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Tutkimuksen tarkoituksena oli selvittaa, mitd emgla vierasperaisia aksentteja (non-
native accents) kaksi lukion englannin oppikirjgsaCulture Cafél-5 jaln Touchl-

5, sisaltavat. Tavoitteena oli laskea vieraspezéisksenttien maara kirjasarjoissa.
Tutkimuksen tdydentavana osana haastateltiin yihjtitiajaa kummastakin
kirjasarjasta. Tama tehtiin, jotta saataisiin malmlmman todenmukainen kasitys siita,
mita kaytannon rajoitteita kirjasarjojen tekijoilbé vierasperaisen englannin suhteen
oppikirjojen nauhoja tehtéessa.

Tutkimus sijoittuu verrattain uudelle tutkimusadgljossa kiinnostuksen kohteena on ns.
kansainvalinen englanti (English as a Lingua Frajecgonka edustajien mukaan suurin
osa englanninkielisestd kommunikaatiosta tapahyliyaén inmisten kesken, jotka

eivat puhu englantia aidinkielenaan. Koska myosmalaiset kommunikoivat
englanniksi paédasiassa muiden kuin natiivien karadisa suomalaiselle koululaiselle
hyodyllista tulla opetetuksi kansainvalisen englartavoitteiden mukaisesti.
Kansainvélinen englanti lahtee ajatuksesta, josteveitella natiivipuhujan
kompetenssia, vaan keskitytddn onnistuneeseen koikaatioon eri kieliryhmien

valilla. Tarkeimpiin periaatteisiin kuuluu myosté&bppilaiden tulisi kuulla runsaasti eri
maiden kansalaisten puhumaa englantia.

Tutkimus osoitti, etta vierasperdinen englanti &pjjen nauhoilla on hyvin vahaista.
Culture Cafésisaltaa 3 prosenttia fa Touchvain 1 prosentin vierasperaisia aksentteja.
Tama tarkoittaa kaytadnnossa n. 15 minuuttia e@skid ja 3 minuuttia jalkimmaisessa.
Vierasperaista englantia esiintyy hyvin lyhyinakp@, usein n. 5-20 sekuntia
kerrallaan, lahinna kuullunymmartamisharjoituksissaosana pidempaa tekstia. Suurin
osa vierasperaisista aksenteista on nayttelijtigéoimia.

Haastatteluissa kirjantekijat myonsivat, etta disbtavaa kayttaa aitoja puhujia
nauhoituksissa nayttelijoiden sijaan. Yleisestidaain todeta, etta vaikka kirjantekijat
periaatteessa myonsivéat englannin kielen asemainmaakielena, he olivat melko
kriittisid sen maaran suhteen oppimateriaaleissahddusivat, etté oppikirja sisaltaa
mahdollisimman paljon natiivien puhumaa englarkaska katsoivat sen soveltuvan
parhaiten malliksi oppilaille. Toiseksi syyksi viggen vierasperaisen englannin

On ilmeist&, etta vierasperainen englanti nauhoiflaivan liian vahaista
kansainvalisen englannin nakékulmasta katsottunaitdksen tulisi kuitenkin lahted
opetussuunnitelmista, joissa alettaisiin korosiasagperaisia puhujia. Taten
ylioppilaskirjoituksiin otettaisiin mukaan vieraspesia aksentteja, miké luonnollisesti
johtaisi tarpeeseen lisata naiden aksenttien maéyaa oppikirjojen nauhoilla.
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1. Introduction

Now, try to come up with situations where you andrynear and dear use English, and
with whom. Yes, that is right: on multinational wpages, when travelling, at
international job meetings, when telling an excleasiydent the way to the swimming
hall. It is likely that you and | both use Englistainly with non-native speakers. The
status of English in Finland has changed, andtdday a lingua franca of international
communication. This is true also around the warlthly: hundreds of millions of

people today speak English as a second or foraigguiage. Consequently, the number
of non-native speakers of English is already highan the number of native speakers.
It has been claimed (e.g. Widdowson 1994) thatiEhg$ no longer the property of
native speakers, but it belongs to everyone whakspi. It is no wonder then that
several researchers think that the new status giigbnshould also be seen in the
English language classroom.

The traditional norm in English language teachm&urope has
overwhelmingly been British English combined witadeived Pronunciation (Modiano
2000, 28). In Finland too, the listening comprelh@ms in the matriculation exam have
traditionally only included native speech, and omhge has there been a non-native
speaker on the taped used in the éx&esearchers of English as Lingua Franca (ELF),
however, claim that it is no longer relevant fareign language learners to aim at
native-like competence, because they are mosylikelise English with other non-
native speakers. Therefore, it would also be berafior English learners in Finland to
receive instruction which takes the principles bFEnto account. Importantly, ELF

entails the idea that students should be exposaddnge of non-native varieties.

! This was in spring 1994 (Sirpa Jaakkola personainsonication 2005).



Because the course book is the primary sourceaafileg in the classroom, it should
offer also other varieties than the native oneddarners. A study made in Japan
revealed that English textbooks are still orierttedative varieties; thus the
representation of English consists of American British varieties (Matsuda 2003:
719). In Finland, however, the area of non-natiseeats in teaching materials remains
basically unstudied. The aim of this study is, ¢iere, to look at two Finnish textbook
series used in upper secondary sch@alture Caféby Otava (courses 1-5) ail
Touchby WSOY (courses 1-5), and see whether they otfegr than native accents of
English. This is done by looking at the tapes ideliin both series. Hence, the research
questions will be the following:

» Do the textbook serieSulture Caféandin Touchmanifest the ideals of ELF?

More specifically, do they offer non-native accefatsstudents?

* Which non-native accents do the textbooks offerfzmd much?

* Are there any differences between the series?

* What are the typical contexts for non-native acgent
It has to be noted, though, that one factor hdeax effect on the results of the present
analysis: using actors in the recording studiosth&sactors are British persons
mimicking different non-native accents, their prooiations are often something
between the target accent and British English. Buunse of the material, which was
meant to represent particular non-native accentst classified as those accents in the
analysis. This aspect of the material is furthecdssed in section 5.2, where the
principles of analysing the data are introduced.

However, there is also the other side of the cdiemwstudying taped material:

the production of teaching materials. The tapetcfigr the majority of the courses

included in the tapes analys{Sulture Café 1-@ndIn Touch 3-%were studied in order



to see whether the recording studios had fulfitreglauthors’ requests concerning non-
native accents. Second, one author of both boaoksseras interviewed. The interviews
were relatively short and their aim was to view iti@usion of non-native accents from
the writers’ angle. In other words, the aim wagam a practical perspective on the
inclusion of native and non-native accents. Thdtamidl research questions were as
follows:

« Were the requests stated in the tapescripts tdfily the recording studios?

* What is the rationale for choosing native and native accents for textbooks?

* Why are actors used for recordings?

* What are the limitations concerning the inclusiéman-native accents when

textbooks are being made?

In what follows, | will present a short literatureview, which outlines the
relevant background in terms of the present stabgters 2-4). The method used for
the classification of non-native accents in thedatintroduced in chapter 5. Chapter 6,
based on these descriptions, reveals the amouliff@éfent non-native accents in the
data. Chapter 7, then, dives into the world oftiegk production. Here are presented
the ideas of the two textbook authors concerningmative accents in textbooks.
Discussions follow each part, the tapes analygisi@ierview analysis, separately. Let

us now turn to look at the background literatutevant for the thesis.



2. World English

2.1. World Language

English, Chinese and Hindi are among the languagysh have the most mother
tongue speakers in the world (Graddol 1997: 8) when a language is said to be a
world languageor aglobal languageit does not have much to do with the number of
native speakers (Crystal 1997: 5). More importariiging a world language concerns
the fact that the language is used as a tool fomaanication between different
communities. Crystal (1997: 2) clarifies that a dldanguage means having “a special
role that is recognized in every country”. Accoglio Brutt-Griffler (2002: 110), there
are four features which are typical of a world laage:

(1) The language has both an economic and a cluttleain the world community.

(2) It is not only a language of the elite.

(3) It establishes itself alongside other languagesultilingual contexts.

(4) It does not spread by speaker migration bunbgroacquisition in countries where
it is spoken as a foreign or second language.

Historically, there have been several world langsad.atin and French, for
instance (Bailey and Goérlach 1982: 2). Today, Estgis said to have the status of a
world language. According to Crystal’s estimatéhied of the population on earth in 75
different countries (2,214 million people) were stamntly exposed to English in 2001
(Crystal 2003: 106-108). On top of that, Jenkir¥@a: 4) claims that there are foreign
language speakers of English who probably numlmemal one billion. Whatever the
actual number of English speakers is, McKay corgehdt most of the features defined

by Brutt-Griffler (discussed above) are exemplifi®dEnglish (McKay 2002: 13).



English certainly dominates in economic and cultfiedds; a large number of
multinational companies, such as Coca-Cola andi&dst instance, function solely in
English (McKay 2002: 13). Second, English estaleksitself alongside other languages
as most of its speakers are second or foreign &geyapeakers. Hence, English is
acquired in foreign and second language speakingtdes, which has led to large-
scale bilingualism. Brutt-Griffler (2002: 120) helisclaims that English fulfils all her
criteria for a world language, whereas accordinileiay (2002: 14), one of the
criteria remains unfulfilled: English does belownglie elite. The elitist aspect of
English will be discussed further in 2.3 below.

It has been claimed by Crystal (1997: 24) thatdlae basically two reasons for
English having the status it has today: the first & geographical-historical and the
second one is socio-cultural. As regards the if@ason, the preliminary stage in English
colonial expansion was the establishment of Engl@bnies in North America in the
17" century (Leith 1996: 194). Trade trips to SouthaAsere started shortly afterwards
(Crystal 1997: 41). Expansion trips continued vifith colonial developments of the
nineteenth century in Africa and the South PacBigthe 1950’s English had an
official or semi-official status in a number of edties (Crystal 1997: 24).

The latter reason refers to the status of the UStha leading economic power;
English is now the language of political life, husss, media, music and international
organisations all over the world (Crystal 199728). 84 percent of Internet servers, for
instance, are English (Graddol 1997: 51), whicbnly one of the examples of how
English dominates the world today. As regardsshisly, it is important to realise the
status of English as a world language and undetstamistorical background. Let us

now turn to see how the spread of English has Hesaribed.



2.2. Spread o

f English

There have been a number of attempts to descrebgpttead of English, and among

others, Strevens (1980) has developed a relevaa¢inggee Figure 1). This is the oldest

model on the spread of English.
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Figure 1. Strevens’s world map of English (Streven$980, 86).

In Strevens'’s figure, we can see a family treemglih, which has two main branches,

American and British, along which the other vagsthave developed. Foreign language

speakers cannot be seen in this figure, but ind@fthe present study, it demonstrates

nicely how English speakers are located arounavtiréd. Another influential model of

the spread of English (see Figure 2) has been aeeelby Braj Kachru (1985: 12), and

his terms, introduced below, will be used in thesent study.
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Outer circle
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320-380 million
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Figure 2. Kachru's three circles of English.

The model consists of three circléseinner circle, the outer circlandthe expanding
circle, which all include English speakeér3he inner circle refers to native speakers of
English. It includes countries like the USA, UKellind, Australia and New Zealand.
The outer circle (or extended circle) refers tordaes where English has gained the
status of an official language in the colonialistipd. There English has a long history
in institutionalised functions, and it has an intpat role in education (Kachru and
Nelson 2001: 13). The outer circle includes coesttike India and Nigeria (Kachru
1985), and the relevant varieties of English aterofeferred to as “the New Englishes”
(Melchers and Shaw 2003: 7). Finally, the expandingle comprises of nations where
English is spoken as a foreign language and whichad have a history of colonization

by the speakers of the inner circle. This circldudes countries like China, Greece and

% This is Kachru’s most cited version of the modek(s.g. Crystal 2003). He has, however, developed a
newer version of the model, where the circles agsented vertically (Kachru 1992).



Israel (Kachru 1985: 13). According to Crystal’simsite from 2003, the inner circle
has 320-380 million speakers, and the outer cBO@& 500 million speakers, whereas
the total number of speakers in the expandingecischow 500-1000 million and is
increasing constantly (2003: 107). Note that thenteon-native accens used to refer
to outer and expanding circle accents in the thesen if there are some native
speakers in the outer circle countries as well.

Kachru's model is the most influential one to déseispeakers of English
(Jenkins 2003a: 15). There are, however, some gmbin it. Kachru himself points
out that it is sometimes unclear whether a coumiy English as second or foreign
language, because the language policies of suattreesichange constantly (Kachru
1985: 14). Today, approximately twenty countries @xample Denmark) are in
transition from English as a foreign language (EteLEnglish as a second language
(ESL) status (Graddol 1997: 11). On the other hanthe English speakers in the outer
circle, e.g. in Singapore, actually use Englisthag first and only language (Jenkins
2003a:17). One further weakness in the model isthigaterm “inner circle” implies that
the native countries are central and superior.nmbeel also fails to tell us the truth
about speakers’ actual language proficiency; napaakers may have limited language
skills, while non-native speakers may be very caeen English (Jenkins 2003a).

Whatever system we use to classify the speakertharngpread of English, all
scholars agree that there are speakers with ditf@@ents and dialects. From the point
of view of the present study, it is important tdioe the difference between the terms
accentanddialect The former refers to aspects of pronunciatiorictvisonvey
information about a person’s geographical origine Tatter, on the other hand, refers to
differences in grammar and vocabulary relatedpgeraon’s geographical origin

(Crystal 2003: 298). A speaker with a regional eltatends to speak with a regional



accent, but the reverse does not necessarily hadd According to Crystal (2003), there
might be speakers who have a distinctive accentdmot speak a dialect. | will
concentrate on accent differences in the presadysas the main interest is in

pronunciation.

2.3. Negative Effects Caused by the Spread of English

2.3.1. Linguistic Imperialism

As a consequence of the present status of Englsieral critics think that English is
dominating other languages and cultures, and thursqtes inequalities. Other
languages are dying out because of the spreadghfsBr{Jenkins 2003a). We have seen
in history that a number of cultures have lostrtdestinctive identities for the same
reason; e.g. the Celtic languages have been redhycée spread of English across
Scotland and Ireland (Modiano 2001: 343). It hasnb&rgued by Galtung (1980: 114-
16) that the world can be divided into a dominaaritee (the powerful western
countries) and the dominated peripheries (the dgugl countries). This state of affairs
has been namdihguistic imperialism and it has been defined by Phillipson (1997: 47)
as follows: “the dominance of English is asserted maintained by the establishment
and continuous reconstruction of structural antucal inequalities between English
and other languages”. These inequalities have im@@mained by the UK and the USA
with the British Council in the leading role (ibid.37, 152). This means that they keep
dominating post-colonial countries like India blgaaneo-colonial countries, such as
countries in Europe, by spreading the English lagguwith its ideology. The idea of

teaching English according to inner circle norm&aisimperialist structure of
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exploitation of one society or collectivity by ahet” (ibid.: 55). What is more, UK
publishers are present in all corners of the wdHi way they are able to disseminate
their ideology and culture to the “periphery” (léjohn 1998: 190). Similarly, McKay
(2002: 23) points out that the superiority of natspeakers and their culture is
constantly represented in the teaching materials.

Meanwhile, there are those who think that the erguestion of linguistic
imperialism is irrelevant. Brutt-Griffler (2002: BPoints out that the terfimguistic
imperialismimplies that the imperial language replaces théheraongue, which was
not the case in the British colonies. She furtirgues that Africans and Asians could
oppose the aims of the empire through learnindethguage of the colonizer (p. 65).
Rajagopalan (2004: 113) also criticises Phillipbgrsaying that it is impossible to have
a speech community without any power politics. kairtit has been argued that the
view of linguistic imperialism in itself is naiveecause without participating in
communication in a world language, a nation wowdddme “an isolated, ghettoized
culture” (Brumfit 1982: 2). Be that as it may, teere still critics who believe that
linguistic imperialism with its consequences idaaus threat to other languages. In
terms of the present study, it is important to e®the possible threat of linguistic
imperialism in teaching materials. In other worflgccents of the periphery are not
allowed space on the tapes, this clearly indicgtasthe culture and ideology of the
inner circle is valued higher. Even if the textbgokducers are Finnish, they might still
emphasise that the target culture is British or Aca® and thus disseminate imperialist
ideas.

Let us now look at another negative effect of fwead of English that is

relevant for the study: linguistic purism.
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2.3.2. Linguistic Purism

It has been argued by some scholars that institaliged varieties, such as Indian
English, should be accepted as standard variettbsheir own norms (e.g. Kachru
1982). Others, on the contrary, are of the opininat people speak local varieties of
English, such as Indian English or Nigerian Englafly because they have failed to
acquire “real English” (Quirk 1990: 8). The latteew has been calldthguistic
purism Historically, linguistic purism was mainly conoed with loanwords from
Latin and French, which were invading English (@6h 1997: 148), whereas today the
concern seems to be that all aspects of languageeang affected by non-native
speakers (Bartsch 1987). It has been argued tiwatisitic purism is caused by
nationalism, which is based on the idea that thi@mal culture and language are
“unique and irreplaceable”, and should be diffeigat] from others (Thomas 1991.:
43). One of the most radical defenders of Stan&aiglish is John Honey (1997: 259),
who claims that the “disadvantaged” can only befted/ard if they master the English
language. He further implies the hegemony of Ehdbg stating that “some languages
are shown to be [...] more serviceable than othersddain functions” (1997: 20). His
argument is interesting in relation to the prestayt-belief that all languages are equal.
The assumed superiority also has implicationsdaching. One of the things
Quirk emphasises in relation to teaching is thai-native teachers need native teacher
support and they should be “in constant touch #ithnative language” (1990: 7) to
guarantee the quality of English. There are ottérs share his views; John Honey
(1997: 252) states that “fortunately the most adednmodern technology is beginning
to make access to native-speaker guidance and gw@ppractical possibility even in

remote parts“. In other words, in the opinionin§listic purists, outer and expanding
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circle accents are less acceptable, whereas tive mater circle speaker is the ideal
speaker and teacher of English.

As can be seen from Quirk’s and Honey’s opiniorsvabthe status of non-
native accents in native speaking countries carebglow, as the pronunciation
deviates from the standard accent. Interestingbugh, language learners themselves
may also have very negative attitudes towards rativenaccents, and they often
consider non-native speech as “unsophisticated, argtritating” (Pihko 1997: 51).
Jenkins (2000: 14) points out that non-native Estgis regarded negatively even by
most of EFL teachers. In that sense, teachers d@utten as being at least partly
responsible for the negative attitudes. Howevenijlfarity with non-native accents
affects the amount of irritation (this will be dissed more closely in 3.3 below). In all,
the idea of linguistic purism is very interestimgtérms of this study; if non-native
accents are in the minority on the tapes, oneefesons for this is certainly to keep

the English language “pure” from foreign influences

2.3.3. Economic Imbalance

Kachru (1986: 1) contends that “knowing Englistike possessing the fabled
Aladdin’s lamp, which permits one to open, as iteyehe linguistic gates of
international business, technology, science anetkrén short, English provides
linguistic power”. As pointed out by McKay (20024)2 the problem is that only those
with economic wealth have access to the Englisguage. In the 1950'’s, English was
only taught to a small and elite minority in Afri@rumfit 2001: 115). This is still the
case today: in South Africa, for example, thera ggowing split between the people

who know English and thus have access to econasaurces and those who do not. In
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many countries only those people are able to IEagilish who can afford the
instruction (McKay 2002). However, as suggestedioiKay, it is not the English
language itself which is the culprit, but globahmounication, the western-dominated
mass media and those who put forward negative immafecal varieties (2002: 22-23).
As regards this study, it is relevant to see ifrecnic imbalance can be seen on the
tapes as well. Of course the situation in Finlandiiferent from many other countries
as here everybody is given the possibility to |eanglish at comprehensive school.
However, there are other things which might imptgreomic imbalance too; it is
possible that accents from poor countries are eeclubecause they are seen as
unnecessary and less valuable. It is the book peydwho have money and power, and
that is why they are able to decide which accemgsmportant. To conclude, it is clear
that economic imbalance goes hand in hand withulstg imperialism and purism;
they all lead to the assumed superiority of oneigraf speakers.

Modiano (2001: 344), who strongly opposes the damtiistatus of English,
points out that English actually Anglo-Americanizes-native speakers. This seems
very much true in Finland as well; if the books &lted with texts about the British and
American culture, it clearly has an impact on #erher. | guess that is why people say
that Finland “is even more American than Ameriselit with hamburgers, jeans etc.
Modiano states that one of the few options at hana teach a geographically,
politically and culturally neutral form of Englistyhich is not seen as a possession of
native speakers. This English should neutralizertipact of English on the learner’s
cultural integrity (ibid.: 344). What Modiano idkang about is international English,
which can be seen as a reply to linguistic impismaland linguistic purism. In the next
section, | will introduce the idea of internatioalglish as it seems to offer a fresh

starting point by treating all the accents of theld on equal terms.
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3. English as a Lingua Franca

As mentioned at the beginning of this thesis, Efgis regarded as an international
language not only because of the great numberesEubut also because of its function
in communication between different nations aroureddglobe. The termaternational
English world Englishor global Englishhave traditionally included both first language
(L1) and second language (L2) speakers. In othedsydhe notion of English as an
International Language (EIL) has been used to teferner and outer circle speakers.
As pointed out by Jenkins (2003a: 4), these estisaave excluded one important
group: the expanding circle. A recent term for Estgthat also includes expanding
circle speakers iEnglish as a Lingua Franc@ELF). This form of English is used as a
vehicular language, and it is “a new variety thaeeges in situations where
interlocutors do not share an L1” (Mauranen 2003t)5Researchers in the area prefer
the termEnglish as a Lingua Frangas the ternmternationalhas been used in relation
to “western” in the past (Jenkins 2004). The termr®duced here, however, will be
used interchangeably in the present study, medhatghe expanding circle is included
in terms like international English.

It has been claimed by Taavitsainen and Pahta j26@8the position of
English in Finland today is that of a lingua fram¢anternational communication as
English is the major language of research and kasim Finland. Similarly, the mass
media and education promote the importance of Ehdlfaavitsainen and Pahta 2003:
5-6). This is why it could be beneficial for learsén Finland to be taught according to
the principles of ELF rather than solely relyingrative norms. Of course, teachers
play a major role in deciding what kind of EnglisHearnt at schools. It is then

surprising that there has been very little researchow teachers see the importance of
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ELF. Interestingly, however, Ranta’s study suggdss many young Finnish teachers
today are ready to accept new norms of ELF, evéreiblder teachers still want to
stick to native norms (Ranta 2004). Whatever thetiers’ opinions are, however, the
changed status of English in Finland is the redsononducting the present study,

while some decades ago a starting point like tlusld/not have been relevant.

3.1. Native or Non-Native?

Today, non-native speakers (NNSs) outnumber napeakers (NSs) of English
(Crystal 2003; Graddol 1997). As noted above, & b@en claimed that English is no
longer the property of native speakers but beldogveryone who speaks it
(Widdowson 1994). Graddol states that “native spemknay feel that the language
belongs to them, but it will be those who speakliEhgs a second or foreign language
who will determine its world future” (Graddol 19970). Precisely this, the question of
the native speaker, is central to the idea of matonal English. In the past, it was often
taken for granted that native speakers were theappropriate models for language
learners (Cook 1999). Even in the more liberal apphes, the native speaker was seen
as “the ultimate goal” and his/her “God-like infalility” as something desirable
(Rajagopalan 2004: 114). Jenkins, however, claivasthe EIL target community is not
the British or American community but an internagbone; it is thus irrelevant for the
learners to reach native competence (Jenkins BE)2Suggestions have been made
that the focus should be on L2 speakers, andhlgtghould be viewed as
multicompetent language users instead of seeing dwedeficient native speakers
(Cook 1999: 185). Further, speakers of EIL shoadehan accent which is intelligible

and acceptable to a community which mainly consibtoon-native speakers instead of
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aiming at a native accent (Jenkins 2002: 85). heowords, L1 varieties should no
longer provide the norms of “correctness” (Jenid@60). It is a fact that most learners
will never become near-native speakers, and ibiexen relevant for them (Cook
1999: 204).

Modiano (1999) provides a useful model (see Fi@ref English as an

international language.

Major varieties
CAN, AUS, NZ, British
SA English

American
English

The
Common
Core

Foreign
Language
Speakers

Other varieties

Figure 3. Modiano’s model of English speakers.

Here EIL is in the centre, which comprises of deures that are comprehensible to
the majority of native and non-native speakers. §éeond circle refers to features
which might become part the core or fall into obigguThe five outer petals illustrate
the peculiar features typical of each group whighnot be understood by most
speakers of other groups (Modiano 1999: 10).

Jenkins, however, criticises this model becauseeapeakers are equated with
competent non-natives, which implies that all N&s@mpetent users of English. It is

also difficult to distinguish between core and roame varieties. Further, it can be



17

questioned whether it is right to call the majorietes “major” and outer circle
varieties (e.g. Indian English) “local” (Jenkins03a: 21).

Nevertheless, from the point of view of this studlys important to understand
Modiano’s starting point. He is trying to move floeus from Kachru’s inner circle to
an international inner circle. That is also whas 8tudy is trying to figure out: to see if
the textbooks have moved the focus towards thenadie speaker. However, as one of
the main goals of ELF is also to learn to undexd@ifferent varieties of English,
Kachru's model will be the most useful for my pusps. First, it distinguishes L2 and
EFL speakers from native speakers, which is relefearthe present study. Second, the
purpose of the thesis is not to study the coredtehElIL, but the accents occurring on

the textbook tapes.

3.2. ELF and Pronunciation

As English is spoken with different accents all otee world, there are critics who

claim that English is in danger of falling into seal mutually incomprehensible
languages (e.g. Quirk 1985, Trudgill 1998 and B4rtE987). It has been suggested by
Bartsch (1987: xi) that lexicon, syntax, pronurioiatand orthography should be kept
close to each other between the different varie@é¢isers, like Bamgbose, prefer a
pluricentric view of English, where there are sepanational norms, because closeness
cannot be imposed or ensured (Bamgbose 1998: &lfurther suggests that “if an
international standard does emerge, it will notdaatical with any national variety,
native or non-native, because all varieties womdarying degrees, have contributed

to it” (Bamgbose 1998: 12).
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This is basically what Jenkins also offers; shevjgies a solution to the problem
of intelligibility concerning phonology. JenkinsQ@0) argues that there are some
features of phonology which are essential for ss&fté communication; this is called
the Lingua Franca Core (LFC). Jenkins introduce$ale new idea of teaching
pronunciation, according to which learners shoully ¢earn the “core” items of
English phonology, those which are important faernational intelligibility. For

instance, 8/ and/6/ are sounds which can be excluded from teachinguseceven if

a person pronounces them/asand/d/, he or she will be understood (Jenkins 2000:
137). The core is based on her study on miscomratiaig where she concludes that as
many as 27 out of 40 breakdowns in communicatiorewre result of phonological L1
transfer (2000: 87-88). This means that the mathegue sometimes led to
pronunciations of English which were not understbgpdpeakers with other accents.
Therefore, general rules concerning pronunciationld/guarantee successful
communication. Referring to her LFC, Jenkins pooutsthat ELF researchers are not
against diversity, and they do not want to setyfite one single English for the world.
On the contrary, except for a small number of r{l¢<C), which safeguard phonetic
intelligibility, ELF speakers can preserve thegimnal accents (Jenkins 2004: 65). In
terms of my study, the idea of LFC is encouragihgnplies that different accents in
textbooks are acceptable, as long as the core eteraee watched and intelligibility is

ensured.

3.3. ELF and Exposure to Different Accents

Let us now turn to the aspect of international Efglvhich is most relevant for the

present study: different regional accents. ELF al#ails the idea of understanding



19

different accents of English because the most itapothing for a learner is to be able
to communicate in international situations: “Neadlé say, exposure to a wide range
of varieties of English [...] is likely to facilitatdhe acquisition of [...] communicative
abilities” (Seidlhofer 2004: 227). Jenkins (20083} talks about accommodation in
interlanguage talk, where one condition for sudces®mmunication is that the
listener has had prior exposure to a range of ragivaaccents. This is needed in order
to develop “a tolerance of difference”. In all, theint is not to have all the different
accents as a model; they are just presented im trdeach students to listen flexibly.

A study conducted by Chiba et al. (1995: 84) rev#laht Japanese students
showed more positive attitudes towards Receivedutraation (RP) and General
American (GA) than towards non-native accents gjlish. The study suggests that if
students were more familiar with non-native vaestithey would also view them more
positively. Similarly, a study made by Pihko (19235) showed that it was easiest for
Finnish students to understand familiar standaceéts. Several other studies also
show that familiarity is important for understanglifsee e.g. Gass and Varonis 1984;
Smith and Bisazza 1982). However, the local vaiigtyften viewed negatively even if
it is familiar (Pihko 1997; Dalton-Puffer et al.94B).

What follows from the importance of familiarity isat non-native speakers will
not necessarily be able to understand other namensppeakers even if they understand
native speakers; both native and non-native vasetre needed for fluent
understanding and communication (Smith and Bisda282). Jenkins goes on to say
that exposure to non-native accents is even maqperi@ant than exposure to native
accents, because learners are more likely to etmoNINSs than NSs (Jenkins 2003b).
Further, is has been argued that students showdd/ee a basis for understanding both

native and non-native varieties, and they can fimeatune those varieties which are
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relevant for them (Widdowson quoted in Seidlhof@@£ 227). To conclude, despite
these slightly different points of view, scholaegm to agree that learners need to get
acquainted with different accents.

Jenkins (2000: 184) claims that the best guaraoftéaamiliarity is “repeated
pedagogic exposure”, where a learner’s attentiainas/n to particularly difficult areas,
mainly those which are lingua franca core itemse fmiliarity with different accents
discussed above is a key issue in the present;stuglgaim is to find out how much

exposure to different accents is offered to stuslent

3.4. ELF and Teaching Materials

Even if the perspective of ELF has gained acceptahcs surprising that it has had
little or no impact on language teaching or teagmmaterials (Jenkins 2002: 83). The
present view in ELF seems to be that the textbewsksponsible for introducing non-
native accents to students: “a coursebook is aaly bffering International English if it
uses the varieties which are prevalent in todayngliEh-speaking communities” (Gibb
2000). The reality is far from this ideal, howev&ccording to Brown (1995), for
instance, ESL and EFL instruction materials foctiarily on inner circle norms, even
if some series already introduce a variety of spesakf inner, outer and expanding
circles. Moreover, a study made in Japan revealgdacal English textbooks are still
oriented to the inner circle varieties, and the@spntation of English consists of
American and British varieties (Matsuda 2003: 728 noted above, this field remains
unstudied in Finland, which is the reason for cantithg the present study.

Jenkins goes on to claim that ELT publishers casdesm as gatekeepers who do

not consider ELF important; the majority of themrgiaalise ELF accents in their
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teaching materials, even if such accents wouldhbartost beneficial for learners
(Jenkins 2004: 66). As for tape material, Jenkd@00Q: 190) argues that there are few
recordings of speakers with different non-nativeeats available in published
materials. Interestingly, however, besides the $amu Anglo-American culture, there
are sometimes “exotic optional extras”, such as Rewlishes, in the textbooks
(Seidlhofer 2003: 13). These ideas have a cleavaeke to the present study, because
one would expect Finnish textbooks to follow thenegendency: very little
international variation, but maybe some “exotiaast. The idea of “gatekeepers” is
interesting for the study as well; if non-nativeats are in the minority on the tapes, it
is presumably because of the influence of Finnidbliphers.

Let us now turn to see what aspects need to be takeaccount when teaching

materials are being made.
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4. Teaching materials

According to Littlejohn (1998), journals and corgeces play a part in spreading new
ideas in language teaching, but the published etk is definitely the most powerful
device. Today’s materials offer complete packagessiarning and teaching, which
means that materials also structure the classratinitees more effectively than before
(Littlejohn 1998: 190). On the other hand, it hagi claimed by O’Neill (1982) that
learners at all levels need to learn the same Iix@siework in order to use the
language for specific purposes afterwards. Thighat textbooks can offer; they can
give a common core which can be used under diffe@mditions (O'Neill 1982: 106).

In terms of the present study, it is necessannttetstand how textbooks with the tapes
do play a major role in the classroom. Presumaladgtrteachers mostly rely on the

published material and it is the basic frameworktéaching.

4.1. Language Teaching Materials and Needs

There are several aspects which need to be takeadsount when teaching materials
are being made. In the last 20 years needs analgsibeen prominent in the literature
on language teaching. Table 1 outlines Masuhamsoach to different kinds of needs
(Masuhara 1997). The needs presented here aredeafiterms of whose needs they
are (ownership), what kinds of needs are identifiéld) and what the sources for the

needs are (source).
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Table 1. List of needs identified in the needs ymalliterature (Masuhara 1997: 240-41).

LEARNERS’ NEEDS

Ownership Kind Source
* age; sex;
personal needs » cultural background,;
* interests;

educational background

learning needs

learning styles;

previous language learning experiences;
gap between the target level and the prese
level in terms of knowledge (e.g. target
language and its culture);

gap between the target level and the prese
level of proficiency in various competence
areas (e.qg. skills, strategies);

learning goals and expectations for a cours

future
professional
needs

requirements for the future undertakings in
terms of:

knowledge of language

knowledge of language use

L2 competence

TEACHERS’ NEEDS

personal needs

age; sex;
cultural background,;

interests;

educational background;
teachers’ language proficiency

professional

preferred teaching styles;
teacher training experience;

needs e teaching experience
e socio-political needs;
ADMINISTRATORS’ institutional . market forces;
NEEDS needs .

educational policy;

constraints (e.g. time, budget, resources)

Masuhara highlights that it is obvious that thdedlént categories also influence each

other. In particular, teachers are very much infaezl by administrative as well as

learners’ needs (Masuhara 1997: 241). Presumahtyngstrators’ needs are crucial

when a textbook is being produced, because audmarpublishers have to follow the

guidelines set by administrators. As Seidlhofengout, the most radical changes in

English teaching will happen once new ideas hauaddheir way into new curricula

(Seidlhofer 2004: 226). Therefore, in what follomsill look more closely at the

administrative needs mentioned in the table above.
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4.2. Language Planning and Guidelines

As can be expected, boftulture CaféandIn Touchstate on their web pages that their
teaching materials are based on the Common Eurdpg@amework and the newest

National Curriculum (2003). In the light of the pemt study, it is obvious that textbook
authors try to follow the curricula; thereforestvital to see what the curricula suggest.
The main interest is to see whether they provideraferences to the status of English

as a lingua franca or the importance of exposudkfterent accents of English.

4.2.1. Common European Framework

One of the guidelines which the textbook serie®fois the Common European
Framework (CEF). The CEF offers a common basisafoguage syllabi, curriculum
guidelines and textbooks etc. across Europe. dt@svides the common reference
levels (European Language Portfolio=ELP) for difarlanguage skills (Council of
Europe 2001: 1). Plurilingualism is emphasizechi goals of language education:

It is no longer seen as simply to achieve ‘mastefyine or two, or even three

languages, each taken in isolation, with the ‘idedive speaker’ as the ultimate

model. Instead, the aim is to develop a linguistjgertoire, in which all

linguistic abilities have a place (Council of Euec001: 5).
Referring to the CEF, Seidlhofer (2003: 23) stétes this goal is likely to be realised
only if the elusive goal of native-speaker competeis got rid of.

As to the common reference levels of the ELP, thtyto communicate with
the native speaker is highlighted. For instanapeaker on the B2 level should identify

himself/herself with the following: “Can interacitiva degree of fluency and

spontaneity which makes regular interaction widlive speakerquite possible without
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strain for either party” (p. 24, my italics). Sdidfer points out that even if there has
been a general shift in curricula guidelines frararfectness” to “intelligibility”,
intelligibility is even today seen in relation tative speakers, and this is clearly the
case with the proficiency levels of the ELP (Seadén 2003: 12-13). To conclude, even
if the aim of the CEF is not to reach native speakenpetence, it is to be able to
communicate with natives, not non-natives. In tgbtlof this study, this is not very
promising; authors and publishers are likely tdoiwlthe old-fashioned idea of setting

native speaker communication as a goal.

4.2.2. Finland’s National Curriculum

The other guideline to be followed by textbook e is Finland’s National

Curriculum. From the 1990’s onwards the CurriculoiniEnglish has been included in
the block of foreign languages. English is thusgiegén a particular status as a lingua
franca even if its status is different from othereign languages. The goal is that “a
learner is able to communicate in a way that iscglpof the target language and its
culture” (Opetussuunnitelman perust&€03: 100, my translation). The only thing that
can be seen to have a link to the idea of lingaada is that the importance of
intercultural communication is emphasised: "Thekiag of foreign languages
develops students’ intercultural skills of commuation [...] European multilingualism
and multiculturalism are taken into account” (ibitD0). There is also a mention of
cultural sensitivity: “to develop cultural sensitivstudents should be guided to become
aware that their own actions and appreciationgaltare specific” (ibid.: 101).

However, it is peculiar that there is no mentionh&f importance of different accents, as

| think that cultural sensitivity cannot be reachéthout having been exposed to
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different ways of pronouncing English. From a stutepoint of view, it would be
easier to accept other cultures if they at the sammelearned to accept different
accents. The situation is, of course, differenhwither foreign languages, for example
German, as there is one target culture, and tigaibage is not used for any wider lingua

franca function.

4.2.3. The Response to Curricula in Culture Café an  d In Touch

Both Culture Caféandin Touchstate on their web pagethat they have taken Finland’s
National Curriculum and CEF into account. Bothaglaim that a learner should
reach level B2.1 (Independent user) of the ELPctvimmeans that a student is an
independent and active language user, who managakar interaction with aative
speaker(see 4.2.1 above). Furthém, Touchstates that the books are in accordance with
Finland’s Curriculum and that one aim is that ‘ad&nt is able to communicate in a
way which is typical of théarget language and its culturémy translation and italics).
It is further said on thin Touchweb page that “strategies typical of intercultural
communication are practised” (my translation). iestingly, nothing is directly said
about communication with non-native speakers dreeivf the web pages; intercultural
communication is just mentioned in general onlth€ouchpage. This is surprising in
relation to the fact that the CEF mentions the irtgoace of European multilingualism.
As expected, the role of English as a lingua fraaget emphasised on either web
page.

As we see, it seems as if the textbook produceraisgare mostly in accordance

with the goals in the CEF and National Curricul@onsequently, the grounds are not

3 http://www.otava.fi/content_files/CultureCafeops20adf
http://www.wsoy.fi/oppi/pdf/ops _in_touch.pdf




27

very favourable for teaching ELF, as the currieéa English as only one among many
foreign languages with no special function as guanfranca. Next we will look at the
reality and see whether various outer and exparaiofe accents are presented in the

textbooks, even if they are not mentioned in theicula.
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5. Materials and Method

5.1. Material

The data consists of two book series used in uppesndary schools in Finland: the
first five courses of botRulture Caf§(OTAVA) andIn Touch(WSQY). Ten course
tapes fronCulture Caféand ten fromn Touchwill be studied (there are two CDs for
each course). Further, | will include the listenemmprehension CDs for courses 1-3
for both series. In other words, all the taped maltevhich belongs to courses 1-5 is to
be studied. The reason for excluding the remainmgses (6-8) is th&ulture Café

had only published five courses at the time of beigig the analysis. Second, the first
five courses certainly give us an idea about theive amount of non-native accents on
the tapes.

All the taped material, including key texts, lisitegg comprehensions etc. will be
studied. However, songs and pauses in listeningpoeimensions are excluded from the
analysis. Further, the intro track on eaclCD is not analysed, as that is not part of the
learning material, but rather a commercial for WS®rmal pauses in speech, in
contrast, have not been excluded.

The tracks are referred to in the following way:2,1:8 mean# Touch 2 CD
1, track 8. Similarly, the initials CC stand fGulture Café ITL refers to the listening
comprehension CD “Kuuntelukokeet 1-3” by Touchand CCL to the corresponding
CD by Culture Café As for the markings of durations, they are wntie the following

way: 01:30:36 means 1 hour 30 minutes and 36 sscond



29

5.2. Method

In what follows, | will introduce descriptions dfé accents according to which the data
is analysed. However, only the accents which oottite data are described. The
primary source for information on inner and outiecle accents will be Trudgill and
Hannah’dinternational Englisn(2002). At some points, WellsAccents of English
(1982) and Crystal’'&ncyclopedia of the English Langua@®03)will be used as well.
For expanding circle accents, the main sourt¢e@@ner Englishedited by Swan and
Smith (2001). An exception to this is the Finnisleent, which is not included in Swan
and Smith’s book. The Finnish accent has been itbescwith the help of two sources:
Pronunciation and Phonemic Transcriptiby Lintunen (2004) anBinnish-English
Phonetics and Phonolod®2001) by Sajavaara and Dufva. All the accents léll
classified according to Kachru (1985), as his maslédte most appropriate for the
purposes of the study (see 3.1).

In the following sections (5.2.1-5.2.3), each viyris first described, after which
one example from the data is introduced. The examyiracts described in there can be
found on the CD in Appendix 1; in other words, thex an extract of each accent on the
CD. Received Pronunciation (RP) will be introdudiest, and it will be the reference
accent for the non-native accents, because ieisnibst comprehensively described
accent of English (Wells 1982: 279), and non-nadigeents tend to be described in
relation to it in literature (Melchers and Shaw 2087). After that General American
(GA), the other traditional school accent, is iduoed.

As the study concentrates on non-native variatortef and expanding circle), |
will classify other inner circle accents than R @A as “other variation” in the

analysis. Here are included all the intranatiorakats within the UK and the US but
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also other inner circle accents such as Austrédigglish and Irish; thus all regional and
socio-linguistic accents within the inner circleiwrther, the data includes some stretches
of speech by fairy tale figures, for example “galdpeech”. Stretches of this kind will
also be classified into the category “other vaoiditj as they usually represent an altered
inner circle variety. It is important to note tlather variation” does occur in both book
series, even if it is not discussed here to anhéurextent. Finally, all the non-native
accents are presented in relation to RP.

It should be noted that not all the features inréference material have been
outlined here; the descriptions of accents areeraghmmaries of features which are
useful for the analysis. This is because exterg@geriptions would take too much
space in the scale of the thesis. The informattmoduced in 5.2.1-5.2.3 is then used
throughout the analysis; in other words, when &qaar text or exercise is claimed to
be spoken with the Jamaican accent, it containg/rofthe features mentioned below.

The rule of thumb when classifying a passage agsepting a particular accent
Is that several features described in 5.2.1-5.2c8ioon the tape. The relative
proportion of features is more important than thenher of features in each extract. In
other words, if an extract is long and only a ceupl features in a few words occur, the
track is not classified as representing a partrcataent. Extracts of this kind will be
put into the category “other variation” (discussdxbve), because they are closer to
native varieties than any non-native accent. Irtrest, if a track is very short but the
few words on the tape have features typical oframative accent, the track is classified
as representing that particular accent. One futthieg to notice is that the typical

features of different accents do not always aféictounds, but only some of them,

depending on the L1 of the speaker. This meandRRdt/, for instanceis usually
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affected by African speakers because of the n#ivguage, whereas Spanish has a
similar diphthong, which is carried over into Esgjlitoo.

If most of the core features occur in an extrdwntit is referred to as a strong
accent. On the other hand, if only some of theufestare present, the track is described
as a mild accent. However, the examples of norv@aitcents analysed below in 5.2.2-
5.2.3 (i.e. those on the CD) are all strong acc@mtere available); exceptions are the
extracts of Polish and Portuguese accents, of wdnghmild versions occur in the data.
It should be noted that almost all the non-nateeeats in the data are realised by
actors, which probably has an effect on pronurmmafi his is discussed further in 7.3.
Consequently, many of the accents classified a might have to do with the fact that
the mother tongue of the actors is English, wheadk to RP-like pronunciations.

Let us now turn to examine descriptions and exarapéyses of different accents.

5.2.1. Inner Circle

Received Pronunciation (RP)
RP speakers are not restricted to any specifioreigi the UK. In contrast, RP is a
social accent, which is associated with the uppeidia and upper classes. RP is a
prestigious accent in the whole of the Britishdsleut it is mostly associated with
England. However, only 3-5 percent of the poputaspeak it (Trudgill and Hannah
2002: 2-9).

The RP sound system is represented in Table 2hansymbols given will be
used throughout the analysis. However, some synavelsnissing from the table which
occur this study (because it is a description of. RBr the symbols not found in the

table, the reader is asked to turn to The IntesnatiPhonetic Alphabet (IPA), which
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represents all the symbols used in the study (gpperdix 2). It should be noted that
there are some differences in the use of the sysrimilveen Trudgill and Hannah
(2002), Wells (1982) and Roach (1991), but Roaskiebols will be used in the study,
as they are closest to IPA (IPA being the offiplabnetic alphabet used all over the

world).

Table 2. The RP sound system according to Peter R&aach 1991: vi)

I as in ‘pit’ prt i: as in ‘key’ki:
e as in ‘pet’ et a: as in ‘car’ka:
® as in ‘pat’ et 3 as in ‘core’ka:
A as in ‘putt’ pat u: as in ‘coo’ku:
b as in ‘pot’pot 3: as in ‘cur’ks:
U as in ‘put’put

e} as in ‘about’sbaut

el as in ‘bay’ber U as in ‘go’gsu
ar as in ‘buy’bar au as in ‘cow’kau
d1 as in ‘boy’bar

19 as in ‘peer’pis

e? as in ‘pear’pes

U3 as in ‘poor’pus

p as in ‘pea’pi: b as in ‘bee’bi:

t as in ‘toe’tsu d as in ‘doe’dsu
k as in ‘cap’kap g asin ‘gap’gap
f as in ‘fat’ faet v as in ‘vat'veet
0 as in ‘thing’61n o) as in ‘this’dis
s as in ‘sip’sip z as in ‘zip’ zip
I as in ‘ship’fip 3 as in ‘measuremesa
h as in ‘hat’haet I as in ‘led’led
m as in ‘map’'map r as in ‘red’red
n as in ‘nap’nap j as in ‘yet’jet

n as in ‘hang’han w as in ‘wet’wet
v as in ‘chin’gin a3 as in ‘gin’ dzin

Only those features in the above table will be @mmred here which distinguish RP

from GA (GA is the other traditional school accery can be seen from the table, the
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word pot has a rounde/. Typical of RP is alsga:/ in words likedance /i:/ in words
like bee and 4i:/ in words likeboot in contrast to General American. Further, RP

includes the diphthongss/, /ea/and/ua/ as in the wordgeer, pairandpoor
(Trudgill and Hannah 2002: 10).

As for consonants, one feature typical of RP i$ the consonantl/ has two
allophones. This means that syllable-initlabs inlot is “clear” (the tongue is raised
towards the hard palate), whereas syllable-finag inbottleis “dark” (the tongue is

raised towards the soft palate). Further, interlioga/ is preserved in RP, which is not
the case in GA, for example (Trudgill and HannaB2@®9). Finally, RP is a non-rhotic

accent. This means that orthographis not pronounced in words likar /fa:/or farm
[fa:m/. However, RP has “linkingr/”, in other words, finalr/ is pronounced if the
following word begins with a vowel, e.g. far away Sometimes an “intrusivg/” (an
/r/ which is inserted before a following vowel, evéit does not occur in the spelling)

occurs, e.gdraw up/dra:rap/ (Trudgill and Hannah 2002: 14)
In Touch 2includes a text “Fast Forward” (IT 2,1:7), whicasha typical RP

pronunciation. Firstp] can be noticed e.g. in the woldsg andtop. Second, there are
words which havéa:] in chancesaindfastestfor instance. The wordgeamandwheels
are pronounced with:], andsoonandballoonwith [u:], which is typical of RP. The
diphthongs/1a/, /ea/and/ua/ occur in the wordgears|jias], air [es] andtourism

[tuarizam]. As for consonants, cledf 6ccurs inarping andlook, whereas darkl/
occurs intravel andphysical for instance. The wordsr, traveller, doorandtour have

no /r/ when pronounced. However, as is typical of RKitig /r/ appears e.g. in
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disappear undepdisapisrandas], and the same is the case withere are Finally,

intervocalic t/ is maintained e.g. in the wordsttingandexotic

General American (GA)

General American is spoken “from Ohio through thieldie West and on to the Pacific
Coast” (Prator and Robinett quoted in Wells 198@B)11 have chosen to look at
General American as one homogenous accent hererdang to Wells 1982: 120-127),
because the data does not manifest much variatit@majority of the North American
tracks on the tapes do not include features o¥Wksetern, Northern, Midland and
Central Eastern varieties discussed by Trudgillldadnah (2002: 42-45).

The GA vowel system differs somewhat from RP. Altradswords which have
/i:/ in RP, havdi] in GA, e.g keyor creep Similarly, goosehas[u] instead of RRu:/
andthought|>] instead of RP»:/. There are some vowels which do not have one-to-one
correspondence. RP hag in stopanddodge whereas GA hgsi]; in other words, the
vowel is unrounded in GA. In the wordsughandgone on the other hand, RP again
has/b/, but GA hag>]. Sometimes GAa] corresponds to RR:/ as infatherandpsalm
RP/a:/ is realised withz] in GA for example irbath As for diphthongs, RRu/ is [o]
in GA (goat for example). Rs/ before /r/ becomefsr] in GA, e.g. in the wordeear,
beer, fear The same is the case wigh/(in square for instance), which igr] in GA.
(Wells 1982; 122-123.)

Let us now have a look at GA consonants. To stdit, W/ is usually darker in
GA than in RP, particularly in intervocalic positg for instancgelly is [dzet1] in GA.
/t/ in intervocalic positions is usually realised aseed tafr], e.g. in the wordketter

andputting In contrast to RP, GA has/ when a consonant follows, for examplearp
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/[farp/ andform /farm/. Similarly, GA has word-finalr/ even if the next word does not
begin with a vowel, e.gar /kar/. (Wells 1982: 125.)

In Touch 4includes a text called “Rough justice” (IT 4,2:1@here one can
notice a GA accenbeeis realised withi] instead of/i:/. Similarly, two is realised with
a shortlu]. The wordstoppedhas an unrounded] instead of RPo/, and there i$a]
instead of RPa:/, for example irfarmer[farmar]. RP/a:/ is realised witha], in words
such asaugh, halfandanswer As for diphthongs, RRu/ is realised ag], e.g. in the
wordsold androad. Dark |[+] can be noticed in the wordslor andpolice, for instance.
Intervocalic/t/ is realised typically for GA; a voiced t&p can be noticed for example
in gettingandcity. In contrast to RP)r/ followed by a consonant is pronounced in

words such atarmer* andfingers Finally, word-final/r/ appears in words such as
over, farmer andnever
Having established the method for classifying tiveer circle accents RP and

GA, let us now turn to the main interest of thedgtunon-native accents.

5.2.2. Outer Circle

In what follows, the descriptions of outer circlecants which occur in the data are
introduced. Sometimes the classification of accemtsthe three circles is somewhat
problematic. It has been pointed out by Kachru thaexample Jamaica is hard to
place within the three circles, because there atigsspeakers of English too (1985:
14). However, both Jamaican and Indian accentplaoed here within the outer circle,

as there are also a considerable number of L2 speébee Graddol 1997: 11).

* The sound being discussed is underlined if theagpigssibility of confusion.
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The accents to be described are African, IndianJandhican, and they are introduced

in alphabetical order.

African Accent

English has been inherited as a second languagese parts of Africa which belonged
to the British Empire. Wells (1982) and a numbeotbier scholars deal with African
English as one large variety even if there areraber of different native languages on
the continent, which affect the English spokeneh&he reference passage described
below is situated in Botswana (Southern Africa), lhave had to rely on Wells’s
(1982) and Bobda’s (2000) descriptions of Africarglsh in general, because the
material on the English spoken in Botswana is iestt (for the English spoken in
South Africa, East Africa and Western Africa, seadgill and Hannah 2002). The
other extract with an “African accent” in the datan also be placed under this
relatively broad category.

When Africans speak English, one distinctive featgrthe vowel system; they
namely usually have only eight contrastive vowgls, k, a, 3, o, u, s/ (Bobda 2000:
254). This leads to the fact that there are fevakpes who make a distinction between
/i:/ and/z/ in their English (Wells 1982: 637). The same is¢hee withu/ and/u:/;
look andLukeare both pronouncdtlik]. Interestingly, there is usually no R/ vowel

in African Englishes (as in the wordirsg, but the vowelsge], [a] and[o] are used

instead (Wells 1982: 637). It is also common to atbeer vowels thamns/ in weak
syllables (Bobda 2000: 254, 263). Further, monopidis are often used instead of

diphthongs; e.g. in the wordgceandgoat[e] and[o] tend to be used instead of RE, /e

au/ (Wells 1982: 637). As for consonants, alveolar ples are frequently used instead
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of the dental fricative®/ and/6/ (Wells 1982: 640). One further characteristic
feature of African Englishes is that they are ybatimed (Wells 1982: 644). This
means that each syllable occurs at regular intemnaher than each stressed syllable
occurring at regular intervals (Trudgill and Hanr2gi92: 113).

Culture Café 4ncludes a story “The no.1 Ladies’ detective ageéf€C 4,2:12-
14) which is situated in Botswana, Africa. The agor clearly speaks in RP, but the
direct quotes are spoken with an accent which éatsifes typical of African Englishes.
To start with, the voweke/ does not appear in the speech, but instead, ftea o
replaced withe], for example in the wordsack, fact, have, happenddio distinction is

made between RP /i:/ and, thuspolice, me, needndrevead are realised gpolis],
[m1], [nzd] and[r1vil]. RP/3:/ is replaced bye], e.g. inchurchandfurniture. Further,
monophthongs are used instead of RP diphthongdpgig used instead gbu/ for
example inold, won't, no, don’t, onlyandsafeis realised agef]. However, RP/d/

and/6/are pronounceceven if this is said to be one feature which ispresent in the
African Englishes. Interestingly, Wells points ¢idt speakers who have been trained
can usually produce these phonemes (Wells 1983: 6#be the dental fricatives are
probably pronounced because the speakers are ,awdorsatives of Botswana. Finally,
it can be mentioned that the speech in the exisamtllable-timed; thus weak forms are

stressed.

Indian Accent

The term “Indian English” refers also to the Enlglsgpoken in Pakistan, Bangladesh
and Sri Lanka (Wells 1982: 624). There are som@apeakers of English in India,
but those who speak it as their second languagie dne majority. However, native and

non-native varieties are looked at here as onepgasuthey share the same features
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(Trudgill and Hannah 2002: 130). Indian English hasduced vowel system in relation
to RP; RPd:/ and/>:/ both often correspond {a:] in Indian English (Trudgill and
Hannah 2002: 130)3:/ tends to be pronouncésl or [A] by Indian speakers (Wells
1982: 626). The RP diphthonge:/ and/su/ are usually monophthongiat] and[o:] in
Indian English. As far as consonants are concethede is usually no aspiration in the
consonantgp, t, k/. It is common thatv/ and/w/ are not distinguished, ane/ is
frequently a flapr] (Trudgill and Hannah 2002: 13®urther,/t/, /d/ and/s/ are often
replaced by the retroflex consonahis[d] and[s]. As in African Englishes, Indian

speakers also use syllable-timed pronunciation.
There is a chapter called “From riches to rag<uture Café 4where some

utterances are spoken with the Indian accent (CG'}¥,Some Indian features are

present there even if the extract is very shorstfis:/ is realised ap] in the word
Churchills Second, RPs0/ is realised ap:] in the wordnose As for consonants, there
is no aspiration in the womgidding /w/ is realised ap/]; thus the wordvouldis [vud].

Further,/r/ is realised with a flap] in the wordddrippingsandcarriage Syllable-

timing can be noticed in the speech as well.

Jamaican Accent
The Jamaican accent is the best described of thibld@an accents (Trudgill and

Hannah 2002: 109). However, most of the Jamaicaiurfes are represented across the
whole Caribbean region (Crystal 2002: 245). Totstath vowels, RP/z/ is frequently
pronounceda] in Jamaican English (Trudgill and Hannah 2002:)1UBistresseda/ is

far less common in Jamaican English than it isi) Rr instancelaughteris

pronounced with a findh]. It should be noted, though, that Jamaican Enggistot
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syllable-timed to the extent to which for exampleidan Englishes are (Wells 1982:
572). RP ¢1/ and Au/ are frequently pronouncéet] and[o:] (Trudgill and Hannah
2002: 113). Semivowels might occur in words Ideg [kjat] or boy[bwai] at the lower
end of the social scale (Wells 1982: 575). RPand/8/ are usually replaced Iy and
[d] so thathing, for example, igin]. Final consonant clusters are frequently simglifie
e.g.child, tactandwind are realised dgfail, tak, win] (Trudgill and Hannah 2002:
113)

Culture Café Jhas an exercise where one character, “Claragitste speak

Caribbean English (CC 1,1:8). A number of Jamaaaracteristics are included in the

extract. Unstressetb/ does not appear in the worldappe andneve, in contrast to
RP.Playingis pronounced witke:], go andolder with [o:]. As for consonantRP/d/
and/0/ are realised ag or [d]; e.g. the wordshey, think, thendthereare pronounced
[de1], [tznk], [d1] and[dea]. Final consonant clusters are simplified in the vgaid, want

andmouth [ol], [van] and[maut].

5.2.3. Expanding Circle

The following descriptions of expanding circle atiseare mainly based on Swan and
Smith (2001), in which the basic assumption is thatspeaker’'s mother tongue affects
the pronunciation of English. Jenkins (2000: 94murts this view and argues that
“English is always — and often to some considerdblgree — characterized by
phonological transfer from its speakers’ first laages”. For other aspects of

interlanguage phonology, see for example Taron&.1BBe descriptions below include
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Chinese, Dutch, Finnish, French, German, ItaliaisR, Portuguese and Spanish

accents, and they are presented in alphabeticat.ord

Chinese Speakers
The English accent described here is typical odkees in China, Taiwan, Hong Kong

and Singapore, for instance (Chang 2001: 310). Véh€hinese person speaks English,
there is usually no contrast between RRand/i:/ or/v/and/u:/. RP £/, on the other
hand, is usually nasalised or realisedagsor [A]. As for diphthongs, Chinese

diphthongs are frequently realised with smaller guigker tongue and lip movements

than English diphthongs; therefore Chinese spedkarsto make them shorter. As for
consonantsg/ and b/ do not usually occur, but for exampteand|[d] are used instead.
Many Chinese do not make a distinction betwdemand/r/; especially/l/ in final
position may be replaced Iy or [s], or it can be dropped altogether. Final consonant
clusters tend to get simplified; edpgsis pronounced without the finad/ (Chang

2001: 312).

There is an exercise @ulture Café 2vhere an exchange student from

Singapore speaks English (CC 2,1: 9). The same Mewgth can be noticed e.g. in the
wordsspeakandFinland. Another typical Chinese feature is that As realised ap\] in
math for example. The diphthongs are relatively quiky. in the wordgearandnice

As for consonants, the wortlenk andthe are realised witlt]. Finally, the Chinese

influence can be heard in the wdreautiful for instance, where the findl/ is dropped.
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Dutch Speakers

There are L1 Dutch speakers in The NetherlandBBatgium (Tops et al. 2001: 1).

These speakers often pronoungedifferently from RP, and e.git andsetmay not be
distinguished. Dutch has no vowel correspondinteto and this vowel is often
pronounced somewhere between RPand £/ by Dutch speakers. As for RP
diphthongs/su/and />:/ tend not to be distinguished. As is typical of jnahthe non-
native accentg,p,t,k/ are usually not aspirated at the beginning of woFdirther, the
voiced consonants (e.gb/ and/d/) are often realised as their unvoiced countespetrt
the end of words, e.@ob[bop]. Finally, b/ is often pronounced &s or [t] and b/ as
[z] or[d] (Tops et al. 2001: 3).

The reference track is fro@ulture Café JCC 3,2:4). Therg] instead of 7/
can be noticed for instance in the wotidis andis. RP £/ is pronounced towards]
e.g. inhave /su/and/>:/ are not distinguished; for examptin’t is realised agi>:nt].
The word final voiced consonants are realised a&siuad, for example in the word
husbandUnaspiratedp/ and/t/ can be heard in the worgieaseandtogether for
instance. Interestinglye//is realised ag] in with, but in the wordhereit is realised as

[8], as in RP. Again, this probably has to do withfdw that the speakers are actors.

Finnish Speakers

Finnish is spoken in Finland and as a minority leage in Sweden. Sajavaara and
Dufva have pointed out that the English vowels sisusre normally realised as in RP
by Finns (2001: 249). However, R® is frequently not used by Finns but offehis

produced instead (Lintunen 2004: 71). As for dipintls, Finns often produce the latter
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element as long and tense (Lintunen 2004: 72). Vitlhmymes to consonantg/ and
/g/ (voiced in RP) are often pronounced unvoiced (Sajear and Dufva 2001: 249).
The dental fricatives/ and b/ are often replaced y or [d], and Finns may use [s]
instead of/z, [, 3/. Further, the affricatesf/d3/ are often replaced Hys] (Lintunen
2004).

There is a listening comprehension taskirdture Café avhere a Finnish TV

translator is interviewed (CC 2,2:5). A numberedtures typical of Finnish
pronunciation can be heaid] occurs instead oé/ e.g. in the wordetter. Diphthongs
are realised with relatively long second elemergsia the wordsitle andhear. The
unvoiced pronunciation of RB/, on the other hand, can be heardubtitleand
abridged for instance. The dental fricatives are replasét [t] for instance irthat and
think Finnishandeasyare produced witfs] instead of f/and/z/ respectively. Finally,

the wordquestionis realised afkwestsan] instead of kwestfan/.

French Speakers

French is spoken for example in France, Belgium@adada (Walter 2001: 52). L1
French speakers of English sometimes pronounce/Rmost like[s]. /eu/ and/a:/

can both be realised &g; thusnaughtandnoteare often pronounced in the same way.
Further, &/ can be realised as], for instance. In general, if diphthongs are seali

with the two elements, there is equal force andtleon both elements. As for
consonantsjh/ is often dropped as in French; tHugve[az av]. /r/, on the other hand,
is pronounced with the back of the tongue in Freadil that is why it is often realised
that way in English too. Dark/, as in the wordavill, is usually realised with cleal/

by French speakers (Walter 2001: 54).
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The reference passage is fr@ulture Café ZCC 2,1: 10)Multiple andstuck
are realised witlp] instead ofa/, whereas some words, eug.andjust, havela]. As is
typical of French speakers, the wogitsandmostare pronounced witfo], not with

au/. [A] IS used instead of/ for example irhasbut elsewhere as in RP. Finally, the

French pronunciation g/ can be noticed in the worétsr andnormal andclear/1/

can be noticed in the wordsultiple andthemselves

German Speakers

German is spoken for example in Germany, AustmdiZerland and Luxembourg
(Swan 2001: 37). When German L1 speakers pronddngbsh, RP/x/ and/e/ are

not always distinguished>:/ and/su/ tend to be realised as a close pure vawgl
Similarly, /ez/ can be pronounced &s]. As for consonants, word final voiced sounds
(/b,d,g/ etc.) are often replaced by their unvoiced equivatlehuspub[pup], for
instance. Furthefy] is often used instead of RR/, for examplewine[vain]. Finally,

/r/ may be pronounced either as in French (see Figpedkers), or as a flap (Swan
2001: 39).
The exercise “Kiss and tell” has a passage spoken®erman person (CC

2,1:10). The extract is 13 seconds long but indudeious features typical of German

speech. Ther] can be noticed instead a&/ in the wordgamily andhandshakefor
instance. The monophthorfg] can be heard in the woldindsh&einstead of /g/. The
wordswe andwith are realised withv] instead of/w/. Finally, the French type

pronunciation ofr/ can be heard intual. Elsewhere/r/ is pronounced as in RP.
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Italian Speakers

According to Duguid (2001: 74), Italian L1 speakessially realise RP1/ asli:], thus

live is pronounced in the same wayl@ave Diphthongs are not always pronounced but
for examplesu/and /v/ are both realised ds], similarly /e/ and/e1/ bothasle].

Sometimes diphthongs are pronounced so that betheglts are given equal weight

rather than stressing the first element. Strongummoiation is frequently given to weak
vowels. As far as consonants are concermédnd b/ are commonly pronounced as
and/d/; thusthin [ti:n], for instance. In Italian, there is no equival@mt/h/, and

Italians often either leave it out or over-compe@askurther, final consonants are rare in

Italian, and that is why final consonants in Englse often pronounced with the vowel
[s] after them as ischool[sku:ls] (Duguid 2001: 176).

In Touch 2contains a text “Streetwise in London” (IT 2,1:Mhere an Italian,

“Luigi”, speaks one passage of the text. EvenefeRtract is relatively short, 16
seconds, it contains many of the features typittbban speakers.i/is realised af:]
for example in the worblaving The wordgomatoe andtoastare realised witfo]

instead of the diphthongu/. Further, @/ is realised ag] in the wordthe. On two

occasionsls] is added after a final consonant: ttiued [frazds] andfirst [f3:rsta].

Polish Speakers
Polish is mainly spoken in Poland, but also in $ftobommunities for instance in the

USA and Germany (Spiewak and Golebiowska 2001:.18d)sh speakers often give
full value to vowels in unstressed syllables; &volwvel is pronounced instead Gf/ in
the wordbanana for instance. None of the 22 English vowels hasxact equivalent in

Polish. For examplez/ and /e/ are typically pronounced &g. The second element
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of the closing diphthongs (e, ai, o1, sv) is typically[j] or [w] when realised by
Polish speakers. As for consonants, initial plosiaee often unaspirated/ And b/ are
usually replaced by one of the followirig:v, s, z, t, d]. One of the distinct

pronunciation features is the rolled quality/of, even in words which do not have /r/ in

RP; e.gthere(Spiewak and Golebiowska 2001: 165).

One passage in a chapter called “Bradford voitespoken with a Polish accent
(IT 4,1:7). A full vowel instead ofs/ can be heard e.g. @hristmas. There is a lack of
aspiration in the wordBolesandpuhb. As for consonantsg/is realised ag] for

example in the worthere Finally, a rolled /r/ occurs in a number of warfts instance
in alreadyandimprove It should be noticed here that the extract caodmsidered to

represent a mild Polish accent, as the relativeuatnaf Polish features is quite low.

Portuguese Speakers

Portuguese is spoken for instance in Portugal,iBaad Angola (Shepherd 2001: 113).

RP /i:/ often has a shorter duratidd, when pronounced by L1 Portuguese speakers.
[u:], on the other hand, can be used instead abRthus the wordull can be
pronounced the same wayfasl [fu:l]. Full value is often given to unstressed vowels;
thusan [en], for example. As for consonanip,t,k/ are frequently unaspirated. Initial
and medialt/ and/d/, on the other hand, both have a forceful prondiwciafor
exampledale andtale may not be distinguished. One further typical deais that
vowels before word final nasals tend to be nasdliBeally, RP 4/ and b/ are realised
as[s] and[z] or [t] and[d] (Shepherd 2001: 115).

There is one short passage spoken with a Portageeent irCulture Café 2

(exercise “Kiss and tell” CC 2,1:10). Short voweration can be heard in the word
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cheek thus[yik]. There iqu:] instead ofu/ for example in the wordsswally and
Portugal Unaspirated consonants can be heard in the vperdsnandkisses for
instance, and the medial/ in Portugalis forceful and near RRI/. Finally, the vowel

before the word final nasal is nasalised in thedyarson

Spanish Speakers

The Spanish way of pronouncing English is typidameakers from Spain, South
America and Central America, for example (Coe 2@m): /i:/ and t/ are normally
pronounced aB]. RP/a:/, /&/and/a/ all correspond t¢a]; thuscart, catandcut are

all pronounced in the same way. As for consonanésinitial voiceless plosives,t,k/
are not aspirated as in RFP/ is usually pronounced as a flap Finally, consonant
clusters are often simplifietyyeakfastbecomesgbrefas], for example (Coe 2001: 94).

The example passage is fromTouch 2(IT 2,1:4). Even if the passage is very

short, a number of Spanish features can be notice¢dn sleepingis realised ag], and
[@ occurs in the worbbaginstead of/a/. As for consonants, initiap/ tends to be

unaspirated, e.g. ipolite. Finally, a flap(r] is heard e.g. inememberlndspare

Having established the way different accents assified, let us now turn to

see how much non-native variation occurs on thesap
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6. Tapes Analysis

In what follows, the results of the tapes analgsesintroduced. A graph is presented for
each accent to show how different tracks form tit@l amount of it in the two series.
However, there is no separate graph for accentshadrie only represented by one
extract in the data (Polish, Portuguese and Sparisiwever, these accents are
included in Figures 16 and 17, which present séa@@ents together.
The scale in the graphs is relative in outer arnmhegling circle accents, in other words,
the maximum value of 3 minutes is used in mostlggapn exception is the Finnish
accent, where the maximum value is 7 minutes. Matethere are different maximum
values in Figures 4, 5, 9, 16 and 17 too as thesesent a larger number of accents.
The sources for outer and expanding circle traeksbe found in the legend. In
contrast, the sources are not listed for innele@ccents, as they are not the focus of
attention in the study. After having establishesl dmounts of a particular accent, it will
be discussed whether the tracks in question hawegsbr mild accents (see 5.2 for
clarification). Finally, some qualitative charaeséics of the contexts where non-native

accents occur will be presented.

6.1. Inner, Outer and Expanding Circles: Overview

One of the most important findings in the studshis amount of outer and expanding
circle accents in relation to inner circle accektgure 4 shows the proportions for the
inner, outer and expanding circle accents in tha.déhe total length of the data is

08:10:28 inCulture Caféand 08:54:52 ihn Touch
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9:00:00 0:01:20
0:01:50
0:10:26
8:00:00 —
0:04:24
7:00:00
6:00:00 -
5:00:00 -
[]
g 8:51:42 W Expanding circle
- 4:00:00 - 7:55:38 Outer circle
Inner circle
3:00:00
2:00:00
1:00:00
0:00:00
CcC T
CC Total: IT Total:
08:10:28 08:54:52

Figure 4. Inner, outer and expanding circle accents CC and IT.

The results are somewhat striking; the inner ciadeents dominate heavily, whereas
the amount of outer and expanding circle accentisdrdata is very small. The total
amount of non-native accents (outer and expandimteris 14 minutes 50 seconds in
CC and 3 minutes 10 seconds in IT; thus only 3qygrim CC and 1 percentin IT. Let

us now turn to look at each of the circles sepraied find out which accents occur in
the data. Note that because the total lengthsedfaiped material are so near each other,
it seems unnecessary to count percentages latee mnalysis; minutes and seconds are

given in order the see the actual amounts of ascent
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6.2. Inner circle: Received Pronunciation, General American
and Other Variation

The traditional school accents - RP and GA - fammrhajority of the inner circle
accents, as expected. As mentioned above, “oth@tiod” consists of all other inner
circle varieties (see 5.2 for further clarificatjoRigure 5 represents the relative

amounts of RP, GA and other variation in the tegkso

9:00:00
8:00:00 2:32:09
7:00:00 -— 1:31:23
6:00:00 | -
g 5:00:00 A Other variation
£ 4:00:00 - EGA
3:00:00 +—— RP
2:00:00 +—— 3:59:06 4:38:21
1:00:00 +——
0:00:00 T
cC IT
CC Total: IT Total:
07:55:38 08:51:42

Figure 5. Inner circle variation in CC and IT.

As expected, both book series have more texts ithRPin GA:~3 hours 59 minutes
versus~2 hours 25 minutes in CC anrd hours 38 minutes versad hour 41 minutes
in IT. The distribution between the two major atsas considerably more even in CC
than in IT. In general, it can be said that RP @Adon the tapes are stereotypical, and
they correspond to the accents described in 5.2.1.

There is more other variation in IT than in CC2 hours 32 minutes verstsl
hour 31 minutes. In particular, IT seems to faviatgrnal variation within Britain:

northern accents and Estuary English (a mixtui@artkney and RP, see Rosewarne
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2000). CC, on the other hand, includes texts spokgmAfrican American accents and
Southern accents of North America, for instancee $hottish and Australian accents
occur on the tapes of both series. However, apriment study concentrates on non-

native accents, these varieties will not be comsi@ere further.

6.3. Outer Circle

Let us now turn to the non-native variation ontdgees, in other words the red and
green proportions in Figure 4. Here all the sousrebdurations for particular accents

are presented in the legend.

African Accent

Because the information on English in Africa isatelely restricted, | had to classify the
two extracts as belonging to one big group: thecAfr accent (see 5.2.2 for
clarification). CChas 2 minutes 58 seconds and IT has 1 minute /ds@peech

spoken with an accent which has features typicalfo€an Englishes (see Figure 6).

0:03:00
0:02:30 A
0:02:00 A
14
3 001301 0:02:58 mIT12:15
0:01:00 CC4,2:12-14
0:00:30 A
0:00:00 T
CcC IT
CC Total: IT Total:
00:02:58 00:01:04

Figure 6. African accent in CC and IT.
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The text in Cds much longer than in IT, and it is one of thedgest extracts in the data
spoken with a non-native accent. There is a narvelto speaks in RP while the direct
quotes are spoken with an African accent. Thedgkis spoken slowly, and it repeats

a number of words; thus there are not many diftenends to analyse. However, one

can notice that almost all the diphthongs are mbtlamgised, e.g. /ou/ and/eare
realised ag:] and[e:]. On the other hand, the speaker does not produeer foure

vowels than there is in RRe/ appears, for instance. To summarise, the IT exhas

fewer typical African features and is closer totR&n the CC extract.

Indian Accent
The Indian accent appears in both book seriesheuamounts are very small: 18
seconds in CC and 23 seconds ir{d&e Figure 7). All the voices with the Indian atdce

are relatively prototypical, in other words closdlose described in chapter 5.2.2.

0:03:00
0:02:30
0:02:00
[%] .
S 0:01:30 2,12
T mCC2,138
0:01:00 CC 4,17
0:00:30
B 0:00:23
0:00:00 S T
CcC IT
CC Total: IT Total:
00:00:18 00:00:23

Figure 7. Indian accent in CC and IT.
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Jamaican Accent
The Jamaican accent is introduced in both booksefihere is 1 minute 8 seconds

speech with the accent in CC and 23 seconds {sd& Figure 8).

0:03:00
0:02:30 -
0:02:00 -
4
3 0:01:30 -
T IT2,1:2
0:01:00 1 mCC1.18
CcC1,17
0:00:30 -
0:00:23
0:00:00
cC IT
CC Total: IT Total:
00:01:08 00:00:23

Figure 8. Jamaican accent in CC and IT.

Some of the utterances with the Jamaican acce€d€id,1:7 are actually the same as in
CC 1,1:8, but they are spoken by different voiddey are therefore counted here
separately. In the former track, the male narmationics the speech of “Clara”, who
utters the same sentences in the latter trackspeakers have a strong Jamaican
accent; the speech includes nearly all the Jamé#&ézdares mentioned in 5.2.2. The IT
passage has a somewhat milder Jamaican accestjlbatludes many of the

characteristics.
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Outer Circle - Overview
The outer circle proportion out of the whole daswhown in Figure 4 above.
In the following figure, we can see the total amogortional amount of outer circle

accents in CC and IT.

0:05:00
0:04:30 A
0:04:00 A
0:03:30 A
5 0:03:00 - 0:02:58
g 0:02:30 A African
T 0:02:00 M Indian
0:01:30 + Jamaican
0:01:00 1 e 00104
0:00:30 A 0:01:08
0:00:00 0:00:23
cC IT
CC Total: IT Total:
00:04:24 00:01:50

Figure 9. Outer circle accents in CC and IT.

Figure 9 shows us that the total amount of outetecaccents is bigger in CC than in
IT: 4 minutes 24 seconds versus 1 minutes 50 secétwvever, even if the
proportions are different, the same three outetecaccents occur in both book series.
As can be seen, the African accent in CC has tigelst duration of the outer circle

extracts.
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6.4. Expanding Circle

Let us now turn to look at which expanding circbeents occur in the data.

Chinese Speakers

The following figure represents the amount of then€se accent in the data:

0:03:00
0:02:30 A
0:02:00 A
(2
é 0:01:30 A
mCC2,138
0:01:00 A .
000111 ce219
0:00:30 0:00:43
0:00:00 T
cC IT
CC Total:
00:00:54

Figure 10. Chinese accent in CC and IT.

The Chinese accent is introduced only in CC. Aslmseen from the figure, there is
altogether 54 seconds speech with the Chinese taddentwo tracks have a strong

Chinese accent; thus most features mentioned i8 &r2 present.

Dutch Speakers

There are two extracts with the Dutch accent inéxéooks; one in each series:
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0:03:00
0:02:30 A
0:02:00 A
4
3 001304 mIT5.2:37
CC32:.4
0:01:00 A
0:00:30 A
0:00:39 0:00:03
0:00:00
CcC IT
CC Total: IT Total:
00:00:39 00:00:03

Figure 11. Dutch accent in CC and IT.

The extract in CC is much longer than the extnadTi 39 seconds versus 3 seconds.

As the latter one is so short, there are, of cously a few words to analyse. However,
these words contain some elements discussed By &.8.painting is realised ager].

In contrast, the CC passage is longer and cleadyalstrong Dutch accent.

Finnish Speakers

0:07:00
0:06:30 -
0:06:00 + 0:02:07
0:05:30 -
0:05:00 -
0:04:30 -
0:04:00 -
0:03:30 -
0:03:00 -
0:02:30 -
0:02:00 -
0:01:30 -
0:01:00 -
0:00:30 A 0:01:00

Hours

CC3,2:10
mCC2.25
cC127

CcC IT

CC Total:
00:06:56

Figure 12. Finnish accent in CC and IT (note that thenax. value here is 7 minutes).
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CC has three extracts spoken with the Finnish dctée total amount of the Finnish
accent is very high in relation to other non-natigeents: 6 minutes 56 seconds. In two
of the extracts (CC 2,2:5 and CC 3,2:10), the speellis a strong Finnish accent. In CC

1,2:7, in contrast, the accent is considerably enilslit some of the typical features
occur, however, e.ghing andwith are produced with] (instead ofd/ and B/) and
pleasewith [s] (instead of/z/). It should be noted that the extracts claimed toasgnt

strong Finnish accents have been realised by ac#aizle speakers instead of actors,

which is an exception in the data.

French Speakers

0:03:00
0:02:30 -
0:02:00 -
4
§ 0:01:30 -
mCC2,1:10
0:01:00 - CC 2.1:10
coozo | NN
0:00:28
0:00:00
cC IT
CC Total:
00:00:48

Figure 13. French accent in CC and IT.

Only CC includes speech with the French accentrélaee two extracts with this accent
on the tapes, and they both occur in the same isgeithe total length of the two
passages is 48 seconds. The French accent in &sghges is relatively strong, even if

some of the features cannot be found; e.g. /hfasqunced as in RP.
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German Speakers

There are two extracts with German speakers il e

0:03:00
0:02:30 A
0:02:00 -
4]
3 0:01:30 ~ mIT 2,2:8
- CC2,1:10
0:01:00 A
0:00:30 A
0:00:03
0:00:00 G005 :
CcC IT
CC Total: IT Total:
00:00:13 00:00:03

Figure 14. German accent in CC and IT.

The CC extract is 13 seconds long, while the ITtgumly lasts 3 seconds. The CC
passage is stereotypical German speech and incudeasber of the features
mentioned in section 5.2.3. Because the IT exisa®b short, it does not include many

words which could manifest the German features. él@r, there is an unvoiced final

[t] in the wordFinland, for example, which is one of the typical features
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Italian Speakers
There is approximately the same amount of Englitken with the Italian accent in

both book series: 35 seconds in CC and 34 secaonds i

0:03:00
0:02:30 -
0:02:00 -
n IT 2,2:8
g 0:01:30 - IT 5,2:37
T IT2,1:4
00100 mCC2,1:10
0:00:13 _
0:00:30 - 4 cc218
~
:00: :00:; 0:00:05
0:00:00 0:00:12 0:00:16
CcC IT
CC Total: IT Total:
00:00:35 00:00:34

Figure 15. Italian accentin CC and IT.

Five of the six extracts have a stereotypical ngjribalian accent, whereas one extract is
relatively mild (IT 5,2:37). In this extract, onarcnotices] after a word-final

consonant, but some other typical features do omiro However, the extract is very
short, only 5 seconds, so the proportional amofitialban features in the extract is still

quite big.

Polish Speakers
There is only one extract spoken with the Polisteatin the data (IT 4,1:7), and that is
in IT. The passage is 32 seconds long; thus lothger many of the extracts so far.

However, the accent is relatively mild. Not all tigpical features occur, and sometimes
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the same feature is realised as typical of a Psligaker, sometimes as typical of an RP

speaker; e.g. tha/ is rolled inalreadywhile the worchearis pronounced withoutr/.

Portuguese Speakers
There is one passage with the Portuguese accém ohata (CC 2,1:10), which lasts for
21 seconds. The accent is not very strong; nahalfeatures typical of the Portuguese

accent can be found in the speech, but some elerseein to be towards RP. For

exampled/ and b/ are like those in RP, and full value is not giverunstressed vowels.

Spanish Speakers
IT includes the only passage spoken with the Spaagsent in the data (IT 2,1:4). Itis
only 8 seconds long, but it includes most of treiiees mentioned in the description of

the Spanish accent; it is thus a strong Spanisénacc
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Expanding Circle — Overview
Figure 5 represents the total amount and propati@mount of the expanding circle

accents in the data.

0:10:30

0:10:00 0:00:54

0:09:30 -

0:09:00 -

0:08:30 -

0:08:00 -

0:07:30 A

0:07:00 1 Chinese

0:06:30 - m Dutch

0:06:00 M Finnish
® 0:05:30 French
2 6:05:00 | m German

M Italian

0:04:30 A Polish

0:04:00 Portuguese

0:03:30 A Spanish

0:03:00 -

0:02:30 A

0:02:00 A

0:01:30 - 0:00:48 0:00:03

0:01:00 1 i\ 0:00:03

0:00:30 1 - 0:00:32

0:00:00 0:00:21 0:00:08

CcC IT
CC Total: IT Total:
00:10:26 00:01:20

Figure 16. Expanding circle accents in CC and IT.

As can be seen, the total amount of the expandinolg @ccents is 10 minutes 26
seconds in CC and 1 minutes 20 seconds in IT;@@&as nearly 10 times more
speech with these accents. Interestingly, howekert-innish accent dominates in CC
as it forms over half of the expanding circle sped all, CC introduces seven and IT
five expanding circle accents to students. To campze total amounts of outer and

expanding circle accents, see Figure 4.
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6.5. Non-Native Accents: Summary

To conclude, the amount of non-native accentsenwo textbook series is very small

in relation to the length of the whole data (seguFé 4). CC includes much more non-
native speech than IT; 14 minutes 50 seconds v&rsuigutes 10 seconds (the relative
amounts of the non-native accents in the two teoils@ries can be seen in Figures 4, 9
and 16). The following figure summarises which mative accents occur in the data;

here are thus included both outer circle and exipgneircle accents.

0:07:00
0:06:30 -
0:06:00 -
0:05:30 -
0:05:00 -
0:04:30 -
n 0:04:00 -
3 0:03:30 cc
T 0:03:00 - mIiT
0:02:30 -
0:02:00 -
0:01:30 -
0:01:00 -
O:OO:3OI " I I
TR TR ST - B S AT SR A SR O S AT RN
R R AR P4 (\0 & O @ F @
& & NP NS S & @ TS
S \3’Z§Q ¢S Q AR &2 A\ QQO&\\)Q R

Figure 17. Non-native accents in CC and IT.

As the figure reveals, CC introduces altogetheragh IT eight non-native accents to
students. The accents included in CC are Africagiah, Jamaican, Chinese, Dutch,
Finnish, French, German, Italian and PortuguesarMsile, IT introduces the
following accents: African, Indian, Jamaican, Dyt@&erman, Italian, Polish and
Spanish. After having established the amountsehtin-native accents in the data, let

us now look at the kinds of contexts in which n@tive accents tend to occur.
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6.6. Context of Non-Native Accents

A short description seems vital to provide an olWédaa of what kind situations the
non-native accents tend to occur in. However, #sedption below is not
comprehensive, but rather a generalisation of timtexts for non-native speech in CC
and IT.

In both series, nearly all the introductory spesttatches on the tapes are
spoken in RP; thus numbers, titles and instructiend to be in RP. Similarly,
straightforward pronunciation practice is mostlplsgn in RP, sometimes in GA. In
general, the contexts for non-native accents aite gumilar in both book series. First,
there are contexts where students not only heapeech but they are also offered a
written version of it. Thus a non-native speechtstr is usually a short passage in a
text; e.g. the text “Streetwise in London” (IT ZLis very typical as two of the
passages in a longer chapter are spoken with asbpamd an Italian accent. Sometimes
only a few lines in the middle of a chapter arenpunced with a non-native accent; e.g.
a son of an Indian immigrant imitates his fathea icouple of utterances (CC 4,1:7).
Another type of exposure where students are atdeddhe text is conversations where
one or more non-native speakers are involved. kamele, CC contains the exercise
“Reading between the lines” (CC 2,1:8), where stislare able to see the turns of the
dialogues.

Second, sometimes non-native accents occur imiiggecomprehensions, where
students are not offered any written version ofgpeech. For instance, the exercise
“Kiss and Tell” (CC 2,1:10) introduces kissing hahkin different EFL countries. Here,
several non-native accents occur in the same eeer8ometimes only a part of a
listening comprehension is spoken with a non-nadineent; e.g. a Polish girl speaks

one passage in “Bradford voices” (IT 4,1:2-10)ehastingly, the majority of the speech
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spoken with the Finnish accent occurs in listemomprehensions. One further type of
a listening comprehension task is an exercise, evbierdents are to fill in some words
missing from sentences pronounced by non-nativaksgpe (IT 2,2:8).

CC sometimes introduces non-native accents iregtgtwvhich encourage
students to consider issues concerning culturaitbety (discussed in 4.2.2). The
exercises “Kiss and tell” (CC 2,1:10) and “Readiagween the lines”, mentioned
above, both underline the importance of culturtiedénces. In the former exercise,
students are introduced to different kissing halitein Europe, and representatives of
different countries tell about their cultural habiall with their own accents. In the latter
one, misunderstandings take place due to cultiffareinces. Students are asked to
consider what goes wrong in each of the dialoguesrevdifferent non-native accents
are included.

Often the names of the non-native speakers coathint about the accent: we
have the Italian, Luigi, speaking a passage inagier where different people give tips
on how to survive in London (IT 2,1:4); there igidéan Mma Ramotse speaking in a
chapter located in Botswana (CC 4,2:12-14); anchiolglokovsky speaking with a
Polish accent in a listening comprehension (ITA,1Sometimes the turns are
attributed to known people; for example, IT incla@equote by the Dutch painter
Vincent van Gogh (IT 5,2:37). Sometimes, howemames are missing altogether, and
students are only told that there are foreigneesisipng in the exercise (e.g. IT 2,2:8).

Finally, two out of three outer circle accentsTndre presented on a double
page in IT 2 (p. 8-9, IT 2,1:2). The page is tittd@the wide world of English”, and it
presents several varieties of English spoken femiht parts of the world. This chapter
manifests the idea of international English; a robine world is included and places

where English is spoken as L1 or L2 are coloureld ltas also pointed out in the text
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that 1000 million people speak English as a ford@gnguage. In addition, the tape
includes eight short extracts of English varietiasluding two which fit to my category
of non-native accents: Jamaican and Indian). Stsdae then asked to identify each

sample on the map.

6.7. Discussion

In the following, | will discuss the results and tmedological issues which are

interesting in terms of the analysis above.

6.7.1. Inner Circle versus Outer and Expanding Circ e

Even if an attempt has been made to include narengpeech on the tapes, one cannot
say that ELF has found its way to the textbookss®wn in Figure 4, the great
majority of the texts are spoken with native acseaten if most communication in
English today takes place among non-native speaerond, RP is still the most
common inner circle accent in the textbooks. Thiguite surprising in relation to the
fact that only 3-5 per cent of the population ia thK speak RP (Trudgill and Hannah
2002: 9). Thus even if students travel to the Uteytare not likely to encounter many
RP speakers there.

Some outer and expanding circle accents are intextito students, but the
extracts tend to be very short. The shortest etstiadche data only last for three
seconds, and it can be questioned whether suchlalrsts can be seen of any help to
students. It is clear that students cannot getli@mvith an accent if the extract only
lasts for some seconds. Naturally, it is a difiquestion how much exposure to a

particular accent would be enough for studentshdjes there are no right answers here,
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but if the producers followed Jenkins’s ideas @&ge Jenkins 2000), there would be
more outer and expanding circle than inner circleeats. In any case, the amount
included on the tapes should definitely be mora ih&s now. In a way, one could
claim that the present non-native accents havelwady included for marketing
purposes; the producers are able to say thatlibeks include international variation
even if the amounts are very small.

Eight out of twelve non-native accents introducethe books are accents
within Europe. This starting point is very Europmtred as people today travel all over
the world, and Europe is only one of the continenterefore, | think the accents in the
books could at least somehow relate to the numisgpemkers. As Chinese, Hindi and
Spanish, for instance, are among the major languiagde world (Graddol 1997),
those accents should be heard on the tapes afOmelhe other hand, if we consider
students in Finland, one could claim that theyraost likely to travel within Europe
and meet speakers with these accents. In that,dbedeurope-centeredness is
appropriate. But then again, the media are futlii€rent accents spoken outside
Europe (e.g. BBC World), and it would be benefiétala learner to have been exposed
to as wide a range of accents as possible.

One striking thing in the inclusion of accentshattthe accents within Europe
are very much western. It seems, in a way, asstdfa Europe has largely been
ignored; there are no speakers with Hungarian,rtzmtoand Russian accents, for
instance (see the interviewees’ comments on tt8s4)/ Neither is Turkey represented
on the tapes. The only accent from the former Eastl®ck countries is the Polish
accent (IT 4,1:7). In my opinion, this might haweedib with economic imbalance,
discussed in 2.3.3. As the habitants of Easterofgan countries are poor, they are

seen as less valuable and important than for exasgaakers with the French accent.
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Again, if one considers developing a “tolerancelifference” (discussed in 3.3), it
would presumably be beneficial for them also torlweher accents than the accents of
rich countries. Many of the visitors in Finland rexays are from Russia or Estonia; it
is thus justifiable to claim that those accentsusthde heard on the tapes too.

As regards the total amount of non-native ascentthe tapes, textbook
producers are not the only ones to blame. As weesalier, the curricula are very much
in favour of the native speaker. If the Nationah@ulum and matriculation
examination continue to emphasise native compeje¢neg¢eaching materials will also
reflect this. The change should begin there: thigoNal Curriculum should emphasise
the role of English in international communicatitmmy view, English should not be
placed in the block of other foreign languagesdurriculum, but its goals should be
set separately, as English does not have one taogehunity. If this was the case, the
matriculation examination would of course refléand include listening
comprehensions spoken with non-native accents,hwhauld lead to the need of more
non-native accents in teaching materials.

One interesting thing in CC is that the Finnisheatt is so prominent
minutes) in relation to other expanding circle atselt seems somewhat irrelevant to
include so much English with the Finnish accentilbse that is the accent they are
exposed to by peers and often by the teacher todh®©other hand, a number of
expanding circle accents have been ignored, whoaldchave been included in these
seven minutes. Of course, one reason might becimueage students not to aim at
native speaker competence, which is one of thesgdtLF. However, that aim could
be highlighted to students more explicitly, evetheaut having Finnish speakers on the

tapes.
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6.7.2. Actors - Disadvantages and Advantages

As noted above, the recordings for the tapes wedenn recording studios in London,
where actors imitate different accentBhis leads inevitably to exaggerations, which do
not always sound very real. What is relevant frampoint of view of the study is that
sometimes imitations are something between thetagcent and RP. Sometimes a
feature is pronounced in a way which is typicalhaf target accent, whereas it can be
pronounced as in RP elsewhere. Further, the vdiessribed as milder accents might
have to do with the fact that the speakers arascto

Nevertheless, the most important thing for a stdeto be exposed to accent
variation. It presumably does not really mattespira student’s point of view, whether
the speakers are authentic speakers of a partiamgunage, or just actors mimicking a
non-native accent. Further, one might argue thateven less beneficial for students to
listen to someone who has lived for example in lanfbr many years, and who would
possibly have dropped many of the features tymthis/her L1. If a speaker is “too
advanced” in English, the point of offering studeatcent variation suffers. However,
as stated above, most speakers do have tracesiotihdir speech. In my view, it is
clear that actual native speakers on tapes are Inemeficial for students than actors,
because only authentic speakers guarantee thattieats heard at school match with

the accents they hear in real life.

® This information was received from the textbook@mi Katja Merontausta (WSQY) and Selja
Saarialho (OTAVA) in 2004.
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6.7.3. Methodological Considerations

As mentioned above, the accents were classifieordityy to the descriptions
introduced in 5.2.1-5.2.3. Of course, some trackaat sound very real because of
actors. Therefore, there are people who couldcmdithat a track classified as
Jamaican, for instance, does not sound Jamaidheitoear. However, the method used
here was based on phonetic features, not on migeeaxiperiences on how the accents
sound like.

Second, it was not always easy to place the trac#élsr the categories, because
some tracks sometimes only included a couple ot&peatures of a particular accent,
while the majority of the words were pronouncednalP or GA. As noted at the
beginning of the analysis, these tracks were dladsas “other variation”. However,
pronunciations of this kind presumably have to ditthe fact that the majority of the
non-native accents was realised by actors (seas$igm on actors above).

Third, one problem in the study was that the ex¢ra@re sometimes very short
and might include only a couple of words to analydeerefore, it would have been
ideal to have longer stretches of speech to betalule the classification more
comprehensively. Of course, one could ask why shicht bursts have been counted in
the study at all. However, it seems impossiblelsay long an extract should be to
guarantee the exposure to a particular accentn$loat sense it would be difficult to
define how long an extract should be to justifyinidusion in the analysis. Further, as
there is so little non-native speech in the datseémed reasonable to count everything
that could be found, even the short extracts.

A further methodological problem already discusakdve was that the

literature on southern African accents was inadeguadescription of the southern
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African accent would have been needed for the aisabf the chapter situated in
Botswana (see 6.4). It was unfortunate to havedk at African English as one accent,
as there are a range different accents in Africavéver, | had to content myself with
the descriptions available. On the other handhaspeakers were actors, they probably
would not have been able to realise different Afni@ccents, but rather those features
that are typical of most African speakers. The othéract in the data (IT 1,2:15)
supports this assumption, because it only showedeature (several diphthongs were
monophthongised), which is fairly typical of allidan accents (see e.g. Bobda 2000:
254). In that sense, the chapter located in Botavpaabably would not have

manifested features typical of southern Africatatbher the general features of all

African Englishes.

6.7.4. Further Areas of Study

Finally, I would like to suggest areas which remiaioe researched in a larger study.
As was pointed out earlier, this study has maiolycentrated on performing a
guantitative analysis of the presence of non-naoaents in textbooks. A more in-
depth qualitative analysis on the contexts of native accents could certainly be done.
Second, some tracks were placed in the “other t@amia because they were often poor
imitations and only included some features of native accents in a long track. It
might be worth studying how well actors actuallytde mimicry. Third, this study
mainly concentrates on vowel and consonant qusliti®wever, even rhythm, stress
and intonation could be taken into account in gdascale study. Fourth, the remaining
three books of both series (after CC 6-8 has cantleet market) could be analysed to

get a more complete picture of the two series.Iiniis important to note here that
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the analysis only covered one aspect of variationter and expanding circle accents.
As we can see from Figure 5, especially IT seenm&t@ much internal variation

within the UK. However, the category “other varaii could not have been analysed
here in any further detail, as the length of trestbis limited. It might be of interest in a

larger scale study, in any case, to look at therimircle variation on the tapes too.
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7. Textbook production

As we have seen above, textbooks only presentydivgted range of non-native
accents. To find out reasons for this, it seenmeveait to look at what happens in
practice when textbooks are being produced. Thexeéobrief introduction to the
writing process is given first, after which theeapripts for CC and IT are studied: the
point is to study how well the studios have fuffdithe requests for non-native accents.
Finally, and most importantly, two interviews wimnish textbook authors will be

discussed.

7.1. Writing Process

Even if the present study concentrates on recasjee material, it is worth looking at
textbook production as a whole to see the plageadrdings in the process. Thus we
notice that the recordings are only a small pathefproduction process. Finnish
textbook writing has been described by Kangasp{@@4: 77-80), who has written
several textbook series for WSORnQglish Update 1-6, English Update Highlights 1-6
andKey Englishfor instance. According to Kangaspunta, the plagstage is the most
time consuming period; the group goes throughehehing materials in use, reads the
National Curriculum carefully and looks for newd¢bang methods. Later, the work
may be divided between the members, but often beely does everything. The work
done at home is discussed at meetings. The finglgtage means close collaboration
between the writers and the series editor. Atstage, tapescripts are sent to the studio,
usually a month before the recording. In all, aiy takes two to three years to finish

the first book (Kangaspunta 2004: 78). Let us noefly look at how the requests for
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non-native accents stated in the tapescripts wifibefd for the courses studied in this

thesis.

7.2. Tapescripts

It seems necessary to have a look at the tapestigpe, because sometimes the studio
might be the one to blame for excluding some nanv@accents, which the authors had
wished for. For IT, it was unfortunately only pdssito get the tapescripts for courses
3-5. For CC, on the other hand, the tapescriptalfdive courses were available. The
tapescripts of both series were sent to the reegrstudios in advance, as was claimed
above to be typical. The series had their recoslreglised in two recording studios in
London. It should be noted that one author from @AAvas always present in the
recording studio (see 7.3).

In both CC and IT, the requests were often of yipe tFrench accent”. In CC,
there were sometimes longer specifications, su¢himese accent if possible”. As
regards the African accent, it was mentioned ttteg tharacters should not be made
fun of”. In a sense, one could perhaps claim that@C team had put more time and
effort to the recording process than the IT teaecaose they had longer specifications
in tapescripts and they always had one authoreasttidio, who could comment on the
recordings. Let us now see how the requests fobdloé series were fulfilled.

For CC, the requests for non-native accents werdlynfulfilled. There were a
couple of exceptions, though. First, there wasretaively long track where there was
a request for the Chinese accent. Here the Chiratieres were so few in relation to
the length of the extract, that it cannot be saitepresent the Chinese accent.

Similarly, there was one request for the Dutch ataghich was not fulfilled (CC



73

2,1:10). These two tracks (Chinese and Dutch) weaksed as RP. Third, there was
one request for the Spanish accent, but this wakulitied either (CC 4,1:11). The

only feature typical of the Spanish accent is gpfifination of consonant clusters;
otherwise it was realised as GA. At one point (CCID), a request for “Belgian
accent” was realised as French, because of coarBelgian accent exists, as there are
three official languages in Belgium (German, Dudcidl French).

As it was not possible to get the tapescriptdTal and 2, only the tapescripts
of the remaining three courses were studied. Th&atens from the tapescripts there
had to do with the Indian accent, and these weasnotalised as RP. There were three
extracts in IT where an Indian accent was requestedrding to the tapescripts, but
these requests were realised as RP. IT includkater where a youth worker in
Bradford talks about ethnic minorities (IT 4, 2)1Here an Indian accent was
requested but it does not occur on the tape. Ath@ngoint where an Indian accent was
requested is IT 4,1:26, where three old schoohéigeare eating at an Indian restaurant
(p. 45-46). Here, the Indian waiter says followiimgs in RP: “Are you ready to
order?”. Further, there was one more point wherldian accent was requested: in IT
4,2:2. Here, however, the Indian accent would @oetitted the context. It is said in
the text that “Sabeen’s” parents had moved fronelfaty years ago. In other words,
Sabeen was born and grew up in Britain. Presunsigywould not speak with an
Indian accent.

It is clear that to be spoken with a non-nativesatcthe text and the setting
have to be appropriate for a particular accenww&aannot have “Bob” and “Mary”
talking with a heavy Italian accent. However, thee¥e some cases in the data where
the setting would have allowed a non-native acdauttjt was not even requested. For

example, Chas a listening comprehension about “Karim”, whe malian parents but
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who grew up in London (CC 4,1: 8). We thus assumaéhe does not speak with an
Indian accent. However, the exercise is about Kasman actor, who is told to speak
with an Indian accent, and he feels uncomforta®deause the listening comprehension
is about the Indian accent, it is curious thateéhiemo Indian accent (or a request for it)
there, not even as a spice. Similarly, there ®gy @bout a Western man who goes to
Kenya in IT 4,2:7. Here the main character talka tdasai, whose lines are also in
English. There was no request for an East Africareat (only for GA), even if this
would have been possible here. Moreover, the vancthe tape is not stereotypical GA
either but very slow GA, making the Masai soundresemewhat retarded.

To conclude, the requests of both companies wesglyniilfilled, but
sometimes some of the requests remained unful@ietliin those cases the voices on
the tapes were often RP. Consequently, if all dygiests for non-native accents had
been realised, this would of course have manifastéue results of the tapes analysis
as well. Second, it seems that sometimes the acoemiiests were not as carefully
planned as they could have been. Both series igmoeay large language groups and
sometimes had peculiar requests. It is unfortutheteeven if some topics would have
allowed non-native accents, they were not evenaesigd.

Let us now turn to the main interest of textbooddurction: the interviews of the

textbook authors.

7.3. The Interviews

In order to get a practical perspective on the micckoices in the textbooks, one author
of each textbook series was interviewed. The asthere asked how they see the

importance of non-native accents in textbooks ahdtwestrictions there are when



75

recordings are being made. In all, there are ditas inCulture Caféand seven in
Touch The interviewees for the present study were &#itk fromCulture Caféand
Mikael Davies fromin Touch Riitta Silk (hereafter RS) is the member in tHeé €am
who was present at the recording studio when tberdengs were made. In contrast, the
IT team shared the responsibility of the recordieguests, and Mikael Davies
(hereafter MD) promised to grant me an interview.

The interviews wersemi-structuregwhich means that the informants were
basically asked the same questions. This kindtefwiew allows one to make valid
comparisons between the interviewees (Richards:Z)3which was important in the
present study. The interviews were conducted seggrand the discussions were
recorded and transcribed. The length of both imers was approximately 45 minutes.
RS was interviewed in Finnish, and | translatedadrawers into English afterwards.
Both interviewees were told about the results eftdpes analysis and the angle of my
thesis at the beginning of the interview. This niigaive had an effect on some of the
answers.

In what follows, | will briefly introduce the twoushors’ opinions on working
with the studio and on native and non-native accentextbooks. The interview talk
has been analysed for the following broad thentesliGwork, inner circle accents,
outer and expanding circle accents and limitatiding deviations from the tapescripts
that | detected (see above) were discussed witimtbeviewees too, but the interviews

gave no further insights to that aspect.
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7.3.1. Studio Work

Both companies sent a tapescript to the studiavamce, where they defined which
speakers and accents they wished for each texte Tiees a difference between the
companies concerning the recording policies; Otdways had one of the authors at the
studio at the time of the recordings, whereas W$laYhot:

MD: It didn’t really occur to me to march downttee studio and lay down the
law. They seemed quite professional. Mostly | vaker impressed.

As was mentioned above, the studios used actareirecordings. The authors seemed
to agree that it is acceptable that speakers wetoesa not authentic native speakers:

MD: The acting quality is good enough, | can’t tethey are genuine or if
they acted. | want someone who is able to commtmidaarly, that’s
my high priority.

RS: We had very ambitious plans at the beginnfrtbis series. We got hold
of authentic speech from all over the world, butrealised that we
couldn’t use it. The speech of a normal persomw imisoherent that it
won’t promote students’ language skills.

Both authors also pointed out that authenticityessfwhen actual native speakers are
taken to the studio:

RS: When alayman is given a text, at least teedake needed to get the
speech to the tape. And after this, many of theefjfeatures are often
filtered away.

MD: It's quite frustrating if you have to coach sebody sentence by
sentence, and the more you coach the less oritfiagperson is.

They, however, admitted that it is largely a questf time and money to find good,

authentic speakers:
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RS: It's all about making compromises. This is aotdeal situation,
definitely, but it's the best we can do with thessources. The
recordings have to be done in one take. This is¢icend best
alternative.

MD: That garbled unclear speech is a turn offstoidents. But if you've got a
choice between a good speaker with the originadiethiccent, and then a
good speaker who's an actor, one of course wouwds# the good
speaker with the accent.

In other words, one can see that the authors areonapletely satisfied with using

actors. Let us now turn to look at their opiniomstiee accents on the tapes.

7.3.2. Inner Circle Accents

Both interviewees claimed that the standard vasetRP and GA, should dominate on
the tapes. Surprisingly, they argued that thishatthe students themselves want; they
want to hear English spoken by native speakers.ddevwy there were other arguments
as well:

RS:  For a young person, it's most beneficial toheone, the most useful
accent, the accent that the media are using.

MD: You should aim at a language that both stramdj\@eak students can
understand. We are trying to carry all the studeuitts us.

RS: English has developed from a certain cultaine, we cannot separate it
from those who use it as a first language.

It was also pointed out that the reputation oftibek series should be considered:

RS: The reputation of a textbook is important; beas won't buy a book that
has a lot of “bad English”.
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Both authors argued that there is plenty of varratwithin Britain too, which students
should be exposed to. Davies claimed that a nufb@mpany videos, for example,
use the Northern accent, because many industmapanies are located in Northern
England. That is why students should get usedababtcent as well. Further, it is a
question of being on the safe side:
MD: We tried to focus on the people that use Ehggis their mother tongue,
because then nobody can complain that it's wrangelmoved to
China, there’s also a danger that teachers maytauwe and say “what
on earth are you doing”.

Let us now move on to non-native accents and seetl® authors responded to the

inclusion and exclusion of non-native accents.

7.3.3. Outer and Expanding Circle Accents

Even if the domination of native accents were tlannpolicy in textbook production,
both authors agreed that English is a lingua fraaday, and textbooks should also
expose students to non-native accents. They adhtitee students are likely to
encounter for example exchange students with eifieaccents. They agreed on the
function of the presentation of non-native accénds which they said is to wake up
students to realise the possibility of differentes:
RS: Everyone has a right to his/her accent. Thieylgnts] should be
prep_ared that a speaker might not speak in a waytthve heard in
movies.

MD: There is strong case for making students aweatthere are many ways
that a word may be pronounced.
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The amount of non-native accents was taken intowaddaifferently in the author
teams:
MD: It never was an issue. We were more worrieaaBeeping a male
female balance, and we wanted a balance of age.

RS: Attention is being paid to it all the time.

As mentioned above, the authors were aware ofethdts of my study; thus they knew
how much non-native variation occurred on the tafesprisingly, the authors thought
quite differently when it comes to the amount ofifr@tive accents in their series:
MD: It would be wonderful to have some more, if ga good speakers. It
would only be a richness.
RS: | think the amount in the books is enough, llin’t add any more non-
native speech.
It should be noted here, though, that the amounbofnative speech was much higher
in CC than IT (in the five first books studied), isth might explain the different views.
However, Silk pointed out the role of the teaclmeiniroducing non-native accents to
students:
RS:  You hear an awful lot of non-native speech ¥nlTassume that
teachers also record current news material and uséhe classroom.
The authors were also asked what the reasonsdiiding certain non-native
accents were. MD stated that there really was micpéar policy, but gave some

reasons, however. Both authors mentioned the irapoet of the topics of the texts:

MD: We wanted accents that suited the subjectsthe other way round.

RS: Sometimes the texts, for example kissing babithe EU-countries,
were the basis for including the accents.
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Interestingly, the authors gave somewhat diffeferther reasons for including certain

non-native accents:

MD: | guess we thought about the accents the stadwe likely to hear when
they are meeting their exchange students, and ohdis¢m come from
Europe. And we tended to look about the counthiesstudents are more
likely to visit.

RS:  We tried to include accents so that the whaddwvould be covered.
It is impossible to guess which accents the stisdaird likely to
encounter in their lives, so that was not a cioteri

According to the idea of ELF, non-native accentsusthdominate on the tapes.

But as was pointed out above, non-native extractise textbooks were often very

short. Meanwhile, both teachers emphasised theigrhoeasons for keeping the

extracts short:

MD: There is only certain amount the studentsa@pe with. We have got a
lot of negative feedback from teachers about owerkactivities. In the
matriculation examination they have these shorstsuand we've tried
to have similar kinds of activity.

RS:  Students easily get irritated and uneasy ey are listening to non-
native accents. There’s a danger that we losestir@ing opportunity if
students only concentrate bowsomething is said. That's why we want
to offer it in driblets, as spices.

The authors further defended the brevity of theaets. Davies claimed that non-native
stretches of speech can be short because of théenbnology:

MD: Every book comes equipped with a CD ROM, salstis are able to
play the extracts again and again and again.

Silk, on the other hand, simply argued that thatgb@assages are enough for students:

RS: The input is strong even if it is so shortjtsipes the job.
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However, both interviewees did admit that studanésnot able to familiarise

themselves with non-native accents in such a simost

MD: A longer period would certainly help to familize students with it.

RS:  One cannot reach permanent results with sumth skposure.

In what follows, | will summarise the limitationsmcerning the inclusion of non-native
accents. From the point of view of this studysitmportant to realise that authors might

sometimes have to exclude non-native speech evkatifvould be against their wishes.

7.3.4. Limitations

The interviewees outlined a number of reasonsiriatihg the amount of non-native
accents in the books. As mentioned above, Daviggqmbout that one problem is to
find good, fluent speakers. He also claimed thatehs a danger of confusion if
students are moving from accent to accent allithe.tPerhaps one of the most
important reasons seemed to be the question ghnopriate model:
MD: Listening in some ways does offer a modeydé are offering a model
that is consistently wrong, there may be a prolitesne.
RS:  The majority of the material should be thedkf English that can serve
as a model.
Both authors argued that this is the way the migjofi teachers sees the situation. And
as pointed out before, the interviewees arguedttiis what the students themselves
want: native speaker models. One of the authomnheththat students do not like non-

native accents, and he referred to a series whidbhded a range of non-native accents:
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MD: They [students] said why, | have enough missakien | as a Finn speak

English, why do | want to add then all the Germastakes and all the
French mistakes and all the Italian mistakes.

Both authors emphasised that there is a dangearotlpg with non-native accents,

which limits their usefulness:

RS:

MD:

Unfortunately, young people today have veryatiee attitudes towards
certain language groups, and we don’t want to naailyepeople look
ridiculous. Besides, we don’t want to make immigrstndents upset,
they have it hard enough already.

There is not a tendency to ridicule when yoe face to face, but when
you hear them through a tape recorder. Thereasiam that creeps in
the classrooms easily, like “look at these pooeifpners struggle”, and |
don't like that.

A final limitation concerning the exclusion of notive accents in textbooks is the

matriculation examination. The tapes of the texkbseries, of course, should help

students in the matriculation exam:

RS:

MD:

We have to take that [matriculation exam] etoount; this is what our
customers want too.

We know there’s going to be a relatively stardlEnglish and a
relatively standard American accent. And | guesgdfare honest, no
teacher is going to buy a book that doesn’t preparéents for that
exam.

Interestingly, Silk mentions the experiment of ohe®ing an Indian speaker in the

matriculation exam. She said this was the first @amlgl time there have been non-native

accents in the exam:

RS:

There was once an Indian speaker in the ewaioh all the teachers in
Finland opposed. We didn't like it at all.

| asked the authors whether the textbooks wouldvosuit, if the National Curriculum

and matriculation exam were to accept the postidanglish as a lingua franca and the
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exam were to reflect that. They presented relatiddferent views on how they would
like the future exams to be:
RS: Yes, of course. But | don’t think they would/ba longer text or
interview with a strong accent. | hope that The Mdatation
Examination Board will keep the amount of non-nai@ccents at a
minimum. It would be unfair to assume that studshtsuld to be able to
understand every speaker immediately.
MD: Then there clearly would be a rationale formge. | would welcome

them [non-native accents] in the matriculation exetion. | think it's
very healthy for students to listen flexibly.

7.3.5. Discussion

As was pointed out above, the interviews were ikedft short and only offered some
background for understanding the reality of prodgdextbooks. However, a number of
important issues came up concerning the inclusigron-native accents in textbooks.

When it comes to actors, it seems that at the étitealay it is all about money;
with more resources the companies would use authgpeakers. But because time and
money are limited, the second best alternativadég accepted. Interestingly, the
authors claimed that clarity is important, whicHiwiéely holds true concerning weak
students. In contrast, if we consider the issumftioe point of view of a strong student,
| think that authentic speech could be motivativggause speech of that kind reflects
the conditions of real life. However, as long as @imount of non-native speech are so
small, it seems reasonable to use actors; it wooldde very economical to bring a
native Indian English speaker, for instance, tostiuglio to pronounce a few words.

For the time being, it seems that the textbookg offer “exotic optional
extras”, as discussed by Seidlhofer (2003: 13),ramdnative accents are not offered a
larger foothold in the materials. It was interegtihat the authors reacted differently

when asked about the amount of non-native accbaiges was ready to accept more if
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they got good speakers, but pointed out that tisemedanger of confusing the students.
Silk, on the other hand, said that while Englisblesarly used as a lingua franca, the
current amount of it in CC is enough. Such opinidiearly tell us how controversial
the issue of non-native accents is. On one haednthrviewees did admit the
importance of non-native accents, but on the dthed they wanted to limit them. In
any case, the opinions of textbook authors arelatety vital, if we consider the future
of ELF in teaching materials.

The authors pointed out a number of things whictitlthe inclusion of non-
native accents on the tapes. The main limitati@mseto be the matriculation exam,
which does not demand understanding of non-natieerds. One function of a
textbook is clearly to prepare students for thexexdowever, the book should also
prepare students for life, where they are likelyneet speakers with different accents.
In that sense, it seems as if the matriculatiomekias left everything else in its
shadow. As was mentioned above, Silk said thahalEnglish teachers in Finland had
very negative attitudes towards having an Indiagakpr in the matriculation exam.
This is interesting in relation to Ranta’s stud@@2: 69), which suggests that especially
young Finnish teachers are slowly starting to acoew standards for English.

As for the irritation which students may feel wheamfronted with non-native
speech, presumably such students are lacking eréiate of difference”, as discussed
by Jenkins (2000:183). If students were constakposed to different varieties, they
would get used to the fact that people with diffén@other tongues speak differently.
The same could apply to the problem of ridiculipgakers with other accents; if
students were constantly in touch with differerteads, the “fun” of it would certainly
disappear at some point. However, this all come& bawhether non-native speech

confuses students. More studies would be needsekttiow students would react if
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they were confronted with different non-native adseon a daily basis. But if one
believes Jenkins’s ideas, the main point is to igva tolerance of difference (Jenkins
2000:183), which probably decreases students’ cooriu

The authors pointed out that students themselves maive English. | would
argue, however, that students’ opinions are higelyendent on the views around them;
teachers and parents are probably the ones whalyaggide the students’ opinions. On
the other hand, it is quite understandable thaattirors are worried about the model
they are offering to their students. However, tbapof ELF is to be able to listen to
different accents, and at the same time, studeayshave one pronunciation model as a
goal in their own pronunciation. Interestingly, ithéerviewees were afraid that students
acquire the “mistakes” of speakers with other laggibackgrounds if there is more
non-native speech on the tapes. However, Jenk@@(285) claims that it is highly
unlikely that students with different language kgrckinds would acquire each other’s
mistakes. She further suggests that deviating praations should not be regarded as
mistakes, if the majority of English speakers ustirds what is being said.

It seems to be the safe option to stick to theveatarieties, whereas the
inclusion of non-native accents can be risky onctbrapetitive market. Some teachers
are very conservative, and therefore it is no nlea@ practical to think about the reality
of selling the series too. To conclude, one coujgia that the idea of English as a
lingua franca has not really reached the classrewen if the authors admit that
English is mostly used with non-natives. The méjuoitations are the National
Curriculum and the matriculation exam. It is cldaat textbook authors will not start
producing books which are not in accordance witis¢hneeds. On the other hand, even
if the curricula changed, teachers are conservatigiomers who may not easily accept

accents which deviate from the standard.
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8. Conclusion

The status of English in the world has changetienpast few decades, as the non-
native speakers outnumber the native speakers astliEnglish communication today
takes place between non-native speakers. Conséguénnish students too are likely

to use English mostly with other non-native speskéccording to the idea of English
as a lingua franca, students should be exposedaioge of non-native accents, because
that is more beneficial for them than exposurediive accents. The aim of the thesis
was hence to find out how much speech with nonsaatccents there is in the textbook
seriesCulture Cafél-5 andin Touchl-5.

As expected, the majority of the taped materiakesia of native accents while
only 3 percent in CC and 1 percent in IT are notivaaaccents. This means in practice
~15 minutes non-native speech in CC, and ~3 mimdesnative speech in IT. The
accents introduced in CC are African, Indian, Jaarai Chinese, Dutch, Finnish,
French, German, Italian and Portuguese. IT, orother hand, includes African, Indian,
Jamaican, Dutch, German, Italian, Polish and Spaagsents. Thus CC introduces ten
and IT eight non-native accents for students. Tdremative extracts tend to be very
short in both series, only approximately 5-20 selsdong. One interesting thing in CC
is that the amount of the Finnish accent is ~7 meimuwhich is nearly half of the total
amount of non-native accents.

The second part of the thesis concentrated orettwdings as a part of the
textbook production process. First, tapescriptsdérl-5 and IT 3-5 were studied in
order to see whether the accent requests statad apescripts were fulfilled. Mostly
the studios had realised the accents as requéstetthere were a couple of points
where the accents were too “mild” or they wereiseal as RP. Second, in order to get a

practical perspective on the inclusion of non-reiecents in textbooks, one author
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from each series was interviewed. The aim was dut the policy for choosing the
accents for textbooks and to inquire why actorsbaiag used for recordings. The
interviews were enlightening and offered interastmsights into the production of
textbooks. Both authors accepted the use of artdhe recording studio, even if they
admitted that this is only the second best altereathey would prefer actual native
speakers if they only had resources for it. Furttiey authors admitted that English is a
lingua franca today, and students should be expimsedn-native accents. Reasons for
including certain non-native accents varied fromitkea of covering the whole world to
thinking about the accents which students areylikelencounter. On the other hand, the
interviewees told me why non-native accents playednor role in textbooks. Mostly
the authors were concerned about the model thegfimeng to students. Another
reason they mentioned was to avoid making peopladdadiculous, which they say
often happens in the classroom with non-native @peeurther, they argued that
students and teachers themselves are very conseraat want to learn native English.
Finally, the authors stated that they have to felibe National Curriculum and prepare
the students for the matriculation exam, which dugsusually include non-native
accents.

Obviously, the current amount of non-native acsemt textbook tapes is
insufficient. However, it seems reasonable that@stdo not want to produce books
which are not in accordance with the National Cufim. The change should begin
there; the status of English as a lingua francallshize admitted, and the aims of
English teaching should be defined accordingly. Eesv, the opinions of teachers and
textbook authors are also in a key position. Iytfeel that the goals of English
language teaching should be moulded accordingeto¢hv status of English, then non-

native accents will certainly be given more spatcé¢apes as well.
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Appendix 1

The CD includes the extracts analysed in sectidhd%.2.3. Note that the tracks are
not included as a whole but they have been clipfethetimes, however, there can be
RP speech too on a track which is claimed to bexample of the Finnish accent, for
instance. This is the case with tracks where ttetcttes of the target accent occur
interwoven with RP speech, for instance in intesgeand dialogues. The sources for

the extracts can be found befow

®1.RP (IT 2,1:7) 2. GA (IT 4,2:18) 3. African (CQ412-14) 4. Indian (CC 4,1:7) 5. Jamaican (CC
1,1:8) 6. Chinese (CC 2,1:9) 7. Dutch (CC 3,2:4ifinish (CC 2,2:5) 9. French (CC 2,1:10) 10. Germa
(CC 2,1:10) 11. ltalian (IT 2,1:4) 12. Polish (IT #113. Portuguese (CC 2,1:10) 14. Spanish (IT 2,1:4
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THE INTERNATIONAL PHONETIC ALPHABET (revised to 1993)

CONSONANTS (PULMONIC)
Bilabial | Labiodental| Dental | Alveolar | Postalveolar| Retroflex | Palatal | Velar | Uvular | Pharyngeal] Glomal |
Plosive p b t d t d. C j q G
Nasal my 1) n n N N
Trill B T R
Tap or Flap r t
rave |O B|f V|OO|sz|[ 3|5 z|¢ ] X ¥
Lateral
fricative 1 13
Approximant 18 I .[ J [L[
Lateral
approximant 1 ]_ & L
Where symbols appear in pairs, the one to the right rep a voiced Shaded areas denote articulations judged imy
CONSONANTS (NON-PULMONIC) SUPRASEGMENTALS TONES & WORD ACCENTS
Clicks Voiced implosives Ejectives ! Primary stress £ LEVEL CONTOUR
’ ! - ~
O Bilabial 6 Bilabial as in: , Secondary stress " oune tlJ' an c n,—l Ei"gtﬁ“ € o A Rising
L] v
| Dental d Denaaiveolsr P Bitabiat { Long 2 é Tue & N rug
b v v
! (Post)alvealar _.r Palatal U Dentaalveolar L, [lFlosg 9 é —I Mid é ’] Hiah ris
=F Palatoalveolar g Velar k! Velar Extraehot € - ~ shine
YeOl -

s y . Syllablebreak  Ji.EKL € diw € A rowrisin
|[ Alveolar lateral Uvular S veolar fricative Minor (foot) group é ngn 8 ,1 Rising oling
VOWELS Il Msor Gintomasion) group 1 Downstep A Gobade

Front Central Back  Linking (absence of a break) T Upstep N Global fall
Close 1 ted Weu .
ose y 1y U DIACRITICS D'iacmicsmuybeplacedlboveasymbulwilhadesoender.e.g.l]
Voieekss T . Breathy voiced b a | . Dema td
Closemid Cq@P@——99 &0 ——Y¥ 9 0 ° e L
Y L Veiced S b | _ Creakyvoiced b a |, Apiea t (;l
Open-mid eNE— 3\(3_ A %D b ppimed 1% A" | Linguotbin £ d o Lamina [ q
&P 2 , More rounded Q W Labialized tYdY | 7 Nasatized é
Open a (EJ— aepD o Lesstounded 3 Palaalized td " Nasleelese (P
Where symbols appear in pairs, the one to the right
represents a rounded vowel. . Advanced l.i.l Y Velarized t,Y dY ] Lateral release dl
. bl al
OTHER SYMBOLS _ Retracted I Y prayngeaia t1 dF No audibe release 0
M Voiceless labial-velar fricative C Z Alveolo-palatal fricatives [ — 1
W Vaiced labial-velar approximant .I Alveolar lateral flap Centralized € Velarized or pharyngealized
b x
U  Voiced labial-palatal apy fj Simult. Imdx Mid-ceniealized € | Raised € I = voicad alveolar fricative)
H  voiceless epigloual fricative Alfricates and double articula- . . .
tions can be represented by two , Syllabic .! . Lowered @ ( ) = voiced bilabial approximant)
S Voiced epiglottal fricative symbols joined by a tie bar if
necessary. .
3 Epiglottal plosive l{-‘ Eg ~ Nomsyllabic g R Advanced Tongue Root g
p * Rhoticity = 24 ,  Retracted Tongue Root Q

International Phonetic Alphabet (International Phonetc Association 2005).
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