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Utilizing Videos to Create Multimodal
Consciousness-Raising Activities
for Reading and Writing Classes

Peter McDonald
J.F. Oberlin University

Abstract

While researchers and practitioners have argued that a multimodal design
perspective on writing is essential for teaching literacy in the digital age,
multimodal approaches are still under-researched and poorly represented in
reading and writing curricula (Belcher, 2017). Indeed, Street (2004) suggests that
new digital literacy practices have a limited role to play in traditional language
classrooms that teach reading and writing. This paper suggests a systemic
functional linguistic (SFL) model can be used in academic literacy classrooms to
support both the teaching of traditional literacy practices and modern, multimodal
approaches to reading and writing.

This paper will demonstrate the SFL model by comparing the style and
communicative functionality of two texts: a YouTube video and an academic
essay. As the analysis will show, while the video text is significantly different
from the academic essay in its modality, their general stylistic properties and
underlying communicative functionality are similar. This paper will demonstrate
how teachers can use these textual comparisons to deconstruct texts and create
multimodal consciousness-raising activities for students. In this paper, 1 will
suggests that this process of textual deconstruction coupled with awareness-
raising activities can improve both traditional literacy practices, such as writing
five-paragraph essays, and new digital literacy practices, such as creating
multimodal compositions.

1. Introduction

This paper aims to contribute to the research (Belcher, 2017) that suggests a
multimodal design approach to writing is valuable for second language (L2)
learners and that teachers need to become facilitators of multimodal design in the
modern classroom. A multimodal design approach to writing proposes that
teachers should reconceptualize how they teach writing in the classroom. Whereas
a traditional pedagogical approach might conceptualize teaching writing from the
perspective of teaching a set of linguistic skills to be mastered by students, a
design approach to writing widens the teaching perspective to include other modes
of communication such as visuals, music or audio together with linguistic texts to
create meaning.
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Consequently, in a design approach to teaching writing, there are many
advantages to using multimodal texts, such as videos, in the academic writing
classroom (Hafner, 2014). Videos can have a positive effect because they can
introduce students to complex rhetorical structures in a motivational and
invigorating way. This is particularly relevant to the Japanese university
classroom, the teaching context of this paper, because the majority of students are
young people aged 18 to 22, a demographic whose individuals have been
described as “digital natives” (Prensky, 2001; Judd, 2018). This is a reference to
the fact that they have grown up around digital communication resources (e.g.,
videos, webpages, social media) that incorporate multimodal resources.

For these students, a traditional academic literacy classroom rooted in
reading academic papers and producing academic essays can seem unfamiliar and
even alienating. Incorporating modern multimodal texts such as videos into the
academic syllabus can help students become more familiar with the environment
of academic literacy in an interesting and motivating way (Hafner, 2018).

Furthermore, Hyland (2002) points out that students attempting to write
academic literature are at a rhetorical and interpersonal disadvantage. This is
because they must quickly master many complex rhetorical devices and linguistic
skills to successfully enter an academic discourse community that sets rigorous
discourse constraints on its members. This is certainly true in the context of this
paper, which, as outlined above, is based on teaching academic literacy to first-
year Japanese university students. The students are admitted to university after
completing Japanese high school. Therefore, they have limited knowledge of the
discourse constraints of English academic texts prior to entering the university
classroom. A multimodal design approach to writing can be used to help address
the challenges of teaching these young students because, as this paper will
demonstrate, multimodal texts can be used to teach complex rhetorical structures
to students in a clear, visual way.

This is important because the academic literacy curriculum is rigorous.
Students need to produce visible results within just two academic semesters if they
are to enter a respected foreign university. Street (2004) suggests that in academic
curricula like this, teaching modern literacy approaches like multimodality is
difficult to justify because academic literacy is concerned with teaching the
traditional skills of reading and writing. Therefore, students need to focus on
learning traditional L2 linguistic skills. Modern literacy skills such as
multimodality are important but can be dealt with in other classes in the university
curriculum.

This is a compelling argument. While teachers might agree that working with
a video can be motivating and invigorating for students, they may find it difficult
to justify in an academic literacy course because they cannot see what direct
outcome it will have on teaching the linguistic skills needed to meet the goals of
the course. Furthermore, multimodality is a relatively new field and teachers
working with busy curricula may have little opportunity to access the knowledge
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and gain the expertise needed to analyze multimodal texts and apply the analysis
to the classroom.

In this paper, I suggest that the systemic functional linguistics (SFL) model
outlined below can be used to overcome the challenges of using multimodal texts
in the academic literacy classroom. I will demonstrate how teachers can use the
SFL model to deconstruct a multimodal text: a short Greenpeace (2017) video that
criticizes the launch of Apple’s iPhone from an environmentalist perspective. The
analysis will show how the process of multimodal textual deconstruction can be
used to make comparisons between the video text and a traditional academic text,
and it will illustrate how teachers can use the model to raise students’ awareness
of the rhetorical similarities and differences between both texts. I will discuss how
this knowledge can be used in the academic classroom to teach traditional literacy
skills and new digital literacy practices, such as creating multimodal
compositions.

This paper has five parts. After this introduction (Part 1), Part 2 will outline
the theoretical model that will be used to analyze and deconstruct the multimodal
text. Part 3 will then present a textual deconstruction of the video and illustrate
how it can be related to academic texts. Part 4 will discuss how the deconstruction
of the text can be used to create consciousness-raising (C-R) activities for the
classroom. Part 5 will outline the model’s limitations and make suggestions for
future research.

2. Theoretical Model

The pedagogical approach outlined in this paper is based on a C-R approach to
classroom methodology and a genre approach to academic writing. In a C-R
approach, students are encouraged to observe language and create hypotheses
based on the information in front of them. At best, these hypotheses should be
seen as rules of thumb, which may have to be revised as the student’s inter-
language develops and more information is presented to them (Willis, 1994:56).
Thus, C-R is about teaching a cognitive process rather than just imparting
knowledge about formal linguistic systems.

A genre approach to writing works alongside a C-R approach to classroom
teaching. A key principle of being able to hypothesize about texts effectively is
viewing texts as a set of schematic, lexical, and syntactic choices that the text’s
creators have made to communicate their ideas to the reader. These are the key
principles underlying a genre approach to writing (Nunan, 1999).

If the text’s creators make a different set of schematic, lexical, and syntactic
choices, the communicative functionality of the text will change. To become
effective contributors to the academic discourse community, students need to be
able to critically analyze and evaluate the rhetorical choices that constitute the
meaning in different texts and be able to suggest different sets of choices that
could change the underlying communicative functionality of the text (Coulthard,
1994).
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A pedagogical approach to teaching the academic genre is Swales’s (1990)
model of moves and steps. In this approach, any text can be broken down into a
series of discourse moves, and within each discourse move there are a series of
smaller steps that communicate the ideas of each move. For example, Swales’s
model suggests that the introduction to an academic paper can be divided into a
series of moves and steps, as shown in Table 1 below.

This genre approach of breaking down academic texts into a series of
discourse moves and steps has become commonplace in language classrooms. |
suggest hat Swales’s model can be used alongside Baldry and Thibault’s (2005)
SFL model to deconstruct video texts. According to Baldry and Thibault’s model,
the “shots” (e.g., long shots or close-ups) that convey the events, participants, and
circumstances in a video can be grouped together into units of similar meaning
called “phases.” Thus, video texts can be split up into large blocks of text (phases)
made up of smaller units of texts (shots).

Consequently, the units of organization in video texts are, in many ways,
similar to the units of organization in written texts. Both types of text can be
deconstructed into a series of larger blocks of texts (phases or moves) that are
made up of smaller texts (shots or steps). The next section will show how this SFL.
model of phases and shots can be aligned with the genre model of discourse moves
and steps to support the teaching of academic texts.

Table 1: Swales’s Model of Discourse Moves and Steps

Move 1 Establishing a Territory

Step 1 Claiming centrality and/or

Step 2 Making topic generalizations and/or
Step 3 Reviewing items of previous research
Move 2 Establishing a Niche

Step 1A Counter-claiming or

Step 1B Indicating a gap or

Step 1C Question-raising or

Step 1D Continuing a tradition

Move 3 Occupying the Niche

Step 1A Outlining purposes or

Step 1B Announcing present research

Step 2 Announcing principal findings

Step 3 Indicating research article structure

3. Multimodal Analysis of the Texts

The first stage of a multimodal analysis of a video text is to decide which modes
are the most relevant to the teacher’s pedagogical goals. For the purposes of this
paper, the analysis is of the visual, the textual (in this video, spoken words, words
on screen in PowerPoint slides, and words in captions), the auditory (sound effects
used to give emphasis to meaning), and the musical soundtrack.
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The second stage of a multimodal analysis is to deconstruct the video into
phases and shots using the Baldry and Thibault model. Due to limited space, a full
analysis of the Greenpeace video cannot be carried out, but the multimodal
analysis of Phase 1 of the video text (see Figure 1, Appendix) gives an example
of how the process would work for Phase 1, the introductory phase of the video,
which consists of 10 shots. As the figure shows, Shot 1 uses a PowerPoint slide to
give background information. Shot 2 uses video to show the circumstances and
the main participants of the phase: Steve Jobs entering an auditorium and being
greeted rapturously by an audience.

After this relatively straightforward scene-setting opening, the following
eight shots use the four modes (the visual, textual, auditory, and musical) to create
a sensation of anticipation, jubilation, and celebration in viewers in response to
the introduction of the new iPhone. The visual mode uses a variety of shots (long
shots, semi-close-ups, and overhead shots; see Figure 1, Column 2, Appendix)
juxtaposed with the textual mode of Steve Job’s speech (see Figure 1, Column 3,
Appendix), the fading in and out of the audio (the audience cheering and clapping;
see Figure 1, Column 4, Appendix), and the musical mode (a pumping electronic
backbeat; see Figure 1, Column 4, Appendix) to create a complex response in the
viewer of celebration and jubilation.

The third stage of the multimodal analysis is to define the phases from the
perspective of their intended discourse moves. This is shown in the discourse
moves in the video (see Figure 2, Appendix). The video can clearly be divided
into seven structural phases. Each phase can be related to the principle of discourse
moves outlined in Swales’s model, as shown in Columns 4 and 5 of Figure 2.

Phase 1 is, as outlined above, the introductory phase, wherein Apple’s
rhetorical position—the iPhone is a revolutionary new device—is presented to the
viewer. Phase 2 is the presentation of the video’s main theme: Greenpeace is going
to investigate how environmentally friendly the new iPhone is. Phase 3 is the
method of investigation: how Greenpeace is going to test the environmental make-
up of the iPhone. Phase 4 is the presentation of the results of the investigation.

The discourse moves in Phases 1 to 4 are similar to those in an academic
paper. Phases 1 and 2 of the video can be likened to the introduction of an
academic paper, where the writer would be expected to provide some contextual
information and then outline the main ideas of the paper, as shown in Figure 2.
Phases 3 and 4 can easily be related to the concepts of outlining a research
methodology and presenting the results.

What is missing from the video, in terms of its discourse relationship to an
academic paper, is a coherent literature review where the writer would outline, in
a balanced way, the underlying arguments that motivated the study. This is a
significant difference that can be used to create effective C-R activities, as will be
outlined in the next section. Furthermore, in a traditional academic paper, after the
methodology and results section, the reader would expect a discussion of the
findings and suggestions for future research. However, in the video, there is a
deviation from this established structure in Phases 5, 6, and 7.
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Shot 1 of Phase 5 (see Figure 3, Appendix) is a PowerPoint slide with the
details that Apple has published in “the greener Apple.” Shot 2 displays the web
page icon that links to the greener apple publication, and Shot 3 displays the text
on the webpage that claims that Apple products are more environmentally friendly
than their competitors’.

Phases 6 and 7 (see Figure 4, Appendix) show Greenpeace’s rebuttal of the
claim. Shot 1 of Phase 6 begins with a dissolve shot that leads into the word “But”
displayed on a PowerPoint slide. This introduces the contrasting claim to Apple’s
position. The slide is animated with the two facts that support the counterclaim
shown clearly to the viewer. Shot 2 displays the statement, “Nokia has all its new
phones PVC free,” and Shot 3 displays, “Sony Ericson and Motorola have both
removed some of the worst chemicals from their phones.” Shot 4 concludes the
rebuttal by returning to Jobs’s original sound bite that was used in Phase 1 (see
Figure 1, Appendix): it is time to “reinvent the phone.”

Phase 7, which consists of only one shot, adds the words “in green,” which
appear against a visual background that shows the green iPhone symbol to
complete an ironic critique of Apple’s environmental standing. Thus, Phase 7, the
final phase, has two functions: to conclude the discourse move of rebuttal and to
conclude the video itself by returning the viewer to the opening hook of Steve
Jobs in Phase 1.

4. Creating C-R Activities Using Multimodal Analysis

The first stage of using video to create C-R activities that can be used in the
academic classroom is exploring how the structure of a text can support its
underlying communicative functionality. This exploration can be achieved by
having students (a) deconstruct the video text, (b) compare the structure of the
video text with the structure of an academic essay, and (c) hypothesize how the
textual structure supports the communicative functionality of the text.

For example, building on the discourse moves approach outlined in the genre
literature, teachers can encourage students to compare and contrast the discourse
moves in the video with the discourse moves in a traditional academic essay. This
teaching process in a classroom might involve the following steps: (1)
summarize/review the discourse moves in an academic essay, (2) summarize the
discourse moves in the video using the model outlined in the above section (see
Figures 1 and 2, Appendix), and (3) discuss when, how, and why the discourse
moves in the video deviate from the discourse moves in the academic essay (see
Figures 1, 2, 3, and 4, Appendix).

Thus, from a design approach to academic reading and writing, by using the
SFL model, students can compare and contrast the design of a video text, which,
while fundamentally different from the academic essay in its modality, shares
many similarities in terms of general stylistic properties and underlying
communicative functionality. Moreover, the process of comparing and contrasting
the design of a text can help teachers and students break down what may appear
to be complex discourse structures into manageable chunks of texts.
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Teachers and students might want to explore the stylistic differences between
the two texts and their impact on creating meaning. The academic discourse
community the students are trying to enter dictates that opinions be explained and
discussed in a well-balanced style, and the structure of an academic essay supports
this balance. The literature review would lay out a balanced argument for the
reader, and this would be related to a balanced discussion in another part of the
essay. However, as pointed out above, the Greenpeace video deviates from the
well-balanced style of an argumentative essay in its inclusion of Phases 5, 6, and
7. Thus, while the video ostensibly presents an argumentative/research-based
approach, it significantly deviates from an argumentative/research-based essay
structure.

Students could be asked to hypothesize about the potential effects the
differences in style has on the viewer and why Greenpeace chose to put its rebuttal
at the end rather than in a literature review section. They could examine both Steve
Jobs’s language in the video and the words written in “a greener Apple,” and
students could be asked whether the rebuttal is fair from Apple’s perspective.
Students could be asked to construct Apple’s potential response to Greenpeace’s
position and speculate how presenting this additional information to the viewer
might change the overall communicative functionality of the text. This process
may help to raise awareness of the importance of presenting a balanced argument
in academic discourse.

Indeed, it is important to add a critical dimension to the processes of
multimodal deconstruction and textual comparison of texts. This critical discourse
dimension is common in approaches to teaching academic reading and writing.
Bakhtin (2001:128) points out that genres are not just made up of linguistic
elements but also of the writers’ “subjective evaluative attitude towards the
subject.” Consequently, the underlying values contained in one genre, and the
language and discourse structures used to express those values, will be different
from those of another genre. Students and teachers can explore the values in the
video text, which could be described as a persuasive political text.

One way to do engage in this exploration, in alignment with a design
approach to writing, is to examine the techniques the video makers use to present
their political argument. For example, the makers of the Greenpeace video use
cut-and-paste techniques (Steve Jobs’ opening speech and the statement on “the
greener Apple” are cut and pasted to present a seamless argument that suggests
that Apple claims its phone is greener than the phones of its competitors, although
that is not what Apple actually says about the iPhone). They also use timing. They
present new ideas and arguments at the end of the text, a technique that would be
considered unusual in an academic text. This means that when the viewers finish
watching the video, they are left with a strong impression of the rebuttal discourse
move. In addition, Greenpeace uses clever sound bites with visualization (“it is
time to reinvent the phone in green”) and with music that fades in and out to create
and release tension. All of this cumulates into a fast-paced, information-packed,
powerful, and persuasive statement.
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However, from a critical academic perspective, this could be seen an example
of what Halliday and Hanson (1985) refer to as opinions being presented as
“facts.” These facts may not be shared by a different discourse community. In this
case, the academic community, through the agreed-upon discourse structure
already discussed above, has a more rigorous approach. Indeed, applying the
academic approach to the ideas and information contained in the video may
change its underlying communicative functionality, perhaps making it less
powerful and persuasive but, from an academic perspective, more balanced.

Thus, this process of applying a critical approach to a multimodal text is, as
noted in the introduction, helpful in bridging the gap between the discourse
domains young students are familiar with as digital natives and the academic
discourse community they are trying to enter. Students could investigate and
analyze other texts on open-access sites such as YouTube from a critical
viewpoint. This critical approach can also lead to a discussion of the emergence
of fake news in digital media outlets.

The analysis above demonstrates how the SFL model can be used to compare
and contrast discourse structure. The overall structure of a video can be related to
the structure of an academic essay, and C-R activities can be developed from that
structural analysis. In addition to the structural analysis, the individual shots that
make up each phase in a video can be related to the sentences and clauses that
make up paragraphs.

This has already been demonstrated in Figure 3 (shots in Phase 5) and Figure
4 (shots in phases 6 and 7), which offer a visual representation of the discourse
move of making a rebuttal. In my teaching experience, rebuttals can be difficult
to teach, because analyzing rebuttals is a complex process of (a) translating
academic texts, (b) examining who is making the original claim, (c) examining
who is making the counterclaim, and (d) examining how the claim and
counterclaim work together to create the rebuttal. However, a video like
Greenpeace’s can present this complex series of discourse moves in a simple and
clear way.

Thus, with Figures 4 and 5 serving as examples, students can be shown how
a participant (in this case, Steve Jobs) makes a claim (Phase 5, Shots 1, 2, and 3),
how another participant (in this case, Greenpeace) makes a counterclaim that
disputes the original claim by presenting contrary information (Phase 6, Shots 1,
2, and 3), and how this is tied together into a memorable phrase and image that
refutes Apple’s position (Phase 6, Shot 4; Phase 7, Shot 1). Thus, this example
illustrates how a multimodal design approach to text based on the SFL. model
allows for complex discourse moves to be presented simply in a visually
approachable manner.

Another important aspect of the design approach to writing is to have the
students design their own multimodal text (Hafner, 2018). The Greenpeace video
is a good example because it has a DIY (do it yourself) aesthetic. The video is an
amalgamation of PowerPoint slides, interviews, and videos from the Internet
against a musical track and some cut-and-pasted audio. Students can easily
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replicate this type of video using either a smartphone or computer. A good
assignment would be to have the students write an argumentative essay following
the traditional classroom procedures of mind-mapping, organizing, writing and
rewriting. Once students have the essay at a reasonable standard, they can convert
the essay into a video by taking one side of their argument and presenting it in a
style similar to that of the Greenpeace video.

This process of multimodal text creation facilitates a change in the students’
role from one of being in a classroom struggling to understand the rigorous
discourse domain of academia to one of an activist trying to persuade their peers
that their point of view is meaningful. It also allows students to focus on how the
resources needed to give video texts meaning (the music, visuals, and audio) work
with the linguistic resources needed to make overall meaning in text. Through this
creative investigation of linguistic resources in multimodal texts, students can
work with key language skills that are important for academic discourse such as
summarizing, presenting opinions, making rebuttals, and changing register.

5. Conclusion

This paper suggests that the SFL model can support a design approach to academic
reading and writing, which can have a positive effect on teaching academic
literacy. The model outlined can use videos to create meaningful textual
comparisons between videos and academic texts, present complex rhetorical
structures simply, and help students examine discourses in a relevant and
motivating way.

The main limitation of the model is its potential complexity. Multimodal
analysis can become complex because multimodal resources such as videos use a
wide range of affordances to communicate meaning. For example, in the
Greenpeace video, the visual mode uses colors, animations, and image
juxtaposition to create meaning. A full analysis of all these modes can become
time consuming and may lack relevance to the immediate goals of an academic
course. Moreover, this paper presents a simplified version of the SFL model;
however, when teachers and students who have no training in SFL begin to use
the model, it may become complex and unwieldy. It could be difficult to introduce
and work with this model in large classrooms. Furthermore, while there is a wealth
of free videos available on YouTube, teachers may find it difficult and time
consuming to find videos that can be easily adapted to their classroom needs.

These challenges can be addressed by conducting more research into how the
SFL model can be used in the classroom. Experienced SFL researchers and
practitioners could analyze more videos to create practical examples, like the one
outlined in this paper, of how Baldry and Thibault’s phase and shots model can
be related to Swales’s discourse moves model. Furthermore, textbook creators and
publishers could use the model to create video resources that are relevant to the
needs of teaching academic literacy. Finally, teacher training programs could be
implemented that indicate how to deconstruct multimodal texts using the ideas
and models outlined in this paper.
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Appendix
Shets | Visual Textual Auditory Musical
1 PowerPoint slide January 9th, audience cheering opening bars
2007. and clapping of digital
Macworld San music
Francisco
2 transition to Steve Jobs audience cheering digital music
Steve Jobs entering | Apple CEO and clapping fades to
the stage of an background
auditorium
3 low shot, semi long | Good morning | audience cheering digital music
shot of Steve and clapping fades to
putting his hands background
together in namaste
gesture
4 transition to low let’s take a audience sound music picks
semi-close up of look fades up with a
Steve backbeat
5 transition to split ata audience sound music plays
screen with Steve revolutionary quiet
Jobs (small) and new phone
the iPhone icon
(big)
6 transition to we want to re- | audience sound music plays
bigger invent the fades
iPhone icon phone.
7 aerial long shot of | and we are audience cheers music picks
auditorium loudly up
with Steve on stage
in the distance
(right side)
8 transition to low calling it Steve Jobs’ voice music picks
long shot of the rises to a crescendo; | up
stage (on the left cheering gets louder
side)
9 transition to long iPhone Steve’s voice music is loud
shot of the iPhone Peaks;
icon (center stage) audience cheers
loudly
10 dissolution of Shot | — - -

9

Figure 1: Multimodal Analysis of Phase One of the Video Text
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Related Moves
Phase | Visual Text Verbal Text | Discourse Moves in Academic
Paper
large audience; | inviting opening hook; introduction;

1 Steve Jobs; welcoming presents Apple’s establishing a
iPhone icon warm position territory
statistical factual presents Greenpeace’s establishing a

) information; contrast position; niche
images of inviting counterclaims/
social media presents a gap
images of eventful method of investigation | methodology

3 events; images | explanatory
of people; critical
“Our Steve”
images of facts | factual presents results results

4 critical
images of facts | factual re-presents Apple’s discussion

averring position with a new

5 claim that Apple is

greener than its
competitors
6 images of facts | factual presents a rebuttal of conclusion
Apple’s claim
image of repetition of | concluding hook -

7 iPhone icon in | key words
Green text and
Greenpeace ideas

Figure 2: Discourse Moves in the Video
Shot | Visual Textual Discourse Move
PowerPoint Steve publishes Apple’s
1 slide environmental claim
2 web site icon a greener apple Apple’s claim
environmental claim
web site text I was surprised to learn that Apple | Apple’s claim

3 is ahead of competitors in these environmental claim

areas.

Figure 3: Shots in Phase 5
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Phases/ Visual Textual Discourse Move
Shots
Phase 6 | PowerPoint | but Greenpeace
Shot1 | slide counterclaim
Phase 6 | PowerPoint | Nokkia has all its new phones PVC | Greenpeace
Shot2 | slide free counterclaim
PowerPoint | Sony Ericson and Motorola have Greenpeace
Phase 6 . .
slide both removed some of the worst counterclaim
Shot 3 . .
chemicals from their phones.
Image of Steve it is time to rebuttal/conclusion
Phase 6 iPhone
Shot4 | .
icon
Phase 7 ?g;;gfeof reinvent the phone in green concluding hook
Shot1 | .
icon

Figure 4: Shots in Phase 6 and 7
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Viewpoints in Picturebooks: Realization through Words and
Pictures and Its Combination
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Chie Hayakawa
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Nagoya University of the Arts

Abstract

This paper is a part of multimodal studies on a typical bimodal text, picturebooks, this
time focusing on the choices of viewpoint. Viewpoint refers to perspectives from
which pictures or words are written/drawn. Many picturebooks use the choice
effectively. For example, by combining words written from a character’s subjective
viewpoint with objective pictures, we can enjoy the gap between the character’s
perception and the reality.

In order to analyze such effects, we need the systems of VIEWPOINT both in
pictures and in words. The system of VIEWPOINT IN PICTURES is already proposed by
Painter, et al. (2013: 18-30) as FOCALISATION. VIEWPOINT IN WORDS, however, has
only a few descriptions in the framework of Systemic Functional Linguistic (hereafter
SFL). I will propose the system of VIEWPOINT IN WORDS by categorizing it into
‘objective (omniscience)’, ‘subjective: the first person view’, ‘subjective: the second
person view’ and ‘subjective: the third person view’. Each choice is realized through
the choices of the person, naming and give/receive expressions. I, then, verify the
proposed systems by adopting them to the analysis of a picturebook.

1. iIXC®IZ

AR, multimodal text DIRE LY v L TH HIRADKMEZ | FaREL
ifi (Systemic Functional Linguistics ; LA~ SFL) O@EHLH BN L LD &
TAHWIEDO R TH D, SEITFHICEO A ITESREZY TS, A &
b HAA, WEEDHEO B - BLENOFELNDINTH D,

MEARIE, XEBRSTEODORBAT 4 TREDLI > T v LT, HBIR, X
LIRTIIHAZ BB 5 FED RS, T L TEL, XEia, ThEhnzil
DR N ORIV THAGDE D Z &b TE D, AL, BARDZE S LIFm
EHEEMEZ . MTIC Ko T LT D720 DA, T70b b THEDE
R AT L) ZRETDHEZENET D,

ETHE2HTIE, ZLXRAOTOR[LITEDOL S RbD, £2 L
DEDIRIBARZ DN T D L ZITHA LWV O BEENEEIZ /2 > T 2058
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T 5, WICHE I HIL, BOFOMERDOHRER N, FAUZIZED X 5 2 fiEn
HH), BN EDX TR E BB T 20 E RS, f<H4Hix, HHIIo
FOREDLE D, L AEEOBHEO ULnt-lE, 8l ks B8 13y
SRIESTL D, D7 EBFADOFHRZIRY TIi%, SFL OFGGHAAA DI,
OF OGN T BHFIERCT AT ANIELE AL ERDIT bR o T=7=0,
AFETHTIC, LT L ABEEH Y AT A (R) ZERTH, RBICE S
TiX, B 1EH ORI LIEBARLZ, ARPIRET DV AT AMMIESWOTHIT
THZ LT, DT OEIMEEHER L2V,

INEDHHTIZEDENIC, ADHTOZLZLOBEMNEZIT- XD S TE
TV, BBRAZ T H2HIE, —FTE2 &, BAD Tmps] e
DEITEAN I TV DN E SREEER(SFLYO B SN GH BN TH 2 &
HbH, TNIZE. ZODBERPHDHEEZEZD, —OIX. BAEZWRAT, 272
AW TROLOTIEZRLS, ESIAWVD, 8 E W) Z BRI
FEOHZENTED LIRS, 2FV, BAROOHTTOEE M ETHENIE
FTHD, bo—2lE, BUEDOOGHRHAATIIHOTEWn EE) AR
OMoTEL X FNEFHTAEODICVATLAAREFLRE - HEFETH LN
TZ%, 20, #HiglslHARKROm EE W) ERETH D,

oL, - BEmE WO MmO BROL & AT, 1 ftofaARD Tk
HS ) Z, FR eV BLED D SREFRITH ST L TARZ,

2. SHTRRA - AR DOHDOHER

ARl Sy HT#EANIL, John Klassen 1E This Is Not My Hat (ISBN : 1406353434)
Thbd, NSWHZEEAANZLIEERT, EARDE ) 0 —IREOE EE
RKOKRLET2H>TND, BBTIE, DEWVADN/NIWVIEFZ NS5 TV DHEEN
oD R, INSWABEOE )/ n—7 2k, TORFITEITIASORD
Wi, REBRADDLIBALUTEEZLDE LW ZERHANSND, NE
WAL, ZOBFIERERAIVLASICEAI L5 TIE4SLLEED ., K
XRAIZEIDBBAD R R oTZLICRDE L LARAWES ) BB L
20T 20, #TIE, BFNRL o2 LIZR SV K& Znfads, iz
INSWRDZEBWINT . EOEBEEZHE D T ERBHEDIL D,

ZOEMOEHEO—iX, HAEZEROICHNTWAZ LIch D LB X
LD, fmall LTED &, XEROUANRBERMIZTLLTHD &
ZACHBASNEENTWS, 29 L%, SFL TR EH» ot 5o
2, NEIC R TVh&E 720,

3. BOFDOHRR

EARERER T DSTEODAT 47 #BEXDH L, FTIROFOHERITIT
EOX O REEND L0, BXHEE LS BT 20 a2 /5,

FEOHF O FNZ DOV TIL, 9 CIZ Painter, etal. (2013: 18-30)IZ & - THFZE =
AL TN T, FOCALISATION &9 3 AT A THHTTE 5D, FOCALISATION & I3,
fHEICE D & B AT BEEDAEICH D L I TV LN TH D,
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1 & L. Painter, et al.0> FOCALISATION D AT LAx £ L 05,

unmediated
FOCALISATION~|: inscribed

mediaed {
inferred

(Painter, et al. 2013: 23 £ Y f548)
] 1 : Painter, et al.(> FOCALISATION D ¥/ A5 A

FHE LT, BRI LHEZMETDILSDEB~] (ISBN :4591125319) 1
DIEEF > T, ZNENOHREEFH LIV, TOERLOE~L] X, &5
%@h&nbﬁ@%ﬁ\%tmﬁmaoﬁbféf\%?&@%@ﬁﬁf@

2eExMEROTDHENIFETH D,

iﬁ‘ unmediated & 9 E&RIT, KRR EEZ W @] OfAT
H5, mimuzmwﬁ%% b, SoZbHLRANH LIBL TEE=E
DOFIZNWBBETHDH, ZOIT. SoZboANREEOR A 2800 A
7T5Lti9;hw1wéo%ﬂ LoT, AW - R RBINICIEZ D
ZENTE D,

IZ mediated & VN9 DI, HEPEFED NDOIRSEZHEMIC L TRD LW E
WTHh D, #FIZ mediated: inscribed: as character & VY9 DI, BHFH AP DOFR
IR EDOHBNEE DO FENHHTWA X ICHIK FETH S, FI2L D,
EDLTHANEARIZ R ST LD BRRPEEND, Hlidpll D, BEFERED
MOZEEHITHEDPDNE N TN TENRNRT Y a2 S5 2 H0 AN 2850
Thbd, ZITlE SoZb2ADEHFHMINT, broE [EoZbs
ADBMMPLRIELZDEIICRAD] £HIT, EoZbrAAHFOMTFL,
ZOMERHT AN R A52BFEE T &y F2S, EEWIEWVIZ
i Tnd, T LEHEICED, BONRE>ZH2 A~ T, HOHRI
DHLDOERTWDEIICHAZ, EDPPENTWST2BEEI Yy FERO
-t 20Ex LRy KR Tx 5,

F7-. [l U mediated T% ., mediated: inscribed: along with character TlX, %*

SN D1 ARG, TORBLICEG AR A THATWHE LD A<,
mimﬂ6m@%%%f WO BDZEEHNIR S TEZE o I H R ANKE
THi» N, ZORTTITIE., FidOBEET Ly R, WODRIIIHE Y =
v 7= FDEZENNIZWERENTWNWD, ZOHA, S>IZbeAvBEBHD
BOO RO, BOORAENRZDDITNR2W=0, BEICIZIS>I b
AWDB ETTATNEZSTHDDITTIERY, LNPLI2IHLLADFBL
12, S ZHRANRHLTNDELDE—FEICHOINDE NI HT, THH D%k
RIFICE->TH, L2 THONEARIL o2 X ) BN AEEND,

%12, mediated: inferred & V9 3&IRLICE D, ZIUILFHEY , B L &
NAHHERDOFRLEN NEODNEI] HEWVI FETHD, HKIFED pp.26-
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2T OBEFET Ly FRAT ONHm T, BiEA EOKEARDMIZ, TX
SIHRATLE] WO BYTINREIND, SOZHLRADBLEDFED G %
REFHE, EWIRETN—U%2DL DL, RO pp.28-29 DIEVHLIL, AN
EARDMNC R 2R LTIZEE O OB b, Zofix, Bz, i
DMEE D NDOW R THi I TZARTE & ) BRI, Z OB T 2L LT
-5, B=F0 B THIV - unmediated & X3 D03 720y, LovL., 3
NS Mgk TS KO IZHEDNTZ_R— T DIRS—V DfzIE, £ D
BN TNDEDERINTND | &0 ) BEBROD L— L IR R E
mZiEd b, TDTEOZDORIT, SoZbRLAREEZ LYy FBHEEZD
B e, ZOHBOENEZ O LD T EROTT, TNEI->ZH2 A0
FNHHRENTZRR L W) Z 2D, ZOXIRTFEEFE I Z L TH, T
HONEANIR o2 X 9 BB ENELN D,

4. XOFOHER

ATER E THREOHF ORSUIZONWT T, ZIUTBEFO S A T H £ < 4
Wbz tnT&xd, MEITXOFORETHD, HEALRNLBKEAT, X
OHFOFBMIZED L D TN D 500, INTNE EH HBET 009
ZEIZBE LT . SFL OMHHADH TIT & A TR E RO D Z E M TE R0,
ZDTD, AR TIE R SUFmICEDOoroe v M &RDT,

4.1 SFL O D THHA ]

£, SFL Ot 6 /T, ME—, s> %E ¥ viewpoint (Z-DOWTHD
W23 & > 72 DL, CIRCUMSTANCE SYSTEM D —# & L T Tdh 5, LL i, Halliday
and Matthiessen (2004: 276)7° 5D 5| TH 5 -

(9) Angle. Angle is related either the (i) the Sayer of a ‘verbal’ clause, with
the sense of ‘as...says’ or (ii) to the Senser of a ‘mental’ clause, with the sense
of ‘as...thinks’. [...] We can call type (ii) ‘viewpoint’ since it is used to
represent the information given by the clause from somebody’s viewpoint [...].
This type is expressed by the simple preposition o or by complex prepositions
such as in the view/opinion of, from the standpoint of; for example,

to Mary it seemed unlikely
they 're guilty in the eyes of the law.

Circumstance (21X [HF] <> [3577 | 72 EWAWATEEHAN & 503, £ DH D Angle
EWVV)BIRED Z HIT ALK S & LT, viewpoint & W) HEERHTL %,
9" %12, Mental clause @ Senser % 79 Circumstance T, il & L CTlE, to Mary

it seemed unlikely @ to Mary X°. they 're guilty in the eyes of the law @ in the eyes
of the law 72 &3, viewpoint =fil &K T & STV 5D,

4.2 XEFROFD A
LS EWI DX, 2D K 91T circumstance (IZ L > TOHAEFEIND D
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FCIEZRV, D Z X, SFL UANO— 72 30w, [/NinoEX ) &
Wo 2RI L D FELWRE R D, RFEFIE LT, mil #— (2004: 86)
—Hfix R THhD

BHDFEY FHRWE ﬁﬁ@l%;uﬁbfwéw XL T, BBV FH
BEIMERAMDO—NTHD X 58681, Wb b — AFs/Nit & S
NHEXTH S, [HEFIZFIIN]

ZOEIIT, —RENZ, FEY F. DFEVHEOHESNDHRTMFETH 50003

*Aﬁ&ﬁ :Aﬁwﬁ\kwﬁfkﬁj ioTE%éﬂéo::#Em\
29 LT —fRpy7e 305wl » T AR E B OBIFRZ £ £ D THIZW,

T AMDNROFIZ D

FAIRITENP LD S HORIZ, ERNWRRE ANOWRNWT T Ralk
T TKRMZH TV o Tz, ZARICERIT RN oT, 7272, BLFEITEIZE
MR LERLS T, HHOHRRFREICA X T2, £ 950, SIULZ oz AEN
WHbnEXOEEST-Ob iy, E-o7=0 Lz [HIS],
ZLT, WoORFTLEIZIE-T20 & -7 [HIE],
(&, H2721%, |
RIS DICH L TE I E o7z,
= ) I
[ EHDTTN?]
BT FARBEE L TEI ST,
(EARIFI 272 [N-P] £V)

DX AT, EAADSFY TFL OFBRESTH NS T
\fﬁi_ﬁbotjkﬂfﬁ 29 RZT2) EWVW ) EANRADLEE, A
IHE< Z &N TE B,

L FEANADBH L7200 « RTW AW OIEFETRNEWVIFKNESH 5,
MKi FEARAPNWRNWGE TEZ o7 HEKE, HDOWITHE =FD.0LERE
THDH, ZOBDEE. WP TLEL W) NP EET D08, R EAL (=
L) ITH= > TE S Bo7eid, TR b0 X9 B noTEMLT,
s THEDLMAZ ENTERY, B NFTFTAFIREAZ LT &0
IENT TREER > TWD LI REE LT EWIHARABHETX 50Dk
Thd,

W, FEFIZEBNZZ LWD, AN EVW DL H D -

TXAHFEROEO LIcEREZEE, AECRZMICTZLIFLTAD
289 E LB [,

EHNEN (=AY —R] Z EOFITHLBEHITEH L, EHOMHA
EREDEGER[HIE]. <& D ETFENDBNRD D%, EATKL D,
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(== b=/ F K R TOEDV] X0)

COXICATNIIE, BB, OFED [EH OFBAR ST,
[EAHEXZ I L) T&ERFZ O BoT-) Ly WEEHT Y BIC, tE By
MEANLE L TYREZ U T A Z L2 b, 7E L2 9o 3EE T,
HEVICEHHENATAICH CTARBERZ R L SN0, HEVFHE
VAR
BBICZ AN E W) ON—FBEHETH D, HNILL T

WHIZAIFERIEIT T ) =T o= iRV NT 5 & 3R
Ve TDT V=TT T VLI LE ANy T ZHbt, kDS WIER
ZLTH B9,
RITITBEN TR NR—F AN e FE X HILTED T, 2RkEI oL
T BT, EMETIEADRNT I FOFDHEE,
TIADOFIIREN, BEONRT U AREZDHEHE HMNTEL L
TREW, B ZOTFE, L BHEEY, BHLELS. BB Lo L
TUWNTHI58EV,
(LEFER [EHoR MoK EEOAR] L)

DX, TR LW IHFED FABGET, £ 5 TR EoikE A
BTEATEC, RHORANE, RTORN - ETOBEEAY OO E
KTENTED, TN EFHE =FOHED GO CTRBIICH F 2 5ok 4
HZEHLHD ., N—RARA IR/ ERZ DA THA 9,

L L ZABRSURE, E<FT &, FFEDOBRIG A OFL TENNL TN D
bbb, BliXERRoBOEE. AMELTE T+ & T=I1) »
REELH T 203, HAIIH LMo FICH S, >2F0 ., 32 58
Sl E THFIIEZARBOWNRLEZ] S0 ) ZEnE NN, 95T
%75%7%%7_@/\57% . ZOLGmENBITE s ALY, =X
B2, BrIclonsigacdy, bRl I FIEFERREN] &
moiouﬁ RXNDMMDONTH D,

EENVLEZOIL, ARV, SmEmaEbivud, o ANofa TE
mivd Z E%Z@ékb\o MTH D, Fl213KFE LR U/NROR OS5 IZLL
ToOwmH ThD

ZOOE EKRBIZEEND T > TV,

T AL, HORITUA RS ER S, KERBZAATELS 2D
FHTWBH %2 LA UARO 262 5 oz, fElEE W DI
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O 1) & T2+ DTS20, SEITHLNICZ I O KA T
HEISNTWA, (I FFIZ 2B ¢TI FF2 575208077
EWV D ZERENNL, BT, BRI TEDOINE DO IRDREE S D %)
SLrind,

4.3 XOFDOHERKD T AT A

PLED L 9IZ, 2B WTE TAFR] Ik > THANREBE IS, £
% SFL OFHSHAICE D I HICRIRT D E E I RDDIEA D hy,
CZETREMEITTIC, REDOVATAEFOEBERZK 2 L LTEED
5o

—first person view
\ the first person style
— subjective _|_ second person view

N the second person style

L_third person view
\ the third person style
VIEWPOINT _| N RFIE DO A D F7% mental process @ Senser (&

N BIG AN ORERRDS . FFED N~ b BT BRIz
&Y

NIRD - b5 9 OFRMEDRRFER

L_ objective

\ the third person style

N R TE D AN D F53 mental process @ Senser (272 5 720
N BGSANWDORERRDS, BRI TR L

VIRRD - B9 OFmMERRN
2. XIT & BB VIEWPOINT DY AT AL FDOREBE (R)

2R L7e L9, AT E T FEHHY subjective 7B objective 27T
I D, FBNBRHEA TEGE, FEOEBN L VD KT, —ARRD [H)
WRZSTbZ0FEE - AR HNOLND, ~AHO [F] fHEE-o7
O, ZAMZERHNEID,

HEEDGEROIZ=AMIURT, Zud, &Mk - T, F8H - 880
EHLLERTEDICHLAATE S, RIFEDHTRIZL DI, TFHIXES7T-)
BF1ciEZ 9 Ra7z) @ X 51, FFED AW D A7) mental process @ Senser
(22556, TONOHEBRTEINTND Z EITRD, £, BHEAMD
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FERRDNRFE D AN B WL BARME 2 R T56 L EBITH L3, ZORIZD
WTCIIETHIET 5,

BB G AT DM T, Z ABRTEDI, D ORED AW D 77Y mental
process @ Senser (272 57, EIZBIG AW OMNFR G BB TEE L7720,

2O TR L) ZEIZoNT, bIHD LR T D, LT3 SD5H
g LTI LW
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FBIXPNCIEN G E 2D TR o T2, TR TS EHIHEEIC——
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ROPE—%, BEITFEHZ L BT,

2. TP+ O

BaHZRBY D & BB/,

JaNRZ D E NUFIER T QW ERITEE BT, 7 1 TiEe<
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3. ME—] O
MEAEITIRIE T+ bl hotz, AR ERLRICEERE
BPICHZ I IUT I o7, LW | [E— TR Tl A
‘3‘0 f:o
(WT I HILEIERE [EMmOAR #HAEOKR EEOAR] Lo ;
FRIHIZ RN K D)

THRERD AL, BRI AR T AT ER, BiZHARBL ME—] 20 H A
MERL WD, 3. 1. OS5I T ORENLENINTNDTZD,
BORTHHE—IT T5) EMEND, 2. OFHEIE (1) OfA»LE
PIVTEY, ML E—X (ZOFFSTIE) HYEWNWTiEnzd, [ER)
Eoy TH] LT, ARNIHTZ 2N, L LZANREE—0Z 7L
TNLHINENS L D LBED3OGEHTIE HE—] IZHARBY, ZOHT
[ZARZ LR RIGEE R EETICHZ IV IUZ Lo 72, EEWARN
HLE—IX) EEINLTED, RIZED 7 alTRZ BTN FD R
H—ThHotz] L) ZENDMDHMMARIT > TV D,

ok, RUATHLHREIC L > TEHRRLEDL LS. ORI,
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Flo, HEICTIRD - 159 OFBEEICOWTHHENLEREAH, [~
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HIbLRT D HHEXELELE
[(HRbeA ETobUle HUVEEHA, TobL Tob)
HEzIE HbLoAD Tx ONT Y FELE
HbIbLRAD TE &TH HVNELLT RbLNMTT,
HEZIT ThAE BN OOC, BBEL holzko7e &1L HT
L7,
Bk AT [HIZ2EBWIWVWE D L] K0 B8RRI L D)

ZOFHEIZE AR TENNL TV DN, BEA AR TIERL, IHE
2] OFEPLEPNTNDZ N, SEIERFHEHTPRUZENL TN,
BEIZIR 7=, THFE D A7) mental process @ Sensor (272 D856, £ O LFIT
ZONPOBTRTEINTND | ENH R TEXR [TAE E1 OUT,
BB&EL{ o2k 97% bbbl Sensor lIHIZTHDH L. F-1H
RbPAD T ETH BT RpbN] &) T EEHKUETDS
Sensor bH XX Th 5,

L2 L ZOWGHIZIE, ENLAMIAREZ BB L TWARBENH 5, T
[(HE 2L HOHLRAD T  ONWT RVFELE] OTFRBRE o0 *
L7z THD, ZOBHE. TTE2OL | EWIiThA %l LMo H & 2 OIS
MHEINENPNTWAHEOIIC, [TE ODWNWT o7z ERDH5DTHY, b
LZDOXEN, i SN OHRebL o ADEENLE PN THEL, [HE 2
X HOHboAD Th OWT <NFLiz] £33 THD,

X, TRD) TH 5 H ) BHBEFEORG N & UL LU= vt
TEPNTWAEAE, ZOXFEITZDO NMOHENLENNLTND, TN
K20 [T05 659 OFAENREEN] OFEBRNRERTLZETHD,

5. IRAB/IHT

B3l Az, f2E T X DEMD T AT L Z D BBEN - 72
& 2 AT, BHEIZ RLIZAEAK This Is Not My Hat % 80D THfT L TRz, BEIC
W72, BAREVI DI ERBROMATETTETWNDLZD, LEHBET
Blax OB Z RN fEEL LN TE D, £ WoT2BLr T, This Is Not
My Hat 372 HBAWONE LT, L ERE &I T 5,

F9°301%. BEAHEBIC This hat is not mine. I just stoleit. & &2 X 512, X2 D
AT ITTUN 9 subjective: first person view 2SI E 4L, 1 LFEHILD EAA,
DE N /PINHOB R TEINL TN D,

—HORIE, N OHREZET, K1 DT AT L TU9H unmediated DA
THDN D, DNSWEOUELLHEPNTZART b, TXTHE=FD
A2 D /hEW, REW, 21 a L0 E HOEZ WO O 5 ER
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Abstract

Face-to-face talk is a multimodal form of communication that includes two principle
modalities of speech and gesture. Speech itself can be seen as multimodal since it
includes the verbal message but is also overlaid with intonation (Halliday & Greaves,
2008), and may include voicing and changes in pitch, volume or other marked
inflections which add layers of meaning. Likewise, gestural resources embrace a range
of bodily meanings from body posture, to arm, hand and head movements through to
facial expressions, some of which overlap with the voicing of speech itself (Goldin-
Meadow and McNeill, 2000; Kendon, 2004). This paper both makes the case for
developing a multimodal model of spoken communication as a resource that could be
used in foreign language teaching and provides an overview of what this model might
look like. The description is based on an analysis of video recorded language learning
history interviews of students at a Japanese university who had a high level of
proficiency in Japanese and English. These students drew attention to the importance
of non-verbal dimensions of face-to-face communication and exhibited their
proficiency in using them. A student narrative from the project is used to illustrate the
model.

1. Introduction

Given the already full curriculum faced by language learners in Japan, some educators
and researchers may question the need for a multimodal description of language,
however, the description proposed here grew out of an observation that what
classroom-based learners often miss out on are the multimodal dimensions of face-to-
face communication. Lower level learners whose contact with English is limited to a
traditional curriculum that is focused on memorizing vocabulary and grammatical
structures, or passive reading and listening activities used to prepare them for tests,
often struggle to engage themselves fully when faced with communicative activities
in the classroom. In particular, they seemed unable to effectively use gesture, body
language, facial expression or tone of voice appropriately to convey anything beyond
the verbal utterance. The problem is all the more poignant in contrast with classes of
more fluent bilinguals such as those found in programs for advanced English learners
at some universities in Japan. Many students on such programs have lived or studied
overseas or used English in the home, enabling them to develop a more multimodal
proficiency in English. It was this intangible difference and the relative dearth of
literature within SFL addressing it that led to the exploratory description introduced
in this paper.
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This paper outlines a model of non-verbal resources of face-to-face talk in
English based on a multimodal analysis of a class of university students at a Japanese
university who were particularly adept at communication in English due to varying
degrees of experience living or studying English overseas. These students participated
in a language learning history project where they interviewed (and were interviewed
by) a classmate for an hour concerning their learning history from early childhood to
the present. The project consisted of 21 interviews which were video-recorded by the
students and explored as multimodal texts. The project was conducted with written
permission from all participants and the university where they studied. Pseudonyms
are used throughout this paper to protect anonymity. A more detailed account of the
project as a whole can be found elsewhere (Kiernan, 2019). Not only did the students
show varying degrees of fluency with non-verbal resources that seemed to reflect the
length and depth of childhood experience overseas and overall bilingual development
but some students also emphasized the importance of non-verbal resources, with one
student in particular emphasizing the effective use of gesture and body language as
central to her success during a high school study abroad program. She described her
approach as follows:

... And when I was in, er, the United States, I did a lot of mistakes but at the time,
I felt, if I hesitate, er, making a mistake, I, nothing will talk. So, I didn’t care about,
as you say, mistakes and just talk. And, but like, talking in this way, um, “I’m [zumi
and I’m from Japan.” Like talking like this, “Hi, I’'m Izumi, I’'m from Japan.” It’s
really different. And so even, I can’t, I couldn’t speak English, I used like body
languages and changed my voice, more happy voice and with smile, and it’s I think,
it made, it keep me, up (laughs). And, at first time, like many, my friends are, at
first time, at first time of staying in the United States, many of my friends said,

“You are so quiet. You are so quiet,” And I was sad. So, at that time, I tried to be
more active. And tried to show who I am. Yeah.

[zumi’s example may not be readily understandable from this verbal transcription
precisely because the difference that she is underlining between “I’m Izumi and I’'m
from Japan” and “Hi, I’'m Izumi, I’'m from Japan” is not a verbal one but one which
she illustrated through her tone of voice, facial expression and body language. Izumi,
who thought of herself as an outgoing person was shocked to find that she was
regarded as shy and quiet when she began high school in the US as part of a yearlong
exchange program, simply because her English ability did not allow her to participate
in conversation. In another part of the interview, she explained that her decision to
establish her personality in the US began with the physical act of folding her arms and
legs to establish a confident posture, which, together with her expressive use of what
English she did know, allowed her to establish and maintain a network of friends and
an environment in which she could develop her English.

The principle example which will be used to illustrate the description of
multimodal resources proposed here derives from a student who had spent almost
equal periods of her childhood living in Japan and the US. The model itself is broadly
divided between gestural and oral resources considered from the perspective of the
ideational, interpersonal, and textual metafunctions. Before doing so, the following
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sections situate this model in relation to previous research in multimodality and
gesture studies.

2. Multimodality in face-to-face talk
The multimodal nature of face-to-face communication has been largely overlooked in
the past within linguistics in general and SFL in particular as the result of both
theoretical and practical limitations of the past. Yet the recent development of
multimodal studies within SFL now makes it the ideal resource on which to build a
description that embraces the embodied nature of face-to-face talk. The limitations
were practical because, before audio-video recording and (as yet unrealized) analysis,
transcription was limited. Even today, whereas automated analysis of digital written
text corpora is widespread and highly sophisticated, multimodal corporal and
automated analysis of video are still in their infancy (Adolphs and Carter, 2013). The
qualitative software, NVivo (Bazeley, 2007), used for this project does provide a way
to link transcription to video and so effectively code video segments as does,
multimodal video but the process is slow and labor intensive. Likewise, the
painstaking attention to detail found in the transcriptions of traditional conversation
analysis did often provide some account of gesture or posture (Hepburn and Bolden,
2013), and recommended the use of video recording but there is still no
comprehensive description of nonverbal resources. The theoretical limitation has been
the longstanding emphasis of linguistics as exclusively concerned with the verbal
resources of communication, an approach that is changing with the establishment and
growth of multimodal studies as a branch of SFL. In retrospect, this development
might well be regarded as inevitable and the multimodal exploration of talk as coming
full circle back to the central concern of linguistics with spoken communication.
Hallidean linguists has evolved out of a tradition of modern linguistics that
prioritizes the (spoken) verbal dimension of language famously underlined in
Saussure’s (1986) distinction between “language” and “parole” yet continues to
acknowledge the interrelation between language and context and view language as
one semiotic mode among others (Firth, 1950; Hasan, 2009; Robins, 1971/2004).
Accordingly, while Halliday’s most prominent contribution to linguistics is widely
regarded as his functional account of grammar (Halliday and Matthiessen, 2014), the
overall model of language in which this functional account verbal language is situated
is one that has opened linguistic description to engaging with other semiotic modes of
communication (Bateman, Wildfeuer, and Hiippala, 2017; O'Halloran and Tan, 2015).
In practice, the development of multimodal studies that explicitly explore non-verbal
modalities has gone hand in hand with the growth of multimedia and online
communication which have spawned research where the SFL notion of a “text” has
been expanded to embrace multimedia such as films (Bateman and Schmidt, 2012),
and social media platforms (Page, 2010). It has also been stimulated by research in
educational contexts where visual resources such as diagrams and scientific
procedures are central to the impartment of knowledge (Kress, Jewitt, Ogborn, and
Charalampos, 2001). Even for Halliday, “text” was not explicitly verbal but rather
defined as “a sociological event, a semiotic encounter through which the meanings
that constitute the social system are exchanged.” (Halliday, 2002: 50). Many of those
who have taken on multimodality bring with them multidisciplinary knowledge with
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backgrounds in visual arts (Kress and van Leeuwen, 2006), film (Bateman and
Wildfeuer, 2014), or music (van Leeuwen, 1999). For such researchers, multimodality
is not something unique to certain kinds of texts but rather a feature of all
communication. As Page put it:

. multimodality insists on the multiple integration of semiotic resources in
communicative events. From this perspective, all texts are multimodal ...
Mononodality in comparison is not an actual quality of texts but rather a way of
thinking about individual semiotic resources once abstracted from the
communicative ensemble in which they occur. (Page, 2010: 4)

It is from this perspective that this paper will consider the resources of face-to-face
talk.

If, as Page implied, multimodal texts are not limited to multimedia texts, however,
a “mode” cannot be simply conflated with a media. Therefore, a definition of a mode
is needed. In some cases, such as a picture book, the mode and media may largely
overlap if not entirely correspond; the visual mode is realized through the illustrations
and the verbal through the printed writing (Guijarro, 2014). This example is not
entirely straightforward, though, as illustrations may include verbal elements such as
signs or speech bubbles or titles that may effectively constitute separate modes. In the
case of speech itself, the verbal mode (which could be transcribed into written form)
needs to be considered separately from features such as intonation, which, as Brazil
(1995) has illustrated, forms a separate meaning making resource in English.

If intonation represents a separate mode of meaning making from the verbal
dimension of speech, there are potentially others since speakers routinely realize
speech using an array of other kinds of emphasis or special effects in order to mimic
other people, convey emotion, irony, or drama or create sound effects among others.
Despite their prominence in much studied speech genres such as dramatized personal
narratives (Labov, 1997; Mishler, 1991; Norrick, 2000; Ochs and Capps, 2001) they
have not, to my knowledge, been explored as modes (or “a mode”) of spoken
discourse. Perhaps the principle reasons for this is that these resources are regarded
on the one hand as part of a transparent dimension of language such as the mimicking
of sounds, that is therefore not semiotic, and on the other spontaneous and individual
or idiosyncratic and therefore also not amenable to semiotic description. However, a
multimodal approach which involves describing the “communicative ensemble”
rather than an abstracted verbal mode, would need to provide an account of such
resources.

Likewise, a multimodal description of speech should not end with a description
of vocal resources but extend to the whole of the body involved in face-to-face
communication. Fortunately, while there has, so far, been little research into non-
verbal communication within SFL, considerable work has been done within gesture
studies that could help to shape a multimodal description.

3. Three insights from gesture studies

Gesture as distinguished from sign language has tended to fall outside linguistics with
the majority of research instead being carried out within the social psychology
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oriented field of gesture studies (Kendon, 2004). This field offers a number of
important insights into embodied communication that emphasize the integral nature
of speech and gesture as a unique human facility potentially suited to a multimodal
analysis.

First, in contrast to the widespread assumption that gesture is somehow a
primitive pre-language form of communication shared by primates (as close
evolutionary relatives), observation of apes in the wild suggests that this may not be
the case (Tomasello, 2003). Although animals, including apes, may exhibit emotions
through their bodies, this is very different from the semiotic use of gesture by human
beings. Specifically, for example, it has been argued that apes do not point, a practice
which is central to deictic expression in language and gesture alike (Tomasello, 2014).
Halliday explained the distinction between bodily expression and using the body as a
sign by noting that there is a difference between hitting somebody because you are
angry and hitting someone to show that you are angry, the latter being a semiotic act
of communication (Halliday, 1978/2004: 114). The examples of apes that have been
seen to use gestures such as pointing have been those reared by humans and have gone
hand in hand (literally) with learning other features of human communication (Brakke
and Savage-Rumbaugh, 1995; Segerdahl, Fields, and Savage-Rumbaugh, 2005).
Moreover, it is specifically the capacity to read gestures as social cues that appears to
characterize human intelligence as illustrated by research comparing the intelligence
of young children with apes (Kolbert, 2014: 249). More generally, such observations
would seem to support the belief that human language as the complex use of semiotic
resources is intimately related to the complexity of human societies (McNeill, 2012;
Tomasello, 2014: 124).

A second finding within gesture studies and interrelated to these ideas concerning
the ontology of language both in evolutionary terms and child developmental terms
that flies in the face of lay perceptions is that gesture is not a pre-language mode of
communication that is replaced by speech, but rather one that tends to co-occur with
it and develop in conjunction with speech. Gulberg and de Bot (2010) present
evidence to show that children do not produce gestures as a means of communication
prior to words. Moreover, gesture is not a resource that matures in the early stages of
language development but rather one that increases in sophistication as spoken
language develops. This should hardly be surprising when it is considered that other
semiotic modalities, whether it be fashion, the spread of memes on social media, or
the visual language of advertising both evolve to higher levels in conjunction with
language into adulthood and in the context of social interaction. Moreover, while some
physical gestures appear to have both spontaneity and transparency, others acquire
iconic and culturally specific meanings. (Hall and Hall, 1990; Samovar, Porter, and
McDaniel, 2008).

The third, and most useful collection of findings within gesture studies for this
project is the work that has been done on describing and classifying gesture. Within
gesture studies, there is no consensus, and McNeill (1992, 2000, 2014) alone has
offered conflicting accounts, but taken together they identify important dimension to
consider. The most important among these is Kendon’s gesture continuum. This model
locates gestures on a scale of iconicity from conventionalized meanings associated
with concrete meanings (similar to sign language) to the kind of vague gesturing used
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by speakers to hold a turn while trying to recall some forgotten information, referred
to as Butterworths after the researcher who identified them (Butterworth and Beattie,
1978).

A step along the continuum from Butterworth’s were cohesives, which refer to
the gestures used to organize talk, for example, indicating the opening of closing of a
topic. This may also embrace the habitual gestures or beats that provide a rthythm or
accompaniment to talk without having a clear iconic referent.

More concrete than cohesives are deictics which involve the use of hands, arms
or other parts of the body including movements of the head or direction or gaze to
identify features of the immediate environment. Though they may occur by
themselves deictic gestures are closely interlinked with spoken deixis such as
demonstrative pronouns.

More iconic are metaphorics which refer to gestures used to represent abstract
concepts such as rising or falling movements of the hands and arms to represent
increases or decreases.

Finally, the most iconic category are conventionalized meanings with concrete
referents. This category includes spatial referents such as up or down but also a range
of conventionalized meanings such as hand and finger gestures used to indicate money,
OK, goodbye and so on. Figure 1 summarizes this continuum.

sign pantomime,

language iconic metaphoric deictic cohesives Butterworths
< >
iconic spontanous

Figure 1. Kendon’s (2004) Continuum

Another important observation in the understanding of gesture is the overall
structure of individual hand/arm gestures. Gulberg (1998; Marianne Gullberg and de
Bot, 2010) identified four stages of movement which can be tracked and explored in
relation to speech. The first stage is preparation where the hands begin to move and
get into a position to make the gesture, then the stroke movement, followed by hold,
where the hands maintain the final shape with which the stroke ends, and then
recovery whereby the hands move back to the original position.

Acknowledging the slippery nature of gesture as communication, Streeck
characterized gesture as “...spontaneous and sometimes improvised, rarely subject to
regimentation, and impossible to cast in a system of rules.” (Streeck, 2009: 2).
Notwithstanding, he suggested a spatial model distinguishing between “making sense
of the world at hand” meaning a physical demonstration such as a cooking class;
“disclosing the world within sight” meaning referencing the larger immediate
environment such as a guide would do when giving a guided tour; and depictive used
to “evoke imagined worlds” such as a storyteller dramatizing a story.

While Kendon’s continuum is a useful way of illustrating how gesture occupies
a broad spectrum of iconicity, the examples represent diverse language functions, in
SFL terms. Nevertheless, it seems reasonable to expect that the less iconic kinds of
gesture may transfer or be acquired more readily with more iconic ones offering more
of a challenge. Likewise, while gestures of the world at hand, the evocation of
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storyworld is likely to offer more of a challenge. For this reason, the following outline
of the model focuses on a narrative where gesture is used to do just this.

4. Ideational gestural resources in a “performed student narrative”
Chikako was one of the more fluent users of English in the class, having spent almost
half her childhood in the US. She was interviewed by her close friend Ayame. When
describing her early life in the US she told three consecutive stories that characterized
her stages of adaptation to life in America, or identity development. The first story
concerned a boy who pestered her on the bus, knowing that she was a recent immigrant
and asking her to say something in English. She mentioned that she was alone on the
bus because she had no friends, making her vulnerable to his taunts. The second story,
which will be the focus here, concerned her first best friend in the US who was another
Japanese girl who happened to be a close neighbor and acted as her translator. Finally,
she described the period after this friend returned to Japan when she became close
friends with other girls who she characterized as “mixed”. The label “mixed” in this
context implicitly included herself and embraced both multiethnic identity and
experience. The middle narrative was of particular interest because it was a
“performed” narrative (Wolfson, 1978) which was accompanied by gestures
throughout. The reason for such prominent use of gestures for this story was that it
was about space; specifically the physical proximity of the houses of Chikako and her
best friend. The story is an example of what Streeck (2009) called depictive gesture
used to evoke an imagined story world. This example is particularly interesting
because it illustrates how gesture and speech are used in conjunction in order to both
create a story world space but also a spontaneous and temporary iconography of
gestures.

As can be seen from the illustrated extract from the narrative provided in Figure
2, arange of hand and arm movements are used to depict the valley, their houses and
the path connecting their houses. Moreover, the space is evoked so vividly that Ayame
participates in the space by asking “How close is this?”” indicating the gap between
Chikako’s hands which she continued to hold, representing the position of the houses.
If the various features of Chikako’s narrative gestures (and Ayame’s contributions) are
considered as ideational gestural resources, it turns out that they are not all of one kind
but illustrate a range of kinds of meaning. First, there is depicture, which refers to the
gestures that she used to represent the houses and valley. These could further be
subdivided in to the relatively static cupped hand gestures used to represent the houses,
and the dynamic sweeping arm movement which she used to describe the shape of the
valley. More generally, even though Gullberg’s (1998) model suggests that all gestures
are dynamic in so far as they appear temporarily out of (and return to) neutral resting
positions, depictive gestures may be either static or dynamic in this way. As these
examples show, however, static and dynamic do not necessarily correspond either to
any static quality of the thing being represented or even such abstractions as
differences between grammatical categories for verbs or nouns (though such a usage
is conceivable). In this case, the dynamic valley is the larger landscape and the houses
are details located in relation to it. The movement used for both the valley and the
path at the top also represents the connection between Chikako and her friend.
There are other story world gestural resources. A separate kind of resource are those
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used for pointing (story world deixis). Again, these can be divided between specific
locations such as “right here” and indications of movement such as “go like that” used
to indicate the path taken to Chikako’s friend’s house from her own.
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Figure 2: A selection of consecutive gestures from Chikake’s narrative

In addition, she uses some miming to evoke their communications. Her hand
gestures that accompany the word “talk” indicate the movement and meeting of voices
across the valley. Chikako also used a cupped hand and elongated voice to represent
shouting without raising the actual volume of her voice. Finally, iconic and
metaphorical representations are grouped together. Examples of this included Ayame’s
use of three fingers to accompany “three minutes” (conceptual) and Chikako’s double
finger air quotes. These ideational resources are summarized in Figure 3.
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Figure 3: A summary of the ideational resources of gesture

5. Interpersonal resources

The previous section provided an overview of ideational resources illustrated using a
single narrative from the interviews. In order to describe the range of interpersonal
resources, however, this section instead draws more broadly on variation across the
interviews. Interpersonal non-verbal resources can be considered as existing on a
physical scale from the macro level of bodily posture and orientation, through hand
and arm gestures, to the details of facial expression, and tone of voice.

In these interviews, there were three principle features of orientation constituted
by seating position, body proximity and posture. Of these, seating position was the
most stable as participants, once seated generally maintained their position for the
entire interview. There were five positions, which represented not only differences of
seating arrangement between the interviewees but also on relation to the camera.
Position 1 (formal interview) had the interviewer and interviewee sitting opposite each
other (at desks) with the camera viewing them form side on. Position 2 (casual
interview) had the participants sitting next to each other (usually without desks) in
front of the camera. In between these two positions was Position 3 (on-stage
interview) where the desks were angled towards the camera, in the style of TV chat
shows. Position 4 (camera interview) was one where the interviewer stood behind the
camera. This position was only used in one interview, which was abandoned after a
very short time, perhaps because of the intimidating positioning of this orientation.
Position 5 was a variation on position 3, where the camera was placed at the side of
the participants who sat next to each other. In contrast to position 4, position 5 avoided
engagement with the camera.

These seating orientations also varied according to the proximity of the speakers
in accordance with the level of intimacy on display. Hence, while Ayama and Chikako
were sat with their bodies touching during Chikako’s interview, Ayame’s interviewer,
Akira, sat slightly away from her, even though this meant that he sat on a less
comfortable part of the bench. Izumi (who also adopted the same position with a male
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interviewer) sat at a more neutral distance from her interviewer which allowed her to
hug him for demonstration when discussing what she saw as the relative intimacy of
body language in the US. Finally, the seating position was modified by the body
posture. This meant that the default posture of the seating position varied in practice
so that participants in position one sometimes directed their attention towards each
other and those in position 2 actually oriented themselves more like position 2
sometimes also turning to face each other. While it is certainly tempting to attribute
semiotic meaning to this dimension of posture, one interview that was disrupted
leading to the interview being filmed in three separate locations, had the interviewers
sat in three different seating positions. In this case what was common to all three was
an apparent disengagement from the camera (except when addressing it) characterized
by slouching.

The interpersonal dimension of gesture can also be divided into resources for
turn-taking interaction, pointing gestures used for self-other identification, and
gestures used to express emotion. Although as noted above, the Butterworth gestures
associated with recall are treated as part of a mental process of recall, in these
interviews, such gestures were treated as interactional so that interviewers actively
participated in recall activities, or as Masa did on one occasion, reflected back the
gesture to elicit clarification. Just as it has been observed that pronouns are central to
identity positioning in talk, so the physical gestures that accompany them are integral
to this. As Izumi both explained and demonstrated, failure to communicate through
physical gesture at her school in the US initially gave others the impression that she
was shy. Whereas Masa and Shiro played out a cool unemotional style for much to the
interview, Koko engaged energetically with Izumi through dramatic use of gestures
of all kinds. In this way, bodily movement was integral to the expression of a range of
emotions. The face is the natural site of emotional expression but was also used for
interaction and pointing (though gaze). Finally, though there is not space here to
discuss the role of tone of voice, this too is a key interpersonal resource. Figure 4
summarizes these interpersonal resources.
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BODY LANGUAGE (scated)

Orientation Gesture Facial expression
Seating position 1 (formal interview) Turn-taking / interactional interactional (gaze)
position 2 (casual interview) ‘wait’/ ‘I’m thinking’ ‘Really!”
position 3 (on-stage interview) confirm ‘Really?”
position 4 (camera interview) deny Pointing  (gaze)
position 5 (peephole interview) don’t know “There!”
copy/quote (= go on/explain) Emotional
happy/joke
Body proximity __[ minimal (touching) pointing (identifying) sad
me angry
[ close (separated) you embarrassed
us
~ distant here Voice
them/there Tone of voice
Body posture [ towards partner open volume / pace
(reinforce with eyes) closed emotional voice quality
[ between /neither happy/joke accent
sad intonation
"~ towards camera angry pronunciation

embarrassed

Figure 4: A summary of the interpersonal resources of gesture in the interviews

6. Textual resources

In terms of textual resources, as noted above, research in gesture studies identified a
class of resources called cohesives used to organize talk, as well as beats which
provide an accompaniment to talk which also would seem to be textual. To return to
the example of Chikako’s narrative, her story was framed by opening and closing
gestures. At the beginning, she raised her hand as she uttered “This really interesting
thing.” This phrase itself marked a bid to recount her story and was immediately
followed by what in Labovian terms would be the abstract of her story: a brief
summary where she prepared the groundwork for the gestures which she was to use
throughout her narrative. The end of her story was marked by a similar gesture that
simultaneously indicated the end of her story and her friend’s return to Japan and with
it the end of an episode in her life in the US. More generally, textual resources are
used to help participants negotiate the structure of the text that they are creating which
in this case consisted of a life history interview. In this case, the structure was one of
a macro life history embedded with narratives and explanations to elaborate on each
period. In other words, the interviews can be viewed as structured around a series of
narrative framings, which, as with Chikako’s narrative, were marked with hand
gestures. Likewise at the micro level, each gesture has, as Gullberg (1998) observed
a textual structure of its own (preparation-stroke-hold-recovery). However, there was
another dimension of textual organization that was not so much marked by gestures
as observable through a multimodal shift in orientation. This aspect of structure is the
kind developed by Goffman in his account of frame theory (1975). Goffman’s theory
explains how identities are negotiated in relation to the context, which provides a
frame for interactions. In the case of these interviews, the predominant structure of
interview, provided by the educational research task, was negotiated within other
contextual relationships and framings that were marked by things like switching from
English to Japanese or addressing the camera. These textual framings could be
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represented as a series of boxes with the absent teacher observer represented by the
camera as the outermost frame. In this frame, participants’ identities were inscribed
as students or research subjects. Hence, where the camera was addressed, it was with
my name and looking at the camera. Within this was the public performance of the
interview task with the role either of interviewer or interviewee. However, these self-
selected partners were also close friends who not only spent four classes a week
together but a month living together overseas during the recent summer break. Even
within this interview task then, the context also allowed them to share experiences
conversationally, shifting away form the specific focus. In addition, some participants,
particularly those struggling with the task itself, appealed to their partner’s in Japanese
in a kind of “off stage” talk indicated both by language change, reducing volume to a
whisper and either seeking eye contact or moving closer together. Moreover, with this
nestling of contextual boxes in mind, the gestural performance of a narrative might
also be seen as a further dimension of framing narrative performance. For this reason,
rather than propose as system of textual resources, the first step towards a description
of textual resources should be to provide an account of the relevant frames. With more
space, one might then be able to map the resources relevant to this.

7. Conclusion

In this paper, I have proposed that face-to-face talk can usefully be explored as a
multimodal text consisting of spoken and gestural modes. This proposal is discussed
here in relation to a learning history interview project participated in by students
taking an advanced English program at a Japanese university. Despite the fact that
they had been selected for the class on the basis of a standardized test, they shared an
outlook on language learning as centered on social communication and speaking in
particular. The interviews included talk from the students that indicate that they
recognized the importance of non-verbal communication in talk particularly in study
abroad contexts where building social relations was both challenging and important.
Across the interviews, the participants showed a range of conversational and gestural
fluency and one particularly skillful performance of gesture in narrative was used as
an example to illustrate how gestural resources could be modeled as a system of
functional meanings. Moreover, the description of the role of gesture included a
spread of functional meanings across the three metafunctions. Most of the features
identified here reflect those already observed in the literature on gesture studies, so
the principle contribution here could is the reorganizing of these features to fit with
an SFL description of conversation. With that said, this model has many limitations
which nevertheless be seen as potentially fruitful areas for exploration in future studies.
First and foremost, while the model was based on a detailed analysis of a body of
interviews that has only partially been summarized here, the framework proposed here
is in need of verification and inevitable modification in other face-to-face contexts.
Moreover, the observation that language learners, even within the advanced level class
discussed here, exhibit multimodal fluency in accordance with their overall ability in
English is a potentially contentious one that is worthy of an examination in its own
right. Likewise, while the paper opened with the observation that the traditional focus
on reading and grammar seems to go hand in hand with a language development that
is effectively mono-modal is in need of research. In addition, should it prove the case,
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finding an appropriate way to introduce these dimensions into the classroom is a
significant challenge in its own right that cannot be approached in a simplistic manner.
That said, considering the importance of face-to-face talk as a central multimodal
genre it is surely a focus that has long been in need to exploration and description.
Any such SFL description would hopefully build on the one hand on the findings of
gesture studies and involve the restructuring of these findings as a mode compatible
with the work already undertaken on spoken language. In addition, it seems desirable
that any such model draw on the description of actual talk, which if done with a view
to developing pedagogy be drawn from fluent language learners in that context. As
such, it is hoped that with all its limitations this study may serve as a first step towards
the modeling of multimodal resources in speech and gesture. Finally, to readers who
remain skeptical of the potential for the need for a multimodal description of talk, I
would like to finish with a quotation from Streeck who vividly described the potential
complexity and depth of gesture in talk:

Movements of the hands are capable of evoking images of objects, scenery, actions
and events. They are capable of making the abstract tangible by expressing it in
spatial terms. They can visualize speech acts or responses that are sought, or the
structure of spoken utterances. And in the first place, they can find and mark
meaning in the world around us: by movements of that hand that are so slight that
one even hesitates to call them movements — a minimally embellished way in
which the object is handled, a finger’s tracing of an invisible line — we can make
the features of our lived-in world transparent and intelligible to one another.
(Streeck, 2009: 4)
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Abstract

This study aims to categorize reading questions from a Systemic Functional
Linguistic (SFL) perspective and to propose an SFL framework of reading questions.
Many studies of English as a Second Language (ESL) and English as a Foreign
Language (EFL) are aware of different kinds of reading questions used in the
classroom and their importance in teaching the English language. While these two
areas of study have already addressed a variety of topics on reading questions (Nuttall,
2005; Long and Sato, 1983), SFL studies have not paid much attention to the
differences between reading questions and ordinary questions. This paper firstly
shows the differences between the two kinds of questions and points out some specific
features of exchanges involving reading questions. The second section of this paper
reviews the ESL and EFL studies of reading questions to indicate their findings and
issues of reading questions. The third section discusses the possibility of approaching
reading questions from the SFL perspective. Finally, this paper introduces the SFL
framework for reading questions. This study helps ESL and EFL practitioners grasp
the types of reading questions and what kind of reading activities they can initiate by
asking different types of reading questions.

1. Introduction
In Systemic Functional Linguistics (Halliday, 1985; Halliday, 2014; Martin, 1992),
asking a question in an exchange has been treated as a speech function expressing the
speaker/writer’s demand for information. This speech function is assumed to initiate
the role of speaker/writer and the role of listener/reader in the exchange, and the
listener/reader is expected to respond to the speaker’s/writer’s demand by an answer
or a disclaimer. This principle lying on question shows contrasts with the other three
speech functions, offer, command, and statement, but differences on the inside of this
speech function were rarely addressed in SFL studies. Hasan (1989) developed a
general SFL framework of question on the basis of mother-child interaction, but it
does not seem to be suited for differentiating questions attached to a reading text due
to several unique features that these questions have.

The following text was originally in the English language textbook for Japanese
8th graders, New Crown 2.
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Text 1: At the Zoo (New Crown 2)

[1] Ken: Ratna, look at this! [2] Ratna: Please read it to me. [3] Ken: OK! [4]
“Only about 400 Sumatran Tigers remain in the world. [5] They will disappear
without our help. [6] We are studying them [7] and protecting them. [8] We sell
cards at the zoo shop. [9] Buy one, [10] and help us and the animals.”

The three questions below were presented with Text 1 in the EFL study of reading
question by Fukazawa (2008).

(1) How many Sumatran Tigers remain in the world?
(2) Why did Ratna ask Ken to read it for him?
(3) What is your opinion about the zoo’s activities?
Fukazawa, 2008

All three examples above are called reading questions or reading comprehension
questions, and they surely have the status of question. However, unlike these
questions, such as “How many books do you have?” or “What is your opinion about
global warming?” answerers of reading questions need to read the referred text to
retrieve necessary information and to respond to the reading questions correctly. On
the other hand, in answering a question that asks about the information that the
answerers are already either familiar with or unfamiliar with, the answerers do not
need to read a text to response to the question. This necessity to read the relevant text
in an exchange of reading questions is also similar to the feature of questions that
presume answerers to retrieve necessary information from shared physical
environment, such as “Could you pass me the salt?”” (Martin and Matruglio, 2013) but
in general, necessary information to answer reading questions is only recoverable by
the act of reading the referred text. The number of Sumatran Tigers meant to be asked
in the first reading question is not the one that can be retrieved from the Internet or
other texts but the one from the referred text. Ken, the Japanese character referred to
in the reading question, is also not any person named Ken but Ken in this context of
exchange. Similarly, the answerers’ opinion asked in the third reading question must
be involved with the zoo’s activities described in the referred text. In this sense, the
answers of reading questions are dependent on the context of reading materials.

It is also noteworthy that in the exchange initiated by a reading question, the
power relationship between the two participants, the answerer/reader and the
questioner, is not equally structured. The answerers of reading questions may be
occasionally allowed to discuss the correct answer with the questioner after the
exchange, but the questioner always has the right to decide if the answer is in/correct
or in/valid. The value system in the discourse initiated by reading questions is based
on the correctness or the validity that the questioner assumes. This requirement of the
reading activity for answering reading questions due to the questioner’s ownership of
correctness and validity on reading questions also implies that the speech function of
reading question is not only limited to the one of question but also the one of
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command that demands an act of reading from the answerers. This command, in
addition, does not instruct how the referred text should be read to answer the reading
questions, but the answerers are expected to read the referred text and to answer the
reading questions under the given condition.

The comparison between ordinary questions and reading questions so far shows
that when questions demand information written in a text, the exchange entails several
specific features that are not specified in asking ordinary questions. The main focus
of this study is, however, not on the difference between questions and reading
questions but on how these reading questions can be further categorized from an SFL
perspective. The three reading questions above, as noted, demand information written
in the text, but the information demanded in each reading question is still qualitatively
different from each other. However, since most studies of SFL have not drawn the
special attention to reading questions, there are only a few SFL resources to discuss
the specific differences. Studies of English as a Second Language (ESL) and English
as a Foreign Language (EFL), on the other hand, have already explored a wide range
of the topics on reading questions and have shown several frameworks for reading
questions. The abundance of research on reading questions in ESL and EFL, however,
does not mean that the ESL and EFL frameworks for reading questions are easily
applicable to investigate the exchange initiated by a reading question in a pedagogical
setting. The first part of this present paper, therefore, explores the studies of reading
questions in ESL, EFL, and SFL, by presenting the further categories of reading
questions and the typological and theoretical issues there. The latter part of this study
proposes an SFL framework for reading questions by showing how SFL theories can
be integrated into the framework.

2. ESL and EFL studies of reading questions

One of the most comprehensive ESL and EFL frameworks of reading questions is the
framework developed by Nuttall (2005). Nuttall (2005) showed categories of reading
questions by examining them from four aspects: forms of question, presentation of
questions, the questioner, and types of question. Forms of questions refer to “their
grammatical patterns”. Reading questions categorized from the aspect of forms of
question have included questions, such as yes/no questions, wh-questions, and
how/why questions. Presentation of questions is related to presenting reading
questions. Reading questions categorized from the aspect of presentation are
true/false questions, open-ended questions, and multiple-choice questions.
Presentation of questions also concerns if the reading questions are given in the form
of writing or in the oral format. The third aspect of reading question in Nuttall (2005),
the questioner, is about who asks reading questions in an exchange. For this aspect,
Nuttall (2005) has provided two options, the teacher and the student. The fourth aspect,
types of questions, categorizes reading questions by what is asked by the questioners
or what reading skills is required from the answerers/readers to answer the questions.
Nuttall (2005) indicated six types of reading questions categorized from this aspect:
questions of literal comprehension, questions involving reorganization or
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reinterpretation, questions of inference, questions of evaluation, question of personal
response, and questions concerned with how writers say what they mean. For example,
in this framework by Nuttall (2005), as indicated in Fukazawa (2008), the three
reading questions above are categorized into three different types. The first reading
question is a question of literal comprehension. Questions of literal comprehension
are defined as “questions whose answers are directly and explicitly expressed in the
text” (Nuttall, 2005: 188). The second reading question is a question of inference.
Questions of inference concern the questions that “oblige the students to consider
what is implied but not explicitly stated” (Nuttall, 2005: 188). Then, the third reading
question is a question of personal response. Questions of personal response are the
ones that ask the readers “to record his reaction to the text” rather than “to assess the
techniques by means of which writer influences him” (Nuttall, 2005: 189).

The framework for reading questions by Nuttall (2005) has influenced some
other studies and their frameworks for reading questions, such as Day and Park (2005)
and Fukazawa (2008). Day and Park (2005) viewed reading questions from two
aspects, forms of questions and types of comprehension. Forms of questions are
basically the mixture of Nuttall’s two aspects: forms of question and presentation of
questions. Forms of question include yes/no questions, alternative questions,
true/false questions, wh-questions, and multiple-choice questions. On the other hand,
types of comprehension are based on types of question that Nuttall (2005) proposed.
This aspect consists of six types: literal, reorganization, inference, prediction,
evaluation, and personal response. Fukazawa (2008) focused on the aspect of
Nuttall’s ‘types of question’ and applied five types of reading question in Nuttall to
the research. In both cases, several aspects in Nuttall (2005) were contracted or
blended in order to make the framework concise, and ‘questions concerned with how
writers say what they mean’ was excluded from the framework. As for the aspect of
the questioner, Nuttall (2005) remarked it for the pedagogical benefit of reading
activities in which students make reading questions to ensure their own understanding
of texts, but the questioner of reading questions has been mostly assumed to be the
teacher in most studies of reading questions including Day and Park (2005) and
Fukazawa (2008).

The reduction on the number of aspects and categories of reading questions is
not only the case of studies influenced by Nuttall’s (2005) framework. For example,
Tanaka’s framework (Tanaka, Shimada, and Kondo, 2011; Tanaka and Tsuji, 2015),
which was based on Been (1975), also used fewer varieties of reading questions than
the previous work, Tanaka and Tanaka (2009). Despite the varieties of aspects to
make reading questions for teaching English in Tanaka and Tanaka (2009), Tanaka’s
studies afterwards (Tanaka, Shimada, and Kondo, 2011; Tanaka and Tsuji, 2015)
were based on the framework consisting of three types of reading questions: fact-
finding question, inferential question, and evaluation question. It is probably
impossible to clarify the degree of categorical correspondence across different
frameworks for reading questions, but the main ranges of these three reading
questions by Tanaka seem to correspond to the three types of reading questions by
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Nuttall (2005), questions of literal comprehension, questions of inference, and
questions of personal response.

At the level of the aspects of reading questions, other ESL and EFL studies would
add other aspects, such as the one of in what stage of the lesson the reading questions
are asked (Hiramoto, 1997; Tanaka and Tanaka, 2009) or the one of whether the
teacher knows the answer of the question or not (Long and Sato, 1983). However, as
the ESL and EFL studies above have shown, increasing the number of aspects and
categories of reading questions in a framework does not necessarily promise its
applicability to other research. Matsuura (1990) argues:

It is important to consider the convenience of these categories since they are
used for analyzing English classes. If the categories become excessively
complicated, the analysis needs specialized knowledge, and the teachers
cannot apply them easily. (p. 15)

Indeed, the ESL and EFL studies of reading questions have provided abundant
categories of reading questions, especially in the categories of what Nuttall (2005)
calls types of reading question or what Day and Park (2005) calls types of
comprehension, but some categories overlappingly cover the same range (Matsuura,
1990; Nuttall, 2005). Nuttall (2005), in fact, admitted the overlap between questions
involving reorganization or reinterpretation and questions of inference. Although it is
mentioned that the latter type is more ‘sophisticated’ and ‘difficult’ than the former
one (Nuttall, 2005: 188), the criteria for allocating these two types of reading
questions still depend on one’s interpretation of these keywords and a couple of
example reading questions offered there. Besides, in the studies of reading questions,
the definitions of each question type often heavily rely on such semantically loaded
expressions including the ones referring to explicitness/implicitness and
directness/indirectness of the ways to show how the demanded information is written
in the text. It may be also impractical to convey the difference of question types
without any reliance on those expressions, but this terminological ambiguity in
definitions of reading questions seems to be left untouched in the ESL and EFL
studies of reading questions.

3. Reading Questions and SFL

As for the SFL studies specialized for the categorization of reading questions, this
present study has found Gerot (1985, 2000). Gerot (2000) mentioned Halliday and
Hasan (1976)’s cohesive devices as its theoretical background of the framework.
Gerot (1985, 2000) included five types of reading questions: replicative question,
echoic question, synthesis question, oblique question, and surmise question. The
terminologies for types of reading questions are distinctively different from the ones
reviewed in the ESL and EFL studies above, but it is generally safe to assume that
replicative question and echoic question correspond to Nuttall’s (2005) questions of
literal comprehension and questions involving reorganization or reinterpretation
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respectively. The last three questions in Gerot (1985, 2000) are more likely to be
subcategories of Nuttall’s (2005) questions of inference, although Gerot (1985) took
the last two types, oblique questions and surmise questions, as inferential types.

Table 1: Gerot’s (2000: 213-214) five categories of reading questions

readers have only to take note of the fact that the experience of
Replicative | some meaning in the text is replicated word for word in the
question-answer sequence.

readers have not only to locate the answer in the text but also to
recode that answer; in doing so, they have to be cognizant of the
semantic relation existing between lexical item(s) used in the
answer and text.

readers interpret meaning explicitly encoded and also explicate
Synthesis | implicit cohesive devices in the process of connecting,
integrating and conflating information.

readers make an inference from some one clue in the text; the
reader has to single out that bit of the text which through its
implied meaning leads her to the correct answer. This involves an

Echoic

Oblique understanding of the literal/dictionary meaning of the items in the
text; at the same time, it calls for the ability to answer the
question ‘What follows from this?’
readers must make an inference. The answer must be

Surmise reconstructed from the diffuse clues throughout the text and from

what the readers know about the context of situation which is
reconstituted by the language patterns of the text.

Applying the framework by Gerot (1985, 2000), however, would not solve the
issues found in the ESL and EFL studies. It is true that the framework by Gerot (1985,
2000) has succeeded in categorizing some reading questions by a more linguistic
approach than the ESL and EFL studies, but one small hindrance that needs to be
mentioned here is that due to its focus on the questions testing their comprehension
of the referred text, it does not contain question types concerning evaluation and
answerers/readers’ personal response. As these question types are the ones of main
interest to the ESL and EFL studies applying the studies of reading questions to
reading education and teacher education (Fukazawa, 1991; Fukazawa, 2008), a
framework without these question types cannot grasp the whole picture of reading
questions used in the classroom.

Adding these question types to the framework can be an easy task, but the biggest
limitation of using the framework by Gerot (1985, 2000) is that the categorization is
based only on the textual meaning. In SFL theory, three metafunctions, ideational,
interpersonal, and textual, are considered to realize a context stratum known as
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register. Register consists of three dimensions, field, tenor, and mode, and each
dimension corresponds to the three metafunctions respectively. Mode has been taken
as the dimension for explaining contextual dependency as is concerned with the role
of language in a social situation (Cloran, 2000), but Martin and Rose (2013) showed
the potential to interpret contextual dependency by Martin’s (Martin, 1992; Martin
and Rose, 2007) discourse semantic systems: Appraisal and Negotiation for
interpersonal meanings, Ideation and Conjunction for ideational meanings, and
Identification and Periodicity for textual meaning. Martin (Martin, 1992; Martin and
Rose, 2007) redefined Halliday and Hasan’s (1976) cohesion (reference, substitution,
ellipsis, conjunction, and lexical cohesion) in the stratum of discourse semantics
(Martin and Matruglio, 2013). In Martin and Matruglio (2013), contextual
dependency from textual meaning, interpersonal meaning, and ideational meaning are
explained by three variables, implicitness, negotiability, and iconicity. Implicitness is
concerned with the amount of text’s dependency on exophoric reference, substitution
or ellipsis and its interaction with high-level periodicity. Negotiability is related to the
degree of possibility to argue its proposition or proposal. Iconicity is involved with
the extent of congruent expressions which connect the sequential relation with the
occurrence in the field. This study is clearly influenced by Martin and Matruglio’s
(2013) discussion of contextual dependency, but this study avoids explaining reading
questions by contextual dependency due to a possibility to cause some terminological
confusions in this interdisciplinary study. The analysis of contextual dependency
starts from the viewpoint of language and explores what can be retrieved from the
context. The analysis of reading questions, on the other hand, begins from the side of
(con)text and measures what can be easily answered and what cannot. Taking care of
this opposition of analytical starting points throughout this paper is not the ideal in
this attempt of proposing an SFL framework of reading questions by integrating the
three areas of studies on reading questions.

The possibility to categorize reading questions from the trinocular perspective
can be seen in the difference between the first two example reading questions and the
third example reading question mentioned in the beginning. In the studies of reading
questions, reading questions and their question types are all aligned in one line, but
the nature of some reading questions actually faces different directions. When the
answers of the first two example reading questions and the ones of the last example
reading question above are compared, it comes to be obvious that the answers of the
first group can be composed by only the information written in the text while the
answers of the last example reading question cannot be composed in the same way.
To be accepted as the right kind of answer, the answers of the last example reading
question needs to be expressed in the form of answerers’ opinion, and their language
use is most likely to be involved with the set of interpersonal linguistic resources
discussed in the system of Appraisal (Martin and Rose, 2007). This discourse system
covers interpersonal linguistic resources used for showing one’s feeling and one’s
evaluation about things or people. In answering the third reading question, in fact, the
answerers are required to show their attitude on what the zoo does for saving
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Sumatran Tigers. Their answers would start by saying something like “The zoo is
doing a great job” or “Its approach is indirect”. The answers can be also projected by
adding ‘I think’ and ‘I don’t believe’ and ideationally metaphorically “In my opinion”.
They can be sharpened and softened by inserting an expression, such as ‘very’ and
‘kind of” and it is also possible to respond in a modal way like “The zoo should also
sell cute stuffed animals” and “The zoo should know that cards are outdated for kids”.
Of course, some expressions here, such as projections and modal expressions, can be
used in answering the first two reading questions, but these utterances in answering
the first two reading questions are optional, as these do not change if the answers are
correct or incorrect. From the side of the reading question, not the one of its answer,
this reading question is a demand for information on how the answerers evaluate the
content of text on the basis of the reading.

This reading question “What will Ratna and Ken talk about after this?”” is another
example that Fukazawa (2008) attached to the same reading text. This example shows
the possibility of categorizing reading question from an ideational perspective. The
sets of linguistic resources related to this reading question are Ideation and
Conjunction. Ideation deals with a set of linguistic resources representing our
experience by capturing activities, people, things, qualities, places, and the sequences
of these elements involved in the activities (Martin and Rose, 2007). Conjunction is
concerned with a set of linguistic resources expressing logical meanings by
interconnections (Martin and Rose, 2007). The general difference of this forth reading
question from the first two reading questions above is that it asks about an
alternative/external reality that can be drawn from the main text. In this reading
question, the circumstance, ‘after this’, enacts the continuation of the dialogue in the
text, but no one, including the questioner, could know and say for sure what would
actually happen in the extended stage of the referred text, although something would
definitely happen there if such enactment is realized. It is also fair to mention that the
language of this reading question allows the answerers to use ‘will’, which reflects
the possibility to be analyzed as future tense and modulation, but this reading question
fundamentally asks about what the two characters in the referred text would talk about
after the end of referred text so that this reading question can be basically dealt with
by following or extending taxonomy relations or activity sequences in the referred
text. Therefore, this reading question demands the information on the sequenced but
derivative setting of the referred text.

The use of textual set of linguistic resources is not much associated with the
categorization of reading questions in this framework. The last three reading questions
clearly apply a textual set of linguistic resources used for tracking participants (Martin
and Rose, 2007), such as ‘it’, ‘the’, and ‘this’. The first example may not successfully
express the textual meaning showing the relation with the referred text, but what the
questioner tries to mean here can be made more clear with an expression like
‘according to the text’, as this reading question is probably meant to ask the number
of Sumatran Tigers shown in the text. Since the use of these textual resources is a
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common feature of reading questions, they are not much useful for the categorization
of reading questions.

4. An SFL Framework for Reading Questions

The SFL framework for reading questions in this study has five primary categories:
Spotting Question, Chaining Question, Developmental Question, Evaluative
Question, and Developmental and Evaluative Question. Spotting Question is a
category of reading question that demands the information realized within a clause or
in a clause in the referred text. Chaining Questions is a category of reading question
that demands the information realized more than one clause in the referred text.
Developmental Question is a category of question that demands the information
realized in an alternative setting of the referred text. Evaluative Question is a category
of question that demands the information on how the answerers to evaluate the content
of the referred text. Developmental and Evaluative Question is a category of reading
question that demands the information on the answerers’ decision or evaluation in an
alternative setting of the referred text.

Developmensal
Question

" D&E

Queshion

Chaivang
Quedton

Ewvaluaticn
Question

Figure 1: A Visual Image of Five Primary Categories of Reading Questions

This SFL framework for reading questions also applies one of Matsuura’s (1990)
criteria to clarify the meaning of inference that has been widely used for the
terminology of reading questions. Matsuura’s (1990) framework has offered three
types of reading question: Intra-sentential Question, Inter-sentential Question, and
Appreciation Question. The basic difference between Intra-sentential Question and
Inter-sentential Question is how many sentences in the referred text are needed to
answer the reading questions. In SFL, the unit of sentence is taken as the one of
orthography and the basic unit of analyzing grammar and meaning in SFL is usually
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the one of clause (Eggins, 2004; Halliday, 2014). By using the unit of clause in the
categorization of reading questions, the remaining issues of the definitions and
explanations of some question types can be dealt with. For example, the difference
between Nuttall’s (2005) two types, questions involving reorganization or
reinterpretation and questions of inference, has been explained by the degree of
inference (Nuttall, 2005: 188), but the reading activity that these question types call
reorganization and reinterpretation seems to be involved with inference of meaning
realized within a clause in the referred text. On the other hand, a higher level of
inference described in the studies of reading questions, on the other hand, is
oftentimes concerned with the interpretation of more than one clause in the referred
text. In this study, therefore, this issue related to the inference of meaning in the
refereed text is attempted to be settled by setting the number of clauses as the criterion
of inference, and this criterion is spread throughout the framework. The reading
questions in the last three categories ask the answerers to answer about the peripheral
information of the main text, but some reading questions demand the answers based
on one clause or a part of one clause from the answerers while others demand the
answers based on more than one clause. If it is necessary, the first category of this
framework, Spotting Question, can be divided into two types, questions of literal
comprehension (fact-finding question and replicative question) and questions of
reorganization or reinterpretation (echoic question).

Developmental Question and Evaluative Question have been discussed above in
order to draw the relationship between reading questions and trinocular perspectives.
The fourth example reading question is categorized into Developmental Question and
the third example reading question is categorized into Evaluative Question.
Developmental Question includes reading questions with a conjunction or a
circumstance that plays a role to structure the own setting that is not indicated in the
setting of the main text. The status of reading questions in this category is subordinate
to the main text, which means the answers still have to be based on the content of the
main text to be correct. This question type includes Day and Park’s (2005) “prediction
and some of the questions explained by the relationship with answerers’ activity of
inference in the ESL and EFL studies. Evaluative Question includes the reading
questions expressed with a reference of the answerers, “you’ or ‘your’. The inclusion
of answerers in the reading questions changes the attention of the discourse from on
construing the main text to the answerers’ evaluation of the content(s) in the referred
text. The status of reading questions in this category is more equalized to the main
text than the one of Developmental Question. Thus, the answers for Evaluative
Question are allowed to explain the answerers’ own opinion or reasons, and various
kinds of responses could be considered as valid.

As for Evaluative Question, due to its closeness to Chaining Question, it is
undeniable that the approval of some reading questions as Evaluative Question needs
the text of the actual exchange between the questioner and the answerers.

b
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Text 2 — Example reading text (Tanaka, Shimada, and Kondo, 2011)
| [1] Mari flies to the Occident twice a year [2] to buy fashionable clothes. |

This text based on the original version in Been (1975) is mentioned by Tanaka,
Shimada, and Kondo (2011) to explain their question types. One of the example
reading questions there is “Does Mari have a lot of money?” and in the study by
Tanaka et al. (2011), it is called ‘Inferential Question’. This study takes this reading
question as a Chaining Question rather than an Evaluation Question. The language of
the reading question and the semantic association between the reading question and
the referred information by the reading question show the feature of Chaining
Question. However, some may argue the definition of ‘a lot of money’ in the reading
question by saying, “I am not so sure if she is rich or not’ or “I can’t exactly say if she
has a lot of money”. This argument might be possible simply because the text
provided by Tanaka, Shimada, and Kondo (2011) does not mention the existence of
the other parts of the text, but the given text does not indicate the possibilities that she
usually lives thriftily or that she luckily has a connection with an airline company. If
such arguments are allowed by the questioner in the exchange, it would be better taken
as Evaluative Question. In that case, what would be meant in this reading question is
probably rather close to the meaning of “Do you think she has a lot of money?” or
“Do you consider her rich?” and the language of answering the reading question
would involve answerers’ evaluation. One of the criteria between the two question
types is if the reading question/questioner takes the answerers’ ideas into account or
not. Chaining Question does not deal with various perspectives that answerers bring
into the process of response, and its correct answers are often assumed to be self-
evident and predominated by the logic of questioner. Evaluative Question, on the
other hand, counts on answerers’ perspectives on the reading questions, and its
answers need to be valid or reasonable for the questioner.

The fifth category, Developmental and Evaluative Question, is made by
combining Developmental Question and Evaluative Question. The example of this
category of reading question is one of Fukazawa’s (2008) questions, “What would
you do if you were one of the main characters?”” Reading questions in this category
ask answerers’ personal idea about the phenomena occurring in the extended reality
drawn from the main text. In this reading question, the reference of the answerers in
the reading question suggests that the answerers need to express their own idea, and
the conjunction, ‘if’, indicates that the field of answering this reading question is
situated in an alternative reality of the main text in answering this reading question.
Answerers’ choice of activity as one of the main characters of the referred text comes
to be involved with the answerers’ value system more or less as it implies their
affection and judgement on people and appreciation on things.

5. Conclusion

This study of reading questions reviewed the three areas of studies on reading
questions and showed some theoretical and practical issues remained in the studies of
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reading questions. The number of reading questions that this study covers could be
limitlessly increased by adding new aspects, but the remaining issues of the studies
of reading questions are rather the disorganization of the relationships among
different question types. The framework for reading questions in this study, therefore,
focused on the minimum and introductory set of categories to clarify the relationships
by approaching reading questions from the SFL perspective.

This study began with the analytical limitation of approaching reading questions
from SFL. Reading questions surely have some peculiar features that ordinary
questions do not have, but this view and its pedagogical importance have not been
shared in SFL studies. It is necessary to increase attention to reading questions in the
SFL community and to establish further categories of reading questions to help
language teachers to have the sense of control on the reading questions to initiate
different kinds of language activities by asking different kinds of reading question.
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Abstract

Originated by Basil Bernstein and developed by Karl Maton and colleagues,
Legitimation Code Theory, or LCT, is a sociological theory that has long and intense
relationship with the systemic functional linguistics (SFL). This paper aims to discuss
the significance of incorporating LCT in SFL discourse analysis. This paper begins
by a brief introduction to the history of LCT with its relationship with SFL. It then
introduces its fundamental concepts, consisting of scales, or dimensions, to
investigate different aspects of knowledge that is negotiated in our society. This is
followed by a case study of discourse analysis, focusing on grammatical choices in
the POLITENESS system (Teruya, 2007) made in the discourse of Twitter after the
nuclear accident in Fukushima in 2011. The study draws on the SFL notion of
negotiability (Hood, 2017; Hood and Lander, 2016; Martin and Matruglio, 2013) and
LCT notion of semantic gravity, or SG (Maton in presss) to demonstrate how this dual
approach offers unattended insights into what is generally referred to as addressee
honorifics in the Japanese language from a knowledge negotiation perspective, as well
as providing ways to complement linguistic analysis of discourse by linking it to the
real world context.

1. FIDIZ

1EY 1t =2 — NEEG(Legitimation code Theory, LCT)(% Karl Maton %% 2000 5%,
NHIBTL2HERFORGRTH D, T OHEmIHFLAIL, Maton % H.0»
LT BT N—TN L > THIEBIEEGE LITH D03, [FIFFIC SFL & O SL[EMFSE
REICLY TTIZEL OB ZZ T TV D, R4k = — NEER DR
WX, HEROEAR & B IS b3 5 L7725 dimensions OFLAADHE &
i T — X220 JMmED translation devices IZ X > T, LTRSS
b 5D LHFD AL Z FIEEIC T 2 EEERI R BRI 2 2t T & 5 1
b %, ZHIZE > TEEFONM TITH D _&@T%&Wmﬁkﬁ%ﬁ
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R DOBMRE T 5 2 &75>T Bl 5,

ARO BHNZIES b 2 — RERRG OB 2/ L, RGO IC I 1T D% Al
%@%&—xx&?4%ﬁbf% md D Z &T%éoﬁﬁK\WLkuﬁ®
Pt B ED Z LIc ko T, Whd [HEEHGEE 1T LT, &k
DAV E WD BN S FT- 72 B O Al REME 2 BRIV T <,

2. Bernstein 7> 5 1EY{t.2— REFH~: SFL & LCT & DDV

Maton and Doran (2017)i2 X % & | kauﬁ@ﬂﬁi %%@%Eﬁ%é
Basil Bernstein 23218 L 72 = — REEROKRHIZ [SFEDF2% sociology
of language | RSN D —HDEEIEDH T, Bernstem (1990 13)I%. code
%’ culturally defined positioning devices’ & EF L7z, T, REN WE T
HERCHW D EHEDEN D | HERMEEIC L 5 T2 5 coding orientations %
W& L72(20), Hasan & [FIfEfIZ & % —1# D coding orientations (2R3 % 557E
) B8 2 (Cloran, 1989; Hasan, 1986/2005, 1989, 2002; Williams, 2005) |%
Bernstein D& FAIPRIE & RIE—RKDRERZ L TV D,

Bernsteln 2SSFLICHEE 52726 9 — DOBEERMEIT. BHET 1 Aa—

17 % classifications & framing (Bernstein, 1971: 158) TdH 5, Z Z T
Bernstein X, BERNEZOLDIZERT 50 TIERL | BEOHEENER 1
DEIRL, HENE LKL OROMRIZER Lz, Zhbof&ix, » K
:~$W LDV e REIVIBIT DBETA 7V OREEE L T

WIER S, BIEICE>TW5,

%@ 5T, ﬁd%TﬁM?é&waﬁfEém:—hﬁ i OB S IE
D72 5 7= D73, Bernstein (2000)(2351F % Horizontal discourse & Vertical
discourse % X 3l| L 7= knowledge structure DS ToH 5, A DS H & AT OFF
TEDSARICARZE L2 HEkIC B 2 DIkt LT, #%EFITIE, BHFRICALRD,
—BMEZ RO BRE) TR R AN ZE D 72 B g o & LRk S 72 T =X
& AHEFFHICEIT 2 —HEOFEMP R SIEOmME N EZEND,

Bernstein (2000)0)%*578&%\%‘) I, SR ER B T X 5K B
ELTHBEINTZONEY{b=— FEGR “Céb%.’) / F‘”~j<%%ﬁlj'u<‘:fi”
% SFL & OILFEBITE S & 6 SRR MGEIESE D B B9 D WFFEpc R 2 250
L& L BT, BUE L Ham E’j*’“fﬂ%k@%ﬁﬁ)@/u“(b\é (f51]: Christie and Martin,
2007; Christie and Maton, 2011; Martin and Maton, 2017),

3. Ed{b=— FEFROBE

EY b= — FEERITEGR & 7 — % OB OB OXEE % AIREIC T 5 BRER I
#12C & % Maton (2016a: 6)iFik~ %, #E%L? dimensions | {EO kS
72 codes 73, ﬁ)%@éiﬂﬁ@%n%TA ZLTW5,

B b2 — NEEG®IZ 31T D dimensions & (&, FEEORAJFE 2 BRI 572
OOWE T N—TT 3?3 % (Maton, 2016b: 238), Dimensions (2| Specialization,
Semantics, Autonomy, Temporality, Density 3% ¥ (Maton, 2016a: 11), Z® 9
B 2018 AT, AFZEICHEIS ATREZRER DT B L OAILAEE LTV D
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D DX, Specialization, Semantics, Autonomy > —->¢ Dimensions T& 5,
Specialization | HIFECH1F (knower) DAEIEIZBH 75 dimension T, SR & x4
DEIFRTH % epistemic relations (ER)IFS L OVEE & HRD MR & L TP social
relations (SR)DFRE & L THER L S35, Semantics 1EFEEIZIIT 2 ERICHE
&4 T%, Semantic codes (2% semantic gravity (SG) & semantic density
SD)D —oNEEND, BIEIXERICHIT 2 & SUROBIR ORI E S
Zor L, BRAE IR FERRICB T 5 EROEEE O AV &2 777, Autonomy @ dimension
(X, FEERICB T D S F & F MR E R F L O 72 BRME & 2 0B IC D
WTHEEET %, Autonomy codes (Z1F, CIRE 7213 H 7 = U — N ORERLE
FOAMESIT, TR bLERICET 5 positional autonomy (PA) . 3 X OTCHR
FTH T Y =P OREREFE O BIRIZEE T 5 relational autonomy (RA)7S
& % (Maton and Howard, 2018: 6),

2D Dimension (ZDOWT, FEEICL > TEY HENDEED /S H —
VERTHE, EOMEDORIEICH DIRAFHZ 50T % legitimation
code, legitimation code Z £V H I 1Ak BILR. HEpkREIMR & legitimation code P
EHX VT 4 5483 5 Cartesian plane, FEfijfh ECoOEY X 2 /R7 profile, 5
WCZNBDEX VT 4 21ED T device PSS NS, SO, B
F % D O OME AR REDO TEFRDIT 72 LT, L2 oMl 4
HICNESIT D Z &Ik » T, BEEBICB T 2RAFEIHORGR A2 FiE EofrE
BIfRE WIHITT-HTIADAZENAIEBLE LW ZETH D, HlZIL.
Specialization (XLL F D X 5 22 ¥ iz ks b,

1: The specialization plane (Maton 2016a: 12)

F 72, Semantics |Z351F 5 SG X° SD DK HIHER % semantic profile &\ 9 ¥
TR T 52 & HTE S, X2 X =FEFHO BEM7L semantics DR TH 5,
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2 Three simple semantic profiles (Maton in press: 6)

LR D —AAH T 4 T, semantic gravitylZfE R ARV | REEOHATICE
WTLCTOBEE S ED L S ICEFBFZOMMAZ TS 202 L TNE T
U,

4, Ir—RRRT 4
4.1 POLITENESSD ¥ 7 | & BREGHIMLRE T

ZDF—ARAFT 4 TliE, WbWwd TEREEERKRO T 7 MTESEZY
Th, ZNHOEFEERIT. SELTITBEREIELEOV AT ATHD
POLITENESS (Teruya, 2007; Inako, 2015)(Z35 1) 38R & L CTHE& L TX 5,
PUF D31, Inako (2015)3%&7~ L7ZPOLITENESSD > AT AR > N T —27 T
H5,
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plain »— absent

learned plain
POLITENESS

polite
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learned polite

3 The system of POLITENESS (Inako, 2015: 210)

Flo. T ANIBTLINLOEFROFPUCE T HHEEEILX. AGEEE
i D> AT T d HNEGOTIATION, 3 X Wpresence £ 72132 7 7 A MK
17 J& (Martin and Matruglio, 2013; Hood and Lander, 2016; Hood, 2017) DL 7%)>
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V] (Hood, 2017 190 FR) & EFR S LD, ﬁJz X, RE&FTD H H— AR
TAFRIEZ = AFRE Y Hnegotiability 23/ < | finite clauselInon-finite clause & ¥
$ negotiability 3 5\ Y(Martin and Matruglio, 2013), [F#£(Z, dialoguelX
monologue & ¥ % negotiability 235V, PolitenessiZB L CTF 21X, plain2> LV
monologuel) T & Y polite?)’ & U dialoguelIMH'E & Ff-> & Z L IXEITAFSE
(Makino, 1983; Maynard, 1993; Cook, 1998) DEILENLHEGRINTE D, i
% negotiability D R CHE 2 [EHIE, plaind ¥ Hpolite?1F 9 73 & Y negotiable
Thsn, EHETHZLENTEHGEEL < IEInakoR01NZHD Z &),

INOLOERBTFHNZELOL L, RIOLIITRD, SEINMPRTZ
ENTELDIE, H ETHEBDOERIC ?5i%ﬁ'3nEL’CE§)6 il

X577 A MMZEVTpolite & plam@ﬁjﬁ#ﬁ%?ﬁ' EINTWDEE, polite’
BIRESNT= N a T 7 A2 MEIEVERE < | plain/)’ig
R 1: POLITENESS, NEGOTIATION, negotiability ® BH£#
POLITENESS NEGOTIATION negotiability
foregrounded backgrounded
plain content addressee low
polite addressee content high

WENZIEFEINIVENEFERT L E1FTESL, LrLRERL, HHE
KRB SCARICALIE S BT 7 A R OFEFRIZBW T, Zatplaind L < 1%
polite 3B S N7 A i 512IE, FSiEFOME 28 2 CHEEMIZBLSE
HHROINREFEESITHZ ENVETH D,

D7D ORI A Z IR L T< D DN, LCTDsemantic gravity T
& %, Maton (in press: 2)IZ & 5 &, Semantic gravityl [FEBEHZ D SCHR & B
T BEARVY) & TEF S 4L, semantic gravity 2358 1T AU (SGH)E R 23 SCHRIK
fFT AW E <, semantic gravity 2355 T FUEX(SG)E D SUIRIKAF 2 B
BVPME, T DO RN HAGEIZI T Hpoliteness DEARIZ B 45> > T 5
DTERND, EWVIDOREFEDEFETH D,

42 F—& L
EHT 27— 213, 201 14EICHA L@ EH — i+ I3 Er E 58I B35
VA B2 —FEORFETHDL, V=X NAT AT D—DTHDHVA v X —
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I%. mode (Martin 1992)DE LA L, EXSETEHLHLOOD,
language for action, dialogic nature D i i Cifi L S EAIRMEE b2 TV 5
(Inako, 2013), ZHTRIHR & 702 DX, MEFEH 201143 H25 BICHER L7 LA
TOYA—=FTHD,

Pu [Taff % 72 U CHREE T D O TH 23, #EEITIKRDOHPIZIEE 5D TERN
DT, KOFIZEANTZ T TR —ZIEV AL ->TEET, HFV
TRIF2W, ALFEMHEIZOWTIFEL < 2V TT A, RIES TRADEE
> T L, RT @user: 241> CAR I —NEZL!

ZDY A — N TIE, & %finite clause Tldpolite3 IR X 41, Bl Dclause Tl
plain 3R I N TV D, SV, —D2DY A — KD, POLITENESS
EDOT 7 ERRALNTWD, ZOFr—AXZT 413, SIRFRHAICINZ
CTLCTMDsemantic gravityZ i 9 Z & T, Z DYV A — MIH 5L SHpoliteness D
VI M LEDOXOICHIT L I ENTELINERET D,

5. ofre &%

5.1 SEEFEHIOHT

VA —=FD5H RT ODRITKLHHGGNOL—H =0 hm Lie>Y A — b Djl
FHER 3 % BRUNTZ 384312381 % politeness 35 2 T mood (2B % 5EHSCHE LD
B L, BEUL SN D RGEERR EOBREZ 0T LT=ORE 2 Th 5,

2: VA — MTIBIT 5 POLITENESS DR & BREEE R IMEE

move |5 —X# NEGOTIATION negotiability
1 Pu [FoftZ 72 L THIEET 20T | iS5
M. (addressee focus)
2 e FENARD PN I FE 2 O TEZe o
FTY,
3 KOHPIZEATT TRV =513 0 | HHR 5
iATe o> TEETC, (content focus)

4 BHFEY LRIFTZRN,

5 (LIS OWTEFE L K 22V T | 1H AT 5 VD (—A
AR (addressee focus) [FF)
6 RN3E - TR A DFEE-> TE L, i At 5- (24

(content focus)  |(monologue)

Z DY A — FTILPOLITENESS DT 7 hs —[HIF. 6315, £7 Move2 & Move
3 DT polite 7> 6 plain (227 K L eV T Moves 4-5 D f#] T plain 2> & polite
~, 52 Moves 5-6 [l T plain ~& 7 F 35, ZILHD 7 F DO, Moves
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fif: IEM ko — FEGR & > CRER I L BLEM R 2 072 <

4-5 [l & Moves 5-6 [E]D > 7 MZHOWTIE, SiEF LOBIEL) 5 | negotiability
DOREZBLTHIAT LI ENAEBTH D, 77205, Move5 TiT— AFA
DI TE Y, Move 6 IE monologue FJ TH 5, LAL72H 5, Moves 1-4 D
HZI, FREESCE - KGR ERMIISEEN D R TH, a7 7 XA FOBENG
F,CT% . POLITENESS DL 7 NMIDRMDRHEZ AW Z L TE 720,

4.2 SEEEIROZBRIN & BLFAR & 0%

% Z T, Moves 1-2 £ Moves 3-4 D[] ? POLITENESS (2B LT, LCT (2T
% Semantic gravity D& ZFE > TN TZ 508 2 M ERl A D,

F9. Moves 12 IZBWTEINTWAHAEKEZR L, b= Ln) &
WOMEDOMWEZIZOWT HaME] EWoBATHLTWS, Vb=
U LDERRIEIX, VA — FAERR SN TR IR EITESER &0 D e r
SARIZBWTCTHEE SN TWESEE CTh -T2, £/, YA — FOEETHDHY
HEFEIL, ZOEOFEKE 7V =0 AOfEBRME OBHRIZOWTHO 2 —
P—L OO LT HH T, Jla—HF—DRB~DOEFELTIDOYA
— M EEFE L=, 2H &R D Moves 3-4 D&y % Ll 425 & #3 Tld. Moves
12 LEERIZT NV =0 A WHIMEOHEEZHH LTINS 00, 22
THERINTWVDHEMIT, Moves 1-2 1F EBFED R E BRI > T bbb
FTTER LA, TN F=T 2Tl & S ERBFHRMEIZOWT,
TARNF—E AR EDORRE LV 2RI L., % 5 Lo glnin
L7V =T LAOMWEIZOWT [HED TRIFZRW) LFML TS, 20
EETIL, Moves 3-4 [X Moves 1-2 (25 & HLZEO SCR & O B 135 <
7R ERAE R L TWD X HiLDH, ZiL%E semantic gravity D REET
SOV Z 701X Moves 1-2 13 Moves 3-4 |2 X "C semantic gravity 7358 < (SG+).
WZ Moves 3-4 [E55V(SG-) &£ F R D,

F7-. Moves4 & Move 5, Move5 & Move6 D7 IOV T3, semantic
gravity OIRFIN OB T 2 Z ENAHETH D, Move 5 (IZBWTHE DR
PEIZHOWTHFICHITT 5 L) T, Moved K0 & EK & 8152 L ORFRN
FEVY, Move 6 TlL, 7V b =7 AZHOWT TRIFE] 12K SERPEoigm L H
TWHEENCBEEZYVEEL, T7RADFEL> TEL ] EW ) imila b &
ELTRIHE L T D &9 EBR T, semantic gravity (% Move 5 &% LK
U,

INBDOFRAZE FEFEDOR2ITMAT=ONEI THD,
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% 3: YA — bk & NEGOTIATION, negotiability, semantic gravity
move |5 —X# NEGOTIATION negotiability [SG

1-2  Pu (Toft %72 U CREET | 185 1A G
HOTTN, MEFEITARD | (addressee focus)
HZIEE 2D TER Wb
79,

3-4  KoHIZEATE T =20 | FWAT 5 (B9 GO
F—Z1F Y ATe - TEE | (content focus)
T, HEY LRIFZR,

5 (L FBEIC OV TIEREL | ElAT S =1 BRL
IRWNTTN, (addressee focus)

6 HNSE - Trg A DFE - TR | THIRfT 5 (B9 SEI
C. (content focus)

Semantic gravity O 555122 T D 73 A5G SR 1L . NEGOTIATION ¥ L O}
negotiability OBLIND DB L FELR<AEHLTHBY ., LCT ORMET 5
semantic gravity O RE 7S SFL O F B PRI A 2 /55T 5 2 & 3D,

e =
6. FEeE

AKRDOBWIL, 2525 C b 5 Legitimation Code Theory(LCT) D2 %
W9 5L &b, SFLIRFEICLCTOBE ZEAT 5 2 L O ME 7 — 2
ABT 4B LTRT I ETHoT2, Bernsteindcode theory|Z Fiff & & <
LCTLSFLIZ, HOMfHE LT, HET 4 A3 — Azl L LIeZkkT 7
A b OHRFITTRIRI A D T X7, LCTIE, Codel MEZNHHEEDOR
EAEMAGDEDLZLICL ST, MMEENET —XIZEDLETSH D=
OERZRML L T ND, F—AAZT 4 TiX, POLITENESS DIEIZ-DU>
T, semantic gravity DB L RELI N BEHZBLEO R & BE-SIT 5 2
LITE T, SHETFHINSHA LT T D AN E/S0 2 LN TE T,

Z DX 91, Legitimation Code TheoryZffi 9 Z & OF|idD—2 L LT, Fifk
AT EBIEM RO AREERDIT D ED—2DF R 2 ENTET,

LINLRDBBARMFRINE T —AAZT 4 L LT ONORADRH %,
—ODYA — FDHBEWI T —AAZT 4 ThDHZ LM ETHA LT
translation devicel X4 [BID3HT TIINERR L7z o 723, r—AAXT 4 Th
STH IV RERT =FIZONWTRILATRERB R AT LT, RE
DFEFH % IR E T 5 72 8 Dtranslation device N L & 72 5 (BARHI & LTI
Inako, 2019723% %), F7=. BEE T L 7-semantic gravity L4+ CodesiZ D
WTIEEB Z R T ZENTE o7,

UL s, —B{bom TR TS 5 H DD, POLITENESS & V9 H AGE
DFEFESLEETRIZ DUV T, semantic gravity & VY 9 LCTDCodes D —-273, &
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REN RN O ERBF OO 2T T A REZRMIE L T<NDZ &R
L2 L OFEHIEZRITREZ VN, 57, POLITENESS A & O 1-ZkEn S8
— 2L TCEVHIANOH L5 « 55HT 2 ZRIE L TV T, semantic

gravity % & O 7= LCTO SRR RIEEZGNIER T 5 Z LB IfE S5,

VT REA =Ry P EDOAT Y w7 s RAAL U H DY A — MRIFY A
FTwilogn HIE LT, 22— —4IFEALL TH D,
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WRd 528, TOHEZIUTE2ZRTL L,

E#5H

X aZDEEGIHT L5638 T 1 NICAND, SIHXR41T28A%
EEIARLDOPFUITHAE T, BLEA T FLTARINS—ITZ4ITTHIY
B9

EE~DBR5E

a.  EELADALICEE SN TV DL5EIE, ZOERZRICHBEL =T DR
Z( NIANTRT, B [Halliday (1994 : 17) AR TWD X H1T...]

b. FEEOMEAT TR, LV —RNICBRT AL, FELOBERKIC
HIREDOH % () IZAIVTRT, B THasan (1993) 13K D X 9 (iR~
TWo, Thbb.)

c. EEAVALPICFTHR S NBRWIGEIL, EELD () A, GEE.
av~, ) OIETEHET S, B (Martin, 1992), |

. EBED2AOLHIIANOWEANLD, B (Birrell and Cole, 1987)

e. FEEDNIAHUULOLHITEHEZLZLAOHZH L, 130T Ty & LT
BEFLIIH S 720, (Smith et al., 1986)

f. [FUEHEOR UEOHBYZ 2 ML ESE T E LTI HAIR. £
NENOEEOHIAFIZ D, b SOXLTFEMELEL TXNT S, B4
(Martin, 1985a)

Z
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g.  [FAI—EFTICEEOSZE L E T 2 5E810F, TXTOXLME 1 o0
( YWITAN, & LikEE 2 a2 TRYIS, 5l (Maguire, 1984; Rowe,
1987; Thompson, 1988)
73 B&EE
F—ERIC 2B BLUBEE AT 2568 I bR OGS LRI L T, ‘bid.,
‘op.cit.’, ‘loc.cit.” % DREFEITIH 720,
BE IR
ZESCIIARSCTEI - 2R LIS O, 3 X OVFFE O Hefig Be <l F L 72 SOk
TRTCEYVARNIHELZ L, FEOWUOT VT 7y ME, R—FE2513
AR DB~ 5,
8.1 EFE
1 DOSCEROFER T, FE4A . () ICANTHIRS, FEA, M, Rtk
B BV OIAFFICHE T, SRt BT Freoflicik > 2 &,
a. HEODOH :
FRFHR(1984) TAAFED Y 27 2 LB H2% Ht : < A LBH

Halliday, M. A. K. (1994) An Introduction to Functional Grammar 2" edition. London:
Arnold.

b. FHEDH :
WhpEL, MEITHI(1992) TR AGESCE] 7 - <A LBHKR

Martin, J. R. and Rose, D. (2004) Working with discourse: meaning beyond the clause.
London: Continuum.

c. HREEXEOH :
BESRIER] (FR) (2006) [T LT3 xTWaA] i < ALBHIK

Christie, F. (ed.) (1999) Pedagogy and the Shaping of Consciousness: Linguistic and
Social Process. London: Cassell.

d. BERBEEREOH :
T HFERE, WSMEE (W) (1989) THAFEOEX U T ) WA : < A LEBHIR

Hasan, R. and Williams, G. (eds) (1996) Literacy in Society. London: Longman.
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8.2 MFEDOIRX

10.

11.

12.

13.

BT T NICAR, MEREAIE T ] NICAR, &, B, X—VZit#T
%, HEORAIIMRLEA XY v L, &, B N—UERHET D, 27
LIFEDOLA. 24 MVITOEEERTLT D, FMENEO -7 v a %
R L TCWAEEEE 7 THirZ & 295,

B .
LR (2007) [SCEM A X 7 7 —Fhhw ), [HERESFEFIFZE] 4: 120

HEWERT (2008) [ 11Xy & 123 2D X ZHERED D D], Proceedings of
JASFL, 4: 115-149

Halliday, M.A K. (1966) Notes on transitivity and theme in English, Partl, Journal of
Linguistics, 3.1: 37-81.

Matthiessen, C.M.I.M. (2004) ‘Descriptive motifs and generalizations’. In A. Caffarel,
J.R. Martin and C.M.I.M. Matthiessen (eds), Language Typology: a Functional
Perspective 537-674. Amsterdam & Philadelphia: John Benjamins Publishing Company.
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Notes for contributors to Japanese Journal of Systemic Functional
Linguistics and Proceedings of JASFL

Language
Manuscripts may be submitted in English or Japanese.

Types of Manuscripts
(1) Standard Articles (2) Review Articles and Book Review (3) Research Notes

Originality

Manuscripts are considered for publication only on the understanding that they are not
simultaneously under consideration elsewhere, and that they are the original work of
the author(s). Any previous form of publication and current consideration in other
languages are not accepted. If the manuscript has been deemed as the same content
published before in other books and journals, the validity of selection is eliminated and
the article is excluded from the journal. Copyright is retained by the individual authors,
but JASFL is authorized to reprint.

Qualification

JASFL members are exclusively eligible to contribute to publications; however,
regarding an article by multiple authors, the main author at least is requested to be a
JASFL member. Multiple articles with the identical main author are not accepted
regardless the types of manuscripts.

Assessment procedures
Articles are subject to the usual process of anonymous review. Articles are read by
three reviewers.

Formats

6.1 Document format
All pages can be created with any word processor under a condition that the file is
saved as Microsoft WORD format (.doc, .docx) on B5-sized paper, with margins of
25 mm or 1 inch on every side.

6.2 Fonts and Spacing
Manuscripts are typed in Times New Roman (11 point) with single spacing.

6.3 The word limit
Japanese Journal of Systemic Functional Linguistics:
Manuscripts are not allowed to go beyond 7,000 words.
Proceedings of JASFL:
Manuscripts are not allowed to go beyond 14 pages in the B5 format.

6.4 Abstract
An English abstract of 100-200 words is included in the beginning of the text.

6.5 Title
English title is required when a manuscript is written in Japanese.
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6.6 Indentation and Section Number
Indentation is required from the second paragraph of a section. The first section
number starts with “1”, NOT “0”.

7. Format for References in the Text
All references to or quotations from books, monographs, articles, and other sources
should be identified clearly at an appropriate point in the main text, as follows:

7.1 Direct quotation
All direct quotations should be enclosed in single quotations. If they extend more
than four lines, they should be separated from the body and properly indented.

7.2 Reference to an author and more than one authors

a.

When the author's name is in the text, only the year of publication and the page
should be enclosed within the parentheses, e.g. ‘As Halliday (1994: 17) has
observed ...’

When the reference is in a more general sense, the year of publication alone can
be given, e.g. ‘Hasan (1993) argues that ...’

When the author's name is not in the text, both the author's name and year of
publication should be within the parentheses and separated by a comma, e.g.
(Matthiessen, 1992)

When the reference has dual authorship, the two names should be given, e.g.
(Birrell and Cole, 1987)

When the reference has three or more authors, the first author's name should be
given and the rest should be written as ‘et al.’, e.g. (Smith et al., 1986)

If there is more than one reference to the same author and year, they should be
distinguished by use of the letters ‘a’, ‘b’, etc. next to the year of publication,
e.g. (Martin, 1985a).

If there is a series of references, all of them should be enclosed within a single
pair of parentheses, separated by semicolons, e.g. (Maguire, 1984; Rowe, 1987;
Thompson, 1988).

7.3 Abbreviation
If the same source is referred to or quoted from subsequently, the citations should
be written as the first citation. Other forms such as ‘ibid.’, ‘op.cit.’, or ‘loc.cit.’
should not be used.

8. Reference List
The Reference List should include all entries cited in the text, or any other items used
to prepare the manuscript, and be arranged alphabetically by the author's surname with
the year of publication. This list should be given in a separate, headed, reference
section. Please follow the examples given:

8.1 Books

a. A single-authored book

Halliday, M. A. K. (1994) An Introduction to Functional Grammar 2" edition.
London: Arnold.
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10.

11.

12.

13.

b. A multiple-authored book

C.

Martin, J. R. and Rose, D. (2004) Working with discourse: meaning beyond the clause.
London: Continuum.

A single-edited book

Christie, F. (ed.) (1999) Pedagogy and the Shaping of Consciousness: Linguistic and
Social Process. London: Cassell.

d. A multiple-edited book

Hasan, R. and Williams, G. (eds) (1996) Literacy in Society. London: Longman.

8.2 Articles in journals and edited books

Halliday, M. A. K. (1966) Notes on transitivity and theme in English, Partl, Journal
of Linguistics, 3.1: 37-81.

Matthiessen, C.M.I.M. (2004) ‘Descriptive motifs and generalizations’. In A.
Caffarel, J.R. Martin and C.M.I.M. Matthiessen (eds), Language Typology: a
Functional Perspective 537-674. Amsterdam & Philadelphia: John Benjamins
Publishing Company.

Notes
Notes should be avoided. If they are necessary, they must be brief and should appear at
the end of the text and before the Reference.

Figures, tables, maps, and diagrams

These items must be inserted in an appropriate position within the article, and should
carry short descriptive titles. They must be precisely and boldly drawn to ensure
scanning or photographic reproduction.

Proofs
Authors will be sent proofs for checking and correction.

Submission of a manuscript
A manuscript for submission must be saved as a MS-Word compatible file, and be

submitted as an attachment file.

Correspondence
Manuscripts are to be sent to: jasfleditor@gmail.com
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