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Abstract

With the continuing globalisation of the English language, both standard and non-standard
accents are increasingly heard in both personal and public communication, shaping
perceptions of speakers. The present study examines Swedish secondary school students’
attitudes towards various English accents, including both standard varieties (American,
British and Australian) and international non-standard accents. Given that research has shown
that student attitudes significantly impact academic performance, this paper applies the
theoretical framework of learner perception as an analytical lens, connecting this topic to a
pedagogical perspective. Using an experimental verbal guise test and a questionnaire,
participants evaluated voice samples representing various English varieties. The findings
revealed a preference for the standard accents, with American and Australian speakers
perceived as the most intelligent and likable by participants, while Russian, Italian, and
Kenyan/Angolan varieties received lower ratings. Furthermore, gender, linguistic background
and exposure to various accents appeared to influence bias, with female and multilingual
participants, as well as those reporting regular exposure, generally providing higher ratings.
Additionally, familiarity and certainty in identifying an accent’s origin were factors that
generally promoted positive evaluations. Cultural notions were also significant contributors
influencing perceptions towards non-standard accents. Finally, students confident in their own
English accents tended to provide higher ratings, compared to their less confident
counterparts, which may have implications in a pedagogical context. These findings highlight
the importance of positive exposure to linguistic diversity and a need to promote awareness of
unconscious linguistic bias. Further research is needed for a deeper understanding of the

underlying mechanisms shaping perceptions of accents.
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1 Introduction

The role of English as a global language and its implications have been the object of extensive
research. This paper mainly follows Crystal (2003) in defining and conceptualising the
process by which a language attains global status.

Defining a language as global involves a progression whereby countries adopt a non-
native language as a means of communication (Crystal, 2003, p. 4). This often occurs either
through implementing a language as an official language with a significant societal role (p. 4),
which is most common in former English colonies (p. 29), complementing the native
language as a second language (ESL) (p. 4), or through its adoption as a prioritised foreign
language (EFL) taught in schools and used in international communication (p. 4). Having
globally attained first, second, and foreign language status (Crystal, 2003, p. 6), English has
now more non-native speakers than native speakers (Smokotin et al., 2014, p. 510).
Additionally, unlike other internationally spoken languages, English not only serves as a
medium of communication between native and non-native speakers but also acts as a
linguistic bridge between non-native speakers (Smokotin et al., 2014, p. 510).

[These concepts, as discussed above, are reflected in the Swedish syllabus for English,
“LGR 227, (Ldroplan for Grundskolan samt for Forskoleklassen och Fritidshemmet, 2022).
For instance, the syllabus views English as a tool for accessing an international stage and
prioritises students’ development of communicative skills. Moreover, the LGR22 does not
specify target varieties for English pronunciation and encourages exposure to diverse regional
accents (as did syllabi before 2001, e.g. 1994 and prior to that, see Section 2.1).

Furthermore, as English is one of the three core subjects required for admission to
Swedish upper secondary school (Skolverket, n.d.-b.), English holds a paramount standing in
the Swedish school system. Further evidence of its significance is the substantial number of
hours compulsory schools are obliged to allocate to the education of English, which are
among the highest of all subjects (Skolverket, n.d.-a.). Additionally, modern-day Swedish
teenagers have quick and easy access to an international community, and almost limitless
exposure to diverse English accents through various media platforms and computer-based
games. Consequently, due to its increasing importance and intranational use, the previous
characterisation of Sweden as an English-as-a-Foreign-Language (EFL) country is now being
questioned, as these aspects indicate a shift towards Second-Language status (ESL) (Graddol,
1997, p. 11). This rather ambivalent perspective is reflected in LGR22 (2022), which

encompasses both EFL and ESL elements. On the one hand, English is presented as a tool for



understanding the surrounding world in which English is used, serving as a means of
communication with the outside world. On the other hand, LGR 22 (2022) acknowledges
English as a language integrated into daily life, including areas such as education and politics.

Furthermore, teachers in the Swedish educational system are expected to promote
communicative strategies that prioritise intelligibility alongside an intercultural perspective,
including exposure to English regional accents (LGR22). Therefore, with the ever-increasing
demand for a high proficiency in English, spurred by globalisation, examining how Swedish
teenagers perceive various global English accents is highly relevant. As student perception,
particularly in terms of bias, may shape learner behaviour in the educational setting, this will
serve as an important theoretical lens for later exploration.

IPreVious research on attitudes towards international English varieties has established a
strong preference for American and British accents among non-native students and teachers of
English in an educational context (e.g., Freydina et al., 2022; Brabcova & Skarnitzl, 2018).
Additionally, Scandinavian studies present a special case, showing a propensity for using a
neutral variety (e.g., Forsberg et al., 2019; Rindal & Piercy, 2013). Furthermore, research
indicates that factors such as exposure to and familiarity with various accents, along with an
international background, may foster acceptance of English varieties (e.g., Robinson-Jones et
al., 2024; Meer et al., 2022).

Most previous studies on accent bias in academic settings have been conducted in
Canada, Belgium, and the United States, primarily focusing on university-level students.
However, while extensive research has explored perceptions of English varieties, certain areas
appear underexamined. One such gap concerns comparisons between students raised in
monolingual versus multilingual environments in relation to acquiring an additional language.
Additionally, and highly relevant to this paper, there is seemingly a lack of research on accent
bias among Swedish students in general, particularly among secondary school students, and
their perceptions of international English accents.

The aim and purpose of the present study is to examine attitudes towards various
accented forms of the English language among Swedish lower secondary school students
studying English as a foreign language (EFL), with a focus on understanding how accent
perceptions might influence learning outcomes. Accordingly, the current study adopted
learner perception as a theoretical framework, providing a perspective through which the
findings are analysed. To achieve the stated aim, this study seeks to answer the following

research questions (RQ):



1. Which English accents are preferred by Swedish lower secondary students learning
English as a foreign language?

2. How do English accents influence students’ perceptions of personality traits and
intelligence in speakers?

3. What attitudes do Swedish lower secondary school students display towards various
non-standard English accents and how do these compare with their views on standard
English varieties?

4. Do attitudes toward English accents vary based on factors such as previous exposure,

gender, or linguistic background, and if so, how?

2 Background

This section accounts for the main mechanisms behind linguistic globalisation (in 2.1), offers
a historical overview of the Swedish syllabus regarding pronunciation goals in English (in
2.2), provides definitions of relevant terms (in 2.3), and presents the theoretical framework of

learner perception (in 2.4).

2.1 Key Mechanisms Behind the Globalisation of the English
Language

While the English language has a long history of international mobility and expansion
through pioneering ventures and colonialism (Crystal, 2003, p. 29), the military, political, and
financial power of Britain and the United States significantly enhanced the rapid spread of the
English language, particularly during the nineteenth and twentieth centuries as the global
economy developed (p. 10). Supporting this expansion was the growing demand for a
common language or a “lingua franca”, spurred by the establishment of international agencies
such as the United Nations (UN) in 1945, along with other international organisations in the
mid to late 1940s (Crystal, 2003, p. 12).

Given the increasing multicultural use of English, several scholars have acknowledged
its diversity and implications. One notable framework is Kachru’s (1992, p. 356) model,
which illustrates the global spread of the English language through three concentric circles
categorising countries based on their functional relationship with English. In this model, the
Inner Circle comprises countries in which English is the native language and traditionally

serves as a guideline of linguistic correctness, such as the United States and the United



Kingdom (p. 356). The Outer Circle includes countries that were formerly British colonies,
where English is often required and functions as a second language (p. 356). Finally, the
Expanding Circle represents countries where English is primarily used as a foreign language
and mainly serves as an instrument for communication with speakers in the inner and outer
circles (Kachru, 1992, p. 356).

While Kachru’s model is widely acclaimed, some scholars, such as Crystal (2003, pp.
26, 60), Modiano (1999, p. 24), and Jenkins (2006, p.159) have highlighted its limitations
particularly for being overly static and the implication that English is owned by specific
groups who determine the correct usage. Crystal (2003, p. 26) argues that due to the global
spread and ubiquity of the English language, it can no longer be considered the property of
specific countries. He further elaborates (p. 60) that, due to the extensive diversity among
speakers, it cannot be easily divided into three groups. Consequently, this linguistic expansion
has led to the emergence of new varieties of English, or Englishes, influenced by the adopting
country’s linguistic context, resulting in a need for a new global version of English (e.g.
Crystal, 2003, p. 185). Building on this idea, Modiano (1999) and Jenkins (2002) also
recognise the need for an international model and advocate an English as an International
Language (EIL) approach, which prioritises intelligibility among non-native speakers rather
than replicating native-speaker norms. Modiano (1999, p. 27), in contrast to Kachru, places
the non-native speaker at the centre and suggests that EIL should consist of internationally
viable features of the English language, with proficient EIL speakers determining the
characteristics of this variety. While acknowledging that certain standardised linguistic norms,
such as lexical and grammatical differences between American and British English, can be
problematic in a global context, Modiano (1999, p. 27) emphasises that features like these,
which may lead to misunderstandings in cross-cultural communication, should not be ignored
in classroom settings but rather highlighted as potential sources of confusion. Moreover,
Jenkins (2002, p. 96) proposes a new phonetic syllabus, the Lingua Franca Core, which
modifies phonetic features that pose challenges in communication and have proven
particularly difficult for non-native speakers, such as the dental fricatives /©/ and /0/, making

their pronunciation more accessible in international contexts.



2.2 Historical Overview of English Pronunciation and Target

Varieties in the Swedish Curricula for Compulsory School

Building on the momentum of the globalisation of the English language, the Swedish
curriculum for compulsory school has consistently incorporated ideas reflecting the global
spread and societal developments regarding English pronunciation.

In 1946, a year after the formation of the United Nations as mentioned above, the
Swedish government proposed making English a mandatory subject for all Swedish students
(SOU, 1948:27). This was later implemented in the syllabus “U-55" (Undervisningsplan for
Rikets Folkskolor, 1955). In U-55 (1955, p. 83), pronunciation holds an important place in the
education of English, with the explicit goal of acquiring a good English pronunciation, which
is implicitly equated with Received Pronunciation. Furthermore, U-55 (1955, p. 83)
emphasises exposure to regional British accents and encourages a comparative approach
between American and British English.

In the subsequent update, the curriculum “LGR 62” (Ldroplan for Grundskolan, 1962,
p. 195) introduced the requirement for students to develop a native-like pronunciation,
preferably resembling that of “educated persons in London and the south of England” (LGR
62, p. 195-196). This description is commonly associated with Received Pronunciation. While
the following curriculum, “LGR 69 (Ldroplan for Grundskolan: Allmdn Del, 1969),
maintained a similar aim for English pronunciation as its predecessor, a shift occurred in the
curriculum “LGR 80 (Ldroplan for Grundskolan: Allmdn Del, 1980). LGR80 acknowledged
the diversity of English accents to which students should be exposed but emphasised that,
“The teacher’s pronunciation is generally considered the standard for cultivated British
English. Therefore, this norm, in most cases, becomes the one that students will follow” (my
translation, original in Swedish) (LGR 80, p. 78). However, LGR 80 (1980, p. 78) allowed for
some flexibility, making exceptions for students who had already acquired another cultivated
type of pronunciation.

Alongside structural changes that established English as an independent subject,
separating it from French and German, languages that had previously been grouped together
in the curriculum, the syllabus “Lpo 94” (Kursplaner for Grundskolan, 1994, p. 16)
introduced an education plan that incorporated an understanding of the development of
English accent varieties across English-speaking areas. However, standard accents (AmE and
BrE) remained the target for student pronunciation. Similarly, both the curriculum “LGR 11~

(Curriculum for the compulsory school, preschool class and school-age educare, 2011, p. 37)



and the updated version, LGR 22, (Ldroplan fér Grundskolan samt for Forskoleklassen och
Fritidshemmet, 2022, p. 38) include, within the core content, exposure to and fostering an
understanding of various English accents. However, since this aspect is absent from the
grading criteria, it risks being rendered meaningless in practice. Notably, unlike previous
curricula, LGR11 and LGR22 removed the requirement of a specific target pronunciation
from the syllabus.

While the Swedish curriculum for compulsory schooling today is designed with the
Swedish population in mind, a more international aspect is evident in its consideration of the
functions of English both within and beyond native speaker locations. With the growing
globalisation of the English language, the target varieties of English pronunciation in the
Swedish syllabus have gradually shifted. Initially, the curriculum adhered to the English as a
Foreign Language (EFL) model, which focuses on standard speaker norms and is used in
countries where English is neither a first language nor a regular part of daily communication
(e.g. McArthur, 2002, p. 433-434). Over time, the curriculum progressively transitioned
towards an English as a Lingua Franca (ELF) approach, which emphasises communication
between non-native speakers. (e.g. Jenkins, 2006, p. 160). Additionally, the Swedish
curriculum displays signs of an English as an International Language (EIL) approach, an
inclusive framework that embraces all speakers of English, regardless of their linguistic
background (e.g. McArthur, 2002, p. 434), indicating an acknowledgement of non-native

perspectives and supporting multilingualism and multiculturalism.

2.3 Definition of Terms

In this study, terms such as “standard accents”, “linguistic background”, EFL, ESL, EIL and
ELF are frequently used. To clarify their use in this context, a brief explanation is provided

below.

Standard accents
- American English (AmE) and British English (BrE) represent the standard accents in
the literature review section.
- Australian English (AuE) is included as a standard accent in the results section.
- As some of the studies mentioned in Section 3 refer to standard accents as native
accents, [ will adopt this terminology when discussing findings from those sources to

align with the literature.



Linguistic background
- Refers to the extent and variety of language influences the participants were exposed
to during their upbringing.
EFL (English as a Foreign Language)
- Refers to the use of English in countries where it is neither the first language nor used
in everyday communication.
- Plays important roles in such areas as a core subject in the school system or in
international relations (e.g. McArthur, 2002, p. 433-434)
ESL (English as a Second Language)
- Refers to the use of English in countries where it is not the native language but plays
a significant role.
- In contrast to EFL, the role of English is considerably more prominent in an ESL
country within societal structures and could have an official status (e.g. McArthur,
2002, p. 433-434)
ELF (English as a Lingua Franca)
- Refers to English used as a means of communication between non-native speakers.
(e.g. Jenkins, 2006, p. 160)
EIL (English as an International Language)
- Refers to the usage of English in an international context, embracing all speakers (e.g.

McArthur, 2002, p. 434).

2.4 Theoretical Framework

When examining student attitudes in educational settings, it is valuable to establish a
theoretical framework, such as learner perception, as a lens through which findings can be
discussed and interpreted. Much like teachers’ perceptions of their own knowledge and of
how students acquire knowledge, both of which influence pedagogical decisions (Borg, 2010,
p. 103—104), learners’ perspectives may likewise affect the behaviours and choices of
students, ultimately impacting acquisition outcomes.

According to Jackling (2011, p. 2576), perception is a process that involves both
unconscious and conscious interpretation of external information, through which individuals
construct subjective meanings and values. Within an educational context, learner perception

can be understood as students’ personal experience of the academic setting, which informs



their approach to learning (Jackling, 2011, p. 2577-2578). Jackling (2011, p. 2577) argues that
students displaying positive perceptions tend to choose more advantageous learning
strategies, thereby supporting stronger academic outcomes. Thus, understanding the
importance of psychological processes, such as perception, becomes crucial when fostering a
conducive learning environment.

In further support of the significance of perception, researchers such as Spearman and
Watt (2013), Alotaibi (2016) and Bustaren and Dasari (2022) highlight perception as an
intricate factor influencing other significant attributes such as motivation, independent
learning, and self-regulation. Spearman and Watt’s (2013, p. 230) study, examining young
female students’ lack of a sense of accomplishment in science, demonstrated that creating an
environment, perceived as structured, enhanced student motivation. Alotaibi (2016, p. 252)
states that successful learning strategies, such as self-directed learning (SDL) and self-
directed learning readiness (SDLR) among nursing students, were significantly influenced by
students’ perception of the learning environment. As SDL and SDLR encompass independent,
self-evaluative learning as well as motivation and ambition (Sadeghi et al. 2024, p. 2),
perception can be viewed as an essential factor contributing to selecting effective learning
approaches. Additionally, Bustaren and Dasari’s (2022, p. 6) findings concur with the results
of the aforementioned studies, demonstrating that learner perceptions were found to
considerably impact online math students’ motivation.

Taken together, these findings highlight the crucial role of learner perception as a
pivotal factor cultivating motivation, self-regulation, and effective learning strategies. Given
its proven significance in diverse educational fields, such as science, nursing, and
mathematics, and across different age groups, learner perception serves as a valuable lens
through which student attitudes towards international English accents can be understood.
Applying a framework such as student perception to the present study enables an analysis of
how learners create meaning from linguistic diversity within an educational setting.
Additionally, this approach can provide an understanding of how perceptions and attitudes

influence motivation, self-regulation, and openness towards international English accents.

3 Previous Research on Accent Bias

As the European Union expanded and English gained prominence as a lingua franca of
communication and education across member states (European Parliament, 2021), diverse

varieties of European English accents developed due to widespread exposure to the language.



Mauranen (2019, p.10-11) refers to these accents as similects, and distinguishes them from
dialects, which are dynamic entities shaped within a linguistic community. Similects, in
contrast, are static varieties influenced by the speakers’ first language, developed in second
language learning, and used across linguistic barriers (Mauranen, 2019, pp.10-11). Thus, the
topic of English pronunciation, its variations, and their implications for teaching have gained
relevance, resulting in several studies on accent bias. This literature review examines the
research in this field, focusing on educational contexts and emphasising studies conducted in
Europe due to their geographical relevance to Sweden. Moreover, the review prioritises
research conducted within the last ten years to ensure relevant and up-to-date data. However,
an exception was made to include a twelve-year-old study from Norway, as the country
borders Sweden and contributes greatly to the Scandinavian perspective. This section explores
nine European studies, all of which in some form investigate attitudes towards global English
accents. Participants from Sweden, Norway, the Netherlands, Germany, the Czech Republic,
and Russia are represented, covering a wide-ranging European perspective. To adhere to the
intended focus of this section, the Russian study was conducted in Moscow, thus situating it
within the European continent.

Through an online questionnaire, Forsberg et al. (2019) conducted a study examining
80 Swedish and German teachers’ perceptions and experiences regarding target varieties.
Their findings indicated that, while the focus of both the German and Swedish school systems
lies in a communicative approach with an openness towards accent varieties in English, an
underlying desire for a native-like pronunciation remains (Forsberg et al. 2019, p. 53).
German teachers expressed a slight preference for British English, while Swedish teachers
were inclined to favour both British and American English accents. Additionally, Swedish
teachers expressed a preference for what the authors describe as a “neutral” variety, a quality
that was not observed among the German teachers (Forsberg et al., 2019, p. 54). Furthermore,
all teachers reported that their students also tended to prefer standard accents. Swedish
students tended to emulate either a mix of American and British English or exclusively
American English, whereas German students appeared to favour the mixed variety (Forsberg
et al. 2019, p. 55).

Similar to the previously mentioned study, Lee et al. (2021) investigated attitudes
towards global English similects from a contrastive perspective. Using a questionnaire, the
authors compared Korean and Swedish students’ willingness to speak in their second
language (i.e., English) as well as their opinions on spoken English varieties. The findings

suggested that the Swedish students viewed accented forms of English as a natural aspect of
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language development (Lee et al., 2021, p. 531). The authors attributed this response to the
extensive exposure Swedish students have to a range of English accents. Additionally, the
study found that Swedish students’ willingness to communicate in English was unaffected by
their attitudes towards accents (Lee et al., 2021, p. 531). Conversely, the Korean students
perceived non-standard accents, including the Korean similect of English, as flawed and
undesirable, leading to reluctance to communicate due to fear of embarrassment (Lee et al.,
2021, p. 531).

In contrast, Jeong et al. (2021) did not take a comparative approach but focused solely
on the attitudes of Swedish students. This study used an experimental methodology in which
the 160 participants participated in listening tests. The respondents were divided into two
groups: one group listened to speakers with non-native accents, while the other listened to
native accented speakers. The aim of the study was to assess both the extent of the
participants’ comprehension levels and their perceptions of different accents. The study found
that students demonstrated better comprehension of British and American English and were
more positively inclined towards these accents compared to non-native accents (Jeong et al.,
2021, p.10 &12). Furthermore, the study indicated that proficient listeners, those able to
discern the origin of an accent, tended to display stronger bias in their evaluations. This bias
was particularly pronounced when distinguishing between accents perceived as either native
or non-native (Jeong et al., 2021, p. 13). However, the researchers found no correlation
between comprehension and attitudes towards accents, suggesting that students’ perceptions
were not influenced by their comprehension ability (Jeong et al., 2021, p. 12).

Examining Sweden’s neighbouring country, Norway, Rindal and Piercy (2013)
conducted a study on 17-year-old Norwegian students’ pronunciation and their pronunciation
goals in English. Rindal and Piercy (2013) recorded 70 participants speaking English,
allowing for an analysis of their pronunciation. Additionally, the students were asked to
outline their pronunciation goals through a questionnaire. The results of the study indicated
that the Norwegian respondents, like the Swedish participants, displayed a preference for
speaking in either an American accent or a mixture of native English accents (Rindal and
Piercy, 2013, p. 223). Similar to the findings of Forsberg et al. (2019), a significant minority
of participants reported avoiding native accents in favour of a neutral variety of English
pronunciation (Rindal and Piercy, 2013, p. 224). The authors concluded that despite the focus
towards native accents, the results of the study demonstrate an openness among Norwegian

youth towards non-native English accents as well (Rindal and Piercy, 2013, p. 225).
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While the Norwegian students showed positive attitudes towards speaking in a neutral
English accent, which likely incorporated Norwegian phonetic features, the Dutch participants
in Edwards’ (2016, p. 88) large-scale survey (N=1,939) expressed strong negative attitudes
towards the Dutch similect of English (DuE). However, Edwards (2016, p. 88) observed that
respondents with lower English proficiency and a general dislike for the English language,
exhibited a greater appreciation for the Dutch-influenced accent.

Similarly, Robinson-Jones et al. (2024, p. 9) found that Dutch participants tended to
express dislike for the Dutch similect in a study conducted using a questionnaire on 1,225
university students in the Netherlands. The study aimed to examine attitudes towards native
accents and the Dutch similect of English in the context of a specific educational program
including both Dutch and international students. Additionally, Robinson-Jones et al. (2024)
examined whether factors such as cosmopolitanism and motivational aspects influenced
accent acceptance. Although similar to Edwards’ (2016) results, the authors noted that
respondents did not associate DuE with incompetence in English (Robinson-Jones et al.,
2024, p. 9), thus, slightly moderating the results from Edwards’ study. Moreover,
international students, especially those with a cosmopolitan perspective, were significantly
more accepting of non-native varieties (Robinson-Jones et al., 2024, p. 10). As a partial
explanation, the authors identified motivation as a factor influencing student attitudes.
International students exhibited stronger integrative motivation to learn English than the
Dutch students (Robinson-Jones et al., 2024, p. 10), which the authors define using Gardner’s
(2010) concept of integrative orientation. This refers to a willingness to engage with speakers
of other languages and cultures (Robinson-Jones et al., 2024, p. 4). In contrast, the Dutch
students were driven by instrumental motivation, considering English proficiency a resource
for other goals (Robinson-Jones et al., 2024, p.10).

While previous studies focused on attitudes towards native accents and localised
English similects of the examined country, such as Dutch English, Meer et al.’s (2022) study
with 160 German high school students, incorporated a larger sample of non-native English
varieties. Alongside the native accents, the students were asked to evaluate German English
(GerE), African English (AfrE), and Indian English (IndE) through a verbal guise test, where
the participants evaluated speaker accents using a Likert-type scale with descriptors such as
“educated” and “friendly”, supplemented by a questionnaire. The results indicated that for
most descriptors, the standard accents received a higher rating, which the authors attributed in

part to familiarity (Meer et al., 2022, p. 557). However, the authors noted that while IndE was
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considered familiar to most participants, it was still rated unfavourably (Meer et al., 2022, p.
559).

On the same topic, Brabcova and Skarnitzl (2018) conducted a study examining the
attitudes of Czech youth towards their own pronunciation as well as various English accents.
The 145 participants completed an online questionnaire, which revealed a strong desire to
acquire a native-like accent, particularly British English, which was preferred due to
perceived prestige and elegance (Brabcova and Skarnitzl, 2018, p. 48). However, the
respondents also displayed openness towards non-native accents, highlighting the importance
of exposure to different similects of English and allowing students to choose whichever
accent they deemed most suitable. Furthermore, the participants who were most satisfied with
their pronunciation perceived their accents as near native (Brabcova and Skarnitzl, 2018, p.
48). Additionally, the respondents emphasised the importance of pronunciation instruction,
considering it a learnable skill (Brabcova and Skarnitzl, 2018, p. 48).

Through a mixed-methods approach, consisting of a questionnaire with 22 Russian
student teacher participants and semi-structured interviews with 20 responding lecturers,
Freydina et al. (2022) explored attitudes towards the use of English as a Foreign Language
(EFL) approach, where native speaker norms are prioritised, or the English as a Lingua
Franca (ELF) pronunciation model, which emphasises communication between non-native
speakers in English teaching. The results demonstrated a reluctance to depart from the EFL
model in favour of ELF, as a native-like accent was deemed more desirable (Freydina et al.,
2022, p. 68). The authors attribute the preference for native varieties of English to the rigidity
of the Russian teacher education in which striving for either American or British
pronunciation is considered appropriate (Freydina et al., 2022, p. 68). However, similar to
Brabcova and Skarnitzl’s (2018) study, participants were positively inclined towards non-
native accents and acknowledged the necessity of exposure to English non-native varieties
(Freydina et al., 2022, p. 68).

In summary, the European studies display notable similarities in both methodology
and findings. While most participants favoured native accents as the preferred pronunciation
model, they also acknowledged the value of exposure to non-native English varieties.
However, in contrast to the other studies, learners in both participating Scandinavian
countries, Norway and Sweden, showed acceptance and willingness to adopt a non-native
“neutral” English accent. Although the neutral accent itself was not analysed or explicitly
described, it is plausible that it incorporated phonetic features from American and British

English, along with elements of Norwegian or Swedish pronunciation.
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4 Method

In this study, attitudes towards global English accents were examined among Swedish eighth-
grade students (aged 14-15) in a lower secondary school in a major city in Sweden. The
selected students represented a heterogeneous group consisting of students from diverse
cultural backgrounds, as indicated by the information provided by participants in the
background section of the questionnaire used in the study. By employing an experimental
design incorporating a verbal guise test and a questionnaire, the participants listened to and
evaluated voice samples from various speakers, each representing different global English
accents. The participants assessed these accents by responding to a series of pre-determined
descriptors in a questionnaire. This design allowed for the collection of quantifiable data from
a broad selection of the target group at a specific moment in time, identifying potential
patterns between different variables (Bryman, 2018, p. 88). The quantitative design generally
presupposes statistical data analysis through some form of software-based analysis programs.!
However, in this study, the data is analysed informally.

In the first subsection (4.1) of this chapter, materials and the voice samples that the
students listened to are addressed. In the second subsection (4.2), the written information
provided to the participants and their parents is discussed, followed by a section about the
participants (4.3). The pilot study is presented in section 4.4, and finally, subsection (4.5)

addresses the execution of the study.

4.1 Materials and the Voice Samples

The questionnaire (see appendix A for details) used to assess the students’ attitudes towards
various international English accents was divided into three parts. In part one, respondents
first confirmed their understanding of the voluntary nature of the study, followed by
background questions regarding age, gender, and linguistic knowledge and background. Part
two of the questionnaire consisted of the evaluation section, in which the respondents
assessed the accents they listened to based on seven statements/descriptors. Each statement
was rated on a 5-point Likert-type scale with options ranging from strongly agree to strongly
disagree. This section was followed by two short-answer questions regarding the accents that

had just been heard. This structure provided more detailed information on previous exposure,

! Stems from an exam in a previous course.
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including whether it evoked positive or negative emotions. Additionally, these questions
explored familiarity with accents, especially in relation to a perceived ability to identify the
speaker’s origin. In the last section, participants were asked to evaluate and rate their own
accents by responding to a combination of three short answer and multiple-choice questions.
At the start of the study, the researcher personally distributed the questionnaires in paper form
to the participants during scheduled sessions. The decision to use printed questionnaires rather
than computer-based forms was made to prevent potential digital difficulties and due to the
lack of access to the school’s platform, where a potential link would have been posted.

The accented voice samples used in this study were sourced from the website IDEA
(International Dialects of English Archive). IDEA was chosen as it encompasses an extensive
collection of global accents while ensuring consistency in both recordings and speaker
background information. Each sample featured speakers from various regions, speaking
different global English accents while reading the same passage, except for the German
female reader, who read a different text. Using only one website for all sound bites
streamlined the process, guaranteeing consistency in recording methods and the information
of the speakers providing the voice samples. This approach enhances measurement validity by
minimising variations that could affect the results, which in turn strengthens the reliability of
the study by maintaining a stable source with consistent measurements (Bryman, 2018, p. 73).

When selecting accents to include in the study, the objective was to obtain a sample
representative of a range of global English accents as diverse as possible. Additionally, the
selected varieties were chosen to illustrate Kachru’s theoretical framework by including
accents from all three concentric circles. The initial intention was to incorporate 20 voice
samples in the study. However, as listener fatigue could negatively impact the validity of the
results, greater emphasis was placed on accents deemed more relevant to Swedish students,
such as other European varieties, reducing the selected items to 12. Furthermore, the
participants were naturally divided into three groups as they belonged to different classes.
Two groups listened to voice samples featuring female speakers, while the third group
listened to male speakers. This design facilitated an exploration of potential influence based
on gender.

To further increase validity and reliability, specific criteria for inclusion of the voice
samples were established. First, the speaker must have attended or be attending some form of
higher academic schooling, such as college. Second, the speaker’s age must be between 20-35
at the time of recording. Finally, speakers who had lived in a native English-speaking country,

such as Great Britain or the USA, either during childhood or for more than six months were
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excluded, as such exposure increases the likelihood of developing a standard-like accent.
Some exceptions were made to these criteria since the available samples on the website did
not consistently meet all the requirements of this study. For instance, the IDEA website offers
two samples of male Pakistani speakers and neither fully aligned with the specified criteria. In
this case, the selected speaker had lived in America for over six months (see Table 1) but was
still included as his accent showed little influence from American English. Additionally, since
no male equivalent to the female Kenyan speaker could be found, an Angolan male speaker
was selected instead. While this speaker’s age is slightly above the stated criterion, the voice
sample was otherwise a suitable fit. This approach streamlined the selection process by
minimising variables that could affect the listener, such as low proficiency in English

pronunciation or a voice affected by age.

Table 1.
Name of voice Age | Gender | Lived as a child, or more | Academic Background
sample on IDEA than 6 months in a native | background | noise.

English-speaking country

Russia 25/Russia | 25/23 | F/M No/No Yes/Yes No/No
28
Pakistan 3/ 25/23 | F'M No/Yes — length of stay, | Yes/Yes No/Some — does
Pakistan 2 not stated not disturb
Kenya 6/Angola | 23/40 | F/M No/No Yes/Yes Some — does not
2 disturb/No
Italy 23/Italy 9 26/33 | FM No/No Yes/Yes No/No
Poland 8/Poland | 25/21 | F/M No/No Yes/Yes No/No
12
France 13/ France | 22/44 | F/M No/No Yes/Yes No/No
10
Germany 3 28/20 | FM Difficult to discern/No Yes/Yes No/ Some — does
/Germany 18 not disturb
North Dakota 1 20/22 | F'M Not relevant Yes/Yes No/No
/Minnesota 5
England 87 21727 | F/M Not relevant Yes/Yes Some — does not
/England 113 disturb/No
Australia 36 20/28 | F/M Not relevant Yes/Yes No/No
/Australia 21
Saudia Arabia 7 | 25/20 | F/M Yes — 10 months/No Yes/Yes No/No
/Saudia Arabia 3
Sweden 6 24/22 | F/M No/No Yes/Yes Some — does not
/Sweden 2 disturb/No
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4.2 Method of Analysis

The data was derived in part from the participants’ evaluation of seven descriptors, such as
intelligence and kindness, using a five-point Likert-type scale, ranging from strongly agree to
strongly disagree (see appendix A for further details). The responses were converted into
numerical values with strongly agree assigned a score of five, while strongly disagree was
given a score of one. These ratings were analysed in relation to participants’ self-reported
variables of gender, linguistic background, and exposure. The results were summarised within
each category and the total was divided by the number of participants in each respective
group, yielding mean scores for comparison. Calculating mean scores was essential for
maintaining analytical consistency, as factors such as some participants only partially
evaluating accents, along an oversight in the selection of the French male speaker, which will
be briefly addressed in the results chapter, could otherwise have impacted the results.

The inclusion of linguistic background and exposure as variables is inspired by the
findings in Meer et al.’s (2022, p. 560) study which highlights these aspects as potentially
significant factors in preventing stereotypes. To assess exposure as a variable in accent bias,
students were asked how frequently they encountered accented English speech in their daily
lives. They selected one of five response options: every day, every week, every month, rarely,
or never. For analytical purposes, responses were categorised into two groups: Regular
exposure (every day, every week, every month) or /ittle to no exposure (rarely or never). To
further evaluate exposure as a factor in accent bias, two short-answer questions following the
assessment section provided data on previous exposure, contextual familiarity, and the ability
to identify the accent. Although fluency in multiple languages was initially intended as a
variable, the phrasing of the question designed to elicit data on student proficiency was too
vague, allowing for unintended interpretations. As a result, this variable was excluded to
ensure data reliability. To further ensure reliability, five participant responses were discarded

due to a clear lack of seriousness, resulting in a final sample of 56 participants.

4.3 The Letter of Information

Before conducting the study, a letter of information, written in Swedish to enhance
comprehension, was distributed to both students and guardians through the internal learning
platform of the school (V-klass). In accordance with research-based ethical principles,
research subjects must be provided with all information necessary regarding the study to give

informed consent (Bryman, 2018, p. 175). Thus, in line with Bryman (2018, p. 170), the letter
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contained information about the purpose of the study, activities, the voluntary nature of
participation, and the respondents’ right to withdraw at any time without explanation.
Additionally, the requirement for informed consent was addressed.> As guardian consent is
required for participants under the age of 15 (Etikprovningsmyndigheten, n.d.) this study used
an indirect negative consent procedure. Guardians were thoroughly informed, through both
the letter of information as well as a separate message on V-klass, that participation was
automatic unless they actively declined their child’s participation.

Due to time constraints, which arose because the opportunity to conduct the pilot
study was granted unexpectedly, the construction of the letter of information was aided by the
Al tool Copilot. While the author of this study compiled the content, Copilot provided support

in structuring the information to ensure clarity and readability for both students and parents.?

4.4 The Participants

The selection of participants in the current study resembled a convenience sampling approach,
in which data was collected from readily available subjects (Bryman, 2018, p. 243). The
initial intention was to invite all ninth-grade students from the school where the study was
conducted to participate. However, as the study was scheduled near the end of the school
year, the pupils attending year nine were taking part in standardised testing. To avoid
disrupting their test preparation, three eighth-grade classes, whose students typically have at
least six years of education in English within the Swedish school system, were invited to
participate instead. As a result, data collection was divided into three separate sessions, as
gathering all 56 students at once would be logistically challenging due to limited access to
sufficiently large rooms. Additionally, each session was conducted during a regular lesson,
ensuring that students were not inconvenienced in their free time. This strategy likely
increased student participation. In this study, these groups will be referred to as Group 1,
Group 2, and Group 3, a division made to facilitate data collection while minimising any
disruptions to their regular schooling. A total of 56 students participated and based on the
self-reported background information collected from the questionnaire, they were evenly

distributed by gender and between mono- and multilingual backgrounds. Moreover, the on-

2 Stems from an exam in a previous course.
3 The supervisor of this study was consulted and gave approval for the use of Al assistance on this separate

occasion.
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site setting enabled opportunities for students to ask clarifying questions, possibly enhancing

comprehension (Bryman, 2018, p. 288).

4.5 The Pilot Study

The initial objective with this group of respondents was to include their evaluations in the
main study. However, due to various challenges, as outlined below, this approach was
deemed unviable, as it risked compromising the validity and reliability of the study. Instead,
the participation of this group became valuable as a pilot study, offering information that
enabled relevant adjustments to the methodology for transmitting voice samples and assisted
in refining the questionnaire to better suit the context. Alterations made included replacing the
classroom’s built-in speakers with freestanding ones to ensure better quality of sound. Other
measures included revising the wording of one statement as students expressed uncertainty in
their understanding of the concept ‘trovardig’ (translated as ‘credible”) which was reflected in
their responses, as the majority abstained from taking a stance on the statement. The term
‘trovardig’ was exchanged with ‘pélitlig’ (translated as ‘trustworthy’) which appeared to
improve comprehension. Lastly, one of the short-answer questions was removed as most
students chose not to respond.

Challenges that could have impacted the results arose from both technological and
human factors. For instance, playing the accented voice samples required access to the
classroom projector, as they were made available through a website. However, since the
website displayed the origin of the accent, information students were not supposed to see,
attempts to block the visual image, disabled both video and audio. Consequently, the voice
samples were played directly from a computer, reducing both the volume and the sound
quality. As a result, the researcher carried the computer around the classroom for
approximately a minute per sample in an attempt to optimise each student’s chance of hearing
the accents clearly.

Another aspect that could have affected the group was the absence of the students’
primary English teacher, which may have impacted their behaviour. A smaller number of
students attended the class than usual, and some displayed increased restlessness and
difficulty focusing during the experiment. This posed a challenge, as transmitting the voice
samples required significant attention due to limitations of the website’s functionality
alongside the need to ensure clarity for the participants. While the website was a valuable

resource, its design did not allow for creating playlists, requiring each sample to be manually
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located before playing it in the classroom. Additionally, each clip was started at the 40-second
timestamp, except for the German sample, which was played at the 6-second mark. This
approach prevented unintended identification of the speaker’s origin, which was revealed at
the beginning of each voice clip, and allowed the speaker to become more familiar with both
the context of the recording and the text being read. These factors reduced the researcher’s
ability to maintain order in the classroom. Although this group’s responses will not be
included in the final analysis of the study, commentary on their results could still be valuable.

A few days before the pilot study, the information letter was sent to the participants.
On the day of the pilot study, the purpose, activities, and aims of the study along with the
respondents’ rights were reiterated to ensure their understanding and consent before
participating. Furthermore, as verbal communication and deliberation during lessons are
common features in the language classroom, further instructions included a request for silence
when answering the questionnaire. Moreover, participants were assured of their anonymity
and reminded that there were no right or wrong answers, emphasising the importance of
expressing their genuine thoughts without pressure.

Although the results of this group will not be included in the main study, preliminary
patterns among the respondents were observed. The participants displayed a preference for all
standard accents (American, British, and Australian accents), particularly favouring the
American variety. Additionally, students with a multilinguistic upbringing demonstrated
greater acceptance and understanding of a wider range of English accents. Furthermore, most
participants expressed an appreciation for their own English similect, which the majority of
the participants characterised as being influenced by the Swedish language. The students also
showed reluctance to evaluate accents they found difficult to understand or identify, which
often led to a slight frustration among the participants during the examination, resulting in

either a neutral or strongly disagree response.

4.6 Conducting the Study

Building on the challenges identified in the pilot study, the adjustments outlined in section 4.5
were implemented to enhance validity, reliability, and student comprehension. Similar to the
pilot study participants, the students contributing to the main study received the letter of
information (see appendix B) a few days before its implementation. On the day of the verbal
guise test, students were reminded of the aim of the study, its purpose, their anonymity, and

the voluntary nature of their participation, ensuring clarity. All information and instructions

20



were provided in Swedish to ensure comprehension and minimise potential
misunderstandings. As the participants of the pilot study displayed signs of collaborative
behaviour, possibly involving peer pressure, when uncertain about the origins of the accents,
the importance of independent responses without any external influence was strongly
emphasised. Additionally, the main teachers, now present, helped ensure greater focus among
the students.

After distributing the questionnaire to the participants, the first pages were reviewed
to establish an understanding of all sections. Since no difficulties were observed regarding the
background section, emphasis was placed on the subsequent part in which students evaluated
the accents. Each descriptor, question, and the Likert-type scale used for evaluation were
thoroughly explained. Additionally, as the survey was rather extensive, comprised of 12
samples, some students experienced listener fatigue and did not complete the evaluation
section. To still collect relevant data, those who did not finish were asked to fill out the last
page in which they evaluated their own similect, provided they consented. If participants
opted not to continue, their answers were discarded.

Before playing the accented clips through the freestanding speakers, a sound check
was conducted to ensure all participants could clearly discern the audio. The voice samples
were then played in the following sequence: Russian, Kenyan/Angolan, Italian, Polish,
French, German, American, British, Australian, Saudi Arabian, and Swedish. The order was
not disclosed to participants beforehand, preventing them from anticipating the upcoming
accents. This helped minimise potential expectation effects that could have influenced their
responses. However, the sequence itself may still have shaped participant ratings, as samples
played early could have set expectations, while those played later could have been affected by
listener fatigue.

Each voice sample lasted 30 seconds. However, if students needed to hear more, an
additional 15 seconds were played. After each clip, students were given sufficient time to
complete their answers, to avoid rushing the participants. Once all 12 voice samples had been
played, the participants completed the concluding section of the questionnaire. Upon request

from students, they were then informed of the origins of each voice sample speaker.

5 Results

This section presents the findings from students’ evaluations of the accents, excluding the

data from the pilot study, based on mean scores derived from participant responses. The
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analysis begins with an overview of accent perception, addressing the collective ratings of the
seven descriptors (in 5.1). Next, findings related to the three key variables, gender, linguistic
background, and exposure, potentially influencing attitudes towards English similects are
presented (in 5.2). Following this, the extent to which students’ perceptions of their own
accents influence their evaluations of other varieties is outlined (in 5.3). This leads to findings
on potential differences in perceptions based on the speakers’ gender, specifically in
comparisons between evaluations of male and female voices (in 5.4). Penultimately, the
current study adopts a contrastive perspective, briefly highlighting differences between the
three participating groups, (see Section 4.4 for additional information on the groups), to
further the understanding of attitudes towards global English accents (in 5.5). Finally, a

qualitative perspective is introduced, offering an expansion of key concepts (in 5.6).

5.1 Overall Results

The collective data suggest that the standard accents (American, British, and Australian)
received the highest ratings across all categories, an aspect related to research question 1
(RQ1), particularly regarding comprehension. In terms of perception of personality and
intelligence based on accents, and attitudes towards non-standard vs. standard accents, as
outlined in research question 2 (RQ2) and 3 (RQ3), the American and Australian accents were
perceived as the most intelligent and received the highest ratings in general liking.
Conversely, the Russian similect was ranked the lowest in these two categories. Similarly, the
Kenyan/Angolan and Italian accents received the same rating in intelligence, as the Russian
variety. The British accent was perceived as the most friendly and trustworthy, whereas the
Russian similect was deemed the least friendly, and the Pakistani variety was considered the
least trustworthy. The French and Polish accents were rated moderately high, while the
German and Saudi Arabian similects received mid-range scores, with no particularly strong
high or low ratings. Interestingly, the Swedish accent ranked in the mid-to-lower range, and
the Pakistani, Kenyan/Angolan, Russian, and Italian varieties tended to receive lower ratings,
particularly in categories like willingness to communicate and general liking (For more

detailed information, see Figure 1).
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Figure 1.

Participants' Mean Mean Ratings of Accents Across Evaluated Characteristics
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Furthermore, when analysing the collective results of variables that potentially influence
accent bias, as outlined in research question 4 (RQ4), the data indicated that female
participants generally rated non-standard accents slightly higher than their male counterparts.
The most notable differences were observed between female and male participants in their
ratings of French (24.9 vs. 21.3) and Saudi Arabian (21.6 vs. 17.6) similects. Across both
genders, American and Australian accents received the highest scores, with American scoring
27.9 among males and 24.5 among females. Regarding linguistic upbringing, participants
with a multilingual upbringing generally provided higher ratings than their monolingual
counterparts. The most significant differences appeared in French (25.2 vs. 21.3) and British
(29.1 vs. 25.3) with multilingual participants showing a clear preference for these accents.
Regarding exposure as a factor influencing the perception of English varieties, participants
reporting regular exposure to English similects tended to provide higher scores. For instance,
the German (21.4 vs. 16.5), Italian (17.2 vs. 14.5) and Russian (15.9 vs. 13.5) accents
demonstrated clear differences in ratings with participants reporting regular exposure
generally providing higher ratings compared to students with /itfle to no exposure. However,
the data collected on standard accents revealed no noteworthy influence of exposure.
Interestingly, participants with /ittle to no exposure ranked the American and Australian
accents higher than their counterparts reporting regular exposure. (For more detailed

information, see Figure 2).
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Figure 2.

Mean Ratings of English Accents Across Participant Demographics

35
30
25
20
15
10
5
0
o Q Q o X X Qo Qo S o < B
& & & F & & € &
<« Q’b (\\?9 o VSQ V\){j [ ‘o$
£
o

B Male ® Female ®m Monolingual upbr, ® Multilingual upbr. B Regular exposure M Little to no exposure

While examining the aforementioned aspects, additional factors emerged as potential
influences on accent bias. One key question repeatedly surfaced as the analysis progressed:
does a participant’s perception of their own similect affect their attitudes towards global
English accents, and if so, how? To explore this potential influence, the data provided by the
three groups, previously outlined in Section 4.4, were divided into two categories: those who
appreciated or approved of their accents, and those who expressed dissatisfaction. The
findings suggested that students with positive attitudes towards their own accents generally
assigned slightly higher ratings (for more detailed information, see Figure 3). However,
further analysis dividing the latter group into two subgroups, one consisting of participants
who reported a standard-like accent and the other consisting of students identifying their
similect as non-standard revealed a significant difference in ratings. Students categorising
their own accent as native (American, British, or Australian) provided substantially higher
scores compared to respondents identifying their accents as a non-standard accent, influenced

by Swedish (for more detailed information, see Figure 4).

Figure 3 Figure 4
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While the gender of the listener was a variable included in the research questions from the
outset, the effect of the gender of the speaker on accent perception emerged as an additional
factor of interest. This was prompted by the reactions of several participants in the pilot study,
who expressed difficulty discerning the female voices despite close proximity to the audio
outlet. First, it is important to note that the French male speaker was incorrectly identified as a
native speaker. As a result, the comparison between the male and female French speakers is
omitted in this section and will be addressed later in the discussion. A comparison of the data
from Group 3, who listened to male speakers, and the other two groups who listened to female
speakers, revealed a slight preference for male voices, especially in descriptors such as
intelligence and comfort, along with significantly higher comprehension scores. Another
noteworthy difference was observed in the evaluation of the Pakistani male speaker (3.2),
who received markedly higher scores than the female speaker (2.4) in willingness to
communicate (for more detailed information, see Figure 5). Furthermore, the Polish, Swedish
and Saudi Arabian male speakers were generally evaluated more positively overall compared
to their female counterparts. However, the American female speaker received higher ratings
than the American male speaker across almost all categories (for more detailed information,

see Figure 6).

Figure 5
Mean Ratings of Female and Male Voices Based on Evaluated Characteristics
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Figure 6

Comparison of Accent Ratings of Accent Based on Speaker Gender
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In sum, the standard English varieties (American, British, and Australian) received the highest
ratings among participants. Additionally, participant gender, linguistic background, and
exposure were identified as variables influencing accent bias. Specifically, women, a
multilingual upbringing, and regular exposure to different accents tended to predict higher
ratings. Moreover, speaker gender and participants’ confidence in their own accent also
appeared to affect the results. Male voices as well as high self-reported confidence in one’s
own accent generally resulted in higher ratings, with noticeable differences across specific

descriptors.

5.2 Divergent Results

While the overall results indicated that factors such as exposure, gender, and linguistic
upbringing had an impact on attitudes towards global English accents, it is important to note
that these findings were not consistent across the three groups (see Section 4.4 for additional
information on the groups). For instance, the responses from Group 1 did not provide
sufficient data to support gender as an important variable due to inconsistencies in the data

(for more detailed information, see Figure 7).

Figure 7
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In Group 2, a multilingual background did not yield clear or consistent results as a positive

influence on accent bias (for more detailed information, see Figure 8).

Figure 8
Group 2: Mean Ratings of Accents Across Linguistic Backgrounds
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In Group 3, regular exposure appeared to have a negative effect as participants with little to
no exposure demonstrated greater acceptance of different global accents (for more detailed

information, see Figure 9).

Figure 9
Group 3: Mean Ratings of Accents Based on Levels of Exposure
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Another factor, not directly associated with the previously discussed variables, that
differentiates Group 1 from the others is the significance of comprehension. While
comprehension was important for all groups, it emerged as a determining factor for Group 1,
as reflected by the disproportionately low scores assigned to the lowest-ranked accents,
Russian and Italian, compared to most other descriptors. In contrast, comprehension scores
for the middle to highest ranked accents were mostly proportionate to ratings of other

descriptors. However, an exception was observed in the American accent, which ranked
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highest and received a markedly higher comprehension score (for more detailed information,

see Figure 10).

Figure 10

Group 1: Mean Ratings of Accent Characteristics, Highlightingthe Role
of Comprehension
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In sum, while patterns emerged from the collective data, evaluations within individual groups
did not always align with these findings. For instance, although gender (specifically female),
regular exposure, and a multilingual background were found to positively influence accent
bias, results at the group level occasionally contradicted these findings. Furthermore, upon
closer examination of each group, unintended variables that were not discernible in the

collective data emerged.

5.3 A Qualitative Perspective

While the design of the current study is primarily quantitative, a qualitative aspect emerged
through the two short-answer questions directly following the evaluation section of each
similect, providing deeper understanding of the variable exposure. These questions were
designed to gather insights into whether the participant had previously encountered the accent
being evaluated. If so, they were asked whether the encounter had left them a positive,
neutral, or negative impression and were then instructed to attempt to identify the origin of the
speaker.

Overall, most of the participants reported having had neutral encounters with most
international English accents prior to the study. Additionally, a majority of the respondents
were able to recognise and identify the American, British and Australian accents. However,

this self-reported exposure did not consistently appear to correlate with higher accent ratings.
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Respondents who indicated prior exposure and expressed certainty regarding the origin of the
speaker tended to assign higher ratings to the accent, regardless of whether their identification
was correct. This pattern became particularly evident during the evaluation, as students
verbally expressed difficulty in assessing accents without certainty of origin, occasionally
even seeking guidance during the evaluation process. That said, preconceived cultural notions
also seemed to influence participants’ attitudes towards different English varieties. For
instance, the Pakistani similect, often mistaken for the Indian accent, was recognised by a
majority of the participants. Despite this perceived familiarity, a significant minority
expressed clear dislike for the accent, exemplified by student comments such as: “Have heard
it a lot in the movies. But it’s really annoying” (my translation). Nevertheless, the probability
of an accent receiving high ratings greatly increased when students were able to associate the

speaker with a context to which some form of familiarity was ascribed.

6 ]Discussion

This section discusses the findings in relation to prior research, beginning with an overview of
the primary results, followed by an analysis of key concepts and relevant terminology.
Subsequently, the limitations of the current study are addressed and finally, this section
summarises the results in relation to the research questions.

[The findings of the present study revealed that standard accents were preferred among
participants across all descriptors. To further analyse these data, student variables such as
exposure, multilingual background, and gender were initially considered. As the study
progressed, additional factors, such as familiarity, participants’ perceived ability to identify
the origin of accents and comprehension, also emerged as potential contributors to accent
bias. In this context, exposure refers to recognition through previous encounters, whereas
familiarity encompasses recognition and contextual understanding. While these two concepts
may seem intertwined given that familiarity requires prior exposure, the findings from this
study necessitate a distinction between these concepts.

Consistent with the findings of Robinson-Jones et al. (2024, p. 11) and Meer et al.
(2022, p. 556), exposure and familiarity significantly influenced participant evaluations.
Native inner-circle accents, which the vast majority of participants recognised and
demonstrated contextual awareness of, received the highest scores. Further evidence of the
dominance of the standard accents is reflected in the high ranking of the male French

speaker’s accent, which was assumed to belong to a native speaker, reinforcing the preference
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for standard varieties. However, the findings revealed that exposure alone did not necessarily
translate into familiarity, and familiarity without accent identification did not automatically
lead to high ratings. Based on the responses of the participants, the current study partially
differentiates between familiarity and perceived ability to place speakers’ origins, concepts
that might otherwise be considered linked. Respondents frequently associated an accent with
a familiar context without assigning it high ratings. For instance, when answering the question
of previous exposure to the specific accent being played, in this case the German accent, one
student responded by saying: “Yes, I have heard it before. It’s like the bad guy in a 007-
movie” (my translation). Although the student recognised and provided a known context for
the similect, demonstrating both previous exposure and familiarity, the accent still received
medium to low scores, as the participant was unable to identify its origin with certainty.
Moreover, perceived certainty in the identification of the origin of an accent

emerged as a principal factor in this study, generally eliciting positive evaluations and high
scores, as evidenced by standard accents consistently being correctly identified. However, the
Pakistani accent accounted for a noteworthy exception. While participants reported previous
exposure, familiarity, and a perceived ability to identify the origin of the similect, albeit as the
Indian accent, preconceived cultural notions led to a striking division among the participants,
resulting in either high or low scores. This partially coincides with Meer et al.’s (2022, p. 559)
and Jeong et al.’s (2021, p. 13) findings in which a majority of the students similarly
expressed negative sentiments towards Indian English, which Meer et al. (2022, p. 559)
theorised could be rooted in a colonial past.

Furthermore, while comprehension had a significant impact in Group 1 (see section
4.4 for background on group formation), most students in Groups 2 and 3 found multiple
accents challenging to understand while simultaneously expressing an overall liking and
acceptance of them, which aligns with Jeong et al.’s (2021, p. 12) findings for Swedish
students. The responses in the current study suggested that familiarity and identification of an
accent, rather than comprehension, had a comparatively significant impact. The prioritisation
by the latter groups may be explained by the emphasis the Swedish syllabus for the subject of
English places on teaching communicative strategies to mediate linguistic barriers (LGR22,
2022, p. 35). As most respondents in the current study have undergone six years of education
in English, they might feel confident in their ability to negotiate communicative challenges,
prioritising other variables more instead.

Furthermore, while the majority of the participants with a multilingual upbringing

demonstrated greater openness towards non-standard accents, the data from Group 2 revealed
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contradictory results, with students reporting a monolingual background generally assigning
higher ratings than their counterparts. Additionally, these findings somewhat contradict
previous research by Robinson-Jones et al. (2024), whose study suggests that international or
“cosmopolitan” (p. 10) students tend to hold more positive attitudes toward non-native
English. However, it is important to note that Robinson-Jones et al. (2024) specifically
focused on students who had grown up in countries other than the one where their study was
conducted. Moreover, their participants only evaluated American, British, and the non-native
Dutch variety, the latter being a similect spoken in the country where all participants were
based. These differences are particularly relevant to consider, as they contrast with the
methodological approach of the current study.

Despite these differences, the contradicting findings raise questions about what might
explain this discrepancy. One possible explanation could lie in the composition of the groups.
The participants of Groups 1 and 3 were evenly divided regarding the variable of linguistic
background, whereas in Group 2, 12 of the 17 students reported having a multilingual
background. While the overall findings of the current study align with Robinson-Jones et al.’s
(2024) conclusions, the idea that a multilingual or cosmopolitan background consistently
fosters positive attitudes towards English similects may be an overgeneralisation. Contrary to
Robinson-Jones et al.’s (2024) findings, their participants evaluated only the Dutch similect as
the non-native alternative. While this may suggest that Dutch natives are particularly critical
of their own variety, their perceptions of other English similects remain unclear, complicating
any generalisation of their findings regarding attitudes towards international English accents.

Findings from Group 2 in this study suggest that multilingualism is inherently a
complex concept. Individuals exposed to several languages and accents from an early age
may develop strong preferences for one language over others, potentially contributing to
accent bias. Therefore, assuming that a multilingual background automatically fosters
exposure or openness towards accents would be an oversimplification. Instead, language
hierarchies and cultural norms likely influence linguistic attitudes across societies.

Furthermore, the data reveals a correlation between participants’ self-perception of
their own accent and their evaluation of other varieties. Participants who expressed positive
attitudes towards their own accent generally assigned higher ratings to other similects. Among
this group, those who identified their accent as standard exhibited even greater overall
positivity for English accents. However, it is unclear whether attitudes towards external
accents shape one’s self-perception or if self-confidence in one’s own accent fosters greater

openness towards other varieties. If the former is true, negative perceptions of English
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similects could adversely affect linguistic self-confidence. Conversely, if the latter is true,
confidence itself may serve as a protective factor, preventing the development of negative
perceptions towards accents. Regardless of these possibilities, these findings raise the
question whether accent perception and linguistic self-confidence directly impact academic
outcomes. Moreover, although the results of the pilot study were not included in the main
analysis, those participants displayed similar patterns in their evaluations, supporting the
findings of the primary study.

An additional factor to consider regarding accent bias is the difference in how male
and female voices are evaluated, as indicated by the data. Overall, male voices were preferred,
particularly in terms of comprehension. Interestingly, this aligns with Meer et al.’s (2022, p.
557) findings, in which the participants also found the male speakers’ accents easier to
understand. In the current study, the selected male voices exhibited more pronounced accents,
making them easier to categorise than their female counterparts. Consequently, this paper
raises the question of whether this could be a contributing factor to why male voices were
deemed more comprehensible and preferred. However, it remains unclear whether this
preference stems from attitudes towards accents, gender differences or the acoustic effect of
the lower frequency of male voices. Moreover, the first two groups listened to the same
speakers, ensuring a consistent basis for comparison and for the results. Nonetheless, despite
careful selection, incorporating entirely different speakers for one group could present a
comparative challenge, potentially limiting the findings.

[Further limitations related to methodology, sampling and context emerged in the
current study. For instance, while the quantitative methodological design suggests
generalisable results, the use of convenience sampling makes it impossible to generalise the
findings, as the sample is not randomly selected and therefore does not represent the broader
population (Bryman, 2018, p. 244). Nevertheless, despite its limitations, convenience
sampling can still yield useful insights in exploratory research and serve as a foundation for
future studies (Bryman, 2018, p. 244). Another limitation stems from the absence of
significance calculations to statistically verify the validity and reliability of the results. While
the data indicate trends in accent attitudes, the lack of statistical significance testing means
that the findings of the present study cannot be generalised (Bryman, 2018, p. 423).
Furthermore, relying on an indirect approach to obtain guardian consent for participants under
the age of 15, could present ethical concerns regarding the difficulty in ensuring whether
guardians and respondents have received and understood the information. Moreover, the

passive nature of this approach to consent, used as the initial engagement with participants,
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may negatively impact their involvement compared to an introduction through active consent.
Nonetheless, this method streamlined the recruitment process, and the voluntary nature of the
study was explicitly reiterated on the day of participation. Additional limitations became
evident in participants’ varying levels of cooperation throughout the study, as well as the fact
that a few students did not evaluate every accent, potentially impacting the validity of certain
findings. The participants’ behaviour might be a response to both the structure of the survey
and the environment in which the study was conducted. Since the combination of these
factors could unconsciously resemble a test-like situation, the students might strive for the
“correct” answer, questioning their own judgement, and therefore seeking validation from
classmates. While this insecurity was somewhat mediated by the presence of the author of this
paper to whom participants could direct questions, the implementation of the verbal guise test
did not allow sufficient time for in-depth clarification or explanation during the evaluation of
the accents, possibly leaving some participants unsure.

Despite these limitations, the patterns identified in the results remain valuable, as
students were consistently encouraged to provide their own authentic assessments, and
averages were calculated from every questionnaire. Finally, the current study acknowledges
limitations related to the selection of the voice samples. Although considerable effort was
made to select speakers with clear articulation who exemplified each accent, minimising
unwanted variables, individuals from the same country or community may differ in their
pronunciation of English. This study recognises that the selection of speakers representing
each accent influences participants’ evaluations, and alternative speakers could have produced
different results.

To summarise the discussion in relation to the research questions, the findings of the
present study revealed that, as outlined in RQ1, standard accents were preferred among
participants. In addressing RQ2, the findings suggest that accents appeared to play a
significant role regarding students’ perceptions of personality traits and intelligence. As the
most favoured and widely recognised varieties, native accents received the highest scores
across all descriptors. The ratings of non-standard similects were often affected by personal
emotions and experiences, which, in turn, made evaluations of these similects somewhat
volatile and challenging to predict. However, while most participants preferred accents they
were most accustomed to, they also demonstrated acceptance of most non-standard varieties,
which answers RQ3. In addressing RQ4, variables such as exposure, linguistic background

and gender were revealed to impact the responses of the participants, generally demonstrating
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greater openness among respondents reporting regular exposure, a multilinguistic upbringing

and/or being female.

7 ]Pedagogical Implications and Suggestions for Future
Research

In the ensuing section, pedagogical implications and suggestions for further research will be
addressed, particularly through the lens of the theoretical framework of learner perception and
the Swedish educational system.

Following the communicative approach outlined in the Swedish curriculum,
intelligibility in oral production as well as the negotiation of meaning and comprehension
between individuals, is central to English education within the Swedish school system.
Consequently, although the voice samples provided valuable examples of accented English,
the context of the study could be perceived as unnatural from a communicative standpoint.
Nevertheless, based on the theoretical framework of learner perception as conducive to
supporting motivation and fostering beneficial learning approaches (Jackling, 2011; Spearman
and Watt, 2013; Alotaibi, 2016; Bustaren and Dasari, 2022), awareness of student attitudes
towards international English accents becomes essential within an educational context. This
understanding could facilitate intercultural discussions, resulting in a sense of familiarity, and,
in turn, enhancing motivation. Additionally, exposure to diverse accents is not only relevant
for promoting openness, motivation, and effective learning strategies, but also academically
important, as standardised listening tests frequently include accented speakers.

However, certain linguistic and cultural notions develop beyond the educational
context. For instance, as exemplified by the results from the Pakistani accent, some attitudes
emerge independently of exposure, familiarity, and accent identification. As demonstrated in
the current study, preconceived cultural notions constituted an impactful factor, highlighting
pedagogical implications that extend beyond English language education and could have
complex ramifications for academic achievement which necessitates a collaborative approach
across subjects.

To dissuade such biases, foster greater global understanding, and promote inclusivity
by implementing an international variety of English adapted for non-native intelligibility, as
proposed by Jenkins (2002), Modiano (1999), and Crystal (2023), could prove beneficial in an

educational context. However, although participants in the current study mostly demonstrated
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openness towards English varieties, they still expressed native-centric preferences regarding
English pronunciation. Similar to the findings of Brabcova and Skarnitzl’s (2018, p.49) study,
students’ strong preference for standard English accents, along with the lower ratings among
respondents who reported liking their non-standard similects, suggest that an international
educational model of English may not be perceived as relevant or desirable. Additionally,
such a solution may be problematic, as its implementation would inherently establish a
framework for determining correctness, similar to the current system. Granted, Modiano
(1999) argues that proficient non-native speakers should develop a non-native language
system. However, within an educational context based on grades and assessments, the
necessity for rules and correctness would most likely result in replacing one standardised
version of English with another, still excluding alternative linguistic varieties.

However, as described in section 2.1, an international approach becomes discernible in
LGR22 (2022) through the removal of a standard-like pronunciation goal, as well as the
inclusion of knowledge about English-speaking areas in the aim and core content of the
curriculum. Yet, native-centric remnants from older syllabi, such as U-55 (1955, p. 83),
persist in LGR22 (2022) through the inclusion of knowledge about regional English varieties
while omitting exposure to non-standard accents. Additionally, following Crystal’s (2003 p.
26) argument regarding the ownership of the English language, as outlined in section 2.1, the
phrasing in LGR 22 (2022) is ambiguous, as the concept of English-speaking areas is
undefined, leaving its classification open to individual interpretation by teachers.
Furthermore, this wording resembles the notions of an EFL (English as a Foreign Language)
framework in which the English language is firmly associated with specific standard-setting
nations. Moreover, although inclusive notions are discernible in the curriculum, the grading
criteria exclude factors such as knowledge of regional English accents, thereby effectively
nullifying this aspect in practice.

Finally, as demonstrated by the findings of the present study, accent bias is shaped by
multiple interwoven factors, necessitating further exploration. Although the findings of the
current study may not be fully generalisable, they can nonetheless serve as indicators for
future research. Large-scale studies with randomised sampling and comprehensive statistical
analysis could further clarify patterns, enhance saturation in findings and strengthen their
generalisability. Furthermore, employing a mixed-methods approach, integrating qualitative
and quantitative methodologies, could provide deeper insights into these patterns and the

underlying mechanisms shaping attitudes towards international English accents.
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Appendix
The following appendices contain supplementary materials for this study. Appendix A
presents the questionnaire used to examine attitudes towards international English accents.

Appendix B presents the information letter sent to guardians and to the students participating

in the survey.

Appendix A: Enkiit om accent bias

Beskrivning

Accent bias handlar om att man har forutfattade meningar om ménniskor utifrdn den accent
personen talar. I denna enkdt undersoks elevers attityder géllande olika globala engelska
accenter/brytningar, vilket kan bidra till en béttre forstaelse for hur dessa attityder paverkar

interaktioner och inkludering 1 en globaliserad virld dir engelskan vuxit till ett globalt sprék.

Samtycke och bakerund

1. Ar du medveten om att din medverkan #r helt frivillig och att du nér som helst kan avbryta
ditt deltagande utan att behova ange nagon anledning?

[ ]Ja

[ ]Nej

. Kon
] Kvinna
] Man
] Annat

— /N

] Vill inte svara

. Alder
115
116
] Annat

— — — (9%

Fler fragor pa nésta sida!



4. Har du flersprékig bakgrund (har du véxt upp med och kommunicerat pd mer 4n ett sprak i
hemmet)

[ ]Ja

[ ]Nej

[ ] Vill inte svara

5. Vilka sprék kan du forstd och dven gora dig forstadd i ett samtal? Markera alla som géller
[ ] Svenska

[ ]Engelska

[ ] Arabiska

[ ] Somaliska

[ ] Etiopiska

[ ]Kinesiska

[ ] Tyska

[ ]Franska

Annat

6. Hur ofta hor du engelska talas med olika accenter (att man exempelvis talar engelska med
svensk, tysk eller arabisk brytning)

[ ] Varje dag

[ ] Varje vecka

[ ] Varje ménad

[ ] Séllan

[ ]Aldrig

7. Har du tidigare erfarenhet av att bo/studera 1 ett engelsktalande land (ex. Storbritannien,
USA, Australien).

[ 1Ja

[ ]Nej

[ ] Vill inte svara



Instruktion: Ljudklipp kommer nu spelas. Du kan fylla i svaren under tiden klippet spelas och
en kort stund efter klippets slut. Varje ljudklipp har en egen sida av enkiten.

Ljudklipp 1.

Lyssna pa ljudklipp 1 och kryssa i det svar som bésta passar din uppfattning. Ex. X
Ljudklipp | Haller helt | Haller Neutral Haller Haller inte
1 med delvis med delvis inte | alls med
med
Talarens

accent far
hen att lata
intelligent
Talarens
accent far
hen att 1ata
vénlig
Talarens
accent far
hen att lata
palitlig
Talarens
accent far
mig att
kédnna mig
bekvim
Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
siager

Ljudklipp 1. Har du hort den hér accenten tidigare? Har det i sa fall pdverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 1. Vilken accent tror du detta r?




Ljudklipp 2.

Lyssna pé ljudklipp 2 och kryssa i det svar som bésta passar din uppfattning

accent far
hen att lata
intelligent

Ljudklipp | Haller helt | Haller Neutral Haller Haller inte

2 med delvis med delvis inte | alls med
med

Talarens

Talarens
accent far
hen att 1ata
vénlig

Talarens
accent far
hen att lata
palitlig

Talarens
accent far
mig att
kédnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
siager

Ljudklipp 2. Har du hort den hér accenten tidigare? Har det i sa fall pdverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 2. Vilken accent tror du detta dr?




Ljudklipp 3.

Lyssna pé ljudklipp 3 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
3

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 3. Har du hort den hir accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 3. Vilken accent tror du detta ar?




Ljudklipp 4.

Lyssna pé ljudklipp 4 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
4

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 4. Har du hort den har accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 4. Vilken accent tror du detta ar?




Ljudklipp 5.

Lyssna pé ljudklipp 5 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
5

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 5. Har du hort den hir accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 5. Vilken accent tror du detta ar?




Ljudklipp 6.

Lyssna pé ljudklipp 6 och kryssa i1 det svar som bésta passar din uppfattning.

Ljudklipp
6

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att l1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 6. Har du hort den har accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 6. Vilken accent tror du detta ar?




Ljudklipp 7.

Lyssna pd ljudklipp 7 och kryssa i det svar som bésta passar din uppfattning.

Ljudklipp
7

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 7. Har du hort den hér accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 7. Vilken accent tror du detta ar?




Ljudklipp 8.

Lyssna pé ljudklipp 8 och kryssa i1 det svar som bésta passar din uppfattning

Ljudklipp
8

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 8. Har du hort den har accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 8. Vilken accent tror du detta ar?




Ljudklipp 9.

Lyssna pé ljudklipp 9 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
9

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 9. Har du hort den har accenten tidigare? Har det i sd fall paverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 9. Vilken accent tror du detta ar?




Ljudklipp 10.

Lyssna pé ljudklipp 10 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
10

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 10. Har du hort den hér accenten tidigare? Har det i sa fall pdverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 10. Vilken accent tror du detta &r?




Ljudklipp 11.

Lyssna pd ljudklipp 11 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
11

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 11. Har du hort den hér accenten tidigare? Har det i sa fall pdverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 11. Vilken accent tror du detta &r?




Ljudklipp 12.

Lyssna pé ljudklipp 12 och kryssa i det svar som bésta passar din uppfattning

Ljudklipp
12

Haller helt
med

Haller
delvis med

Neutral

Haller
delvis inte
med

Haller inte
alls med

Talarens
accent far
hen att 14ta
intelligent

Talarens
accent far
hen att 1ata
vinlig

Talarens
accent far
hen att 14ta
palitlig

Talarens
accent far
mig att
kdnna mig
bekvim

Jag skulle
vilja prata
med denna
talare

Jag tycker
om denna
accent

Jag har latt
att forsta
vad talaren
sager

Ljudklipp 12. Har du hort den hér accenten tidigare? Har det i sa fall pdverkat din uppfattning
om talaren (positivt, negativt eller ingen paverkan)?

Ljudklipp 12. Vilken accent tror du detta &r?




Uppskattning av egen accent
Instruktion: Hér ber jag dig beddma vad du anser om din personliga accent. Du dr vilkommen

att stdlla frigor vid behov

1. Vill du utveckla/vidareutveckla en viss engelsk accent i? (Till exempel amerikansk,
brittisk, australiensisk)?

RL

[ 1Ngj

[ ]Osédker

2. Anser du att du har en accent nér du talar engelska och i sé fall vilken?

3. Om du anser att du har en viss accent 1 engelska, tycker du om den?




Appendix B. Informationsbrev till deltagare i studien om accent bias

Hej

Jag heter Anna Wenzel och studerar till ldrare i engelska vid Goteborgs universitet. Med detta
brev vill jag bjuda in dig till att delta i en studie om hur olika engelska accenter uppfattas av
elever. Studien dr en del av ett examensarbete och syftar till att undersoka hur elever reagerar
pa olika former av globala engelska accenter, sdsom kinesisk, indisk, svensk och andra
accenter.

Vad innebir studien?

Under studien kommer du att fa lyssna pé inspelningar av personer som talar engelska med
olika accenter. Efter varje inspelning kommer du skriftligen att f svara pa nagra fraigor om
dina intryck och uppfattningar om talaren. Fragorna kommer huvudsakligen vara utformade
som flervalsfragor dér du kryssar i det svar som stimmer bdst 6verens med din uppfattning.
Innan du far lyssna pa ljudklippen kommer du fa svara pd nagra bakgrundsfrdgor och efter
ljuduppspelningen finns ett fatal avslutningsfrdgor. Om du som deltagare ar under 15 ar
gammal, behdvs virdnadshavares tillatelse. Denna kan indirekt ges genom att
vardnadshavaren meddelar Anna om deltagande inte 6nskas. Om ingen aktivt nekande sker,
deltar du som elev automatiskt i studien.

Varfor iar din medverkan viktig?

Din medverkan dr mycket vardefull for att vi ska kunna forsta hur olika accenter uppfattas och
vilka fordomar som kan finnas. Resultaten fran studien kan bidra till att 6ka medvetenheten
om accent bias (forutbestdmda asikter om globala engelska accenter) och framja en mer
inkluderande och forstdende miljo.

Hur lang tid tar det?
Studien tar ungefar 30 minuter att genomfora och kommer att utforas under ett
lektionstillfille.

Sekretess och anonymitet

Alla svar kommer att behandlas konfidentiellt och anonymt. Ingen personlig information
kommer att delas eller anvdndas i rapporteringen av studiens resultat. Deltagande ar frivilligt
och du kan nér som helst avbryta din medverkan.

Kontaktinformation

Om du som elev eller vardnadshavare har nigra fragor eller funderingar kring studien, dr du
vilkommen att kontakta mig pd guswentan@student.gu.se eller 0735-603589. Det gér ocksd
bra att kontakta min handledare Monika Mondor (monika.mondor@sprak.gu.se).

Tack for att du tar dig tid att delta i denna studie. Din medverkan dr mycket uppskattad!
Med vénliga hélsningar,
Anna Wentzel

Goteborgs Universitet
guswentan(@student.gu.se
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