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Audio Description, Rhetoric and Multimodality

Cristina Alvarez de Morales
Facultad de Traduccié e Interpretacidn, Universidad de Granada, Spain
Email: cristinaalvarez@ugr.es

Abstract—This paper constitutes a theoretical reflection within the Project AMATRA of the University of
Granada (Spain), part of the European Project Technological on-line framework to integrate the work flow of
audiovisual accessible translation. We also are member of the Project PRA2 which is oriented towards
creating a technological website platform open to any user, where people, regardless of the functional
characteristics, can interact with any audiovisual resources. In the paper, we present the audio descriptive text
as a new modern discourse, a coherent oral text and a speech act according to the five phases of Quintilian
Rhetoric: inventio, dispositio, elocutio, memoria and actio. We also offer examples of the main tropes and
figures that ornament the audio descriptive text and make it a rhetorical discourse.

Index Terms—audio description, inventio, dispositio, elocutio, actio, rhetoric discourse

I. INTRODUCTION

AMATRA is a translation research group of the University of Granada with a theoretical interest in Access to
Knowledge, Multimodality and Translation training. This interest led us to create a data base of films with Spanish
audio description (AD) in order to analyze, through Multimodal Corpus Linguistics methods, the characteristics of
Spanish AD. Results from this analysis have a professional and a didactic application. They serve the double purpose of
being the basis to carry out AD reception experiments that may contribute to the improvement of existing AD
guidelines, and a valuable set of reference materials for AD training, AD training teaching, as well as for AD
professionals.

This paper constitutes a theoretical reflection within the Project AMATRA oriented towards creating a technological
website platform open to any user, where people, regardless of the functional characteristics, can interact with any
audiovisual resources. In the paper, we present the audio descriptive text as a new modern discourse, a coherent oral
text and a speech act according to the five phases of Quintilian Rhetoric: inventio, dispositio, elocutio, memoria and
actio. We also offer examples of the main tropes and figures that ornament the audio descriptive text and make it a
rhetorical discourse.

During the 21% century, we find that we are immersed in multiple and multicultural thought and thus we could speak
of a new foundation for academic knowledge that uses the studies on the audio descriptive text as the basis of the
complex theory of discourse.

The audio descriptive text makes sense only within a singular society; if Rhetoric was born in the polis, with
democracy as the frontier, Audio description can be considered within a social institution: the blind community. It is
born into a society able to admit social exclusion as an element of social integration. If Rhetoric seeks to build rhetorical
discourses to convince the audience concerning solutions to civil and political problems, the audio descriptive text
builds a text to bring artistic discourse closer to the blind audience.

Il. RHETORIC AND AUDIO DESCRIPTION (AD)

We know that Rhetoric is an art that teaches citizens to speak in public and it defends them by giving them the ability
to say anything they wish without being offensive with their words. The orator can create a world faithful to reality, a
world with a vision of the reality most adapted to the audience.

However, there is a mismatch between the real world and the “world” that we apprehend, think about, structure, or
try to explain to the others. Therefore, we do not transmit to the other people that the real things are really are there, but
rather they appear symbolized by the language, which enables us to build true discourse. As is well known, reality
cannot be expressed or thought about only with words.

In this sense, Rhetoric is an essential perspective to persuade listeners, who receive the text depending on different
communicative situations, sometimes completely opposed to the sensitive world of blind people. Therefore, in this
paper, we contend that rhetorical discourse and AD can be, and in fact must be, understood as a real act of
communication. However, it is a real act of speech also because it makes it possible for the audio descriptive text to be
understood as rhetorical discourse, a coherent and functional text.

In this sense, it is important for the audio describer to be conscious of using language in order to build persuasive
speech—that is, “attractive, convincing, and provocative worlds”—because these resulting discourses, these audio
descriptive scripts, try to win followers: blind people completely able to share the feelings and opinions created by the
social establishment.
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In the same way as traditional Rhetoric acted at the beginning of the history of literature, AD starts to be considered
as an art: the art of creating coherent discourses using the same ornaments that the Rhetoric used.

Rhetoric does not in fact need to know the reality of things because it is a sort of artisan of persuasion. It presupposes
the teaching of languages and literature from the orator based on many meditative readings and a sort of familiarity with
poets and stylists from everywhere. Something similar occurs with AD, because we consider it to be a technique (tekné.
As a new rhetorical discourse, it uses the prior knowledge of the audio describer, new materials to remake the audio
descriptive script in order to move the sensitive world of the blind people.

Thus, it could be said that the art of AD, if we understand that the audio descriptive text is an artistic text, in a
lotmanian way, as Alvarez de Morales (2010) argues, recovers part of the essence of Quintilian Rhetoric, because its
matter is built by all the themes and plots used by the audio describer who is interested in collecting, from the text
prepared by himself/herself, all the particular elements which are part of the plot and genre treated in the film.

If the orators had to use their language taking advantage of their own text, and combining their intelligence with the
emotional effect and the vivacity of the images of the recreated world, the audio describers, based on the oratory
exercises of eloquence, will be able to write their scripts. They will perform this task based on the units of meaning that
are part of the textual “corpus” able to serve as a channel of information between the world who can see and those who
cannot.

As is well known, Rhetoric, step by step, and throughout the history, started to open a path and entered new fields of
knowledge such as the Literature, Hermeneutics, or Aesthetics, which were the last disciplines to be influenced by the
art of persuasion. During the 18™ and 19™ century, Rhetoric was open to the studies dedicated to Speech Acts and to
Communication. Hence, Rhetoric was not equivalent to padding, affectiveness, or sophistication but it implied the art of
organizing language from the main five oratory functions studied and defined by Quintilian: inventio, dispositio,
elocutio, memory and actio. Four of these appear clearly in the audio descriptive script (but the memory, because the
audio descriptive script is expressed but not memorized, only in the case of the AD of the theatre).

I11. AUDIO DESCRIPTION: A NEW SPEECH ACT

Austin and Searle were the creators of the Theory of the Speech Act, and this Theory contends that to speak is to
make a speech act, considering the context as one of the most important parts of the script and (apart from the meanings)
and considering also the illocutionary force® that must be interpreted taking into account the totality of the speech act. In
sum, in the speech act, we must interpret the semantic meaning of the words used by the speakers, interpreted as a
pragmatic meaning, which is the same meaning as audio describers use when creating their text susceptible to being
divided into many units of meanings.

Tropes and figures of diction and thought are born from the illocutionary act of speech, considering the illocutionary
value as a true one. Thus, tropes such as metaphor, metonymy, hyperbole and irony, or figures of diction and thought
are located in a certain situation, in a context, in a speech act; taking into account the importance of the relationship
between the speaker and the listener, they result from the speaker’s intention in exhorting the listener. In this sense, we
should remember Austin’s (1962) assertion: “The speech act will be successful if the circumstances that the words
expressed are appropriate somehow” (p.49). The same applies to the audiodescriptive text because we can locate in it
the tropes and figures that confer the audiodescriptive text an illocutionary character, its essence of a speech act. One
example of this situation is the analysis of some audiodescriptive scripts of different films tagged throughout the
software TAGGETTI used for the members of AMATRA Project.

! Illocutionary force: what words do as carriers of the speaker’s intention.
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Figure 1. Caption of the Taggetti software used to tagged the audio descriptive script

In these scripts, we find a large number of tropes (they are short of figures) which slide across the AD text,
ornamenting them and conferring them a stressed artistic aspect.

We know that the pragmatic dimension of the speech act has to do with Semantics and Syntax as well. The syntax
will determine the type of text or discourse we have to examine, as the Spanish Stylists said: “the human being
reorganizes the world with the puzzle of the language which is full of metaphors”. Consequently, audio describers who
are the absolute creators of their text can build the audiodescriptive script peppered by metaphor, metonymy and
different tropes, all being considered ornaments of the new rhetorical discourse.

In this sense, we should remember that Rhetoric is essentially pragmatic because it studies the speech act in a certain
way: in the middle of a linguistic situation. The AD acts in the same way because it seeks to make the blind person
receive the real world described by the audio describer who validates his/her own text based on images, sound, and
context recreated in the film. If we write a discourse for a particular auditory/audience we influence them, so that the
language we use is important in order to make what we say understood. In addition, the AD is sensitive about building
intelligible and correct sentences, but we must know the world which is common to all of us. Finally, the audio
describer must know the complex mechanism of cognition which is seeks to make efficient use of the common symbols
used by the speaker and the receiver. Thus, the AD rhetorical discourse will be locutionary, if it transmits some
information. Rhetorical discourse is always illocutionary, as well as the audio descriptive text. It is illocutionary, if the
sentence is transmitted next to an associated force related to the verbs: order, promise, insult, object, etc. Rhetorical
discourse implies the persuasion of the audience who attentively listens to the orator. The audio descriptive text, on the
other hand, achieves its function, too, because it uses adjacent verbs to the theme of the audio descriptive script and
many of them are verbs oriented to make the text closer to the particular world of the blind person, in the sense that the
text influences the blind person, at least persuading him/her and making him/her identified with the reality represented
by images that the blind cannot perceive.

Finally, perlocutionary, when the sentence determines some reactions in the audience according to the special
circumstances, the rhetorical discourse always has to do with this speech act. However, the audio descriptive text does
not, because it depends on the emphasis that the audio describer can give to his/her script and it depends on the
speaker’s capacity to transmit an important emotional charge to the blind people, who answer the description with
different reactions: smiling, crying, shouting, etc. L&pez Eire (2000) says that “Rhetoric is an art which teaches us to
create acts of speech that have the force to make the judges absolve or condemn the victim, to make the blind people
suffer or enjoy, depending on the emotions they listen to” (p.202).

Rhetoric then studies rhetorical discourse which is a complete, closed linguistic text that results unitary and coherent
thanks to its pragmatic meaning which makes it a functional one. It is coherent also because the audio describer thinks
of it, structures it, verbalizes it and represents it with a determined and well-defined intention that it is seen in the theme
of the discourse, the theme of the discourse being the object of attention of the audio describer when he/she prepares the
discourse to be in tune later with the receiver, who is the centre of the emission.
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We might recall that Grice, in his Principle of Cooperation, invites the audience to joint to him in the contemplation
of the narrated sequences to evaluate them and to answer to them. His intention was not only for the listener to believe it
but as Grice (1989) defends, to be able to feel the things explained from an imaginative and affectionate viewpoint.

IVV. AUDIO DESCRIPTION: A TAUTOLOGY OF SEMIOTIC AND RHETORIC OF COMMUNICATION

As mentioned above, Rhetoric is a science of conceptual representations of the statements of discourse because it
studies the speech acts that influence the audience due to the message so well prepared by the audio describers.

In this sense, Rhetoric is closely related to the Theory of Communication based in the Theory of Relevance and
defending the maximum cognitive effect gained with the minimum effort of processing the act of cognition as a speech
act.

We believe that, in the future, Rhetoric must work closely with Pragmatics, which considers communication to be the
consciousness of the soul-that is, communication is not only a process of transmission but a selection of information
and participation, because communicators select from among all information offered to them. Therefore,
“communication is selection, not intention™. The AD starts from this premise because despite that the audio descriptive
text can move, the main task of the audio describer is to select among all the material he/she has in order to prepare a
coherent and thematically cohesive discourse, able to order and clarify human experience.

Thus, we recognize that AD, taken as a sort of modern Rhetoric is very close to social Pragmatics in the best sense,
because it implies the study of the speech act, and as Habermas (1973) says “speech and action are interpreted by each
other” (p.237) and they never appear separated in the frame of social life.

In fact, the audio describer will centre his/her attention in one or more aspects of the traditional Rhetoric like the
dispositio or elocutio and on many occasions in the total process of the Rhetoric phenomenon from a semiotic
standpoint. In the sense that Rhetoric is a sort of secondary grammar, a grammar of the devices of the primary rules
which make up proper grammar. It is a grammar that contains a system of rules of the persuasive linguistic
configuration. It is a grammar of the language created by the orator to target the audience.

Thus, due to the integration of Rhetoric in the Semiotics, the Linguistic of the Text and the Pragmatic, discourse can
be successfully analysed with the literary text or the audio descriptive script.

Semiotics or the Science of the Signs of the texts throughout the Linguistic of the Texts runs into Pragmatics, which
is the science in the relation to interpreters, because it studies the communicative speech act as such act, the speech as
the use of the language by the speaker taking into account the following aspects: the context as the identity of
personality of the participants in the act of communication, the spatial and temporal functions, the features in the
communicative act, the believes, the knowledge and intention of the audio describers and many other circumstances
around the speech act.

V. WHERE IS THE AUDIO DESCRIPTION INTO THE LINGUISTIC TEXT LOCATED?

The Linguistic of Text will see in the AD text the result of different operations prepared to localize the external
semantic materials (inventio) and the internal ones (dispositio).

In this macro text the coherence results from the intentionality of the author in a single act of speech and the
adaptation of the speaker to the communicative situation, expressed in the text as a sum of linguistic signs of great
complexity that are used as a framework of syntactic, semantic, and semiotic relations.

RHETORIC PRAGMATIC OF TEXT AD SCRIPT

Inventio Extensional material (ideas used) Units of meanings (Taggetti)
Dispositio Macro intentional Structures Statements (Taggetti)
Elocutio Micro intentional Structures Sentences (Taggetti)

Figure 2. Table of representation of these linguistic signs

Dispositio is responsible for the coherence of the rhetorical discourse in all dimensions and it results from the
adaptation of the whole Rhetoric discourse and, from each of the constitutive elements and resources that unleashes in
the audio describer the determination of intervention to modify the previous situation. The opportunity is a concept
from the Medicine in the Athens of 5" century B.C., and it is understood as the principle which guides the process of
preparation and the deliver of the rhetoric speech because it determines the inventio (ideas to express), the dispositio
(order of these ideas) and the elocutio (expression of the ideas).

If the audio describer does not connect with the audience because his/her discourse fails, the opportunity of the
discourse must be valued, the adaptation to the place, the moment, the mentality and the particular vision of the world
that the blind people have.

We should not forget that to compose a successful text, we need two prior conditions: the first is to complete levels
of form and content and the second is to attain the perfection of the text as well as the level of action at which the

2 Niklas Luhman (1984). Soziale System. Grundriss einer allgemeinen Theorie: Frankfurt.
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linguistic use is controlled. A good rhetorical discourse has well-adapted syntax to create a coherent and functional text
with a great success in the communication.

VI. QUINTILIAN RHETORIC AND AUDIO DESCRIPTIVE TEXT

As it is known, text is not the same thing as discourse. Text is any written piece with an explicit typographic limit,
but the discourse is the result of the integration of the text, the voice, the gestures inserted into the framework of the
rhetorical communicative act as a phenomenon®. In this sense, the text itself will be understood as a discursive
rhetorical text in the Quintilian sense due to the five different phases of rhetorical discourse: invention, disposition,
elocution, memory, and action.

We should remember that inventio is a complex rhetoric operation consisting of a method of discovering materials
that prove the cause invented by the orator. Inventio is the first rhetoric operation® to obtain a good interpretation
through the discourse, as Pujante (2003) argues is “the adventure of building a discourse is the adventure of interpreting
a part of the world” (p.13), of making a meaning or a corpus of units of meanings, as the units organized by the audio
describer in his/her text.

Steiner thought that rhetorical discourse created structures of values, meanings, and suppositions®.

The second rhetoric operation studied by Quintilian is the dispositio, which consists of the presentation of the facts as
we think they have occurred. It is the view of the past, the future or the present regarding certain facts. When we are
studying, the facts described are the most effective indicators of this rhetorical operation. Cicero® pointed out three
types of narration: i) description of the state of things, ii) an external digression from the cause, is a narration into the
narration (when we narrate an example), and iii), the literary narration that contains the fibula, the story and the fiction.

Thus, the AD can lie within the limits of the type i) of Ciceronian narration, but using the other types also (e.g. when
the audio describer uses the cinematographic techniques of flashback, etc.)’.

With the dispositio, we realize that the discursive materials must be described within distinct limits by the three
narrative virtues: clarity, shortness, and likeliness. With clarity, we make the narration completely comprehensible to a
blind person. With shortness, we omit every superfluous thing, and, with the likeliness, we make all the narrative facts
coherent in the total narration.

In summary, during the rhetorical act something occurs on two different levels: the level of expression and the level
of the narrative structure (dispositio and elocutio, respectively). Today, theoretical studies have recovered the
relationship between the meaning and the structure of the narrative elements: when a tale or a novel is understood as a
complex sign and it is studied as the integration of the different levels to build complex meanings.

The importance of the dispositio is manifested in two versions: 1) the modern reflection on the narrative structures
based on the disposition in res (thematic organization) and verba (narrative structures) and 2) the reflections that are
born from it. The dispositio opens the way to the inventio, so that the audio describer must be able to be an intelligent
man delivered with all his forces to the “disembowel of the confusing cause” as Pujante argues (2003). This observation
should be directed to the looking for the materials and the order of the significant construction of all of them.

With the elocutio the facts created in the mind by the audio describer are expressed. Thus, the thoughts are stated
with accuracy. During this phase the audio describer realizes that the expressive virtues: purity, clarity and
ornamentation must always be fulfilled. Purity is a grammatical virtue. The objective of clarity is to be understood. And
embellishment is to ornament the discourse thanks to the tropes of figures of diction or thoughts.

The memory is the 4™ Quintilian operation but it may take into account only in the AD of the Theatre, and not always.
The audio describer needs to sharpen his/her perception of the referential world to express it in the AD script. In this
sense, he/she must to know previously in the performance any single signs, words or gestures, in case he/she has to
improvise and remind the actors of what they forget.

And finally, the Actio is determined by the own reception of the Rhetoric discourse or the AD text by the blind
audience.

VII. TROPES AND FIGURES IN THE AUDIO DESCRIPTIVE SCRIPT

The audio describer, as creator of the audio Rhetoric discourse must be able to distinguish between tropes and figures,
knowing that the trope represents a mutation, a translation of meaning but not in the figure, because the figure consists
on the full form of a sentence or thought, in a reasonable change, a change in the words or in the sense, depending on
the manner of speaking.

® The definition we use for discourse is taken from David Pujante’s Theory of Rhetoric because we consider it the most appropriate for our definition
of a rhetoric AD text (Pujante, D. (2003). Manual de Retcrica. Castalia Universidad: Madrid).

* The Quintilian Rhetoric operations are: inventio, dispositio, elocutio, memoria and actio.

® Steiner, G. (1998). Errata. Madrid: Siruela: 13.

® Cicerdn, M.T. (1976). De Inventione. London-Cambridge U.P.

" In the AD script of the Spanish film Del rosa al amarillo, we find the case of the William, the main character of the film when he dreams about the
First World War. Or in the case of the film Citizen Kane, when the main character remembers his childhood, and the AD script uses the technique of
the flashback to describe it.
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Quintilian distinguished the tropes depending on their meaning or depending on the way of expressing their
ornamentation of the text. He studied some tropes such as the metaphor, metonymy, synecdoche, antonomasia, irony,
periphrasis, hyperbole, emphasis and litotes. In this paper, we realized that they appeared in some of the AD scripts
tagged by the software TAGGETTI. Therefore, we have discovered that the tropes are the usual elements of
ornamentation use by the audio describer in his AD text. Let us see some examples from different films shown by the
Spanish National Organization of the Blind People (ONCE) that works with us in the Project AMATRA. In this sense,
we will offer firstly the definition of the tropes from a Dictionary of literary terms® and, secondly some examples of six
tagged script where we have found these tropes.

Metaphor

Cuddon (1986) defines metaphor as “a figure of speech in which one thing is described in terms of another. It is the
basic figure in poetry. A comparison is usually implicit; whereas in simile it is explicit” (p.391).

Examples of metaphors in the AD script of the Spanish film Del rosa al Amarillo®:

(1) William wakes up with the First World War on the Russian Snowed Steppe, German soldiers attack under a rain
of bombs.

Metonymy

Cuddon (1986) defines metonymy as ““a figure of speech in which the name of an attribute or a thing is substituted for
the thing itself. Common examples are ‘The Stage’ for the theatrical profession; ‘The Crown’ for the monarchy” (p.394).

Examples of metonymy in the AD script of the film French Connection®:

(2) The Lincoln is parked next to him.

From the same script:

(3) Inthe morning Jimmy and Budd’s Ford is parked near a bar called Ratner’s.

Synecdoche

Cuddon (1986) defines synecdoche as “a figure of speech in which the part stands for the whole, as thus something
else is understood within the thing mentioned” (p.676).

Examples of synecdoche in the AD script of the film Ben Hur'*:

(5) Ben Hur came near the rest.

(6) He overtakes the sixth.

Antonomasia

Cuddon (1986) defines antonomasia as “a figure of speech in which an epithet, or the name of an office or dignity is
substituted for a proper name” (p.50).

Examples of antonomasia in the AD script of the film Ben Hur:

(7) The Caid asks the Roman for patience.

(8) Mesala brings the knives closer to the Corinthian wheel.

Irony

Cuddon (1986) says that irony “In Plato’s Republic where it has approximately the meaning of ‘a glib’ and
underhand way of taking people in (...)” (p.335).

Examples of irony in the AD script of the film Del rosa al amarillo:

(9) There is a section of Spanish soldiers of the Blue Division with them who attacks in a chaotic way producing
surrealist images, it was almost a joke.

Periphrasis

Cuddon (1986) defines periphrasis as “a roundabout way of speaking or writing; known also as circumlocution; thus,
using many or very long words where a few or simple words will do” (p.500).

Examples of periphrasis in the AD script of the film Chariots of fire'*:

(10) Eric gives a gift to a boy. Eric is sitting in front of a table. Next to him his family and the chancellor are sitting.
He looks at a man next to him.

Hyperbole

Cuddon (1986) defines hyperbole as “a figure of speech which contains an exaggeration for emphasis” (p.316).

Examples of hyperbole in the AD script of the film Del rosa al amarillo:

(11) There is a soldier who attacks with an open umbrella to support the rain.

Emphasis

Cuddon (1986) defines emphasis as a “stress laid on a word or words to indicate special meaning or importance”
(p.461).

Examples of Emphasis in the AD script of the film Del rosa al amarillo:

(12) The screen turns in pink colour. From a heart appears the image that makes William to dream: Margaret and he
were walking down the beach.

& Cuddon, J.A. 1986. A Dictionary of Literary Terms. London: Penguin Book.

® Del rosa al amarillo (Manuel Summers, 1963; AD: Javier Navarrete, 1998).

0 Erench Connection (William Friedkin, 1971; AD: JoséAntonio Alvarez, 2003).
™ Ben Hur (William Wyler, 1985; AD Antonio V&quez, 2008).

%2 Chariots of fire (Hugo Hudson, 1981; AD: Jos&Antonio Alvarez, 2005).
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Litotes

Cuddon (1986) defines litotes as “a figure of speech which contains an understatement for emphasis, and is therefore
the opposite of hyperbole. Often used in everyday speech (frequently with a negative assertion) and usually with laconic
or ironic intentions. A stock instance is ‘not bad’ meaning ‘very good’ (p.366).

Examples of litotes in the AD script of the film Chariots of Fire:

(13) Eric runs quickly and he maintains the distance from his rivals. Nobody can catch him. He runs straight to the
end.

At this point in the discourse created by the audio describer we find many examples of ornamentation by the tropes.
The figures of diction and thought can be elements of ornamenting a rhetoric text, but in the case of the AD they do not
appear so frequently. The figure in his literate sense is a form (of the body), and in this case is an expressive form, the
oral one. In the traditional Rhetoric the figures were known as schema, which consists in a reasonable change of the
meaning or the words from the vulgar mode to a simple one. The figures are: figures of diction, that affect the linguistic
expression (schemata) and figures of thought. All are grammatical figures and they consist of morphological and
syntactic devices, as the rhetoric figures which are figures of words but with a different grammatical device. But the
repetition, the rest of the figures of diction or thought do not appear in the AD discourse.

VIIl. CONCLUSIONS

The audio descriptive text can be and should be considered (in our opinion) to be modern rhetoric discourse, a
coherent oral text and at the same time a functional act of speech. Giving some examples of the traditional Rhetoric and
comparing them with the audio descriptive scripts, we find that four of the Quintilian rhetorical phases appear in the AD
discourse as well. Thus, the audio describer using them in a script can draw the blind audience closer to the artistic text,
which is intended to be a cohesive and coherent multimodal oral discourse in a rhetorical way.
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Abstract—This article reports on the self-correction of Iranian EFL learners, their preferences regarding
corrective feedback and the speech act through which they correct their own mistakes. The participants were
160 EFL learners from different language institutes, who have been selected from females and males, adults
and teenagers and three different proficiency levels- starter, intermediate and advanced. A questionnaire was
designed which proposed a situation where a mistake is made. Based on the frequency and percentage of the
options selected by the participants, the provided answers were analyzed and the influence of age, gender and
proficiency level on the speech act of correction was discussed in detail. The obtained results suggested that
Iranian EFL learners prefer self-correction to teacher and peer correction when they themselves notice a
mistake in their utterances.

Index Terms—self-correction, speech act, corrective feedback

I. INTRODUCTION

In most foreign language classrooms, the sociocultural context of the language is taken for granted. However, we
must keep in mind that to achieve the communicative goal in ELT classrooms, not only the sociolinguistic ability of the
learners but also their sociocultural knowledge must be given heed to by EFL/ ESL teachers. A major field which can
help in this regard is that of ‘speech acts’. Since learners need to use speech acts in all daily interactions, they must be
taught how to produce, interpret and comprehend them (Johnstone, 2008).

‘Speech Act’ which is a “functional unit in communication” (Cohen, 1996, p. 384; Richards & Schmidt, 2002, p.
498), consists of actions such as requesting, apologizing, commanding etc. (Yule, 1996). Speech act theory, brought
forth by the philosopher John Austin (1962) and later developed by John Searle (1969), “analyses the role of utterances
in relation to the behavior of the speaker and hearer in interpersonal communication” (Crystal, 2003, p. 427). There are
various speech acts with which learners need to be familiarized such as gratitude, apology, request etc.

One of the speech acts which requires to be investigated and has been left somehow untouched is ‘the speech act of
correction’. Therefore, in this study we are about to explore how Iranian EFL learners perform self-correction if they
make a mistake, and whether they differ in their speech acts or their preferences if their age, gender, proficiency level or
culture change.

Il. THEORETICAL FRAMEWORK

Correction is called for in any ELT class since learners consider correction as a source of improvement (Chaudron,
1988, as cited in Celce-Murcia, 2001), but it is the teacher who determines the most proper time for correction, the best
type of that and whether to correct or not. There are different types of correction (Brown, 2007; Celce-Murcia, 2001):
Explicit/ Direct (Brown, 2007), Implicit/ Indirect (Richards & Schmidt, 2002), Peer-correction (Paulston & Bruder,
1976), Self-correction (Swain, 1985), Clarification request, Repetition, Recast, Metalinguistic feedback, Elicitation
(Brown, 2007).

According to Brown (2007, p. 379), corrective feedback includes responses to learners’ produced utterances which
“repair” or “call attention” to their errors. When a mistake is made in ELT classrooms, it might be corrected by the
teacher, the learner or others. Overall, the situations where learners make the correction are as follows:
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Teacher makes a mistake (teacher-correction)

Peers make a mistake (peer-correction)

They themselves make a mistake (self-correction)

In the current study, we are dealing with the third type, and therefore it will be discussed in detail. Self-correction as
defined by Sultana (2009, p. 11), is “the technique which engages students to correct their own errors”. In other words,
self-correction happens when “the speaker hears himself/ herself make a mistake in pronunciation, grammar, choice of
words etc. and immediately corrects it” (Lam, 2006, p. 144).

A concept which is closely connected with self-correction is ‘learner autonomy’, i.e. when learners are encouraged to
correct their own mistakes, not only they become independent, but also as Makino (1993, p. 340) puts it, they are given
“an opportunity to consider and activate their linguistic competence, so that they can be active participants”. Therefore,
as many scholars have already suggested (e.g. Makino, 1993, Rief, 1990), teacher correction might be very helpful to
some learners, but self-correction might be more beneficial to others and must be encouraged.

Havranek and Cesnik (2001) believe that when learners can perform self-correction, it means that they know the
correct form or may have it as an alternative in mind. “What is missing is fine-tuning, confirmation of the correct
alternative, and routine access to it”, which is achieved through self-correction” (p. 107). So what teachers are required
to do is to ‘involve’ learners, and therefore foster learning.

“A student’s utterance that immediately follows the teacher’s feedback and that constitutes a reaction in some way to
the teacher’s intention to draw attention to some aspect of the student’s initial utterance” is called ‘uptake’ (Lyster &
Ranta, 1997, p.49). Therefore, when a learner produces an erroneous utterance, it may be followed by teacher’s
feedback resulting in teacher-initiated correction which is uptake, or the error might be noticed and corrected by the
learner himself/ herself which might lead to a self-initiated correction.

In recent learner-centered educational settings where collaborative learning is exercised and learner autonomy is
highlighted, ‘self-correction’ is required and has been proved essential (Edwards, 2000; Rief, 1990; Sultana, 2009).
However, as Sultana (2009) also suggests, the specific educational context and learners’ demands must be examined
carefully before the application of any method or technique.

Hitherto, plenty of research has been carried out on speech acts in English including various cross-cultural studies
which have compared and contrasted English speech acts with those of other languages such as Persian, Chinese,
Japanese, Spanish, and Turkish. Speech acts such as compliment (e.g. Grossi 2009, Tang & Zhang 2008), refusal (e.g.
Chang 2008, Ken, Lin & Tseng 2006), request (e.g. Kilickaya 2010, Jalilifar 2009), apology (e.g. Shariati & Chamani
2009, Afghari 2007), complaint (e.g. Young 2008, Umar 2006), and disagreement (e.g. Guodong & Jing 2005) have
been dealt with so far.

As it is obvious, one of the noteworthy speech acts which has not captured researchers’ interest is the speech act of
correction, though it is quite significant in teaching. There are merely a few studies available in this realm such as those
of Takahashi and Beebe (1993) and Pishghadam and Kermanshahi (in press).

The issue of ‘correction’ has also been dealt with a lot so far. Among copious research on correction, we can refer to
that of Panova and Lyster (2002) who observed patterns of error treatment in ESL classrooms and tried to find a
relationship between feedback type and learners’ response. Many researchers highlighted the type of correction favored
by teachers and learners and concluded that teachers prefer indirect correction (Ellis, Basturkmen, & Loewen, 2001).
Some other researchers such as Vickers and Ene (2006) examined correction in writing who concluded that the most
effective type is self-correction since it leads to greater grammatical accuracy. Still other scholars studied peer
correction in writing and ESP courses or investigated its effectiveness (Edwards, 2000; Rollinson, 2005; Hansen & Liu,
2005).

What matters most in all mentioned situations is the speech act through which correction is made. However,
unfortunately, few studies have analyzed the speech act of correction in depth so far and have focused on learner
correction as well- Takahashi and Beebe (1993) and Pishghadam and Kermanshahi (in press). In these studies only two
aspects of learner correction have been investigated and those are learners correcting teachers and learners correcting
peers, not the aspect under study in the current research_ learners correcting themselves.

I1l. PURPOSE OF THE STUDY

As mentioned earlier, it seems that a great deal of research has been carried out in other realms of speech acts
including refusals, requests, apologies, compliments, complaints etc. However, the speech act of correction had
remained somehow untouched. Moreover, there are plenty of studies (e.g. Havranek & Cesnik, 2001; Rief, 1990;
Schegloff, Jefferson, & Sacks, 1977; Sultana, 2009) which studied the issue of self-correction, all focusing on the
distinction between self and other-correction, advantages and disadvantages of giving feedback by the teacher or
learners themselves, the relationship between learner characteristics and the effectiveness of corrective feedback.
However, none of these researchers highlighted the speech act through which a learner corrects himself/ herself.
Therefore, paucity of research in this realm makes this particular study significant, with the chief purpose of delving
into ELT classrooms to discern how EFL learners self-correct, whether the speech act of correction differs among
different age groups, whether males and females apply the same speech acts for correction and how culture influences
the way learners give feedback.
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IV. METHODOLOGY

A. Setting and Participants

This research was carried out in language institutes in Mashhad, a city in Iran, and a community sample of 160 EFL
learners participated, comprising 80 males and 80 females aged between 15 and 45. In this study, age, gender,
proficiency level are the three variables whose roles were to be examined. First, to determine the role of proficiency
level in the speech act of correction, the sample comprises EFL learners of three different levels— starter (N=50),
intermediate (N=50), and advanced (N=50). Second, the present study seeks to figure out whether age plays any crucial
role in the corrective behavior or not; so among the participants 80 are adults and 80 are teenagers. Third, the effect of
gender on the use of speech act of correction was a salient point to be investigated in this research.

B. Instrumentation

Among various methods of data collection on speech acts, the most straightforward one which will gather a lot of
data at full pelt is through discourse completion questionnaires (Cohen, 1996).

For collecting data, a questionnaire was designed based on the guidelines provided by Takahashi and Beebe (1993),
Pishghadam and Kermanshahi (in press), and personal teaching experiences. There is a situation where a mistake is
made by the learner himself/ herself and the participants must pen how they would react to their own mistake. Four
options were provided to aid the participants, and a space to write their opinion if it was not included, as it follows:

Situation

You are a student in an English class. You make an example and at the end you realize you made a mistake; instead
of ‘they had gone’ you have said ‘they have gone’.

A) 1 would probably say nothing. O

B) ‘Oh, no excuse me... They had gone’. (1

C) I’d ask my friend ‘was it correct’? [

D) I"d wait for the teacher to correct and then Id say ‘yes’. [J

[0 Something €ISe: ....ovivininririii e

The content validity of this questionnaire was substantiated through a pilot study in which 60 EFL learners took part.
On the recommendations of an expert in this field and based on the feedback received from participants, questions were
revised and ambiguities were removed.

C. Procedure

In October (2010), at the beginning of a new semester in language institutes, the process of data collection started and
it ended in December (2010) after 3 months. The designed questionnaires were distributed among EFL learners in
different language institutes. Their classes were interrupted for 10 minutes by kind permission of their teachers; some
instructions and needed guidance were provided by the researchers before responding. Then, the participants had about
3 minutes to read the situation and options and to decide on their responses. The questionnaires were collected
afterwards to be analyzed.

The options selected by the respondents were transformed into tables displaying the frequency and percentage of
each, and three tables were compiled, each focusing on one of the variables under study. Then, the tables were analyzed
qualitatively through comparing and contrasting the options. The participants of each group — males and females, adults
and teenagers, starter, intermediate and advanced learners — were compared and the results were discussed.

V. RESULTS

In the designed questionnaire, learners are asked to mention how they would react if they make a mistake in
answering a question, and there are four options to be checked off in this situation. Based on the collected data, the
influence of the three different variables are to be examined (gender, age and proficiency level). For the first part of the
analysis, we are to demonstrate whether females’ and males’ self-correction differs, and if it does what the differences
are, i.e. what the role of gender in self-correction is.

TABLE I.
FREQUENCY AND PERCENTAGE OF ANSWERS TO EACH OPTION CONSIDERING GENDER
Variables A B C D
Options
male 5 3.1% | 43 26.8% 17 10.6% 19 11.8%
female 5 3.1% J 58 36.2% 9 5.6% 17 10.6%

According to Table 1, males and females do not differ in the priority they have given to the options. Both groups
selected option ‘B’ more than any other option (36.2% of females and 26.8% of males):
Oh, no excuse me... ‘They had gone’.
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This indicates that no matter what the gender is, learners try to self-correct when realizing a mistake in their utterance.
And they might add exclamations such as “oh, no!” or “excuse me” to show they have realized the mistake.

The second option selected by most male and female learners is option ‘D’. 11.8% of males and 10.6% of females
opted for this option in the second place:

I’d wait for the teacher to correct and then I’d say ‘yes’.

It can be inferred that Iranian EFL learners try to correct themselves in the first place, if not, they would rely on the
teacher to do that and they would merely confirm. Less number of them rely on peers for correction (option C), and
very few of them tend not to correct at all. The summary of the results obtained for the first part are displayed below:

males B >D>C>A
females B>D>C>A
TABLE II.
FREQUENCY AND PERCENTAGE OF ANSWERS TO EACH OPTION CONSIDERING AGE
Variables A B C D
Options

adult 4 2.5% J 53 33.1% 13 8.1% 14 8.75%
teenager 4 2.5% | 49 30.6% 13 8.1% 21 13.1%

The obtained results for part two -the influence of age on self-correction- seem to be exactly the same as that of the
previous part with minute differences in percentage of each. Both adults and teenagers opted for option ‘B’ more than
the other ones (33.1% of males and 30.6% of females). The second favored option by both groups is again option ‘D’,
the third one ‘C’ and the last one ‘A’.

Up to this point we can deduce that neither Iranian male and female EFL learners differ in the way they self-correct,
nor adults and teenagers, i.e. gender and age do not play any significant role in the process of self-correction by Iranian
EFL learners. Moreover, it is inferred that they mostly tend to correct themselves at the first onset, and will rely on the
teacher in the second place or their peers at the end. The summary of results about the effect of age is displayed below:

Adults B>D>C>A
Teenagers B>D>C>A
TABLE Il
FREQUENCY AND PERCENTAGE OF ANSWERS TO EACH OPTION CONSIDERING LEVEL OF PROFICIENCY
Variable A B C D
ptions

starter 3 2% 31 20.6% 10 6.6% 12 8%
intermediate 1 0.6% 35 23.3% 8 5.3% 10 6.6%
advanced 5 3.3% 31 20.6% 10 6.6% 11 7.3%

According to Table 3, most starters (20.6%), intermediate learners (23.3%) and advanced students (20.6%) selected
option ‘B’ (self-correction) as the most favored one. The next selected options are ‘D’ (reliance on teacher), ‘C’
(reliance on peers) and ‘A’ (no correction) in sequence. Therefore, it is inferred that Iranian EFL learners at any
proficiency level, seem to correct themselves when noticing a mistake, that is even if they are starters, they first rely on
themselves and then on the teacher or classmates. The results of the role of proficiency level in self-correction are
summarized below:

Starter B>D>C>A
Intermediate B>D>C>A
Advanced B>D>C>A

Overall, based on the results of the current study, age, gender and proficiency level do not play any major role in
Iranian EFL learners’ self-correction, that is no matter what the age, gender and proficiency level are, most of them
prefer to correct themselves if they make a mistake.

V1. DISCUSSION

According to the presented findings in the previous section, Iranian EFL learners tend to self-correct when they
notice a mistake in their utterance, independent from their age, gender or level of proficiency. This might be closely
connected to the idea of ‘learner autonomy’. They try to be independent from the teacher or peers when repairing.
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A salient point to be discussed is the distinction between ‘self-correction’ and ‘other-correction’. The participants of
the current study seemed to be more interested in the first one rather than the latter. As Schegloff, et al. (1977, p. 361)
define them, self-correction is done “by the speaker of that which is being corrected” and other-correction is “correction
by some ‘other’ . In the current setting, the others are the teacher and peers; therefore, it may be due to the growth of
the idea of ‘learner autonomy’ in educational context of Iran, or some innate characteristics of Iranian learners such as
‘self-reliance’, that they mostly prefer to rely on themselves rather than the ‘others’.

The role of culture and environment can also be highlighted here. Iranian EFL learners seemed to be interested in
self-correction and self-reliance, so this is open to more research to examine whether it is the same in other cultures,
whether other EFL learners prefer self-correction to teacher correction and peer correction if they notice a mistake in
their utterance or not. And how they would correct themselves would be of great importance, i.e. the question arises
whether or not they would apply similar speech act of correction.

The process of self-correction is closely connected to another issue, i.e. the initiation of the correction. Sometimes it
is self-initiated and sometimes ‘other-initiated’. If the learner makes a mistake, the teacher repeats or highlights the
erroneous part in some way, and the learner self-corrects, it would be teacher-initiated. However, as Havranek and
Cesnik (2001) indicate, “when the learner is able to self-correct he probably already has at least partial knowledge of
the correct structure or is considering it as an alternative”, so sometimes the correction is self-initiated. In the proposed
situation of the current study, the latter type is suggested, i.e. the learners themselves notice there is a mistake, and
therefore the results are confined to that.

As it has been previously mentioned, regarding the interlocutors in an ELT classroom, there are three types of
correction for a mistake by learners: teacher correction, peer correction and self-correction. Though the first two types
have been proved helpful (Pishghadam & Kermanshahi, in press), there are also some disadvantages with them. When
the teacher corrects learners, his/ her authoritative role is reinforced and that is in contrast with cooperative learning,
and when peers correct their friends it may lead to “open conflict” between them as they are “all highly competitive in
nature” (Edwards, 2000, p. 294).

No method of correction by itself has been proved effective, and self-correction is not an exception. However, there
are some positive points about it which motivates teachers in its application. When learners are involved in something
they will learn it better than the time they are passive, and as Havranek and Cesnik (2001, p. 107) put it, in the process
of self-correction the learner is “actively involved and must make an effort in order to correct himself”, and therefore it
will lead to learning. Benjamin Franklin’s quotation can well summarize the mentioned points: “Tell me and I forget.
Teach me and I remember. Involve me and I learn.”

Examining the results of this study, several implications are put forward; first, it will bring about consciousness-
raising of those involved in EFL/ ESL learning or teaching through informing them about self-correction and learners’
tendencies in different ages, levels or gender. Second, this study will be of great importance to cross-cultural studies
which aim to compare different cultures and figure out the sources of cross-cultural miscommunication or failure.
Though the subject of self-correction has been previously discussed, the speech act through which learners correct
themselves, and how age, gender and proficiency level influence this speech act proposes a lot more to write about.

As it was mentioned before, when learners make a mistake, the three types of correction involved are: teacher
correction, peer correction and self-correction. In previous studies (Pishghadam & Kermanshahi, in press), the first and
second type of correction were examined among Iranian EFL learners and they were compared to other groups, and in
the current research, the third type — self correction- was studied. These were all correction situations where learners
correct the teacher, their peers or themselves; however, further research is called for to examine the types of correction
applied by the teachers as well, i.e. teachers correcting students, colleagues or themselves.
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Abstract—This paper reports on an investigation of Chinese university EFL learners’ attitudes towards
English and Chinese in relation to their motivation to learn the language and awareness of their ethnic identity.
302 university students answered a 22-item Language Attitudes Questionnaire and 112 of them answered four
open-ended questions. Analyses of the data reveal that the participants held positive attitudes towards English,
were motivated to learn the language, and valued their association with English-speaking culture and people,
meanwhile considering their native language superior to English. Thus the paper concludes that the students
had a sound sense of Chinese identity with an appreciation of the value of the English language.

Index Terms—Ilanguage attitudes, EFL, motivation, ethnic identity

l. INTRODUCTION

With globalization, communication and interaction between people from various cultures and ethnics increase rapidly.
Since language plays a major role in the development of social identity in general (Eastman, 1985) and ethnic identity
in particular (Giles, Bourhis, & Taylor, 1977; Giles & Johnson, 1981, 1987), research on attitudes towards a
second/foreign language (SL/FL) and the mother tongue has caught increasing attention (lbarraran, Lasagabaster, &
Sierra, 2008; Lin & Detaramani, 1998; Patri & Pennington, 1998; Pennington & Yue, 1994; Pierson, Fu, & Lee, 1980).
As Gudykunst and Schmidt (1987, p. 157) said, “language and ethnic identity are related reciprocally, i.e. language
usage influences the formation of ethnic identity, but ethnic identity also influences language attitudes and language
usage”.

With the rapid economic development in China, Chinese people’s interactions with English-speaking people from
various countries have dramatically increased. Adolescents and young adults in contemporary China have a strong
desire to learn English because they believe that being able to use English will help them find lucrative employment in
the future or because English is necessary for tertiary education (Liu, 2006, 2007a; Yang, Liu, & Wu, 2010). Knowing
about their attitudes towards English and their mother tongue at present is important in understanding their ideas about
their ethnic identity and adopting appropriate language policies in education in the future. For this purpose, the present
paper aims to describe the attitudes towards English and Chinese held by Chinese university students.

Il. LITERATURE REVIEW

Attitudes and motivation often interact with each other and play a paramount role in language learning (D&nyei,
1990, 2001; Gardner, 1985; Gardner & Maclntyre, 1993; Krashen, 1982; Liu, 2009; Tremblay & Gardner, 1995). Just as
Richards (1998, p. 308) claimed, “Students’ attitudes towards their language course and their teacher can greatly affect
their desire to learn and their classroom participation; their attitudes towards the language itself can shape their reasons
for learning and the strategies they use; ...”. Numerous studies (D&nyei, 2001; Gardner, 1985; Gardner & Maclntyre,
1993; Liu, 2009; Tremblay & Gardner, 1995) have confirmed that positive attitudes towards a language often lead to
higher motivation to learn and higher proficiency in the language.

As this research area has grown, more and more researchers turn their attention to the relationship of learners’
attitudes towards a SL/FL and their mother tongue, the role of the language and their own ethnic identity (Giles et al.,
1977; Giles & Johnson, 1987; Ibarraran et al., 2008; Kwok & Chan, 1972; Patri & Pennington, 1998; Pennington & Yue,
1994). Kwok and Chan (1972) found that many Hong Kong university students felt a knowledge of English to be
essential to the securing of a lucrative position while disdaining the use of English except under compulsion. To
investigate the relationship between language attitudes and English attainment, Pierson et al. (1980) developed a 5-point
Likert Direct Attitudes Questionnaire with items related to politics, interethnic relations, career, and education. They
administered the questionnaire to 466 secondary school students in Hong Kong, and found six factors were significantly
related to English proficiency: 1) freedom of language choice, 2) desire to learn English, 3) lack of self-confidence in
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using English, 4) approbation for using English, 5) discomfort over Chinese speakers using English, and 6) English as a
mark of education. Their study indicated that Hong Kong students saw use of English and Western values as a threat to
Chinese identity. Pennington and Yue (1994) modified the Questionnaire and applied it in their research on about 285
students from non-fee paying schools in Hong Kong and found no such association. The researchers attributed the
difference to sampling and methodology deployed in the two studies.

Administering Pennington and Yue’s (1994) questionnaire to 250 Cantonese native speakers from Forms 5-7 from
families of the middle income bracket, Axler, et al. (1998) found that: 1) the students did not feel that the use of English
was associated with a threat to their ethnolinguistic identity or that English should not be the medium of instruction in
Hong Kong schools, 2) the students were more willing to acknowledge the social and instrumental value of English than
were their counterparts in 1980, and 3) it confirmed Pennington and Yue’s (1994) finding. Thus, the researchers claimed
that a change in attitudes of Hong Kong students occurred during the past two decades. Also, most of the findings were
consistent with those in Patri and Pennington’s (1998) investigation of the language attitudes of 40 Indian students
attending middle schools in Hong Kong via the same questionnaire. Patri and Pennington (1998) found that the Indian
students expressed similar but more positive attitudes towards English than did their Chinese counterparts of the
generation: instrumental value of English to be used as the medium of instruction and for material success, a strong
motivation to learn English, high confidence in speaking English, English being associated more with education than
with other social values, English being perceived not as a threat to their native language. These suggest, according to the
researchers, that the participants had a healthy sense of Indian identity and appreciated the value of English. The pattern,
as believed by the researchers, could imply an acculturative style of cultural adaptation in terms of multiple group
orientations.

Ibarraran et al. (2008) examined the language attitudes held by 125 local and immigrant secondary school students in
the Basque Country in Spain. The results showed that both groups held rather negative attitudes towards Basque, but
very positive attitudes towards Spanish. The immigrant students’ attitudes toward English were far more positive than
those of their local counterparts. And their attitudes towards their own languages were the most positive. Thus, the
researchers claimed that a language awareness component should be included in the Basque secondary education
curriculum.

Much research has also been done on Mainland Chinese EFL learners, often via Gardner’s attitudes questionnaire
(1985), which has revealed that Chinese students often hold positive attitudes toward English and are more
instrumentally motivated to learn the language (Hao, Liu, & Hao, 2004; Liu, 2007a; Yang et al., 2010; Zhang & Hu,
2008). For example, 30 Chinese postgraduate students studying in America participated in Zhang and Hu’s (2008) study
of second language learners’ attitudes towards English varieties. The results showed that the learners were positive
towards the varieties of English they had been exposed to and their attitudes were not related to the understandability of
the passage delivered by the speakers of the three varieties. Nevertheless, few studies on the relationship of language
attitudes and ethnic identity are situated in Chinese EFL contexts. To fill in the gap, the present study sought to examine
Chinese university students’ attitudes towards English and Chinese in relation to their motivation to learn the language
and awareness of their ethnic identity using the Language Attitudes Questionnaire adapted from Axler et al. (1998).

I1l. RESEARCH DESIGN

Participants. 302 (174 female and 128 male) students from five top-rank universities in Beijing participated in the
present study. With an age range of 19 to 22, the participants came from various disciplines such as business
management, civil engineering and environmental engineering.

Instrument. The Language Attitudes Questionnaire used in Axler et al. (1998) was modified to better fit the present
situation. The original item 1 “It is a good thing to have English as the main official language of Hong Kong” was
changed to be “It is a good thing that English is enjoying a high status in Mainland China” since English is not an
official language of the country; and the original item 15 “My history, geography, and mathematics textbooks should be
written or translated into Chinese” was deleted since it is not true in the present situation. Thus resulted in the 22-item
5-point Likert questionnaire ranging from “1 = Absolutely Disagree” to “5 = Absolutely Agree”. And the items could be
grouped into six categories, as done in Patri and Pennington (1998): (1) support of the high status of English (items 1, 6,
17, 21), (2) personal commitment to English (items 15, 19), 3) intrinsic/integrative motivation (items 7, 9, 11, 18, 22),
(4) confidence in using English (items 8, 16), (5) association of English with education (items 2, 4, 13, and (6) ethnic
identity (items 3, 5, 10, 12, 14, 20).

To allow for the possibility of ‘cross-cultural accommodation’ (Bond & Yang, 1982), the questionnaire was worded
in both mandarin Chinese and English, as done in Axler et al. (1998). In addition, four open-ended questions were
added: 1) what do you think of the status of English in Mainland China? 2) Is it helpful to the development of China if
the status of English is raised? How? 3) Which of the two do you think is more important to a Chinese, to learn English
well or Chinese well? Why? and 4) what do you think of the present enthusiasm for learning English in Mainland
China?

Procedure. About 400 students in five universities in Beijing were invited to complete the questionnaire online in 10
minutes and answer the online open-ended questions in 10 minutes as well if they were willing to. Finally, 302 collected
questionnaires were valid for further analyses; and 112 students answered all the four open-ended questions.
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Data analysis. The survey data were analyzed in terms of mean, standard deviation and rank to reveal the general
pattern of the students’ attitudes towards English and Chinese. Then, within-group patterns were further examined. The
responses to the open-ended questions were analyzed according to the themes that occurred, with frequency and
percentage being counted to indicate, for example, how many participants believed that Chinese was superior to English
and how many held that learning English was helpful to China’s development. Results of these qualitative data were
integrated into the discussion of those of quantitative data.

IV. RESULTS AND DISCUSSION

A. Overall Pattern

To reveal the overall pattern of the students’ attitudes towards English and Chinese, the mean and standard deviation
of each item in the questionnaire were calculated. From the means, the items were placed in rank order. The results are
presented in Table 1.

TABLE 1:
LANGUAGE ATTITUDES QUESTIONNAIRE
Responses for Chinese University Students (N = 302)

Statements Mean SD Rank
1. It is a good thing that English is enjoying a high status in Mainland China. 3.19 1.19 12
1. BB E KRR AR &, S — s .
2. English is the mark of an educated person. 2.76 1.32 15
2. Pl NS HE b
3. When using English, | do not feel that | am Chinese any more. 1.61 .89 21
3. BTN, P H OA PR EA.
4. If 1 use English, | will be praised and approved of by my family, relatives, and friends. 3.10 1.13 13
4. WRBAN L, REBBIFA SRR A BT .
5. At times | fear that by using English I will become like a foreigner. 1.79 .97 20
5. f, I ITGE ML H BN EAIMEAN.
6. 1 should not be forced to learn English. 3.73 121 4
6. ANIZPEE 22T
7. To read English magazines is a kind of enjoyment. 3.24 1.08 11
7. RS MR
8. 1 do not feel awkward when using English. 3.52 111 7
8. FHTEIEI, FRIFAEBIME o
9. | love conversing with Westerners in English. 3.52 112 8
9. WEMJNFELH I ALK .
10. The Chinese language is superior to English. 3.65 1.32 5
10. WHH T HiE
11. | like to see English-speaking films. 3.96 1.06 3
11 TERE TR
12. If I use English, it means that | am not patriotic. 1.46 .85 22
12. R IR, SRAZE.
13. If | use English, my status is raised. 2.18 1.08 19
13, WlRIME, R BRI T .
14. | feel uncomfortable when hearing one Chinese speaking to another in English. 3.37 1.37 10
14. Wr B A JESCSIR, FRIRGEAET IR
15. I wish that | could speak fluent and accurate English. 4.54 .82 1
15. A A CAEDL D A H IR .
16. | feel uneasy and lack confidence when speaking English. 2.96 1.23 14
16. PLOEifn, FEB|IAZ, HEZED0.
17. The use of English is one of the most crucial factors which have contributed to the success of the 2.70 1.23 16
prosperity and development in today’s Mainland China.
17. A8 D A B ORI H i SRR R R R R —
18. The English language sounds very nice. 3.45 1.09 9
18. JEBAREFIT.
19. I would take English even if it were not a compulsory subject in school. 3.59 1.06 6
19. BMEAZ M ERR, BB iR,
20. | feel uneasy when hearing a Chinese speaking English. 2.37 1.08 17
20. Wr 3 E A BEEE, RS B 1.
21. English should not be a medium of instruction in any school in Mainland China. 2.19 1.10 18
21, AP EURBS FATAT 27 AL, SRTEAANAZ N A — R R S .
22. The command of English is very helpful in understanding foreigners and their culture. 4.31 .89 2
22, B, X T WAMNE N SIS AR B

Based on the means and rank orders, the two highest ranking items were 15 and 22 with a mean of more than 4.30,
indicating strong agreement. With a mean range of 3.10 to 3.96, items 11, 6, 10, 19, 8, 9, 18, 14, 7, 1, and 4 were
top-ranking items, indicating moderate agreement. Items 16, 2, 17, 20, 21, and 13 (mean range: 2.18-2.96) ranked low
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in the questionnaire, implying moderate disagreement; and the remaining items (items 3, 5, and 12) scored below 1.79,
reflective of strong disagreement. The responses show that the participants strongly wished to be fluent and accurate
users of English and strongly believed the command of English to be helpful in understanding foreigners and their
culture. Meanwhile, they moderately agreed that it was a good thing for English to enjoy a high status in Mainland
China, that a good user of English would be praised, that they loved to use English, that Chinese was superior to
English, that English was nice, and that they would learn English even if not required. Nevertheless, they strongly
denied the feeling of being not Chinese or patriotic when using English. These results were largely consistent with those
in Axler et al.’s (1998) study of Hong Kong secondary school students but only moderately conformant with those in
Patri and Pennington’s (1998) of Indian secondary school students in Hong Kong. Like their younger peers in Hong
Kong (Axler et al., 1998; Patri & Pennington, 1998), these university participants did not feel that the use of English
was associated with a threat to their ethnolinguistic identity, while they desired to learn and use the language well and
were willing to acknowledge the social and instrumental value of the language.

B. Within-group Patterns

The within-group patterns are described in the six categories, as described by Pierson et al. (1980) and done in Patri
and Pennington (1998).

1. Support of status of English

Four items (items 1, 6, 17 and 21) were included in this category. Responses to these items (mean range: 2.70-3.73 as
shown in Table 1) suggest that these participants were generally supportive of the high status of English (item 1) and of
English as the medium of instruction (item 21) in Mainland China, although they generally disagreed that the use of
English greatly contributed to the prosperity and development of today’s China (item 17) and more than half of them
believed they should not be forced to learn the language (item 6).

This result is generally consistent with the responses to the open-ended questions. Among the 112 collected answers,
the status of English in Mainland China was believed to be low by 13 (11.6%), ordinary by 4 (3.6%), and high by 95
(84.8%) of the participants. Among the 95 respondents who maintained that English enjoyed a high status in Mainland
China, 26 (27.4%) held that it surpassed Chinese in importance, 9 (9.5%) believed it was as important as the latter, and
60 (63.2%) claimed that it was inferior to Chinese. As to the benefits English could bring to China, 2 (1.8%) of these
respondents denied any use of English, 4 (3.6%) believed it to be both beneficial and detrimental, and 2 (1.8%) believed
it to be harmful to China in the long run mainly due to brain drain. The majority (102/91.1%) maintained that English
contributed to the development in China in international communication, global cooperation, intercultural exchange,
economic development, education, knowledge expansion and upgrading, and business. They held that because of the
use of English, China had came to know the world better and make herself better understood by the world as well.

2. Personal commitment to English

This group had two items: 15 (mean = 4.54) and 19 (mean = 3.59), the positive responses to which show a strong
orientation to English, implying that the students not only desired to know English well but also were motivated to take
actions to improve their English, as reported in several studies of similar students (Axler et al., 1998; Liu, 2007a; Hao et
al., 2004; Yang et al., 2010).

3. Intrinsic/Integrative motivation

Iltems 7, 9, 11, 18, and 22 were associated with intrinsic and integrative motivation to learn the English language
(Deci & Ryan, 1985; Gardner, 1985; Patri & Pennington, 1998; Yang et al., 2010). The fairly positive responses to these
items, with means ranging from 3.24 to 4.31 as reported in Table 1, demonstrate that the respondents agreed that it was
an enjoyment to read English magazines, to watch English-speaking films, and to converse with westerners in English.
This indicates that the participants learned English for its own sake rather than only for fulfilling instrumental goals or
the expectations of others, slightly different from the finding in Liu (2007a) and Yang et al. (2010). This might be
accounted for by the fact that all the participants were studying in Beijing where students normally have more access
and exposure to English as well as more opportunities to use the language.

4. Confidence in using English

This category consisted of two items: 8 (mean = 3.52) and 16 (mean = 2.96). The responses to these two items were
implicative of moderate confidence in speaking English, which is both cause and effect of frequent use (Balla &
Pennington, 1996; Lai, 1993; Liu, 2006, 2007b). This might be because English, as a foreign language, is still rarely
used in the students’ daily life despite their more exposure and access to the language in Beijing.

5. Association of English with education

This cluster had three items: 2 (mean = 2.76), 4 (mean = 3.10), and 13 (mean = 2.18). The responses to these items
indicate that English was less associated with education for these students than for their peers in Hong Kong reported in
Axler et al. (1998) and Patri and Pennington (1998). They did not believe that English was the mark of education or that
one’s status was raised if she/he used English. It seems that these participants were fairly aware of the status of English
as a foreign language in Mainland China and the predominant role and use of Chinese as the majority language, as
happened in Ibarraran et al. (2008).

6. Ethnic identity

This category included six items: 3 (mean = 1.61), 5 (mean = 1.79), 10 (mean = 3.65), 12 (mean = 1.46), 14 (mean =
3.37), and 20 (mean = 2.37). The responses to these items show that the respondents generally held the view that their
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mother tongue (Chinese) was superior to English and felt uncomfortable when hearing one Chinese speaking to another
in English. Meanwhile, they vetoed the other four items indicating the denial of Chinese identity or being patriotic by
using English. This finding is further supported by their responses to the open-ended questions. Except that 3 (2.7%)
and 30 (26.8%) of the 112 respondents believed that English was more important and that English was as important as
Chinese respectively, 79 (70.5%) of them maintained that Chinese, as the mother tongue, was definitely (much) more
important than English. Hence, when asked to comment on the present enthusiasm in learning English, although 89
(79.5%) of them considered it to be meaningful, they, as well as the rest of the 112 respondents, held that not every
Chinese should learn English, that Chinese learners should not spend too much energy on the language, and that
Chinese should never be ignored at any time. All these clearly manifest that English was not seen as a threat to their
own identity by the participants, as found in Axler et al. (1998) and Patri & Pennington (1998). As claimed by Hall and
Gudykunst (1987), competence in an out-group language may increase with strong in-group identification. As all the
participants were native Chinese studying in Beijing, English was hence unlikely to be perceived as a threat to their
native language or their ethnic identity.

V. CONCLUSION

As illustrated above, the present study reveals that the participants were positively oriented towards English, were
motivated to learn the language, and valued their association with English-speaking culture and people. Nevertheless,
they considered their native language superior to English and were not praised by their families for being able to
associate with English culture and language, as found in Patri and Pennington’s (1998) study of Indians in Hong Kong.
This pattern of attitudes illustrates a sound sense of Chinese identity with an appreciation of the value of the English
language, as found in Ibarraran et al. (2008) and Patri and Pennington (1998). These results confirm that there is a
communal social identity that involves support for and knowledge of English in China. They also imply that the present
policies concerning English education in China is appropriate.

Meanwhile, it is worth noting that all the participants of the present study came from Beijing. Their attitudes towards
English might be more positive since they normally had more access and exposure to the language and had more
opportunities to use it. A different picture might be revealed if university students in other parts of China were involved.
The pattern may also be different to younger students such as middle school students. Thus, future studies are called for
to compare the attitudes towards English and Chinese held by different groups of Chinese students with diverse
backgrounds.
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Abstract—In spite of the importance of pronunciation in L2 learning, its training has remained largely
neglected in the field of English language teaching (ELT) and does not have a secure place in most L2
curricula (Setter & Jenkins, 2005). On the importance of teaching speech features, Celce-Murcia, Brinton, and
Goodwin (1996) introduce the intuitive-imitative approach, an approach that deals with listening and imitating
the sounds and rhythms of an L2 without explicit teaching. It can be done by using audiotapes, videos, and
computer programs. On the other hand, a majority of L2 teachers use the analytic-linguistic approach, an
approach in which they use explicit and structured teaching of speech features by articulatory descriptions,
charts of speech, phonetic alphabet, and vowel charts. This study was an attempt to investigate the
effectiveness of intuitive-imitative and analytic-linguistic approaches on teaching pure vowels and diphthongs,
and also, sought to examine whether elementary L2 learners respond differently to the abovementioned
approaches. The participants were 40 Iranian L2 learners attending a language school in Isfahan in the form
of 2 elementary classes. In one class, English vowels were taught through intuitive-imitative approach, and in
the other one, through analytic-linguistic approach. Then, the participants [ audiorecorded data were given
to an English native-speaker instructor to be rated. The results of the paired samples t test and comparing
means indicated that the L2 learners taught through the intuitive-imitative approach had a better
pronunciation in diphthongs, and accordingly, the L2 learners taught through the analytic-linguistic approach
outperformed in pure vowels. The study could have some implications for L2 research and pedagogy that will
be discussed throughout the paper.

Index Terms—intuitive-imitative approach, analytic-linguistic approach, pure vowels, diphthongs

I. INTRODUCTION

While pronunciation and the role it plays are important in getting our meaning across, both transactionally and
interactionally, according to Kelly (2000), it is the Cinderella area of L2 teaching. On the definition of pronunciation,
Schmitt (2002) defines it as “a term used to capture all aspects of how we employ speech sounds for communication” (p.
219). Moreover, there are some reasons which put emphasis on the importance of pronunciation in learning an L2. On
the importance of this neglected area of L2 teaching, Fraser (2006) states that, first, it enhances comprehensibility.
Second, when the finite number of sounds, sound clusters, and intonation patterns are mastered, it enables an infinite
use. Third, it is of great assistance to those who have integrative motivation, because with native-like pronunciation
they will not be marked as foreigners. So, having good pronunciation is important because it is a part of successful
communication.

Jones (2002) classifies pronunciation into segmental features (i.e., vowels and consonants) and suprasegmental
(prosodic) features like stress, intonation, pitch, and rhythm. Research in different fields of L2 learning and teaching has
shown that the use of explicit instruction can have useful effects in learning (Murphy, 2003). According to Fraser and
Perth (1999), most L2 teachers now feel that explicit pronunciation teaching is essential.

According to Celce-Murcia, Brinton, and Goodwin (1996), three approaches to pronunciation instruction are
generally proposed. These are the intuitive-imitative approach, the analytic-linguistic approach, and the integrative
approach. These approaches combine traditional methods and modern techniques.

In the intuitive-imitative approach, as proposed by Celce-Murcia, Brinton, and Goodwin (1996), L2 learners listen
and imitate the rhythms and sounds of an L2 without any explicit instruction. Particular technologies are used today for
this purpose, such as audiotapes, videos, computer-based programs, and Web sites. On the other hand, in the
analytic-linguistic approach, L2 learners are provided with explicit information on pronunciation (e.g., the phonetic
alphabet, articulatory descriptions, and vocal charts).
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In a similar vein, Lee (2008) believes that “in integrative approach, pronunciation is viewed as an integral component
of communication, rather than an isolated drill” (p. 1). Pronunciation is practiced within meaningful task-based
activities. In fact, L2 learners use pronunciation-focused listening activities to facilitate the learning of pronunciation.
Also, Lee (2008) claims that there is more focus on the suprasegmentals of stress, rhythm, and intonation as practiced in
a discourse beyond the phoneme and word level.

Regarding the integrative approach, Morely (1994) believes that in the aforementioned approach the primary goals of
pronunciation teaching are for the L2 learner to develop intelligible speech and be able to communicate in the L2. In
this approach, Morely (1991, as cited in Chen, 2007) identifies basic pronunciation goals of functional, intelligibility,
functional communicability, increased self-confidence, speech monitoring ability, and speech modification strategies.
According to Morely (1994, as cited in Lee, 2008, p. 2), there is a dual-focus oral communication program in which the
microlevel instruction is focused on linguistic competence by practice of segmental and suprasegmentals, and the
macrolevel pays attention to global elements of communicability, with the goal of developing discourse, sociolinguistic,
and strategic competence by using language for communicative purposes.

Derwing and Munro (2005) believe that pronunciation is a multifaceted experience affected by biological, social, and
psychological factors which make this skill complex. It is argued that with good pronunciation, a speaker is intelligible
despite other errors; with poor pronunciation, a speaker can be very difficult to understand, despite accuracy in other
areas (Fraser, 2000).

There are two basic assumptions about the learning of L2 pronunciation. The first, based on the critical period
hypothesis (CPH), claims that it is virtually impossible for adults to acquire native-like pronunciation in an L2. The
second, arising primarily from the work of Krashen (1982), insists that pronunciation is an acquired skill and focused
instruction is useless, so pronunciation cannot be affected by focused practice and the teaching of formal rules. In a
similar vein, Jones (2002) argues that factors that mostly affect the learning of L2 phonology (e.g., L1, interaction with
native speakers, and motivation) seem to be those on which L2 teachers and classrooms have the least influence.

On the other hand, there are two different perspectives towards pronunciation teaching. According to Harmer (2001),
the first perspective assumes that teaching of pronunciation not only makes L2 learners aware of different sounds and
sound features but can also improve their speaking immediately. In contrast, the second perspective presupposes a small
role for L2 teachers to influence the natural course of phonological development and is rooted in ineffectiveness of
pronunciation teaching.

Some reasons may lead to the controversies among L2 teachers in teaching pronunciation. Fraser (2002) believes that
this uncertainty about the way of teaching may arise from the selection of pronunciation features, the ordering of the
features selected, the type(s) of the discourse to practice pronunciation, undesirability of L2 learners, and lack of
enough time. Several empirical studies (e.g., Bruck & Genessee, 1995; Catford & Pisoni, 1970; Cicero & Royer, 1995;
Couper, 2006; MuraKawa, 1981; Neufeld, 1987; Verhoeven, 1994) have shown positive effects for explicit teaching of
different aspects of pronunciation like segments, suprasegmentals, and fluency.

The learning of English pronunciation has been the subject of investigation for a long time. Celce-Murcia, Brinton,
and Goodwin (1996) have illustrated several pronunciation teaching approaches ever since L2 teaching started. The
approaches are presented in Table 1:

TABLE 1.
PRONUNCIATION TEACHING APPROACHES
Years Approach Definition
late 1800s & late Direct Method Teachers provided L2 learners with a model for native-like speech. By
1900s listening and then imitating the modeler, L2 learners improved their
pronunciation.
1940s-1950s Audio-Lingual Method in the US | Pronunciation was taught explicitly from start, and L2 learners imitated
& Oral Approach in the UK or repeated after their teacher or a recording model.
1960s Cognitive Approach This de-emphasized pronunciation in favor of grammar and vocabulary
L2 learners focused on the sound system without having to learn a
Silent Way phonetic alphabet. Attention was on the accuracy of sounds and
1970s structures of the L2 from the outset.

Community Language Learning The pronunciation syllabus was primarily student-initiated and designed.
The approach was imitative.

The ultimate goal was communication. Teaching pronunciation was
urgent and it was necessary in oral communication. Techniques to teach

Mid-late 1970s Communicative Approach pronunciation were listening and imitating, phonetic training, minimal
(1980s-today) pair drill, and so on.
Oral communication was not the primary goal of L2 instruction.
Grammar Translation & Therefore, little attention was given to speaking and almost none to
Reading-Based Approaches pronunciation.
20" century Total Physical L2 learners began to speak when they were ready. L2 teachers were
Naturalistic Response tolerant of L2 learners’ errors.
Methods Natural The initial fo