that teaching resources are gradually introducing 

said distinction and that policymakers are becoming increasingly aware of the fact that 

English comes in different shapes and forms nowadays and that all of which strikingly 
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differ from British English. It should be recalled, however, that other varieties of WEs 

are an aspect that is still frequently overlooked in contemporary English textbooks. Even 

though efforts have been made to include other varieties that are different from British 

English, such as American English, the integration of WEs into such materials is still 

neglected.  

In fact, the role of WEs is virtually non-existent in every stage of the Spanish 

educational system, since the vast majority of participants indicated that they did not 

attempt to teach other varieties of English that deviated from British and American 

English. This could be further exemplified by the fact that some professors at the UCLM 

(Participants I & J) opted for either GA or RP, whereas high school teachers (Participants 

D & F) focused solely on British English. The same applies to those teaching in English 

academies (Participants G & H), given that their lessons were meant for their students to 

pass a Cambridge exam and, therefore, emphasis is placed on British English as well. The 

following interview extracts demonstrate how British English continues to dominate 

nearly every sphere of language learning in Spain: 

Participant I: En inglés académico II, todo lo que estamos haciendo es inglés británico.  

-Translation: In Academic English II, everything that we teach is in British English. 

Participant J: In Oral English I and II, I have a PowerPoint in which I normally teach 

different aspects in pronunciation, vocabulary, grammar and of these two, American and 

British English are the varieties to learn.  

Participant D: British English, we must (emphasis) follow this. 

Participant F: Yes, I use videos from the BBC that illustrate British English.  

Participant G: Al inglés británico totalmente. Además, en la preparación de exámenes, sobre 

todo Cambridge, casi todos los que dan son británicos.  

-Translation: Yes, they (teaching materials) totally use British English. Also, when 

preparing students for exams, especially for Cambridge, you notice that nearly all of them 

illustrate British English.  

Participant H: Since we work with Cambridge, most of the time we are more focused on 

British English.  



75 

 

When the aforementioned participants were asked to elaborate on the advantages and 

disadvantages of focusing solely on American and British English (Question 15), 

Participant A mentioned that every single textbook that English teachers use in secondary 

education is largely British-centred. As a result, students are negatively affected, since 

they are unable to tell the difference between how words are written in other varieties that 

differ from British English:  

Participant A: Sí, los libros de texto que usan (los profesores) son todos británicos. Me he 

dado cuenta de que siempre es el inglés británico. La desventaja es acostumbrar a un 

estudiante a que solo exista una única variedad. La palabra "chips" se dicen "crips" en 

británico, luego “French fries" en americano, y el estudiante no se da cuenta. Y también se 

refuerza indirectamente la idea de que el inglés británico es el más correcto y el más 

prestigioso.  

-Translation: Yes. Every textbook that (teachers) use illustrates British English. I have 

noticed that British English is everywhere. The downside of this is that students are used to 

listening to a single variety. The word "chips" is called "crips" in British, then "French fries" 

in American, and English learners can't tell the difference. Plus, this indirectly reinforces the 

idea that British English is the most correct and prestigious variety.  

Undoubtedly, this results in English learners with little knowledge about the diverse 

varieties of the English language that are spoken across the world and a lack of awareness 

of language variation. As Participant A stated above, another drawback is that textbooks 

are indirectly presenting British English as the only teaching model and establishing this 

single variety as the “standard”. The fact that RP continues to command special status in 

EFL settings might lead English learners to believe that other varieties are irrelevant and 

inappropriate. In light of this, it could be argued that the continued promotion of this 

particular variety does not only exert a detrimental impact on EFL contexts (e.g. students 

are unaware of the grammatical and lexical differences between varieties of WEs, they 

have a difficulty in distinguishing those varieties and they may learn that British English 

is the only one that is legitimate or correct), but also from a sociolinguistic perspective. 

This is exemplified by the fact that learners may form a one-sided or rather limited view 

of the varieties of the English language, thinking that such variants are not “suitable” or 

“proper” English. 
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Both participants F & H have drawn attention to similar problems that could derive 

from merely teaching British English to the students. Following the same line of thought 

as Participant A, Participant F has mentioned that English learners are prone to 

developing a narrow understanding of WEs:  

Participant F: Maybe, they feel comfortable because they've felt that they've been taught 

suitable English, but the cons are that they are used to listening to one variety of English and 

the others might be more difficult to understand.  

Likewise, Participant H believes that focusing on British English does not only pose a 

challenge when recognising other variants, but it also has a detrimental impact on the 

academic performance of those students that are preparing for an exam that is different 

from Cambridge, such as the TOELF test, which is based on American English:  

Participant H: If you mainly focus on British English, if they decide to take an exam 

different from Cambridge, like TOELF, maybe they might encounter the American variety 

and have a problem.  

Consequently, there is every likelihood that English learners might not develop a basic 

understanding of the global role of English, which translates into a lack of willingness to 

learn about the diverse varieties of the English language as well as a lack of linguistic 

tolerance. By familiarising students with how WEs are actually used within the global 

community, they will develop an increased recognition of the different varieties of 

English. Not only will this help them to broaden their knowledge or be better equipped to 

understand and communicate with speakers of such varieties in future encounters, but it 

will also foster their awareness of the diverse functions that English fulfils worldwide. 

In the same vein, English instruction in tertiary education seems to keep exposing 

students to British English as the standard teaching model, since Participant B stated that, 

to his knowledge, every textbook that they were using at university illustrated said variety, 

which is also taught in secondary education:  

Participant B: Que yo sepa, ambos libros que utilizamos son de una edición donde se habla 

inglés británico. 

-Translation: As far as I'm concerned, the editorial of the textbooks that we use illustrates 

British English.  
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Nevertheless, a primary difference between secondary and tertiary education is the fact 

that the latter has been introducing textbooks and learning materials in American English, 

whereas high school teachers keep limiting their lessons to teaching only British English 

to the students. Participant J, another professor at the UCLM, mentioned that he relied on 

British English as the teaching model, but that he also attempted to make students learn 

about the key differences between GA and RP. When elaborating on such a decision, he 

stated that American English has been gaining ground over the last years, gradually 

rendering British English obsolete:  

Participant J: I teach British English, but sometimes I use listenings that are recorded in 

American English and I explain that to the students. I think that American English is more 

common nowadays than when I started teaching English 10 years ago and I think we are 

going to listen to it more and more due to TV series, and we have to recognise that and apply 

that in class, and not focus only on British English, because things are changing. British 

English is the English that people used to speak in the past, but this is now changing and we 

have to assume that there are many different varieties. 

The same line of thought is shared by Participant D as well, since she has acknowledged 

that American English is going to become the “king” of the English language. Even 

though her lessons are oriented to teaching British English in secondary education, she is 

aware of the fact that American English is likely to have a leading role in the next 

linguistic scenario, taking over the position that British English has enjoyed thus far. She 

has also pointed out that this phenomenon is happening at the present moment, since 

British speakers themselves are adopting American expressions and colloquialisms as 

well:  

Participant D: I think that American English is the king of the English language nowadays 

and that it will be the king in the British Isles too. British people are starting to speak 

American now, because I know some British people and they speak with American 

colloquialisms.  

Even though American English may play a significant role in future years, it is important 

to note that being able to speak with a British accent is still held in high regard by some 

interviewees. In fact, without steering the conversation towards the perceived superiority 

of British speakers, Participant B himself linked the idea of speaking with a perfect British 

accent with the notion of prestige, as he says that:  



78 

 

Participant B: Y bueno, si ya hablas inglés británico con acento perfecto serías la leche 

supongo. Y hay veces que hablas con una persona con ese acento británico perfecto y piensas 

que esta persona ya te va a mirar a ti desde arriba, desde su nivel súper elevado de 

pronunciación. Y aunque hables bien, si no tienes esa misma pronunciación, pues...  

-Translation: And well, if you already speak British English with a perfect accent, you are 

the genuine article, I guess. Sometimes, when you are speaking with someone that has a 

perfect British accent, one can’t help but think that this person is going to look down on you. 

If you don't have that pronunciation, it doesn't matter how well you speak English…  

 

Although British English is not the most widely-used variety in the world and it represents 

a minority within the WEs landscape, there is a tendency to think very highly of this 

particular variant, which tends to be associated with the ideas of reverence and prestige. 

Participant B, for example, drew a connection in which British English was linked with 

the most preferable accent for anyone to attain. The previous interview excerpt, therefore, 

demonstrates that British English is still considered the most attractive variety even by 

some EFL teachers. Hence, the attitudinal response inferred from Participant B’s answer 

confirms the existence of an ideological construct in which notions such as social 

attractiveness and prestige are attributed to British speakers, which results in other 

speakers having a deep-seated feeling of inadequacy when speaking English in front of 

this particular group.  

Participant C is also conscious of the fact that British English is the variety that is 

receiving and that is most likely to continue to be given greater attention, as she has 

noticed that both English teachers and learners keep associating the English language 

with England and are oblivious to the existence of other varieties: 

Participant C: British English is still prevailing and dominant and it's going to be that way 

for as long as English is England and we don't teach American, we teach English. As long as 

the word English is there, even though it's not British English, people associate it with English 

and British is always going to take the leading role and the rest are going to be behind in 

Spain and Europe.  

When looking into how they would contribute to the English learning of their children 

(Question 13), Participant A opted for private lessons at home. Even though she showed 

a general preference for native speakers in terms of pronunciation, she said that a teacher 
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has to be, above all, competent, since being a native speaker does not necessarily mean 

that you know how to teach the language:  

Participant A: La persona que elijas para dar las clases particulares tiene que ser competente. 

Si es un nativo, mucho mejor, porque te acostumbras a la pronunciación. 

-Translation: The person that you choose to have as an English teacher must be competent. 

It is better if the teacher is a native speaker because your children can get used to their 

pronunciation. 

Conversely, in order to learn English at home, Participant C herself took it upon herself 

to teach English to her children, but she emphasised that English was part of her job rather 

than her life. She also indicated that she did not use a specific variety, such as American 

and British English, as a teaching model because she treated her children as though they 

were any other students during her private lessons. As illustrated in the extract as follows, 

Participant C taught her children about the existence of these varieties and about the 

importance of speaking an English that is clear and correct:  

Participant C: Well, I am married to another English teacher, so we are both Spanish and 

from the very beginning, we agreed that English was our job, not our life. And that we didn't 

have the right to over impose English on our children, but at the same time, we also thought 

that we didn't want to miss the opportunity to make a contribution to their lives in that respect. 

So, from an early age, I took charge of their English learning by giving them private lessons.   

Researcher: Did you try to teach your children a specific variety, like British or American 

English? 

Participant C: No, I did the same thing as with my other students. Tell them that there are 

many people from different countries with different accents, and that they had to be clear and 

correct and that's it.  

Having analysed the participants’ responses in both the interview and the online 

questionnaire, a common trend that I have observed is that Spanish people, particularly 

young women, are afraid of speaking foreign languages or feel self-conscious about their 

accent. As can be observed in the following extract, participants B and D have noticed 

that the fear of speaking English is still ubiquitous in Spain:  
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Participant B: Lo que he visto en España es ese temor en hablar en inglés, que es constante. 

Para mí lo más importante sería primero hablar, y luego ver si es británico o si es americano 

sobre la marcha.  

-Translation: In Spain, I’ve noticed that people are always afraid of speaking English. For 

me, the most important thing would be to speak to them (to my children) first, and then see 

if I use British or American English.  

Participant D: Yes, it's because Spanish people are very shy regarding different languages. 

Among the factors that might inhibit Spanish learners from speaking in a foreign language 

is the fact that Spaniards are notorious for the English that they speak. Consequently, as 

Participant H has mentioned, learners are embarrassed about what others might think 

about them and are more prone to believing that they are going to be made fun of:   

Participant H: I think that that comes from the stereotype that Spanish people's English is 

terrible and if you already know that since you are a kid, you feel embarrassed and you don't 

even want to try, because you think "Why would I? They are going to laugh at me.  

Nonetheless, English learners are not only afraid of speaking English, but some of the 

teachers that participated in the interviews refused to do so as well. In fact, out of 11 

interviewees, every single female teacher at a young age preferred to carry out their 

interviews in Spanish rather than English, stating that they did not feel comfortable when 

speaking a foreign language. Interestingly, there seems to be a correlation between being 

linguistically tolerant and being self-conscious about one’s accented speech (to be 

discussed in greater detail in Participants’ attitudes towards accented speech), given 

that women have been shown to be more tolerant towards WEs as compared to men. 

Having analysed the questionnaire and the interviews, one of the findings is that gender 

does play a significant role when shaping one’s attitudes towards linguistic variation.  

 Added to this, it has been noted that women tended to give themselves a lower score 

when rating their own English pronunciation as compared to men (Question 8), who 

proved more confident in their speaking skills. By way of illustration, whereas 

participants B and J (men) believed that their accent sounded almost like that of native 

speakers, participants G and H (young women) felt unsure about it: 
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Participant B: Yo creo que es bastante alto y que el acento de mi lengua materna apenas se 

percibe, así que me pondría un 9 [I think it is quite high and that the accent of my mother 

tongue is barely noticeable, so I would give myself a 9].  

Participant J: I'm not a native speaker, but I think I am near native speakers, so I would give 

myself a 9. 

Participant G: Un 2 [A score of 2]. 

Participant H: That's a difficult question, because I tend to put myself down, so I would say 

4 or 5. 

8.2.2. Participants’ awareness of World Englishes 

Upon answering the fifth question from the interview, most interviewees claimed that 

they have tried to foster awareness of WEs during their lessons. Participant C, for 

instance, maintained that she did so on a daily basis, attempting to strike a balance 

between two widespread varieties (American and British English) and encouraging her 

students to acknowledge the diverse Englishes that exist across the world:  

Participant C: Yes, of course, every day. I make a conscious effort to balance the materials 

I use between American English pronunciation and British English. I want to develop in their 

ear an ability to adapt and I give them different types of English, or Englishes. I accept the 

fact that English today comes in many different presentations with many different accents 

and vocabulary, which has also some variations that they have to know about.  

Conversely, provided that there is an exercise in the textbook that deals with the 

differences between some varieties of the English language, Participant A would try to 

raise awareness by explaining how words may change in British and American English. 

However, she would not cover this topic if her students were at a lower level, like 

secondary education, as she said that this would not help them learn English:  

Participant A: Sí. Por ejemplo, si haces un ejercicio y sale una palabra y en ese momento lo 

recuerdo, puedes decir que esa palabra es americana y se puede decir de otra manera. Pero si 

es por casualidad y sale en ese ejercicio que estás haciendo, entonces sí. Pero si es un niño 

de la ESO, no es importante y no tiene sentido para que aprenda mejor el inglés. 

-Translation: Yes. For example, if you are doing an exercise and you come across a word 

that they don't know, you can point out that it is in American English and that it can be said 

differently. You can raise their awareness if they stumble upon a word like that in an exercise, 
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but if we are talking about a high school student, then, this is no longer important because it 

would not help them improve their English level. 

Participant B, albeit being aware that such varieties do exist, did not teach his students 

about them during his lessons, since he has had different priorities thus far. Nevertheless, 

it is worth mentioning that if he had time, he would try to integrate WEs into his lessons:  

Participant B: No. Entiendo que existen, pero quizás en otro momento o en otra clase menos 

enfocada al contenido, se podría. Pero, hasta este momento, he tenido otras prioridades. 

-Translation: No. I get that they exist, but it would be possible to introduce them in a 

different type of lesson. I've had other priorities so far though.  

In contrast, Participant C did not only try to raise awareness about the existence of WEs, 

but she also exposed her students to the cultural aspects that are distinct of other English-

speaking countries, including the US, the UK and even Asian nations. Added to this, she 

also paid attention to the present-day functions that English serves and attempted to make 

her students understand that English is used for communication purposes by natives and 

non-natives alike:  

Participant C: I try to connect that awareness to the cultural aspects in the sense that I try to 

make my students discover the culture of Canada, the United States, England and Asia 

directly, by studying the language that they speak. And then, going a step further, raising the 

awareness of the culture that there's today, the culture of English as a communication 

language, will open the door to so many countries where English is not a native language. I 

don't remember the exact figures, but today, there are like 3 times as many people who speak 

English fluently that are not natives. So... who has more weight in the English language, non-

natives or natives? 

Likewise, she did not see eye to eye with how British speakers, in general, are positioned 

by the “standard” English ideology, in which they tend to think that they are the 

gatekeepers of “correct” and “proper” English. Even though English has become 

intimately attached to the different backgrounds and cultures of the countries where it is 

now spoken, it seems that a long-held belief among some British speakers is that they are 

the ones that think that their English is, as labelled by Participant C, the “one”:  

Participant C: I'm in love with English, but I don't like the way that British people look into 

life. It's very selfish to the British culture, because they try to keep things rock-solid and they 
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are not willing to change or share other people's systems and the fact that they still think that 

their accent is the one (emphasis).  

Although English has crossed national boundaries and is used and taught in contexts 

where it is employed for local and international communication, alongside other 

pragmatic purposes, it appears that some natives and even non-native speakers take it as 

a given that the linguistic features of British English should remain prominent throughout 

language teaching and learning, thus disregarding that English is a global language and 

comes in a plethora of varieties nowadays.  

Moreover, when answering Question 9, Participant B remarked that he has benefitted 

from the participation of students from diverse backgrounds, as he pointed out that his 

students have had the opportunity to listen and learn more about the Englishes spoken by 

their peers, who were from countries like Romania, Lithuania and Ecuador:  

Participant B: De hecho, en la clase de avanzado, hay una chica de Ecuador, una de Lituania, 

una rumana también, y puedes ver distintas formas de hablar con acento en inglés. 

-Translation: In fact, in "Advanced English", there is a girl from Ecuador, one from 

Lithuania, one who is Romanian too, and you can see different speakers of English. 

Likewise, another teacher in tertiary education, such as Participant F, indicated that in 

one of her subjects, entitled “English for International Trade”, students were able to learn 

from their classmates as well. In fact, she commented that it is easier to raise awareness 

of WEs at university due to the enrolment of international students as compared to high 

school:   

Participant F: When I had the chance to teach English for international trade, I could listen 

to people from many different parts of the world. In this subject, I had the chance to listen to 

many different accents, because I had people from Italy, France, Australia, Romania, Taiwan, 

Germany...  

To justify the choice of learning more about WEs, Participant A drew a parallel between 

both Spanish and English, arguing that it would be advisable for everyone to know about 

the existence of other varieties of Spanish in other parts of the world too, such as the ones 

spoken in Argentina and Mexico:  
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Researcher: ¿Estarías dispuesta a reconocer otros acentos, como el de Nueva Zelanda, 

Australia o Sudáfrica? [Would you be willing to recognise other accents, like those from New 

Zealand, Australia or South Africa?] 

Participant A: Absolutamente sí. Yo lo comparo con el español porque está bien saber que 

existen la variedad argentina, mexicana y que cada una tiene sus propios términos, 

expresiones.  

-Translation: Absolutely. I always draw a comparison between English and Spanish because 

it is important to know that varieties spoken in Argentina and Mexico do exist and that they 

have their own expressions and terms.   

She also mentioned that she did not like the notion of prestige, linguistically speaking, 

since she believed that every single variety is equally worthy and that there is not a single 

one that is better than the rest. In fact, she suggested doing an activity with the students 

in order to raise awareness, in which the class would be divided into groups that would 

present a specific variety to the rest of their peers. By doing so, Participant A claimed that 

it would be a nice way to branch out from the syllabus and teach new values to the 

students, such as multiculturalism:  

Participant A: La variedad de India, ¿por qué considerarla más fea? Es como si alguien 

dijera que el castellano es la variedad mejor que las de Sudamérica, no tiene sentido. Todas 

existen y cada una tiene su valor y su prestigio. Si surge la posibilidad, ¿por qué no hablar de 

esto? Dar la posibilidad a los chicos, siempre según el nivel, de presentar una variedad en 

grupo, haciéndoles ver que ninguna variedad es mejor que la otra. Es otra manera de 

transmitir un valor y de aceptar la multiculturalidad. 

-Translation: I don't get why the variety spoken in India is considered uglier. The same goes 

for Spanish. It wouldn't make sense for someone to say that the Spanish spoken in Spain is 

better than the one in South America. All of them exist and have the same worthiness and 

prestige. If the possibility arises, it would be nice to talk about this with the students. You 

can tell them (depending on their level) to work in groups so that they present a variety to the 

rest of the class, letting them see that there's not a single variety that is better than the rest. It 

is a different way to share new values and promote multiculturalism. 

8.2.3. Participants’ attitudes towards accented speech 

When I asked each informant about how they would grade a student that had a strong 

Spanish accent during an oral exam (Question 6), each one of them answered differently. 

Whereas Participant A, a private tutor, believed that having a native-like pronunciation 
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does not necessarily reflect how proficient you are in a language, Participant C would 

give a lower mark to said student during a C1 or C2 examination, since having a thick 

Spanish pronunciation has a bearing on one’s speaking skills the more advanced the level 

is:  

Participant C: At C1 and C2, not before, if you have a strong Spanish accent, you have work 

to do. And I'm talking about a strong accent and about a student that makes no effort 

whatsoever. When you don't see that effort, then, I will mark this student down, because they 

are not making a conscious effort to sound a little bit English.  

Participant A: Absolutamente no. Tener una pronunciación perfecta y de nativo no significa 

absolutamente nada. También yo pienso que es normal que los estudiantes de instituto no 

tengan una pronunciación perfecta y nosotras que damos las clases tampoco.  

-Translation: Absolutely not. Having a perfect and native-like pronunciation means 

absolutely nothing. I also think that it is normal that high schoolers do not have a perfect 

pronunciation. Even language teachers like us don’t have it.  

Despite the over-focus on having a “proper” way to speak English, Participant A admitted 

that even some foreign language teachers do not have a perfect pronunciation either.  

Therefore, the fact that students are pressured to adapt their L2 speech and modify it to 

conform to the linguistic standards and benchmarks set by some teachers is somehow 

ironic, since even the best translators and linguists themselves do not speak with a native-

like accent. Participant A also argues that, oftentimes, native speakers, albeit expected to 

inherently know every single grammar rule, might make mistakes in their use of grammar 

as well. Taking the aforementioned arguments into consideration, penalising students for 

having a speech pattern that lies outside the boundaries of what is regarded as the 

“standard” appears to be tied to the level of the students, since it would be unfeasible to 

expect high schoolers or students at a lower level to speak with an authentic-sounding or 

near-native pronunciation.  

Participant A: Incluso los mejores traductores del mundo no tienen una pronunciación 

perfecta y, sobre todo, tienen una conciencia de cómo funciona el idioma que otra persona 

que tenga una pronunciación de nativo no se sepa todas las reglas gramaticales. 

-Translation: Even the best translators in the world do not have a perfect accent. In fact, 

they are aware of how the language works and that's something that even some native 

speakers do not know, because someone with a native-like pronunciation might not know 

every grammar rule. 
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In tertiary education, participants F, I and J would not lower the grade of said student, 

since they emphasised that other factors need to be taken into consideration too, such as 

syntax, vocabulary, fluency and the ability to communicate your ideas. Participant B 

would not lower the grade of a student with a thick Spanish accent, as he deems it 

necessary to differentiate accent from pronunciation. According to this informant, an 

accent by itself is a shallow measure to assess the level of a student. In fact, having no 

accent would be impossible from a sociolinguistic standpoint, given that everybody has 

a way of speaking that is shaped by geographical, ethnic, educational, social and other 

such factors. In the event that one’s accent negatively affects communication, such as 

being unable to get the message across in a clear manner, Participant B would, therefore, 

lower the grade. Thus, as long as it is understandable, having a non-standard accent should 

not be frowned upon in language teaching and learning:  

Participant B: Habría que distinguir entre pronunciar bien las cosas y el acento, porque el 

acento no debería ser un factor determinante en la evaluación de un alumno. La distinción 

que haría sería si el acento afecta a la comunicación, porque si no entiendo las palabras por 

el acento entonces sí que bajaría la nota, pero no por el acento en sí, sino por el hecho de no 

ser capaz de comunicar y de hacer llegar tus ideas a la otra persona.  

-Translation: It would be necessary to distinguish between pronouncing things well and 

having an accent, because the latter should not be a determining factor when assessing a 

student. The distinction that I would make would depend on whether their accent affects 

communication, because if I do not understand something due to someone's accent, then I 

would lower the grade, not for the accent itself, but because this student is not able to get 

their message across.  

Having discussed the abovementioned linguistic scenario, interviewees were asked about 

what they would do if the reverse were to happen, that is, if a student goes to Scotland 

and comes back to Spain with a native-like accent that cannot be considered very standard 

in terms of RP pronunciation (Question 7). Participant B, for instance, replied that he 

could not assess the speaking skills of said student if he is still unable to understand what 

they are saying, regardless of the L2 speech or how close it is to the pronunciation of 

native speakers. He advocated for the need to address this problem from a pragmatic 

perspective, arguing that an accent that leads to communication problems, be it standard 

or not, should be penalised during an oral exam:  
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Participant B: Si no entiendo lo que dice, no puedo evaluar. Cuando aprendes, tienes que 

ser consciente sobre lo que estás aprendiendo y del impacto que tiene sobre tu comunicación 

en general. Por eso, si yo voy a Escocia y se me pega un acento escocés muy fuerte, tengo 

que entender que, si me voy a Estados Unidos, los estadounidenses no me van a entender. Se 

tiene que ver desde un punto de vista pragmático. Si ese alumno viene con acento, ya sea de 

Escocia, Irlanda o Jamaica, y yo no entiendo lo que dice… no puedo evaluar.  

-Translation: If I don’t understand what the student is saying, I can't assess them. When 

you're learning, you need to be aware of what you are learning and the impact that it has on 

your communication skills. For this reason, if I go to Scotland and a strong Scottish accent 

rubs off on me, then, I have to understand that if I go to the United States, people out there 

are not going to get what I'm saying. You need to see this from a pragmatic point of view. If 

that student comes back with an accent, be it Scottish, Jamaican or Irish, and I don't 

understand what they are saying, I can't evaluate this person.  

In answer to the previous question, Participant C claimed that she would ask this student 

to soften their accent so that she could assess their speaking skills. Likewise, she also 

maintained that she would evaluate said student as though their accent were not perfect, 

irrespective of whether their L2 speech would mirror that of native speakers. When 

talking in a foreign language, whether with a native-like accent or not, students ought to 

put themselves in their listeners’ shoes and bear in mind that their accent might be 

intelligible to the person that is assessing them. For Participant C, for instance, this results 

in English teachers being unable to tell whether some words are being mispronounced or 

not:    

Participant C: I think that if I had to assess this student, I will have the same consideration 

as if the accent is simply not perfect. However, if this were a student of mine, I would strongly 

recommend that he tries to soften things a bit and try to come back to a more standard 

pronunciation. Let me give you an example, you know that in Central England they say /foɪv/ 

instead of /faɪv/ and if you say that in my exam, it’s not going to be correct. As a teacher, I 

can't give an okay to that, do you see what I'm getting at? What is the difference between 

having a Central English accent and a strong Spanish accent? Because it's the same 

pronunciation mistake. So, where is your mistake? Where is it coming from? How do I know? 

Participant C also emphasised the importance of adapting one’s accent to a given situation 

as well as the need to act professionally and not personally in an exam. Hence, pursuing 

a native accent in second language learning might do students a disservice, since 
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pronunciation is highly dependent on a series of extralinguistic conditions, such as one’s 

interlocutor and the current context of interaction.  

Participant C: I'm going to give you another illustrative example. There was a man who was 

the Spanish weatherman and one day, I saw an interview with him and it just so happens that 

he's got the strongest Sevillian accent that you can imagine. An accent which had been always 

hidden and he had adapted to standard Spanish every single time I had seen him on TV. So 

what does this mean? It means that he did not try to hide his accent during the interview, but 

when he was giving the weather forecast, he spoke standard Spanish. For me, this example 

applies to interviews, exams and another important occasion in which your accent is an 

important part of your personality, but in professional scenarios, you can't do that, you have 

to be clear and make an effort to remove your local accent a little. You need to act 

professionally and not personally.  

On the contrary, the following participants strongly believed that, since the student was 

speaking with a Scottish accent, they would not lower their grade because of that. In view 

of the fact that their accent was mirroring that of native speakers, Participant H argued 

that it would not make sense to give that student a bad mark, even if their accent is not 

standard in terms of RP:   

Participant H: First of all, it's from abroad, from natives, so it would be kind of dumb to 

mark down this student.  

Likewise, Participant D would not lower their mark, even if their accent would be difficult 

to understand and interferes with what the student is trying to say. To back up her 

argument, she asserted that, as long as the student has a “good” accent, she would not 

have a problem with that. Even though she would have a difficult time in understanding 

said student, it would not hinder the grade because their accent is identical or similar to 

that of a native speaker:  

Participant D: Well, it would be quite difficult for me to understand him or her, but if he/she 

has a good accent, why not giving him/her a good mark? 

The previous interview excerpts from participants H and D attest to an educational 

practice that may be based on the ideology of native-speakerism. Their attitudes towards 

a student with a Scottish accent, a non-standard variety of English speech as opposed to 

RP, are characterised by the fact that correctness is based on the provenance of a given 
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variety, rather than the student’s proficiency in English or their speaking skills when 

getting their message across. Therefore, their perceptions of a non-standard variety of 

English are more favourable, since these participants seem to rely on the notion of native-

speakerness instead of communicative competence when assessing the speaking skills of 

this student.  

As has been discussed, in response to how they would rate their own English 

pronunciation (Question 8), female teachers, especially young women, gave themselves 

lower scores as compared to their male counterparts. It has been observed that the younger 

a teacher is, the more embarrassed they are when asked if they would like to speak in 

English during an interview and the lower the score is when rating their own 

pronunciation. Even though there seems to be a correlation between accent 

embarrassment and young women, this association is weaker for their older counterparts. 

In fact, adult women, in general, were not afraid of speaking in English during an 

interview and were bound to give themselves higher scores when reflecting upon their L2 

pronunciation.  

Ergo, it could be argued that among the reasons why young women go to great lengths 

to avoid speaking in English is that they might have felt judged or made fun of because 

of their Spanish accent at some point in their lives. This is exemplified by the fact that, 

aside from young female teachers, half of the female students (50.62%) that had submitted 

the online questionnaire reported that they have felt judged when speaking a foreign 

language. Incidents such as these might account for the fact that younger teachers might 

still feel embarrassed about the English that they speak. Nonetheless, in comparing the 

answers between the questionnaire and some of the interviews, it was found that women 

were more linguistically tolerant than men towards WEs and towards the accent of 

different speakers. As regards students, the previous analysis of the questionnaire 

provides evidence in support of how women, albeit being more self-conscious about their 

own pronunciation, are more willing to recognise and accept linguistic variation as 

compared to men. As for teaching staff, it was observed that female teachers13 have tried 

 

13 It should be borne in mind, however, that it would be necessary to carry out further interviews with male 

teachers to yield more accurate results.  
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to integrate WEs into their lessons or were more willing to do so, as can be noted in the 

following interview extracts:   

Researcher: Have you ever tried to raise your students’ awareness of WEs?  

Participant B: No […] Hasta este momento, he tenido otras prioridades. 

-Translation: No [...] So far, I've had other priorities. 

Participant F: Yes, I try to make my students aware of different varieties of English and of 

different accents. 

Participant I: No crear una asignatura exclusiva que se llame "variedades del inglés", quizás 

eso es demasiado, pero que se pueda tratar en alguna asignatura o incluso en algún seminario 

para darle la opción a los alumnos para aprender sobre algo que no han podido ver en el 

grado. 

-Translation: I wouldn't say that we should come up with a subject called "varieties of 

English", because maybe that would be too much. However, we can cover this topic in a 

subject or even in a seminar, giving students the chance to learn about something that they 

have not seen during the degree.  

Whereas Participant B (male) admitted that he has had priorities that did not align with 

pedagogical practices oriented to the teaching and learning of WEs, Participant F was 

more willing to teach their students about the current role of the multiple varieties of the 

English language. Participant I, for instance, thought that conducting seminars about the 

role of WEs, or teaching about these varieties in a subject, would be advantageous to 

university students, since she believed that WEs were an important aspect for them to 

know about.    

8.2.4. Participants’ perceived legitimacy of World Englishes 

When assessing whether they had taught WEs to their students (Question 10), it was 

observed that they are not a part of the learning agenda of the vast majority of the 

interviewees. One teacher working at the EOI and another one at the UCLM were the 

only exceptions, since they have introduced such varieties to their students. Both of whom 

were actively teaching Indian, Australian and even Englishes from countries that belong 

to the Expanding Circle, such as Italy. However, it should be recalled that these teachers 

were willing to teach such variants to students at more advanced levels, as they remarked 

that beginners would have difficulties in understanding them:  
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Participant C: Yes, I've used recordings in Indian and Australian English, but on C1 or 

above. In one of the textbooks, there was a listening exercise with five or six recordings with 

people that were from different countries, so the book already gives you this material, you 

don't have to go out and find it. At C1, we used a book called "Open Class", which we don't 

use anymore, and I loved it because of that, because they had every possible that you could 

imagine and, sometimes, the students didn't like it, but this is English too.  

Participant K: Yes, many of the listenings that I give to my students are from different 

people around the world, so I include a Scottish accent, from Northern Ireland, Irish of 

course, and even people from Italy or Turkey. I include different accents. I use materials 

designed by Cambridge, and they include many different accents as well, especially in the 

upper-level, C1 and C2.  

In this regard, Participant K emphasised that teaching WEs would not only be difficult 

for the students, but especially for English teachers. In order to back up her argument, she 

argued that EFL instructors would have to search for new materials and make an extra 

effort when attempting to teach other varieties:  

Participant K: It's very difficult for students to develop certain skills, like oral skills or 

grammar and their range of vocabulary, so if you have to teach them certain varieties of 

English at the same time, that would be very difficult for them and for the teacher, because 

teachers have to look up more materials and that can be very overwhelming. They have to go 

the extra mile. 

To overcome this problem, this research paper will provide a series of recommendations 

to raise awareness of WEs and that prove beneficial for teachers and students alike in the 

section Recommendations.  

In spite of the ubiquity of textbooks on teaching English as a foreign language, there 

is still limited exposure to other Englishes that differ from RP, in most cases. Thus, upon 

reflecting on the role of WEs in the field of applied linguistics, all teachers agreed that 

seldom attention is paid to teaching and learning of such varieties (Question 11):  

Participant A: No creo que se dé mucha visibilidad al hecho de que existan variedades del 

inglés [I don't think that these varieties are given much exposure].  

Participant I: No, no se da suficiente visibilidad [No, they don't receive enough visibility].  



92 

 

Even though WEs receive limited exposure in the classroom, participants D and J argued 

that they could be a relevant learning agenda, since introducing speakers of English from 

a myriad of backgrounds would help learners to identify English varieties that are used 

throughout the world as well as reap cultural benefits:  

Participant D: It could be important for students, because they can find all varieties of 

English and they have to know them.  

Participant J: It would be important for students to learn about them because you can teach 

aspects about culture. 

On the flip side of the coin, Participant B claimed that he does not see how teaching these 

varieties could be advantageous to the students, since he thinks that they are neither 

important nor useful. For this reason, he maintained that teachers have to stick to the 

textbook and the syllabus, adapting their lessons on the basis of such factors and preparing 

the students for a final examination:  

Participant B: No creo que sea importante. No le veo la utilidad. Tienes que el libro, la guía 

docente y luego el examen, entonces te amoldas a lo que ya hay.  

-Translation: I don't think that they are important or useful. You have to cover the units, the 

book, the syllabus and prepare for the exam, so you shape your lessons according to these 

factors.  

Participant F has observed that, when introducing new varieties of English, high school 

students are likely to not take them seriously, thinking that the speakers are making 

mistakes and that they are not actually speaking English:  

Participant F: I don't know if the students are going to be interested because there are some 

who want to listen to native speakers. In high school, when they hear a different accent, they 

think it's a mistake and they even start laughing, because they think that this person is not 

speaking well enough.  

Considering that English textbooks have prioritised RP, it could be argued that the 

attitudes of high schoolers towards WEs may be influenced by their lack of familiarity 

with these varieties. Hence, this major factor, together with the effect of native-

speakerism, may account for negative attitudes towards certain varieties of the English 

language among this group. As Participant F has noted, the perceptual constructs towards 

some speakers of English are shaped by their differences in pronunciation, which differ 
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from the one that is usually taught in the learning environment of high school students, 

namely RP.   

Participant C further elucidates why English learners are prone to holding negative 

attitudes towards WEs and labelling them as “weird English”, since she believes that 

British English has dominated the Spanish educational system thus far. However, it ought 

to be recalled that American English, albeit recently, has been growing in importance, 

while the rest of English variants have been overlooked by English teachers:   

Participant C: You should never show surprise or discomfort when a person is speaking 

"weird" English, because it is not weird, it's just different English. I think that in Spain, British 

English has been prevailing until not so long ago, because American English has been here 

for the last 10 years. Other forms are very scarce. When teachers like me are looking for 

material on YouTube, we still discard videos with difficult accents, like Australian, Indian 

and Asian English.  

Building on the above findings, it appears that the scarce exposure given to WEs is, in 

turn, playing a significant role in the development of unfavourable opinions on the part 

of students, who are less receptive to acknowledging the legitimacy of foreign-accented 

English and tend to devalue speakers of WEs, who are stigmatised and thought to be 

speaking “faulty” or “not real” English. Due to the lack of exposure to other varieties of 

English that differ from RP and GA in most educational contexts in Spain, there is 

qualitative support for the influence of RP on students’ attitudes, whose linguistic 

tolerance towards other varieties of WEs seems to have decreased.  

The spread and diffusion of English across the world have led to the Asianization of 

the language, since it is used in most Asian countries as a tool for international 

communication, to the extent that non-native speakers of English are using it for both 

intranational and international communication, whilst accommodating it to their cultural 

contexts and sociolinguistic realities. Not surprisingly, the Asian continent has become 

one of the most populous nations worldwide when it comes to English learners and 

speakers. It is in this context that new varieties of Englishes have developed, generating 

a debate that has divided scholars into those who regard such variants as deviations from 

the standard and others who believe that they are the result of new language demands that 

are deeply rooted in novel sociocultural settings. Concerning the legitimacy of Asian 
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Englishes, the majority of interviewees did not regard them as “incorrect” (Question 12), 

except for Participant G, who said that they were not correct for her, but because she 

would need more information in this regard:  

Participant G: La verdad es que no tengo mucha información, pero te diría que sí.  

-Translation: To be honest, I don’t know too much about this, but I would say that they are 

incorrect.  

Participant D: No, they are not incorrect for me.  

Participant F: No, not at all.  

Some qualitative comments from the interview demonstrate that most participants do not 

only acknowledge the existence of Asian Englishes, but also their legitimacy due to the 

fact that they are used as a medium of communication:  

Participant B: Si se desarrollan por las poblaciones de esa zona, porque para ellos es útil y 

lo usan para comunicarse, yo no tengo derecho para juzgar. 

-Translation: If they are used for communication purposes by people from those regions, 

it’s not my place to judge them. 

At the other end of the spectrum, Participant H relied on the criterion of accuracy of L2 

speech for distinguishing between speakers from the Inner, Outer and Expanding Circle. 

Even though Asian Englishes are often perceived as “incorrect” or “deviant” versions of 

“standard” English, it is worth remembering that even those who use English as their first 

language make mistakes as well. As English emerges as the global lingua franca, it comes 

as no surprise that the language is bound to undergo a series of changes to suit its new 

users and their backgrounds. Hence, it would be advisable to rethink the framework with 

which language correctness is often measured, as the boundaries between what is 

considered incorrect and correct English are not so clear-cut:  

Participant H: Not necessarily. Since they come from a continent where English is not a 

typical language, I think the English they produce is decent, in general. Of course, they make 

mistakes, because they are not natives.  

Lastly, when reflecting on the advantages of teaching WEs in EFL classrooms (Question 

14), the most prominent ones are as follows: developing multiculturalism, fostering 

respect for difference, being able to identify the range of accents and variants of the 
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English language, raising awareness about WEs in historical and cultural terms, reducing 

discrimination and helping students realise that British English is not the most “correct” 

variety:   

Participant A: De una manera indirecta, les estás enseñando un valor, el de la 

multiculturalidad y el respeto a las diferencias.  

-Translation: In an indirect way, you are teaching them values such as multiculturalism and 

respect. 

Participant D: I think it would be only advantages, you have to know the different ranges 

of accents in English, as well as in Spanish, you have to know the varieties and the way that 

people speak is going to be different.  

Participant E: Realise that there are different cultures and different accents, and not only 

British English is the correct one. 

Participant J: By teaching varieties, you are introducing culture, a history and other aspects.  

Participant I: Se contribuiría un poco a evitar la discriminación, porque ayudaría a la 

integración y ver que hay otras variedades que son válidas, aunque no las consideremos 

estándar, pero ahí están y las habla muchísima gente.  

-Translation: It would contribute to reducing some forms of discrimination, because it would 

aid in creating a more inclusive environment in which people would be aware that other 

varieties, though not standard, are equally valid and spoken by lots of individuals.  

In summary, introducing WEs into current pedagogies, as Participant B indicates, does 

not only have significant implications for the future careers of the students at a social, 

cultural, professional and personal level, but it would also allow them to discover the 

various cultural and linguistic backgrounds of other speakers. It would also enable 

English learners to broaden their horizons, discover other communities across the world 

as well as to attain perspective and understanding of other ways of life:  

Participant B: Te puede abrir puertas a nivel profesional, personal, cultural y social. Para 

mí los idiomas siempre han sido eso, abrirte la mente, pero también el mundo. Cuando 

aprendes un idioma, al final también aprendes sobre los ingleses, sobre los franceses y sobre 

su cultura.  

-Translation: It can open doors for you at a professional, personal, cultural and social level. 

For me, languages have always opened your mind, but they also open the door to a new 
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world. When you learn a language, you end up learning about English people, French people 

and their culture.  

On the other hand, among the disadvantages that have been brought forward by the 

interviewees, the primary ones appear to be: not having enough time to teach everything 

that students need to pass the final exam, not being interested about WEs and thinking 

that they are unnecessary, feeling as though you were wasting your time, the fact that 

students might think that they are learning “incorrect” English, having difficulty in 

understanding them and the impossibility of teaching every single variety that currently 

exists across the world: 

Participant A: Quizás así quites tiempo a lo que es más importante que hagan o al temario. 

-Translation: This can take time away from what you are expected to teach. 

Participant B: Que fuera una cosa impuesta y que tú como alumno no lo veas necesario. Y 

que sientas que pierdes el tiempo y el interés, porque no te resulta útil.  

-Translation: That it becomes compulsory and something that you find useless as a student, 

because you would feel as though you were wasting your time and losing your interest.  

Participant F: The students could think that this is not real English. 

Participant H: There's a disadvantage and it's that the varieties are almost limitless. There 

are plenty of varieties in every single country. I think it's impossible to teach them all. 

Participant J: One disadvantage is that they are hard, sometimes, for students to follow. 

9. Discussion  

The objective of the present paper was to explore the attitudes of EFL students and 

teachers in Spain towards WEs and ascertain the range of factors upon which language 

bias is contingent. Taking the responses given by the participants into account, it is 

evident that implementing WEs into the current teaching panorama is pedagogically 

challenging for a number of practical reasons: teachers have to comply with the syllabus, 

help their students so that they develop a set of skills that are necessary for exam-oriented 

purposes and adjust their lessons to the contents provided by the textbooks, which follow 

either British or American English. Further challenges and difficulties that could derive 

from introducing other English varieties in the classroom would be the resistant attitudes 



97 

 

on the part of the students, their lack of interest and the fact that it risks being a time-

consuming task.  

Little awareness is still given to WEs, given that high school teachers, for instance, are 

of the opinion that these varieties are usually taught to more advanced learners or those 

that are studying at university and, as a result, they do not deem it necessary to teach their 

students about other variants of WEs. However, there is still an ongoing dominance of 

exonormative models in every single stage of the EFL educational journey in Spain, as 

both British and American English continue to be favoured in tertiary education as well. 

The findings from this study confirm that the orientation towards teaching these two 

variants is dependent on both external and internal factors: on the one hand, teachers have 

to stick to institutional guidelines and adapt their lessons to final examinations and the L2 

curriculum; on the other hand, there is a range of internal variables at play when it comes 

to determining the type of varieties that are taught in EFL contexts, such as the perceived 

usefulness of a variant, students’ and teachers’ familiarity with WEs, their own learning 

experiences and their preference for a specific variety as well as their individual 

characteristics (e.g. personality, age, gender, beliefs).  

In this regard, there is qualitative and quantitative support for the influence of 

embarrassment and self-consciousness on both learners’ and teachers’ attitudes. By 

analysing the perspectives of these two groups, it has been noted that the previous factors 

might result in having less or more likelihood of developing linguistic tolerance. By way 

of illustration, men were more confident than women regarding their own language skills, 

but the latter proved more linguistically tolerant towards WEs. Apart from pragmatic 

reasons in relation to how useful learning a certain variety might be, the results from the 

interviews and the questionnaire have elucidated the important implications that affective 

factors have with regard to students’ and teachers’ attitudes. This is exemplified by the 

fact that there was a recognition of the prestigious and socially-attractive position that 

American and British English hold when it comes to language education. Some English 

teachers, for instance, reported that British English was the most appealing for them and 

seemed to have an explicit affective connection to this specific variety of English. As a 

consequence, they were aiming towards RP speech and Participant C, for example, was 

even adapting her American accent to emulate British speakers. Hence, a discrepancy was 
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observed between the English that some teachers were speaking and the speech variety 

that they were aspiring towards. This is indicative of the fact that there exists an 

underlying dichotomy in which British English is still viewed through the lens of a 

standard-language ideology, thus occupying a high-status position in EFL teaching and 

learning.  

The findings also indicate that British and American English are the varieties that are 

taught to L2 learners because of reasons closely related to the fact that the former 

monopolises the vast majority of English textbooks, whereas the latter has an increasingly 

important influence on popular culture. Therefore, it could be argued that students and 

teachers alike are receiving continuous input from these two varieties, either in the 

classroom through materials from British publishing companies or outside EFL settings 

through American music and television programmes. Nonetheless, it is important to point 

out that GA has been gaining ground in recent years, as it is being included in English 

learning materials as well. In this regard, some English teachers, albeit focusing on British 

English, believed that American English was going to be the next “king” of the English 

language, rendering RP obsolete.  

Overall, the quantitative and qualitative analysis of the questionnaire and the 

interviews, respectively, have helped to shed light on the range of factors that come into 

play when influencing language attitudes and ascertain that linguistic bias is contingent 

on the promotion of the same varieties in every phase of the language education journey. 

The data, therefore, have provided evidence in support of some of the hypotheses that this 

study sought to test, which are the following:   

• The geographical area in which a variant is spoken accounts for the emergence of 

negative attitudes and is used as a measure of prestige. As has been discussed, 

British and American English continue to occupy a high-status position, whereas 

other varieties of WEs and their speakers are disregarded in language education.  

• Linguistic bias towards varieties of WEs is highly influenced by their 

phonological patterns. This could be exemplified by the fact that students would 

feel more nervous when interacting with native speakers, given that they are 

introduced as the “standard” model in language education, which reinforces that 
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a variety spoken by a certain group of speakers is “legitimate”. Likewise, students 

would opt for native speakers as their language teachers and, at the same time, 

some teachers that were interviewed were overshadowed by affective evaluations 

towards native-sounding speech and would not fail someone with a native-like 

accent even if they were not able to understand said student.  

• The hegemonic position occupied by British and American English in EFL 

classrooms negatively affects language attitudes towards other varieties of WEs.  

The vast majority of survey respondents were able to name countries from the 

Inner Circle, particularly the UK and the US, whereas other varieties of WEs 

remained a highly unfamiliar concept for them. Some teachers, albeit being more 

aware of the existence of such varieties, did not try to integrate them into their 

lessons and only did so if there were other international students in the classroom. 

Likewise, other teachers pointed out that speakers from countries different from 

the UK and the US were more likely to be mocked by language learners in 

secondary education.  

• Multilingual, trilingual and bilingual speakers have shown higher general 

acceptance of linguistic diversity as compared with less proficient users of English 

and monolingual speakers. The more languages someone knows and the higher 

the command of the English language is, the more open-minded and receptive 

they are to WEs. 

• There exists a correlation between someone’s age and their perceptions of a 

language variety. This is exemplified by the fact that significant statistical 

differences were observed among younger and older students, since the latter 

strongly believed that British English was the most “correct” variety. Even though 

there seems to be a correlation between linguistic tolerance and age, further 

participants are needed to yield more accurate results regarding the impact of this 

variable on language attitudes.  

As for the hypothesis as to whether there exists a correlation between the gender of the 

individual and their perceptions of a language variety, further evidence must be gathered 

in order to draw accurate conclusions, since a higher number of women took part in the 
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interviews and the questionnaire. According to the findings, women have been more 

linguistically tolerant than their male counterparts, but it would be necessary to distribute 

the questionnaire and conduct further interviews with more male participants so that there 

is a balance between the number of informants and to render further statistical differences 

as regards the gender variable.  

10. Limitations 

Taken together, the results of the present study highlight that negative attitudes towards 

WEs are still recurrent within the Spanish educational system, since variants that deviate 

from British and American English are still neglected. Despite the findings of this paper, 

it is appropriate to recognise some important limitations that could be addressed in future 

research.  

One limitation of this study is the fact that English is not my first language and, 

therefore, the degree of accuracy when writing the results of this research project and 

translating some interview extracts from Spanish into English may vary. To avoid the 

potential for the misinterpretation of some of the translated interviews and provide a more 

transparent record, a transcript in English and Spanish was included when analysing the 

opinions of those teachers that decided that they would rather be interviewed in Spanish. 

Another limitation that is related to the language barrier is the fact that English is not the 

L1 of the interviewees either. Aside from grammar mistakes in the interview extracts, it 

is plausible that some participants did not feel comfortable enough when speaking in 

English and, as a result, they might not have fully expressed their views and opinions 

about WEs.  

Secondly, it would be of paramount importance to carry out further interviews with 

male teachers and distribute the questionnaire among a higher number of male students, 

since more female informants participated in the study. Even though gender has been 

shown to play a role when shaping language attitudes, further data collection is required 

to determine with accuracy the extent to which this factor affects the phenomenon under 

study. The same applies to individuals between 25 and 35 years of age, as it was the age 

group with the lowest number of participants in the questionnaire. Although the survey 
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was distributed among 123 individuals, the difficulty in collecting quantitative data with 

the same number of students within each age group is another limitation.  

As far as the online questionnaire is concerned, a third potential limitation is that more 

multilingual speakers are needed to gain a deeper insight into the set of findings that this 

paper has presented. In view of the fact that this study represents a preliminary attempt to 

address these issues, further research is needed to shed light on students’ and teachers’ 

perceptions of WEs and further elucidate the range of factors that affect language attitudes 

towards some variants. It would be advisable to extend the findings from this paper to 

high school students as well, since the questionnaire was not administered to this specific 

group.  In this way, this research project would involve English learners from nearly every 

educational sphere. In the same manner, a large-scale study targeted to a higher number 

of private tutors and teachers working in primary, secondary and tertiary education would 

prove beneficial for enriching the data and voicing new perspectives and attitudes towards 

WEs.  

Lastly, it would be interesting to explore students’ and teachers’ opinions beyond the 

UCLM and even conduct further investigations into this phenomenon from people outside 

of Spain, as this would aid the development of further recommendations and the 

identification of new areas of improvement as far as language education is concerned. In 

a similar light, the contribution of Erasmus students that are currently in Spain could also 

prove advantageous as a complement to the present enquiry, for bringing together 

different perspectives and reaching an enhanced understanding of the current status of 

WEs and their perceived relevance for language teaching and learning.  

11. Recommendations 

It would be advisable to infuse WEs into pedagogical settings and move beyond the 

impervious instruction of two inner-circle varieties that are presented as the norm and that 

are the only ones explored in language education programs in Spain. The dominance of 

British and American English in EFL settings may seriously impinge on learners’ ability 

to identify other English varieties as well as their communication skills in real-life 

encounters. Drawing on the results of the quantitative and qualitative data, this study 
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provides a series of recommendations for future research, teachers, curriculum designers 

and EFL programs in Spain so that more conducive environments for the teaching and 

learning of WEs are created. Thus, by analysing the WEs paradigm, it was possible to 

identify several areas of improvement regarding the traditional conceptualisations of the 

English language in EFL settings.  

The first of which involves secondary education, which is the educational stage in 

which there is minimal interest and awareness of WEs. Since teachers believe that other 

varieties that differ from British and American English are taught at more advanced 

levels, they are heavily reliant on promoting RP. The main problem is that the textbooks 

that they have been using throughout high school are based almost exclusively on British 

English. As a result, when other varieties were introduced in a listening activity, for 

example, learners addressed them as a source of fun. Since they were used to listening to 

British speakers, incorporating other variants created a pejorative effect and evoked 

feelings of humour among students, as they thought that that was not “real” English. In 

order to raise awareness of students and teachers alike, this issue could be addressed by 

moving away from English textbooks in which a single inner-circle variety is idolised and 

use other materials that take into account other variants as well. It would also be 

advantageous to align language learning with the international and dynamic nature of 

English in the contemporary world. Rather than focusing on grammatical correctness, 

communicative competence could be pursued as well to ensure that students can acquire 

the linguistic skills needed for intercultural communication.  

 Advocating for the integration of WEs into current pedagogical approaches in 

secondary education does not imply that British English or American English should be 

replaced with other varieties, but that English begins to be taught in its global context 

rather than in the context of these two inner-circle varieties. A first step towards the 

implementation of WEs would be the use of materials and textbooks aimed at high school 

students that, apart from portraying British and American culture, also enhance the 

representation of speakers from other backgrounds by including more characters, 

dialogues and cultural aspects related to WEs and the contexts where they are spoken. 

Added to this, changing current pedagogical practices in secondary education also 

translates into private teachers modifying their lessons as well. In other words, given that 
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these teachers adjust their learning materials to the contents that are taught to learners in 

high school, introducing WEs in this educational institution would bring about a change 

within secondary education itself and beyond it.  

When introducing WEs to university students, however, the scope could be broadened 

by adding information about the role of globalisation, the historical development of the 

spread of English and the sociolinguistic realities of these new communities where 

English is now used and spoken. This could be accomplished not only during a specific 

subject (e.g. linguistics, sociolinguistics, applied linguistics), but also by conducting 

seminars, workshops and extracurricular activities in which UCLM students and teachers 

could participate. This recommendation could prove advantageous to students and 

teachers alike: on the one hand, it would not take time off from the subjects and the 

syllabus that teachers have to follow; on the other hand, students will be given the choice 

to learn about WEs beyond their traditional academic setting by enrolling in a course or 

seminar in an optional way.  

Another recommendation that could be applied at the UCLM and at the EOI is to raise 

further awareness of WEs through the presence of Erasmus students and foreign language 

assistants. For example, teachers can introduce different varieties of WEs by taking 

advantage of the fact that there are international students in the classroom. Likewise, the 

fact that lecturers from countries like India are also at the UCLM could help students 

interact with speakers of different varieties and be more familiarised with them. In a 

similar light, there are also lecturers from abroad within the EOI that is located in Ciudad 

Real, which is a nice opportunity for learners and teachers alike to get first-hand 

knowledge of the lived experiences of English speakers from multiple backgrounds. 

Taking the abovementioned arguments into consideration, a reasonable approach to 

spread awareness and foster linguistic tolerance towards WEs would be to profit from the 

presence of international students and lecturers, especially those from other parts of the 

world that are beyond the Inner Circle. This course of action would enable both students 

and teachers to reach an enhanced understanding of WEs and get the full picture of the 

range of speakers of these varieties.  

Even though English language academies are strictly exam-oriented and prepare their 

students for a language certificate, particularly from Cambridge, it would be possible to 
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raise awareness of WEs within this context as well. As an example, teachers could provide 

an overview of the role of English as a global language through listening activities that 

portray dialogues from different speakers, especially those that differ from the ones that 

students are used to hearing (British and American speakers). In this way, the WEs 

paradigm could have a positive influence on the listening skills of English learners, 

helping them to be better prepared for future exams as well as for future interactions with 

speakers from different countries. This activity, however, would be suitable for those 

learners at more advanced levels, since beginners are more likely to experience 

difficulties in understanding speakers of other varieties different from British and 

American English.  

In light of the above, the inclusion of WEs into the EFL curricula is highly dependent 

on factors that range from the level of the students to rules from above that teachers have 

to abide by, but the benefits and significance of learning about these varieties in language 

education should not be overlooked either. Undoubtedly, the WEs paradigm has provided 

a base upon which the traditional models of language teaching and learning in Spain have 

been reconceptualised and revised, paving the ground for a series of recommendations 

that could be applied to create more inclusive, pluralistic and dynamic learning 

environments than those using a specific variety as the standard. In order to raise 

awareness of WEs, therefore, it is imperative to follow a top-down approach, that is, 

English teachers should be willing to accept and recognise the present-day panorama of 

this global language so that their students can acquire a broader worldview in which the 

pluralistic nature of English is reflected. Thus, giving teachers ongoing opportunities to 

gain exposure to WEs would allow them to be informed about the current linguistic 

landscape of the English language, implement a top-down approach and, ultimately, 

create more inclusive lessons that are not confined to learning British and American 

English. These efforts would result in a higher degree of linguistic tolerance on the part 

of EFL students and teachers, thereby improving attitudes towards WEs from the general 

public and society at large.  
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12. Conclusion 

This paper investigated the attitudes and perceptions of students and teachers towards 

WEs in the context of EFL education. It has gathered original data from participants in 

the field of language teaching and learning in Spain, a country in which the number of 

prior research studies on the phenomenon of WEs and language attitudes has hitherto 

remained limited. In an attempt to fill this literature gap, this master’s thesis has taken 

into account the experiences and standpoints of EFL teachers and students, analysing their 

responses and voicing their opinions through semi-structured interviews and an online 

questionnaire.  

Despite the abovementioned limitations, this study provides new insights into the 

perceived legitimacy of WEs and the effects of using GA and RP as the teaching models 

on attitudes towards language variation. By targeting students and teachers from different 

pedagogical fields, possible improvements and recommendations were designed in order 

to raise awareness about the importance as well as the wealth of advantages that WEs 

could bring to each one of these institutions and its members. During the course of this 

research project, it became evident that WEs are without a doubt underrepresented in 

language programs, since all of which focus almost exclusively on British and American 

English and tend to ignore the ever-growing linguistic landscape of the English language.  

It is hoped that the findings from this study contribute in a meaningful way to the 

current and future literature in relation to WEs and that they also serve as a base from 

which language education in Spain could be ameliorated. In sum, the author hopes that 

the findings, recommendations and conclusions stemming from this research paper are 

applied in existing pedagogical contexts so that they move beyond what Kachru once 

termed “inner-circle” varieties and that the value of English as a global language grows 

in recognition among EFL teachers and learners alike.  

As Crystal (1999) asserts, the task of English teachers when facing the ever-expanding 

constellation of WEs and keeping track of the linguistic diversity of the English language 

is immense and is, by no means, a small feat (p. 17), but it is high time they started to 

shift the emphasis placed on teaching British English and come to terms with the dynamic 

global scenario of the English language. To end the discussion put forth in this research 
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paper, I would like to echo the words of the previous author about the importance of 

recognising and developing a flexible mindset of the enormous diversity of English or 

rather, Englishes:  

Teachers need to prepare their students for a world of staggering linguistic diversity. 

Somehow, they need to expose them to as many varieties of English as possible […] and 

above all, teachers need to develop a truly flexible attitude towards principles of usage. The 

absolutist concept of 'proper English' or 'correct English', which is so widespread, needs to 

be replaced by relativistic models in which literary and educated norms are seen to maintain 

their place alongside other norms, some of which depart radically from what was once 

recognized as 'correct' (Crystal, 1999, p. 17).  
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14. Appendices 

14.1. Appendix A: Questionnaire 

1. How old are you? 

2. Country of origin: 

3. Gender: 

• Male  

• Female 

4. Are you a current or former student at the University of Castilla-La Mancha (UCLM)? 

• Yes 

• No 

5. How many languages do you use in your everyday life? Check all that apply: 

• Spanish 

• English 

• French 

• Italian 

• German 

• Japanese 

• Chinese 

• Portuguese 

• Other 

6. How would you evaluate your English level? 

• Excellent 

• Very Good 

• Good 

• Average 

• Bad 

7. Why do you study foreign languages? Check all that apply: 

• They are an important asset for job hunting and for boosting my curriculum. 

• I want to get good grades in my school. 

• I want to communicate with people from different countries and make friends. 

• I want to be able to understand series, music and books in their original 

language. 

• I love them! I even learn them on my own. 

• They are boring for me, but I have no choice because it’s one of my school’s 

academic requirements for graduation. 

• Other 
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8. When you speak English, your aim is to speak with: 

• A British accent 

• An American accent 

• I mix American and British English 

• I do not aim to sound a certain way 

• Other 

9. Which countries have English as an official language? Name as many as you can: 

10. I feel embarrassed about my accent when I speak English or another language: 

• Strongly Agree 

• Agree 

• Neutral  

• Disagree  

• Strongly Disagree 

11. As an English teacher, I'd prefer a native speaker rather than a non-native: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

12. British English is the most correct variety in the world: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

13. In class, I would like to learn more about the English spoken in India and New 

Zealand: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

14. Both American and British English are equally valid: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 
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15. English spoken by non-native speakers is easy to understand: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

16. English spoken by speakers from India and New Zealand is easy to understand: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

17. Were you to interact with native speakers, you would feel more nervous than with 

non-natives: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

18. If given the opportunity, I would live in the United Kingdom or in the United States 

for a while: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

19. As long as it is understood, having an accent is acceptable: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 

20. Have you ever been in a situation where you felt that someone made fun of you or 

judged you because of your accent? 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 
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21. It's more important to have a native-like accent than to be able to get your message 

across clearly: 

• Strongly Agree 

• Agree 

• Neutral 

• Disagree 

• Strongly Disagree 
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14.2. Appendix B: List of interview questions 

1. How long have you been teaching English? 

2. What other languages have you learnt or are you learning? 

3. Which varieties of English are most attractive to you in terms of pronunciation and 

career-wise? 

4. Do you use any learning materials that illustrate British and American English? 

5. Have you ever tried to raise your students’ awareness of other varieties of English? 

6. In accordance with your assessment marking criteria, would you mark a student down 

for having a strong Spanish accent? Would you still give this student a lower mark 

for their speaking skills if they had a perfect command of English? For example, if a 

student is skilled in English grammar and uses a varied vocabulary, yet they have a 

thick Spanish accent, how would you grade them? 

7. Picture this: a student has gone on Erasmus to Scotland and they come back with a 

Scottish accent. Their accent mirrors that of native speakers, but it cannot be 

considered very standard in term of RP. How would you grade them? 

8. On a scale of 1 to 10, with 1 being "strong Spanish accent" and 10 being "native-like 

accent", how would you rate your English pronunciation (i) in the classroom and (ii) 

in your personal life? 

9. What is the model that you try to follow, American or British English? Would you be 

willing to recognise other Englishes in your lessons, like those from New Zealand, 

South Africa or Australia? 

10. Nowadays, there is a wide range of varieties of the English language worldwide, such 

as Asian Englishes and even the so-called Euro-English. Such varieties are commonly 

known as World Englishes: Are they relevant in your everyday teaching activities? 

Have you ever used recordings in Indian or Australian English during any of your 

lessons? 
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11. Do you think that these varieties are underrepresented in English as a foreign language 

classrooms? Is it important for students to learn about them? Why? 

12. Would you consider World Englishes, like Japanese and Chinese English, incorrect? 

13. If you were to have children, or if you already have, how are you contributing to their 

English language learning process at home? Is that an important part of your family 

language planning? Would it be important for you to expose them to British and 

American speakers? 

14. Are there any advantages and disadvantages when it comes to teaching World 

Englishes? 

15. To round off this interview, does the EFL handbook(s) that you use stick to one 

specific variety of English? Which one? What are the pros and cons of this? 
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14.3. Appendix C: Interview consent form 

Interview Consent Form 

 

1. I …………………………………………………. voluntarily agree to participate in this 

research study and it is my understanding that this interview will cover the following subjects 

or topics: World Englishes and language teaching and learning.  

 

2. I have been given some general information about this project and the types of questions I 

can expect to answer. I understand that the interview will be conducted at a place and time 

that is convenient for me, and that it will take approximately 30 minutes of my time. 

 

3. I understand that my participation in this project is completely voluntary and that I can 

withdraw at any time or refuse to answer any question without consequences of any kind.  

 

4. I understand that, with my permission, this interview may be audio recorded and that any 

information I provide during the interview will be kept confidential, used only for the 

purposes of completing this assignment, and will not be used in any way that can identify me.  

 

5. All interview notes, tapes, or electronic records will be kept in a secured environment and 

recordings will be deleted by the researcher upon transcribing them.  

 

6. I understand that the results from this interview will be used exclusively for this master’s 

thesis from the University of Castilla-La Mancha and will be treated confidentially.   

 

7. I have had the purpose and nature of the study explained to me in writing and I have had the 

opportunity to ask questions about the study. I understand that, with my permission, the 

interview will be conducted in English and, if I decline, in Spanish.   

 

8. I understand that in any report on the results of this research my identity will remain 

anonymous. This will be done by changing my name and disguising any details of my 

interview which may reveal my identity or the identity of people I speak about. 

 

9. I understand that a transcript of my interview in which all identifying information has been 

removed will be retained by the researcher.  

 

10. I understand that I am free to contact any of the people involved in the research to seek further 

clarification and information. 

 

11. I have read the information above. By signing below and returning this form, I am consenting 

to participate in this project by the below-named student. 

 
 

Participant’s name: ………………………………… 

 

Signature: …………………                 Date:  ………………………… 

 

Thank you for agreeing to participate in my project. Please keep a copy of this consent form 

for your records. If you have other questions, please contact me at: 

 
Student name: Silvia Mª Bravo Palomares     Email address: SilviaMaria.Bravo@alu.uclm.es 

 

Signature of researcher …………      Date:  …………………………  
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14.4. Appendix D: Leaflet about World Englishes 
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