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Abstract

Our social world is a multitude of semiotic resources which we use in combination with
language to make and convey meaning. The ever-increasing integration of language with other
semiotic resources is turning our social world into a multimodal-communicative environment.
Multimodality is using and combining various semiotic resources, for example, images and
linguistic expression, for communication. It looks at all meaning-making resources available
and how different resources are used in multiple contexts. Moreover, it includes the study of
how theseresources are organised in these contexts to form coherent meaning. These organised
sets of resources are called modes. Through the selection and arrangement of modes, people
create meaning, which they can then communicate. The modes in multimodality are the various
semiotic resources used in combination with language, which creates a message. Since these
resources can be translated into a written text and vice versa, an argument can be made that a

multimodal text resembles an intersemiotic translation.

Intersemiotic translation is the interpretation of language and/or linguistics signs through other
non-verbal semiotic resources. It can be further hypothesised as resemiotisation, which focuses
on how meaning conceptualisation occurs when there is a shift between different semiotic
resources. Resemiotisation is thus concerned with "tracking" how meaning translates from one
semiotic sign to another through intersemiotic translation when meaning-making takes place
through a multimodal text. One field in which multimodal communication plays an ever-

increasing role is education.

Education as an academic field has transformed tremendously over the years. Changes are not
just pedagogical but also, even more importantly, seen in the composition of learning material.
Learning and teaching from predominantly text-based textbooks are gradually falling out of
favour, and a greater emphasis is placed on adapting educational material to become more
multimodal. One of the theories emphasising the importance of multimodal texts is the theory
of multiliteracies. The pedagogical approach behind this theory is that a wide range of
communicative, cultural and linguistic tools should be incorporated into teaching methodology.
This framework thus creates the space for studying the relationship between the different

modes in a multimodal text, as well as the composition.
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This research aimed to conduct a descriptive content analysis of an academic literacy textbook
that communicates predominantly via multimodal texts. The primary research question this
study wanted to answer was what relationship, if any, exists between the written text and the
other semiotic resources used for communication? Thus, the communication process that was
looked at here was specifically multimodal communication. This was done through descriptive
analysis. The text that was analysed was from a multimodal literacy textbook used in the field
of Natural Sciences at the University of the Free State, South Africa. Additionally, the research
also looked at how semiotic resources compare across different subject fields. For the
comparison, another multimodal academic literacy textbook was used; this one was from the
field of Humanities, also used in classes at the University of the Free State. The aim of the
comparison was to see whether similar semiotic resources were used in the meaning-making

process or if perhaps certain semiotic resources were used in particular subject fields only.

The study investigated the role intersemiotic translation played in creating multimodal
communication by studying one chapter of a textbook to answer the research question. The
analysis and subsequent comparison focused on finding answers for the following questions:
What semiotic resources are used when creating multimodal texts, and lastly, whether there is
a relation between text type and resource? In other words, does a particular text type favour a

particular semiotic resource.

The research design was qualitative. Explorative and descriptive content analysis was done to
illustrate the relationship of semiotic resources used in the analysed text. This showed how
these resources were compared across different fields and how they created the message together

with written text.

The data that was analysed in this study was one chapter from a first-year literacy course
textbookused at the University of the Free State. The analysis and subsequent comparison
established whether specific semiotic resources were consistently used across subject fields,
whether one is preferred over another, and how intersemiotic translation transformed

communication.

v



This research proved helpful in understanding the interaction between semiotic resources and

language and how multimodal texts communicate meaning.
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CHAPTER 1: INTRODUCTION

1.1 Background and Rationale

Through language, a person constructs meaning from and in the social world. However,
language is not the only way humans communicate; it is just one piece of the "communication
puzzle". According to O'Halloran et al. (2016) language, carries an equal meaning-making
potential to the other pieces of the semiotic puzzle. To identify these other pieces, we must ask
what other semiotic resources enable human communication. Van Leeuwen (2005) defines
semiotic resources as all resources that carry the potential to create meaning; they are ” the
actions and artefacts we use to communicate, whether they are produced physiologically — with
our vocal apparatus, with the muscles, we use to create facial expressions and gestures, etc. —
or by means of technologies — with pen, ink and paper; with computer hardware and software;
with fabrics, scissors and sewing machines, etc." (van Leeuwen, 2005:3). Our social world is
thus a multitude of semiotic resources from gestures to images and from sound to the physical
objects in our environment, which we use in combination with language to make and convey
meaning. Language is thus not the only resource available to humans for communication, and
the ever-increasing integration of language with other semiotic resources is turning our social

world into a multimodal-communicative environment.

Multimodality can be defined as the using and combining of various semiotic resources, for
example, images and linguistic expression, for communication. Multimodality is structured on
the following interconnected theoretical principles (Bezemer, 2012): Communication often
occurs via more than one mode, and together these modes contribute to meaning-making.
Multimodality looks at all meaning-making resources available and how different resources
are used in various contexts. Moreover, it also studies how these resources are organised in
different contexts to form coherent meaning. These organised sets of resources are called
modes (Bock, 2016). Through the selection and arrangement of these modes, people create
meaning, which they can then communicate. The modes in Multimodality are the various
semiotic resources used in combination with language, which create a message (Cope &
Kalantzis, 2009). Since these resources can be translated into a written text and vice versa, the

argument can be made that a multimodal text can include intersemiotic translation.



O' Halloran et al. (2016) define intersemiotic translation as the interpretation of language and/or
linguistics signs through other non-verbal semiotic resources. They then further conceptualise
intersemiotic translation through a concept called resemiotisation, which focuses on how
meaning is conceptualised when there is a shift between different semiotic resources.
Resemiotisation is thus concerned with "tracking" how meaning translates from one semiotic
sign to another through intersemiotic translation when meaning-making occurs through a

multimodal text. One field in which multimodality plays an ever-increasing role is Education.

Education as an academic field has transformed tremendously over the years. Changes are not
just pedagogical but also, even more importantly, seen in the composition of learning material.
Learning and teaching from predominantly text-based textbooks are gradually falling out of
favour. More and more studies show that the process of teaching and learning is becoming
multimodal. There is thus a greater emphasis to adapt educational material to meet this
particular need. One of the theories emphasising the importance of multimodal texts is the
theory of multiliteracies. The pedagogical approach behind this theory is that a wide range of
communicative, cultural and linguistic tools should be incorporated into teaching methodology
(Cope and Kalantzis, 2009). The multiliteracies framework thus creates the space for studying

the relationship between the different modes in a multimodal text, as well as the composition.

1.2 Research problem and objectives

This research aimed to conduct a descriptive content analysis of an academic literacy textbook
that communicates predominantly via multimodal texts. The textbook that was analysed was
Richard Lee's (2009) English for Environmental Science in Higher Education Studies. The
textbook is used in an academic literacy course by students of the Natural and Agricultural
Science Faculty of the University of the Free State. A multimodal text typically consists of
various semiotic resources; it is usually written language and a myriad of other resources such
as image, colour, audio etc. Multimodal theory argues that communication happens
simultaneously through all the modes present in a multimodal environment (Reid et al., 2016).
This means that theoretically, the resources used in multimodal communication connects to
one another. The research problem that this study grappled with was to determine whether there
is a connection or relationship between the various semiotic resources used in multimodal texts.

The primary research question this study thus sought to answer was what is the relationship if



there is one, that exists between the written text in a textbook and the other semiotic resources
present in multimodal communication? Although the primary objective of this research was to
investigate various semiotic resources and the role each plays in a meaning-making process,
the research also briefly looked at how these various semiotic resources compared across
different subject fields. This was done to see whether specific semiotic resources are used for

meaning-making in specific subject fields.

To answer the research question, the thesis studied the role intersemiotic translation played in
creating multimodal communication. The analysis focused on finding answers for the
following questions: What semiotic resources were used when creating multimodal texts, and
what is the relation, if any, between text type and semiotic resource? The former was answered

by analysing a data sample, and the latter by comparingthe texts of two different textbooks.

1.3 Research design and research methodology
The research design was qualitative. Explorative and descriptive content analysis was done to
illustrate and analyse the relationship of semiotic resources used in the analysed text. This was

done through five questions that were applied throughout the data:

1. What are the semiotic resources used for meaning-making?

2. In which material modalities do these semiotic resources partake?

3. With what logic do the signs icon, index, or symbol function?

4. What affordances do the semiotic resources and sign types offer?

5. How are the semiotic resources linked into a meaning-making whole?

The answers to the analysis questions illustrated the relationship between the various semiotic
resources in the meaning-making process and showed how these resources are linked to form
communication. The questions made it possible to first identify the individual semiotic
resources of the text; secondly, to see how these individual semiotic resources all carry
meaning; thirdly, to see how the individual resources connect to each otherin order to
collectively form meaning; and lastly to show how meaning is resemiotised from one semiotic

resource to the next.



The data that was analysed in this study was one chapter from a first-year literacy course
textbook used in the Natural Science field at the University of the Free State. By comparing
the data sample to a textbook from a different subject field, in this case, Humanities. The study
could also establish whether specific semiotic resources are consistently used across subject
fields, whether one is preferred over another, and how intersemiotic translation transforms

communication.

1.4 Ethical considerations

This was a desktop study. The researcher did not foresee any ethical dilemma since the research
was only conducted by analysing written text. No human participation was needed to compile
or study the data in this research. However, the study got clearance from the ethics committee

of the University of the Free State.

1.5 Value of the research

This research will prove helpful in understanding the interaction between semiotic resources
and language and how multimodal texts communicate meaning. This research can also give
some insight into the processes of multimodal communication and can be applied (in this case
especially) to the field of Education, where a better understanding of multimodal
communication processes can help improve learning outcomes. Therefore, this research will

assist in giving insight into the creation of multimodal texts.

1.6 Chapter division and outline

The theoretical concepts semiotics, multimodality, intersemiotic translation and
resemiotisation will be discussed in chapter 2. Chapter 3 will discuss the concepts of
multiliteracies and English as a Second Language (ESL). After this, chapter 4 will outline the
research question and research methodology. Chapter 5 consists of the data analysis and the

data comparison, and chapter 6 takes as its focus the conclusion and recommendations.



CHAPTER 2: SEMIOTICS, MULTIMODALITY AND TRANSLATION

2.1 Introduction

This chapter will describe the following theoretical frameworks: semiotics, multimodality,
intersemiotic translation and resemiotisation. It will also discuss Charles Peirce’s notion of sign
and sign process and conclude with explaining the concept of a semiotic resource. This chapter
aims to illustrate the link between the aforementioned theoretical frameworks and suggests that
a multimodal text can be analysed through the lens of translation, specifically intersemiotic

translation created by the process of resemiotisation.

2.1.1 Brief clarification of term according to framework
Since all four theoretical approaches will be discussed in this chapter, the terms listed in Table
1 below will be used (depending on the theoretical framework discussed). However, for data

analysis and discussion thereof, only the term semiotic resource will be used.

Table 1: Term used according to theoretical framework

Theoretical Framework Term used
Semiotics Sign
Intersemiotic translation Nonverbal sign
Resemiotisation Semiotic resource
Multimodality Mode

In the broader study of social semiotics, the concept of sign is viewed as the starting point for
communication and meaning-making. Petrilli and Ponzio (2005) go so far as to call the sign
the “leading actor” in semiosis. A more detailed discussion of this term will be given later in
this research; thus, just a brief definition for now. Signs are elements in which meaning is
embodied through some sort of material form. Signs can take the form of language and/or non-
language material. For example, imagine a drawing of a mouse. This drawing is a sign that
represents a specific mammal. In this case, a small rodent with relatively large ears, a longish

tail, a pointy nose, and whiskers. In semiotic study, this drawing of a mouse would be an



example of a sign. The drawing is a sign because it carries meaning, in this case, meaning about

the animal called a mouse.

In the field of intersemiotic translation, the term sign is also used, with a distinction made
between verbal signs and nonverbal signs. The aforementioned example (drawing of a mouse)
would be considered a nonverbal sign because the drawing has no language characteristics.
When intersemiotic translation is further conceptualised as resemiotisation, this framework
uses the term semiotic resource, which is a collective for verbal and nonverbal signs. Since
semiotic resources are all the resources (verbal and nonverbal) used in the translation process,
the previous example of the image of a mouse would then be relevant for this framework as
well. When looking at multimodality, the resources used to make meaning are called modes.
In terms of multimodality, the drawing of the mouse (example above) would be considered the
mode through which meaning is made. It is important to note that for each framework
mentioned above, the drawing of the mouse stays the same. However, each framework uses its

own terminology to describe this drawing (refer to Table 1 for clarification).

Table 2: Term (concept of mouse) used according to theoretical framework

Theoretical Framework Examples Term used
Semiotics Drawing of a mouse Sign
Intersemiotic translation Drawing of a mouse Nonverbal sign
Resemiotisation Drawing of a mouse Semiotic resource
Multimodality Drawing of a mouse Mode

2.2 Overview of Multimodal Semiotics

2.2.1 Social Semiotics

Nehaniv (2000) states that meaning is socially constructed. Human socialisation thus takes
place through the meaning we create in our social world. We make and take meaning from all
the resources at our disposal, create messages, and then communicate these messages to other
humans. This is the human communication process, and according to Donnellon et al. (1986),
this process links the meaning we create and the action we take in turn. Humans communicate

mostly through language. Language is the most familiar communication system; however, it is



important to know that language is not the only tool used for human communication; as Kress

reminds us, "communication is semiotic work” (Kress, 2010:32).

By nature, humans are semiotic creatures; thus, by implication, it can be stated that humans
communicate verbally and non-verbally (Mehawesh, 2014) and that human communication
consists of far more than language. It is as much non-verbal as it is verbal. Bezemer and Kress
(2016) argue that the concept of sign is the departure point of semiotic studies. Thus, this
argument emphasises that human communication should not and cannot be restricted to
language only. Non-lingual signs are as much part of communication as lingual signs. And
with the study of semiotics, particularly social semiotics, we aim to answer questions about the
role signs plays in our communication process. According to Friedman (2019), Semiotic
analysis is invested in studying how meaning is produced via social conventions. It analyses
the types of signs we have, their function, and their effect on communication (Bal, 1994). It
further shows the relationship between the non-verbal aspects and verbal aspects of human
communication and how, as a combined unit, this forms a complete message. In other words,
semiotics shows the different ways we use signs to create meaning from and in our social
environment. Or, as Curtin (2009) puts it, semiotics is studying representation through signs
and how this generates meaning. With the development of semiotic theories like those of De
Saussure (1959) and Peirce (1994), another branch of semiotics emerged: social semiotics,
which Delu (2010) argues is a natural, complementary development of general semiotics. All
semiotic action is viewed as social action in social semiotics, which is the distinctive
characteristic of social semiotics (Aiello, 2006). One of the focus points of social semiotics is
to investigate the systems and resources humans develop to make meaning of, in, and with the
world around them (Bezemer & Cowen, 2021). It studies the mechanisms through which
resources are “made to mean” (Bezemer & Cowen, 2021:107). In other words, social semiotics

look at how humans shape and create meaning.

In social semiotics, meaning is concerned with social meanings; in other words, the social
implications that are expressed when semiotic resources are used in a social setting with the
aim to achieve a social purpose (McMurtie, 2020). Since the essential aspect of this framework
is thus to study the semiotic resources used for meaning-making and communication, studying

communication from this perspective seeks not only to identify and record the semiotic



resources available but also to look at how these resources are chosen in a meaning-making

process. The selected resources in a particular meaning-making process should not be seen as

fixed according to Mavers and Machin (s.a), but rather as having the potential to make meaning
in the specific context it is used and in combination with other resources. The argument can
thus be made that a resource’s meaning can change, and this depends on who is using the
resource, how it is used, why it is used, where it is used, and when it is used. In other words,
social semiotics, therefore, looks at the potential and the limitations of the semiotic resources
that humans use for meaning-making. Since the potential and limitations of these resources
enable various possibilities for meaning-making, it is possible, through social semiotics, to
describe common principles for making meaning at a more abstract level (Bezemer & Cowen,
2021). The example Bezemer and Cowen use as an explanation looks at differences and shared
characteristics between building something with Lego blocks, using a video conferencing
platform, drawing on an iPad and writing on a piece of paper. However, before looking at and

discussing the concept of semiotic resource, an explanation of sign should first be given.

2.2.2 What is a Sign?

Signs have many functions; they can serve as exemplars of specific kinds of phenomena, act
as predictive guides or as plans for taking action and allow humans to recognise patterns in
things (Sebeok, 2001). To understand the role signs play in meaning-making and
communication, the concept must first be clarified. According to Bezemer and Kress (2016),
signs are units of meaning. A sign is thus a particular form explicitly created to represent a
specific referent of referential domain (Sebeok & Danesi, 2000). From a social semiotic point
of view, signs share common characteristics: Firstly, anything can be a sign (Chandler 1999).
Something becomes a sign when an interpreter establishes a relationship between the sign and
what it represents. For example, object A becomes a sign once it is used as a point of reference
for object B. An example of a sign would be the green cross, synonymous with pharmacies in
Europe. In the early 20" century, the green cross was introduced as a pharmaceutical symbol
in continental Europe (see Figure 1 below). It is now widely used in Europe to indicate where
a pharmacy can be found (PharmaKon, 2012). The green cross became a sign once the
relationship between the cross and the pharmacy was made clear: you will find a pharmacy
where you see this cross (see Figure 1 below). In other words, a sign becomes a sign once the

interpreter of the sign does the cognitive work to understand how “things” link.



Figure 1: Picture of the green cross sign at a pharmacy in Paris (Shuttershock, 2014)

The second characteristic of a sign is that of affordance. The relationship between the form of
a sign and the subsequent meaning it communicates is a motivating relationship. This means
that the form and features of a sign must be apt as means of expression (Bezemer & Kress
2016). Therefore, even though anything can be a sign, affordances and constraints should still
be considered when a semiotic resource is chosen to be used as a sign. In multimodal social
semiotics, the notion of affordance examines the limitation and potential of a particular mode
or medium in meaning representation and communication (Jiang, 2017). In other words,
affordance is the potential of a given "thing" to function as a sign; thus, the aptness it has to
perform a particular semiotic task. Constraints, on the other hand, is a sign's limitations. So,
when you look at the potential of a semiotic resource to become part of the meaning-making
process, what you are doing is looking at the resource’s affordance and constraints. As a matter
of fact, Kress (2010) defines affordance as the meaning-making potential of a given mode

(semiotic resource).

Jewitt (2012) states that semiotic resources have specific meaning-making potential based on
past uses and a set of affordances based on possible “new” future uses. Thus, a specific semiotic
resource will theoretically be more suitable in a particular context if said resources have the
potential to create meaning in that context. However, as mentioned earlier, when looking at
affordances, one should not just be aware of the potential of a given semiotic resource; it is
also important to remember that each semiotic resource has constraints. Certain semiotic
resources will be constricted in their meaning-making potential within certain contexts. For
example, somebody has to find a specific man in a busy shopping centre. They have two
semiotic resources, a photograph of the man and a written description of what that particular
man looks like. The written description may be constrained if there is not enough detail. Say it

is a very general description of a man, it would mean that more than one man in the shopping
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centre will fit the description, which will hinder finding the particular man. Thus, as a semiotic
resource being used to make meaning, the written description has some constraints. So, instead
of the description, the photograph is used to find the man. The photograph will be more
specifically detailed since it bears similarities to the actual man in question. There is
argumentatively, thus, a bigger chance that the photograph will give more precise detail, which
may be more helpful in finding the man. Therefore, one can argue that the potential to create
meaning from the photograph as a semiotic resource may be better in this context. However,
suppose it was an old photograph. In that case, it may not give a very accurate representation
of how the man looks at that particular time and thus, the photograph as a semiotic resource
may also be a hindrance rather than a help. Now, the photograph and the description of the man
are both used to try and find him. Using these semiotic resources in combination to create
meaning may give more information. Therefore, understanding that each semiotic resource has
specific potential as a constraint allows for a better understanding of what said resource is
capable of. By combining resources, one can meet the complex demand of the message needed

to be communicated (Bezemer & Kress, 2016).

The third characteristic is the fact that no sign has a universal meaning (Nehaviv, 2000). Bal
(1994) states that a sign's meaning originates from context, that is, the relationship between the
sign and the environment it is used in. Each time a sign is used in a meaning-making process,
it is only relevant to that particular communication process. Bezemer and Kress (2016) further
elaborate on this by saying that signs are also "shaped" by the particular environment in which
they are used. In the case of the green cross sign: it is only in countries where the green cross
indicates a pharmacy's presence where the green cross represents a pharmacy. A person from
a country that uses a different sign for pharmacy may not necessarily understand the connection

between the green cross sign and the pharmacy.

From the above, we can conclude that semiotics studies signs. It is a study rooted in interpreting
the relationship between material entities and the events these represent. Nevertheless, it is also
more than that. Stecconi (2006) argues that the concept of sign is not a straightforward concept.
The process of creating and using signs is about the process of making meaning. As Bal
(1994:4) states, signs do not exist; they occur. A sign occurs once "something" represents
"something else", and the relationship between these two things is perceived or interpreted.

Therefore, the conclusion can be made that instead of looking at a sign as a "thing", a sign
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should instead be considered a function — functional in the sense that its purpose is to
communicate meaning. This notion of functionality in the sign process is something that is

more evident in Peirce's work on semiotics and signs.

Charles Sanders Peirce and Ferdinand de Saussure were arguably the most prominent scholars
to conceptualise the term sign. De Saussure's theory on signs is based on duality and implies a
direct relationship between the sign and its interpretation. A sign, according to De Saussure
(1959), has two primary components- the signifier (sound or image) and the signified (concept).
For deSaussure, these two components were the fundamental basis of all linguistic signs. The
central component of his understanding of signs is an arbitrary relationship between the
signified (concept) and its signifier (sound or image). Another critical component of de
Saussure's sign theory is the relationship between signifier and signified; once it is established,
it is fixed. According to de Saussure, once a linguistic sign is attached to a concept, it is
irrefutable and cannot be changed. This, however, means that in de Saussure’s sign system,
signs become inflexible and highly regimented (Chapman et al., 2004), which is one of the

main criticisms against De Saussure’s work.

What can be detected in Peirce's theory as opposed to De Saussure’s is what Chapman et al.
(2004) call a new kind of subjectivity, together with the emergence of an observer or
interpretant. Peirce's triadic approach to the sign and sign process contradicts De Saussure's
duality (1994). Chapman et al.(2004) state that Pierce's interpretant, as well as his structuring
of the discourse on signs, has particular relevance in the emergence of what they termed a
"post-modern semiotics" (Chapman et al. 2004: 387). Peirce values interpretation over structure
and diversity over simplicity. In other words, the vital difference between Peirce and de
Saussure is the added dimension that Peirce calls the interpretant. That means that there is no
longer a direct relationship between the sign and what it represents, or as it is called in de
Saussurean terminology, the signified and signifier, it is now conditioned by the third
component, Peirce’s interpretant. This third component makes Peirce’s sign theory more
applicable as an analysis tool for the research done in this study, and hence the reason why

Peirce’s view on semiotics and his triad sign process will be discussed.
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2.2.3 Perceian Semiotics

One of the most influential scholars in the field of semiotics is Charles Sanders Peirce. Peirce
states that no human thought or knowledge (thus, by implication, the process of meaning-
making and subsequent communication) can exist without semiotics (Marais, 2019). Peirce's
theory of signs is about relationships, events and actions. His theory describes elements of a
system constantly in flux. Using signs to make meaning entails understanding the relationship
between all the different "parts" that constitute a sign (Marais 2019). In Perceian semiotics,
language is only one part of semiosis; the other part consists of non-linguistic semiosis.
According to Peirce (CP 2.229), making meaning through a sign is a triadic process. This
process connects three specific elements to each other: Representamen, Object and
Interpretant. A complete sign then, according to Peirce, consists of all three elements (see
Figure 2 below). To know what a sign means, the relationship between these three elements,

in combination, should be clearly understood.

R (Representamen) O (Object)

e

SIGN

| (Interpretant)

Figure 2: Peirce’s triadic sign process

To illustrate, think of the previous example of the green cross/pharmacy as an explanation: A
person walks down the street and notices a green cross on the side of a building. The cross is
the representamen of the sign process. Peirce defines representamen as: "7o stand for, that is,
to be in such a relation to another that for certain purposes it is treated by some mind as if it
were that other. (CP 2.273:376) He elaborates on this by (CP 2.273) distinguishing between
"that which represents" and the "act of representing”. The representamen is the "that" or the
"something" of the triadic process because it stands in the place of the "something else" (CP
2.274). In the green cross/pharmacy example, the green cross will thus be the representamen

since it stands for the pharmacy.
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Secondly, in Peirce’s sign process is the object, which according to Peirce is represented by
the representamen, in other words: "4 Sign, or Representamen, is a First which stands in such
a genuine triadic relation to a Second, called its Object.” (CP 2.274:376). In the green
cross/pharmacy example, the object would be the actual building in which the pharmacy is
located since the building is represented by the green cross. A person sees the green cross on
the side of a building and knows that there is a pharmacy. The meaning was made by

understanding the relationship between the cross and what it represents, a pharmacy.

Understanding that there is a relationship between representamen and object is what Peirce
refer to as the interpretant. Peirce (CP 1.564) sees the interpretant as "the mental effect or
thought " This means that the interpretant is the mediation of the relationship between the
representamen and the object. It is the thought process that leads to the conclusion that the
green cross indicates where a pharmacy can be found. It is the thought process of further
understanding that the complete sign is constructing the relationship between these three
elements and knowing that all three elements create the sign - however, not just the sign, but

also what the sign means (see Figure 3 below).

R (the green cross) O (the building)

e

SIGN
(SIGN for pharmacy)

| (Understanding the
relationship between

the green cross and
the buidling)

Figure 3: Triadic sign process for pharmacy

Peirce talks about this sign process as infinite (CP 1.339). One sign process can lead to another,
and so on. This shows that there is a continuous process of meaning-making occurring. Many

attempts to illustrate this sign process use a triadic/triangle shape to illustrate the process.
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However, since the meaning-making process is continuous, it seems fitting to illustrate it using
a cyclical process. Figure 4 is an illustration of the triadic relationship between the three

elements in Peirce’s sign process.

R (Representamen) O (Object)

*\ SIGN - w

Figure 4: Peirce’s triadic sign process (illustrated as a cyclical process)

If this cyclical process is applied to the green cross example from earlier, the sign-making
processcan be illustrated as follows (see Figure 5 below). The representamen in this sign
process willbe the green cross because the cross stands in place of the building. In other words,
it represents the building, which makes the building the object of the sign process.
Understanding the relationship between the green cross and the building and then also realising
that the meaningis made not by looking at the green cross and the building just as separate

semiotic resources, but as a combined “unit” of meaning is the interpretant of the sign process.

R (green cross) O (building)

*\ SIGN for e

pharmacy

®

| (understanding the
relationship between
the green cross and
the building)

Figure 5: Application of Peirce’s sign process

14



[llustrating the sign process as cyclical reiterates Rasouli’s (2008:24) argument about the
process as being an "infinite process". Peirce reiterates this when he contends that one does not
really have signs but rather sign processes, in which interpretants become representamens, ad
infinitum. This means that the sign process is never really "completed" and that there is no
beginning and rather a continuation of meaning-making (CP 1.339). Once a sign process
involves all three elements, which produce meaning, that particular knowledge or meaning
(created by the sign process) gives the opportunity for another sign process to take place. Or,
as Peirce puts it: "the interpretant is nothing but another representation......... and as
representation, it has its interpretant again. Lo, another infinite series.” (CP 1.339:130).
Marais (2019) refers to incipient and subsequent signs, which is relevant for Peirce's in-flux
argument. With terminology like incipient sign and subsequent sign, Marais (2019) suggests
that the sign-making process is continuous. There is no real beginning to sign-making, nor is
there a sign or sign process that says — this is the end. It is maybe better to say now, at this point
in time, in this particular social environment, this sign is used to communicate meaning. This
meaning is the starting point of a new meaning-making process, with new signs spiralling on

in a continuous loop, as seen in Figure 6.

subsequent sign

subsequent sign

incipient sign

Figure 6: Infinite sign process

2.2.3.1 Peirce's Classification of Signs
A crucial part of semiotic research is classifying signs. According to Ding (2016), Peirce laid

a solid foundation for this when proposing his second trichotomy of signs. Based on the
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relationship between the representamen and object, Peirce has three broad categories for signs
(CP 1.369): icon, index, and symbol. Categorising a sign as icon, index or symbol comes from

its mode of reference (Elgin, 2011).

The first category is icons. This type of sign bears a partial similarity to the object it represents.
Peirce states the icon has no physical connection to the object it represents; it just resembles it
(CP 2.299). In other words, what stands central to iconic signification is that both the sign and
the signified object share qualities, and it is these shared qualities that enable the sign to signify
or then function as an icon (Atkin, 2010). An example of an iconic sign would be a photograph

of something or somebody.

The second category is the index. The indexical sign is physically connected with the object it
represents. An index thus has a direct connection to what it signifies (Harbeck, 2011). Peirce
states that "a genuine Index and its Object must be existent individuals" (CP 2.283), which
means that the indexical sign validates the object's authentication. An example of an index
would be seeing smoke in the air and knowing that there is a fire. Smoke can only be present

if there is a fire. The smoke directly connects to the fire; without the fire, there can be no smoke.

Symbol is the third category of sign. Symbolic signs represent their object through the
association of ideas (CP 1.369). In the case of symbols, some underlying agreement, habit, law
or convention exist, which means that invoking some symbol invokes its associated object
(Atkin, 2010). For example, a red traffic light indicates that a vehicle or person in motion needs
to stop. Vehicles and people stop at a red traffic light because of the agreement (which is
enforced by imposing traffic regulations and/or habits) to use red traffic lights as an indication

to stop (Atkin. 2010).

Peirce made various alterations to his account of signs (Short, 2004), but according to Atkin
(2010), icon, index, and symbol tend to find a place throughout. However, also important to
note is the nuance of Peirce’s sign categories. Firstly, it is not clear that there are many
examples of signs that can be classified only as one specific type, in other words, signs that are

only symbolic, or only indexical or only iconic, which means that there is an overlap when it
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comes to the characteristics used to categorise a semiotic resource. Take, for example, a
photograph of a specific person. The photo is iconic because it signifies its object (the person)
in terms of the qualities it shares with the object, like skin colour, facial features etc. However,
if the person in the photograph makes a particular facial gesture, like smiling, the photograph
can become a symbol of happiness. This is because the smile on the person’s face is an
underlying agreement of happiness. Peirce was aware of the various overlaps, and as a way of
addressing the overlap, he proposed to call icons and indices with symbolic elements hypo-
icon and subindices (Atkin, 2010). However, if more than one of the three elements is present,
one will be more prominent. Atkin (2010) believes that the trichotomy of sign divides signs
according to whether they are predominantly a particular category; in other words, as an
example, whether a sign is predominantly an icon or not. This is especially relevant in this

research, but a more detailed explanation will be given in Chapter 4.

In conclusion, understanding the function and classification of signs is only the semiotic
puzzle's first piece. The relationship of signs to each other and language is the next piece.
Looking at how meaning is made from signs in combination with language broadens the

understanding of semiosis and illustrates the part multimodality plays in the process.

2.2.4 Multimodality in Semiotics

Multimodal communication has been part of writing studies and research for quite some time
now (Chimasko and Shin 2017). It began with basic spatial and visual components that formed
part of traditional paper-based texts. However, Lotherington and Jenson (2011) argues that
multimodal texts nowadays also contain more audio and video components and that this is also
carving a place in multimodal communication. Kress and Van Leeuwen (2001) reiterate this
when they state that the dominance of monomodality in communication is beginning to
“reverse”, and in its place, multimodal communication is becoming more prominent.
Theoretically, multimodality is an interdisciplinary approach that focuses on the various modes
used in communication, representation and expression. It emphasises that communication does
not primarily take place through language but through the semiotic bond between language and

sign.
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Kress explains multimodality as the specific composition of different modes all working
together to convey the message (Jeff Bezemer, 2012). Multimodality is built upon the following
interconnected theoretical principles (Bezemer, 2012). Firstly, the semiotic resourcesused in
multimodal communication are called modes. From a multimodal point of view, each mode
does different communicative work (Pérez-Gonzalez, 2020) and is moulded by its own
semiotic affordance and constraints. The second principle states that communication often
occurs through more than one mode, and together these modes contribute to meaning-making.
Like an illustrated textbook, multimodal communication is thus the result of the interplay
between the relevant co-operating modes. From a research point of view, all meaning-making
resources available are studied. Moreover, it also examines how different resources are
organised in different contexts to form meaning. Lastly, through the selection and arrangement

of modes, people create meaning, which they then communicate.

Studying multimodality is inevitable since it is an inherent form of human communication
(Torresi, 2008). However, the interest in multimodality as a field of research has risen over the
last decade. Kress (2010) believes that the main reason for this newfound interest in
multimodality is the change in communication. Modern technology is becoming the
predominant platform where most day-to-day communication takes place. Kress also refers to
the shift from "book to page and screen” and "a shift from the dominant mode of writing to the
mode of image" (Kress, 2010:6). O'Sullivan confirms Kress' argument about the shift of
meaning. She argues that in a multimodal text, words interact with the rest of the modes of the
text (O'Sullivan, 2013). Thus, by analysing the interaction, one can see the shift of meaning
from one mode to the next, which causes a multitude of semiotic resources to make and
communicate meaning in combination with each other. Hull and Nelson (2005) argue that
multimodality brings forward a new way of communicating and creates a different kind of
meaning-making. This is because making meaning relies on the collective contribution of the
various modes used. The integration of the multiple modes like sound, movement, image and
music creates the digital artefacts through which the expressiveness of multimodality in a

semiotic environment can be studied (Hull and Nelson, 2005).

Additionally, Bezemer (2012) states that multimodal studies try to understand how semiotic

resources are utilised to produce discourse across varying contexts. Looking at sign and
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semiosis from a multimodal perspective makes a significant contribution to the semiotic field.
O'Halloran (2011) reiterates this by stating that multimodality's analysis of the design of
semiotic resources and the inter-related semantic systems they form a) helps to interpret the
human experience of the world, b) enables the creation of logical meanings, ¢) and organises

said meaning into coherent multimodal communication.

Kress (2010) states that this multimodal evolution in the landscape of communication raised
various questions. What is the role of modes/signs as communication vehicles? What effect
does this have on language? And lastly, what would this show us about the ability of language
to perform or not perform certain tasks? After all, as Jewitt (2009) argues, it is good to
remember that language is one mode of many in a multimodal context. It should thus stand to

reason that language can play a subordinate role in communication and translation.

According to Pérez-Gonzalez (2020), translation studies has not yet managed to articulate the
relation between multimodality and semiotics clearly. Stecconi (2009) maintains that, casually
speaking, semiotics embodies research that is more than verbal language; it includes
multimedia and multimodal material as well. Besides the myriad of terms translation scholars
use to characterise their theoretical inquiries of meaning-making resources and practises, they
seem to agree that multimodality falls within the broader scope of semiotics (Pérez-Gonzalez,
2020). This gives leeway for studies where multimodality can be looked at in relation to

intersemiotic translation and resemiotisation.

2.3 Resemiotisation

2.3.1 Intersemiotic Translation

There have been many formal definitions for translation over the years, each reflecting a
specific underlying theoretical model (Shuttleworth and Cowie, 1997). A large number of these
definitions’ focus is on the linguistic aspect of the translation process. It can be seen in a
definition such as Osman’s (2017), where he states that translation is the meaning of a given
linguistic discourse rendered from one language to another; or in Catford’s (1965) argument
when he asserts that translation theory is concerned with a relation between languages. There
are many similar theories to the ones mentioned above; however, the problem with definitions

and arguments like these is that translation is a language-based activity or at least an activity
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where language plays the primary role, which is not true. The meaning-making that transpires
through the translation process does not have to be language-based. In fact, for Petrilli (2003),
translation is an interpretive process. From her point of view, translation theory should be
embedded in sign theory, as she argues with her statement: “sign activity or semiosis is a
translative process” (Petrilli, 2003:17). With this phrase, she suggests that the translation
process is more than a language activity and that it has a semiotic component. It is, as Freeman
(2009) says, a process that should help us to study and understand how knowledge is
exchanged. This gives leeway to thinking about translation as a process that allows the
translators to look at all the possible resources they have to use in a meaning-making process.
In other words, to not just think of translation as a language activity but also as a semiotic

activity.

Intersemiotic translation is a translation between different codes. One is linguistic code, which
is language, and the other a non-linguistic code, described as non-verbal semiotic resources
like images (Aktulum, 2017). Intersemiotic translation is a growing field because of the mind
shift that is happening in termsof what translation is. Historical and spatial constraints created
the idea that translation is primarily a language-driven activity, particularly written language
(Marais, 2019). However, this view of translation is gradually changing—translation as a field
of study and as a professionis moving away from the language-only approach. Tymoczko
(2009) believes that this changeis partly due to globalisation. The globalised world enables
translators the opportunity to dabblein new technologies, new tools and new resources.
Technology is thus responsible for the evolution of translation studies and, subsequently,
translation (Munday, 2012). Torresi (2008)states that it is the duty of a translator to have full
semiotic awareness. He further argues that translators should become text and meaning-makers
and not just focus on the language. This argument gives way for the focus to develop new
translation approaches, approaches favouring non-language semiotic resources. This point of
view is emphasised by Dicerto's (2017) argument that translation is becoming too complex to
study as a language-only activity. She further states that source texts are growing more and more
multi-semiotic. In other words, texts are made up of more facets than just language. It is a
merger of language and non-language resources, and this merger creates meaning. Thus, by
implication, when translating, one should also keep in mind that translation also happens in the

non-verbal parts of these said texts. This argument is reiterated when Cross (2017) discusses
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intersemiotic translation and states that thesignificance of this type of translation lies in the

transposition of meaning from one semiotic resource to another.

Roman Jakobson, arguably one of the most prominent scholars of intersemiotic translation,
defines intersemiotic translation as follows: "a verbal sign can be translated into another non-
verbal system of symbols (Jakobson, 1959:139)". Jakobson’s definition shows that meaning is
derived from the relationship between reality and sign. And with this, Jakobson enabled
translation to step away from the language-only approach and gave translation scholars and
practitioners the space to look at other translation resources. Kourdis and Yoka (2012) theorise
about a by-pass of language when approaching intersemiotic translation, as such, enabling
translation to become more creative. Aguiar et al. (2015) agree that intersemiotic translation
transforms the space in which translation can occur. With intersemiotic translation, the
parameters of the evaluation of translation increase (Torop, 2003) and, in doing so, helps to
create new unique semiosis patterns between different semiotic resources. These types of
semiotic patterns are unique to intersemiotic translation. These new patterns enable an almost
unlimited number of ways in which meaning-making can take place, which provides types of
data previously unseen in translation studies. The figure (Figure 7) below shows a comparison
of how intersemiotic translation can generate more meaning-making possibilities than a

translation that is language-based only, i.e., intra — and interlingual.

INTRA AND INTERLINGUAL TRANSLATION Vs INTERSEMIOTIC TRANSLATION

@ < means of ccmmunicatioﬂ> <means of communicatio> @
@ means of communicatio}'

Qeans of :ommuni:aticr>

Figure 7: Meaning-making possibilities through intersemiotic translation vs intra- and interlingual translation
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As previously stated, in the current technology-driven social world, with its widespread use of
multimedia, visual representations are more easily combined with language (Desjardins, 2008)
and thus create more intersemiotic translation space. Queiroz and Ata (2019) view
intersemiotic translation as a generative model, a semiotic tool that generates layered semiotic
processes used for communication. For example, (see Figure 8 below): Sign 1 (semiotic
resource 1) is created; a recipient observes and interprets it. The recipient acts according to the
meaning created from sign 1 and creates sign 2 (semiotic resource 2). The next recipient of
this sign (semiotic resource 2) acts according to the meaning communicated by sign 2 (semiotic
resource 2) and creates sign 3 (semiotic resource 3) for further communication. A new semiotic

resource is created each time meaningful interpretation happens.

semiotic meaning and interpretation semiotic semiotic

from 51 produced 52

meaning and interpretation
from 52 produced 53

resource nr 1 resource nr 2 resource nr 3

Figure 8: Resemiotisation

Studying intersemiotic translation means that each semiotic resource in the translation process
must be considered and understood in terms of its role in the translation. One way to study this
layered semiotic process, in which this multitude of semiotic resources are continuously created

and used for meaning-making, is called resemiotisation.

2.3.2 Meaning-making through Resemiotisation

From Roman Jacobson’s definition of intersemiotic translation, O’ Halloran et al. (2016)
conceptualise intersemiotic translation as resemiotisation: a process concerned with the
translation of semiotic resources. Resemiotisation firstly asks how meaning is conceptualised
when there is a shift between different semiotic resources. Secondly, it is concerned with how
meaning changes and/or stays the same when one semiotic sign replaces another. Lastly,
through resemiotisation, meaning can be recorded analytically, and it can be modelled in
theory. Resemiotisation thus creates the space for translation to move away from a process
initially seen as a language only activity to a process where non-verbal semiotic resources could

be used in the translation process.
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Resemiotisation is a transformational meaning-making process (Iedema, 2003). Through the
process of resemiotisation, one can see the influence semiotic resources have on one another
and how these resources transform each other during the meaning-making process.
Resemiotisation highlights the argument that semiotic resources carry different meanings with
their movement from one to another; and subsequently how this meaning transforms between
contexts if various semiotic resources are used. Since various semiotic resources are used in
this particular meaning-making process, ledema (2003) argues that resemiotisation
“acknowledges” the significance of every semiotic resource that surrounds text as a possible
tool for meaning-making. For example (referring back to the earlier example of the green

cross): A person (person A) sees a building with the word pharmacy displayed on it, and next

to the word is a green cross sign + These two semiotic resources (language and sign) in
combination send the message that you will find a pharmacy in this building. If this is illustrated

as a sign process, it will look like the process in Figure 9 (below).

R Green cross 0 +

w oy SIGN for g ) * 4

pharmacy

®

I

Understanding the relationship
between the green and the
place where this type of cross is found.

Figure 9: Initial sign process for pharmacy with the green cross

Later somebody else (person B) asks for directions to the pharmacy. Person A writes directions

down and includes a picture with his written directions. The picture, however, is not the green

cross sign but a medicine bottle @ Now the picture of the bottle becomes the sign representing
the pharmacy. By doing this, the initial meaning of pharmacy (represented by the green cross)

is transformed into a drawing of a medicine bottle (see Figure 10 below).
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R Bottle of medicine _R<_

* Sy SIGN for g *

pharmacy

*®

Understanding the relationship
between the medicine bottle and the
place where this type of bottle is found.

Figure 10: Subsequent sign process for pharmacy with the medicine bottle

This example illustrates two concepts: Firstly, it shows the process of intersemiotic translation;
a verbal sign (the word pharmacy) was translated into the green cross sign (nonverbal sign). It
secondly illustrates the concept of resemiotisation. The word pharmacy was not just
conceptualised as a green cross, but a subsequent conceptualisation occurs in this
communication process where the green cross became a medicine bottle. The medicine bottle
still represents the initial concept of pharmacy, but there was a transference of meaning from

the green cross to the medicine bottle.

Therefore, resemiotisation achieves two results: First, it provides an analytical means to trace
how signs are created from one into the other as the communication processes unfold. Secondly,
it asks why particular signs are used to communicate specific meaning within a specific social
environment. Both these statements are investigated in the data of this research. Looking at
multimodal texts through the lens of intersemiotic translation allows for each semiotic resource
used in a multimodal text to be seen as smaller, individual parts of the translation process.
These individual semiotic resources all carry meaning, which is subsequently translated from
one to another as the translation process progresses. However, since these semiotic resources
are all different, resemiotisation can illustrate not just how eachsemiotic resource makes
meaning in its own way but also how the semiotic resources as a collective become a translation

and meaning-making process.
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2.3.3 The relevance of Peirce’s triadic sign process with relation to resemiotisation and
translation

Although the processes of resemiotisation have been investigated from different theoretical
standpoints, O’Halloran states that there is still no comprehensive approach towards this
particular field of study. This is interesting if all the multiple socio-cultural implications are
considered to be underlying any resemotisation process. However, with resemiotisation, the
question asked is how meaning is conceptualised when there is a shift between different
semiotic resources. Thus, by using resemiotisation, one can “see” how meaning is re-produced
from one semiotic resource to another. Conceptualising this shift between semiotic resources
can be illustrated in more detail by using Peirce’s icon, index, and symbol, since his theory of
signs is about relationships. It is about showing the connection between text and sign in
multimodal communication. When looking at a multimodal text, there is an assumption that
the various smaller semiotic resources should link to one another to create a whole message.
Thus, with resemiotisation, one can observe the meaning shift between semiotic resources; but
combining this with the sign categories of icon, index and symbol, one is further able to see
where each resource fits into the meaning-making process. Peirce’s triadic sign process allows
for meaning-making to be analysed so that the relationship between the different components
of the process and the creation of meaning can be seen. Illustrating the process as a cycle, it is
also then possible to analyse and show how individual meaning-making processes relate to
each other and collectively create a “bigger” or more extensive meaning process, as shown in
Figure 11 below.

Individual meaning-making process

L

Fo
"Bigger" meaning-

Making process g %

| T

Figure 11: Collective meaning-making process
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If this applied to the green cross/medicine bottle example of before, the collective meaning-

making process will be illustrated as follow (see Figure 12 below).

Individual ing-making process

i -

; ; " Sty :
"Bigger" meaning- -t

making process g

—

Figure 12: Collective meaning-making process for the concept pharmacy

2.3.4 Semiotic Resource

According to Fei (2004), a semiotic resource contains expression and content plane, which
allow for the meaning-making potential articulated through these resources when used for
communication. This includes not just language but other non-linguistic resources like image,
sound, colour, movement etc. Our social world is a multimodal environment, and everyday
meaning is made through the collaboration of a variety of semiotic resources. It thus becomes
more and more pressing to understand the dynamics of this multimodal discourse environment
and the role semiotic resources play in this environment. As the study of social semiotics
evolves, the emphasis on the context of meaning-making through semiotic resources becomes
more prevalent. Whether this meaning-making is studied from a multimodal perspective,
translation, or semiotic point of view is irrelevant. What is essential is that the place of the
semiotic resource is clearly understood since it is the central point from which all meaning and
communication are created. Kress emphasises this by stating that “it is no longer possible to
avoid these issues in critical analyses, on the assumption, explicitly or implicitly held, that all
(relevant) meaning in a text is, as it were, fully glossed in the verbal component of the text.”
(Kress, 1993:188). The link between semiotics, multimodal communication, intersemiotic
translation and resemiotisation seems to be the semiotic resources used to create meaning.

Regardless of the theoretical framework, semiotic resources allow for the opportunity to study
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semiotic systems and look at the specific roles these resources play when creating meaning and

communication.

2.4 Conclusion

This chapter gave detailed descriptions of the theoretical frameworks of semiotics,
multimodality, intersemiotic translation and resemiotisation. The chapter concluded with an
explanation of the concept of semiotic resource and argued that multimodal communication,
intersemiotic translation and resemiotisation are all concerned with a specific meaning-making
process. This process is driven by semiotic resources, which is the central point of each of these
theoretical frameworks. The suggestion was made that by studying the relationships between
these semiotic resources, it will be possible to see how meaning is made and how said meaning

1s translated.
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CHAPTER 3: MULTILITERACIES

3.1 Introduction

This chapter will start with a description of multiliteracies. It will discuss multiliteracies
pedagogy and briefly at multiliteracies in the South African context. It will furthermore give
insight into Englishas a Second Language or ESL as it is more commonly known and
furthermore discuss incorporating multiliteracies pedagogy in ESL. The chapter will conclude
discussing the link between multiliteracies, multimodality and intersemiotic translation and

resemiotisation.

3.2 Overview on Multiliteracies

Today's world's increasing linguistic and cultural diversity is creating a diverseness in
communication; this asks for a more comprehensive view of literacy than depicted by
traditional approaches, where language plays a central role in the meaning-making and teaching
process. Keeping the above mentioned in mind, the questions that emerge are, how do literacy
educators apply the developing understanding of literacy in such a way as to meet the
educational needs of students? What present-day literacy classroom practices limit students'
success, and which of these practices should be revised or completely done away with? Similar
observations to the above-mentioned motivated ten scholars from various disciplines to get
together under the name New London Group to propose answers to these questions. From their
discussions, the concept of multiliteracies pedagogy was actualised (Mills, 2009).
Multiliteracies overcome the limitations set by traditional approaches, and it emphasises how
negotiating the multiple societal cultural and linguistic differences is paramount to the
pragmatics of students’ learning. Cope and Kalantzis (2009) argue that since the way meaning
is made and communicated changes continuously, there must be a reconsideration of how
literacy is taught and learned. They further say that this change in meaning-making is
increasingly more multimodal and that traditional emphasis on alphabetical literacy should be
supplemented in a pedagogy of multiple modalities of meaning, which extends to modes like
visuals, tactile representation and audio representations, to name a few (Cope & Kalantzis,
2009). As a result, multiliteracies cover a broader view of literacy. It factors in how literacy is
shaped by cultural, social, and technological change (Anstey & Bull, 2006) and also proposes
that literacy pedagogy should be diverse and multimodal.
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The New London Group (1996) suggested two general principles to direct the multiliteracies
pedagogy. The first states that the educational community must “extend the scope of literacy
pedagogy to account for the context of our cultural and linguistically diverse and increasing
globalised society” (New London Group, 1996:61). This reiterates Kress’ (1996) concept of
what he calls a pluricultural society, which argues that the “primary economic, cultural, and
political resource is the difference in cultural systems of all groups in a society” (1996:163).
Every cultural group within a society has unique solutions for the problems present in their
specific context. However, it is important to note that even though cultural diversity is not a
new phenomenon, it has not yet been adequately looked at in literacy pedagogy (Mills 2010).
In this way, the multiliteracies framework recognises multiculturalism's value, which Kress

(1996) argues to be a vital resource available for post-industrialised societies.

The second principle of multiliteracies states that “literacy pedagogy now must account for the
burgeoning variety of text forms associated with information and multimedia technologies”
(New London Group, 1996:61). This directly addresses the importance of incorporating new
multimedia literacies in teaching practises (Mills, 2009). These two guiding principles shape

the foundation of multiliteracies pedagogy.

In other words, this approach is two-pronged. Firstly, it looks at the increasing global co. In
other words, this approach is two-pronged. Firstly, it looks at the increasing global
connectedness and subsequent diversity this creates, and secondly, it shows the continuous
integration and multiplicity of modes of communication. This is noticeable especially in
multimedia, hypermedia and mass media, “where the textual is also related to the visual, the
audio, the spatial, the behavioural, and so on” (New London Group, 1996:64). What
multiliteracies thus effectively promote is the ability to move between and to (if necessary)
combine different registers and dialects of English, other languages, and in particular different

modes of communication.

The multiliteracies framework also draws on the work of Kress, Fairclough, and Halliday. It
uses Halliday’s (1978) conception of language as a social semiotic. In this way, there is a shift
in focus from language to include all the semiotic systems assuming that meaning-making does

not come about through language alone but includes all forms of symbolic representation.
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According to Halliday, social reality is a semiotic construct, one in which language is one of
many semiotic systems that is used to create reality. Although he focuses more on language,
he himself argues that meaning exchange is a creative process in which language is one
resource used for meaning-making. He further states language may be the principal semiotic
resource for meaning-making, but that there are many others (Halliday, 1978). For Halliday,
language consists of discourse. Language evolves in order to stay functional as a meaning-
making resource (Halliday, 1978). This means that if one looks at linguistic structures in
functional terms, language must be interpreted by studying the place and its role in the social
process itself. And by doing so, ultimately look at the function of language in the meaning-

making process.

From a multiliteracies approach, other semiotic systems are also studied as functional systems.
Each individual’s meaning-making resources include one or more languages, numerous
symbol systems or modes of communication, and a multitude of discourses and genres, which

constitute several literacies.

Finally, the framework relies on a pedagogy that emphasises a connection between a student’s
world of learning and his world of “living”. This pedagogy stresses that learning material must
be multimodal, scaffolded, and applied to a student’s world outside of school. This pedagogical
approach encompasses a more multimodal point of view in communicating content and
message to students. Texts that are used for teaching and learning are more often than not non-
linear in the sense that there is an integration between, for example, printed word and sound,
graphics and image. In other words, multiliteracies pedagogy is directed towards integration.
It further proposes a language pedagogy that removes “disparities in educational outcomes”
(New London Group, 1996:63), and by doing so, arguably improves the life chances of all
learners. The changes that are occurring in communities, public, and working environments
demand a significant rethinking of what is taught in schools and how it is taught. The
multiliteracies framework argues that we must move away from the idea that the main objective
of literacy education (which is teaching rule-governed standard forms of the English language)
should move towards an ideology that prioritises an ability to facilitate an abundance of
discourses. Or, as Lamberti (1999) puts it, multiliteracies make it possible to view texts more

holistically.
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3.2.1 Multiliteracies Pedagogy

Drawing from the two overarching principles mentioned above, there are four main
components in this pedagogy. The first principle is the concept of situated practice. Situated
practice suggests immersion of students. Students must be in a learning community where
meaningful activities are completed based on students’ individual backgrounds and
experiences (New London Group, 1996). Or, as Rowsell (2006) explains it, “situated practice
activities locate teaching within student skill sets, textual practices, texts; and lifeworlds”
(Roswell, 2006:54). Lifeworlds, are the “spaces for community life where local and specific
meanings can be made” (New London Group 1996:70). Or, as Anstey and Bull (2006) put it,
a student’s lifeworlds include everything that exists outside of their school context. These
lifeworlds present students with “a complex range of representation resources, grounded in
their cultural experiences and layers of their identities” (Mills, 2006:230). For this reason,
situated practice requires educators to use activities that are a) meaningful to the students that
are learning from them and b) activities that have a link to the students’ out of school
experiences, for example, family experiences, peer relations, community groups, to mention a
few. Through situated practice, multiliteracies enable educators to support culturally relevant
pedagogy that breaks the previously existing boundaries between personal identities, ways of

thinking, life skills, and school and community (Smolin & Lawless, 2010).

The second pedagogical component is that of overt instruction (New London Group, 1996).
Overt instruction entails activities that: a) scaffold learning, b) focus a learner on the key facets
of the experiences and activities within a community of learners, c¢) allow a learner to gain
specific information at times when it can most usefully guide and organize practices, and d)
building on and using what the learner already knows (i.e., background knowledge) and has

accomplished (New London Group, 1996).

Critical framing is the next component of the multiliteracies pedagogy. The aim of critical
framing is that learners will constantly criticize their learning and literacy practices in relation
to the ideological, historical, political, and value-centred relations of specific systems of
knowledge and social practice (New London Group, 1996). Rowsell (2006) explains that
critical framing activities allow students to break down the layers within a text and analyse the

parts in reference to language multimodality discourse and/or function.
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The final component of multiliteracies pedagogy is transformed practice. The goal of
multiliteracies theory is that students will take the skills and the knowledge they learned
through the components of critical framing, overt instruction and situated practice, and then
apply these to their lives in real-world contexts, outside of the school (Mills, 2006; New
London Group, 1996). Transformed practice allows students to make connections to their
learning and incorporate their cultural experiences, which results in various levels of creative

change (Mills, 20006).

To summarize, Cope and Kalantzis (2000) state that the pedagogy behind the educational
theory of multiliteracies is thus two-fold: It is a teaching pedagogy that suggests educational
practices must adapt to cater for an increasingly globalized society, in which information is
conveyed in a variety of forms, that are not just text-based and are often times primarily
language-driven. And that educational practices must additionally be able to adapt to a variety
of text forms used for teaching and communication. It must especially be able to illustrate the

relationship between visual images and the written word.

Multiliteracies thus propose an understanding of the relationship between text and context and
to additionally use new representational forms developed out of multimedia technologies. In
fact, as stated above, a multitude of media is the central aspect of this literacy’s pedagogy. This
means that a significant amount of meaning-making happens between various mediums
(modes). An example would be where the visual and the textual are related and how this

subsequently creates the ability to use the new representational forms.

3.2.2 Multiliteracies in a South African context

According to Oostendorp (2017), a 2011 census showed that only 9.6% of South Africans use
English as a first language. The conclusion can thus be made that for the majority of South
Africans, English is a second and often even a third or fourth language. Galal ( 2021) reiterates
this when he states that even though English only accounted for the sixth most common
language spoken in households in 2018, it is the second-most prevalent language spoken
outside households. It is still, however, the dominant language in the South African higher

education environment (Oostendorp, 2017).
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Steyn and Newfield (2006) explain that when referring to English in education in Africa, a
distinction must be made between teaching and learning English as a subject and using English
as a medium of instruction. The latter, in post-colonial Africa, has been rife with controversy.
Steyn and Newfield (2006) state that since issues like power are at the heart of educational
policy-making, there is a profound impact on the way African and South-African students learn
and construct their identities. Countless studies have been done to address this issue around
language and education in South Africa. One such example is a paper by Hilary Janks (2014)
in which she states that regardless of the fact that South Africa has nine indigenous languages
recognised as official languages, finding educational resources in these languages is difficult.
She argues for a more diverse learning environment in which learners not only make meaning
from the resources they have to learn from but that they also bring their own understanding to
these resources. She thus advocates for a learning environment in which South African learners
use a variety of resources for learning. This not only reiterates the second principle of
Multiliteracies (see earlier discussion) but also shows how multimodality finds a place within
the South African educational context. This is important since Archer (2010) argues that
exploring modal specialisation and the affordances of modes with students is crucial for
developing academic literacies practices in the South African higher education environment.
Academic texts start to rely more on the co-presence of graphic material, such as imagery and
writing. Images, for example, are starting to become more important as carriers of meaning in
an array of academic disciplines (Archer, 2010). Implementing multiliteracies and multimodal
pedagogy into classrooms, specifically in a South African educational environment, informs
social justice and broadens the base for representation ( Steyn, 2000). It can make the classroom
environment more inclusive and allow for students to use the familiar resources in their

environment to make meaning and to learn from.

The application of multiliteracies to text design and teaching can be seen in ESL (English as
Second Language) classrooms. ESL students are often required to understand meaning-making
from multimodal communicative platforms, which are integrated into ESL classroom

pedagogical practices and texts used for learning and teaching.

33



3.2.3 English as a Second Language and English for Specific Academic Purpose

An English as a Second Language (ESL) programme is coursework that is specifically designed
to help students who are learning English as their second, third, or in some cases, fourth
language. These courses allow students to develop their English reading, writing, speaking and
listening skills (ESLdirectory, 2021). The focus in an ESL classroom is not to teach English as
a subject but rather how to use the language as a communication tool. This allows for adapted
teaching methods and approaches, which gives more room for a pedagogical framework like
that of multiliteracies. Multiliteracies can then potentially form the basis for developing
teaching material and may be used as a guiding principle when teaching and engaging with

students during lessons.

3.2.4 Incorporating Multiliteracies Pedagogy in ESL

Since language is taught as a communication tool, the approach in an ESL classroom
encourages teachers to use various audio-visual aids like videos, pictures, and drawings
(Kaplan, 2019). This makes the learning authentic and serves as a helpful tool in the learning
process (Halwani, 2017). This is reiterated by a study done by Kleinman and Dwyer (1999)
that found that using colour graphics in instructional modules promotes learning new concepts.
Additionally, Joseph Macwan (2015) also states that visual medium is arguably the most
effective medium to propagate ideas. Since visuals remain the same, it allows for equal
rehearsal as well as consistent memory pathways to be created. Moreover, using visuals as a
tool for teaching in an ESL classroom connects the course material to the learner’s “lifeworlds”,
which is one of the pedagogical principles of multiliteracies. Also, if the audio-visual aids are
taken from the students own lives (for example, images of objects already familiar to the
students), it re-enforces the students' ability to link the newly learned information to
background information, that is already established and familiar to the student. A study
conducted by Mathew and Alidmat (2013) found that the act of teaching and learning can often
become monotonous when the only resource available is a textbook. They further found that
audio-visual aids as a resource when teaching language is helpful for learners and equally
helpful for teachers. Consequently, there is a strong argument for teaching with various
resources and or activities in an ESL lesson. In addition, these activities or resources work well

as teaching aids if scaffolded.
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Scaffolding breaks up learning into smaller “pieces” and provides a tool, or structure, with each
piece (Alber, 2014). For example, when teaching reading, you might start with a preview of
the text firstly focus on the key vocabulary before you read the text as a whole. You may also
divide the reading text into smaller parts that you read and discuss as you go. According to
Walqui (2006), scaffolding is a collaborative and contingent social process that supports
learners and turns them into independent thinkers. It is an interactive process that creates social
interaction between a student and a teacher. Donato (1994) argues that scaffolding creates a
space where the novice (student) can interact and learn with the knowledgeable (teacher). This
learning process enables the student to gain adequate support from the teacher, and with that
support, not just acquire knowledge but also become independent. In an educational setting,
the scaffolding process allows for temporary guidance and assistance by a teacher at the start
of a lesson in order for learners to later develop skills and knowledge on their own. According
to Hartman (1997), scaffolding can refer to models, cues, prompts, hints, partial solutions,
think-aloud modelling and direct instruction. To put it another ways, it is an instructional method
that not only assists with problem-solving but also allows students to complete tasks and

achieve outcomes and goals.

Scaffolding has an essential role in language instruction; like in an ESL classroom, it is
considered an effective teaching approach, specifically assisting students in extending their
competence (Piamsai, 2020). A study by Kayi-Aydar (2013) showed that in an ESL class
observed by the researcher, scaffolding occurred routinely while the students interacted with
their teacher during various classroom activities. This is especially true when looking at
speaking and motivating students to speak in an ESL classroom. Wijetunge et al. (2016) claim
that scaffolding can be used to not only improve a student’s ability to speak the language that
is learned but also to motivate the student to become more interactive during class.
Additionally, scaffolded activities form part of overt instruction, which is the second
pedagogical principle of multiliteracies. Overt instruction emphasizes creating scaffolded
activities that will ultimately allow a learner to attain certain information when it can most
favourably guide and organize practices. It will further develop critical thinking skills, which

is another pedagogical principle of multiliteracies pedagogy.
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Critical thinking in an academic environment is the ability of a student to categorize,
differentiate, describe, compare and contrast and write in the conventions of the academic
discipline studied (Pally, 1997). In ESL classrooms, critical thinking skills are developed by
sustained content study (Pally, 1997). Critical thinking links directly to critical framing, which
is another pedagogical principle of multiliteracies. The aim of critical framing and critical
thinking is similar; both ask a student to analyse and break down layers of information in order
to fully understand it. In order for students to learn and practice this skill, teaching in an ESL
classroom require a teacher to thus use diverse teaching strategies. This will ultimately help
students to critically think about the content and help them with problem-solving (Singh et al.,
2020). Ideally, ESL teachers should not only employ diverse teaching strategies but also use a

multitude of resources.

Today’s globalised digital era expects students to engage with various multimodal texts. This
ispartly due to the role of social media. Students actively communicate on these platforms and
communication like these advocates for a transformation in teaching and learning. Lessons
must become more multimodal in order to promote students’ capabilities in making meaning
(Ganapathy, 2016). This means that teachers must create and use more multimodal classroom
resources and not just rely on plain written texts and textbooks. The assertion that is made is
thus that there should be a restructuring of the teaching and learning materials used in an ESL
classroom (Ganapathy, 2016). These materials should become more multimodal to cater to the
semiotic rich and digital-age students live and learn in. An example of such material is the
textbooks used in the modules presented at the Academic Language and Literacy Development
(ALLD) unit at the University of the Free State (UFS). A detailed discussion of the ALLD and

the texts are chosen for analysis will be discussed in the next chapter.

3.3 The link between Multiliteracies, Multimodality and Intersemiotic translation
and Resemiotisation

In the world we are currently living in, creating multimodal communication is an everyday
practice. This is due to the increased use of digital technology, which enables meaning-making
using a wide range of modalities and sheds new light on the meaning-making process itself
(Magnusson & Godhe, 2019). According to Lemke (2006), using these various modes to create

meaning and then mediating them through platforms like digital devices affects
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communication. Even though there is still a tendency, especially in formal settings like schools,
to cling to the “traditional” way of meaning-making, which is predominantly paper-based texts
(Kress, 2010), there are instances, like the literacy classes at the UFS where a more blended
approach is starting to take off. This means that technology is beginning to play a more
prominent role in the teaching and learning environment and that paper-based texts and
textbooks are becoming more multimodal. The shift from the traditional way of teaching
enables students to use more of the semiotic resources from their social environment in their
educational environment. Iyer and Luke (2010) claim that today’s students engage with
complex semiotic systems; this theoretically then allows for multiliteracies to become more
central in educational pedagogy. Applying a multiliteracies framework creates the space for
multimodality to become “the tool” for creating the resources used in an educational
environment. However, just using random resources available to create multimodal texts
without planning or understanding what each resource can do could undermine the intention of
a framework like multiliteracies. This circles back to the question this research attempts to
answer. Studying multimodal texts through the scope of intersemiotic translation while using
resemiotisation as an analysis tool allows for a better understanding of how the various
resources, as a whole, create meaning and form coherent multimodal communication. With
resemiotisation, it is possible to understand the meaning-making potential of semiotic
resources. Additionally, resemiotisation transforms meaning-making and, in turn, can generate
expansive learning. According to Fernandez-Fontecha et al. (2018), this can lead to a

reconstruction of knowledge, which is the objective of education.

3.4 Conclusion

This chapter gave a detailed description of multiliteracies. It gave insight into English as a
Second Language or ESL as it is more commonly known and furthermore illustrated how
multiliteracies pedagogy can be incorporated in an ESL classroom and in ESL course material.
It concluded with looking at multimodality and intersemiotic translation and the place it has in

multiliteracies’ pedagogy and ESL classroom practices.
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Chapter 4: RESEARCH METHODOLOGY

4.1 Introduction

This chapter will start with a brief description of the research design used in this particular
research. Next, a description of the data will be given, and an explanation of the data selection
process. Furthermore, an explanation of the analysis method will be provided, and the chapter
will conclude with a description of the programs and software used to do the actual data

analysis.

4.2 Research design

4.2.1 Qualitative research design

This was a qualitative research study. Qualitative research involves a variety of methods and
approaches within different research subjects. Hence, the multitude of definitions explaining
this type of research. For Rutberg and Boudikis (2018) it is a focus on “/ived experiences”
(Rutberg & Bouikidis, 2018: 209). In otherwords, one can say that qualitative research aims to
find the answers to questions concerned with understanding the meaning and experience of
dimensions of humans’ social worlds. This understanding is created by describing
characteristics of the human experience or social objects. Flick (2014) claims that qualitative
research’s interest is in analysing subjective meaning or the social production of issues, events,
or practices. This happens by collecting non-standardised data and analysing images and texts
rather than statistics and numbers. In other words, qualitative research is not statistical, and it
can incorporate multiple realities. Strauss and Corbin (1990) reiterate this by stating that the
term qualitative research means any type of research that produces findings not discovered
through statistical procedures or any other means of quantification. For them, it is this research
about persons’ lived experiences, feelings, emotions and behaviours. It is thus research that

inherently aims to understand the meaning of human action (Jackson et al., 2007).

There are a variety of methods used when conducting qualitative analysis. This particular
qualitative research focused on content analysis. Content analysis is the umbrella term for
various ways for conducting systematic, qualitative textual analysis that involves categorizing,
contrasting, and comparing a set of data to test a hypothesis. Basically, qualitative content

analysis involves theorizing, interpreting, or making sense of data by firstly breaking it down
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into segments; secondly coding and categorizing these segments; and then finally establishing
a pattern for the entire data set by relating the categories to one another (Gubrium & Holstein,

1997).

One of the benefits of qualitative research is that it produces a detailed description of
participants’ experiences, feelings and opinions. Additionally, it also interprets the meanings
of participants’ actions (Denzin, 1989). Secondly, qualitative research seeks to understand the
human experience in specific settings. To illustrate, Denzin and Lincoln (2002) state that
qualitative research encompasses an array of epistemological viewpoints, interpretive
techniques, and research methods of understanding human experiences. Thirdly, interpretivism
research, like qualitative research, is viewed as ideographic research, i.e., the study of
individual cases or events (Klein & Meyers, 1999); and it can illustrate an understanding of
different people’s voices, events and meanings. Fourthly, qualitative research allows for
research to discover a participant’s inner experience, as well as the opportunity to figure out
how meanings are shaped through and in culture (Corbin & Strauss, 2008). Lastly, qualitative
research design has a more flexible structure, which means it can be constructed and

reconstructed to a greater extent (Maxwell, 2013).

4.2.2 Research question

The research question this study seeks to answer is: what relationship, if any, exists between
the written text in a textbook and the other semiotic resources used for communication, and
how do these resources compare to one another across different subject fields? To answer the
research question, the study will investigate the role intersemiotic translation plays in creating
multimodal communication by specifically studying a particular textbook used in an academic
literacy class for Natural Science students. The analysis will find what semiotic resources were
utilised for meaning-making in the multimodal text. The findings will then be compared to a
second text from a textbook used in a different subject field. In this case, a text from a textbook
used in an academic literacy class for Humanities students. The comparison aims to investigate
whether specific semiotic resources are used more frequently than others and if there is a
relation between subject field and resource. Thus, the question here is: do specific subject fields

use specific semiotic resources in the meaning-making process?
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4.3 Data selection

The following two textbooks were chosen: Richard Lee’s (2009) English for Environmental
Science in Higher Education Studies (textbook used for students in the Natural and Agricultural
Science faculty); and Christina Latham-Koenig and Clive Oxeden’s (2013) English File
Intermediate Student’s Book (textbook used for students in the Humanities faculty). These two
textbooks were specifically chosen since I had the opportunity to teach on both these courses
which used these particular books. I am a trained academic facilitator; I am TEFL (Teaching
English as a Foreign Language) certified, and for the last ten years, I have been teaching at
ALLD, specifically on some of their Academic Literacy courses. Therefore, I am familiar with
the content of each of these books and thought that the texts would make an interesting and
insightful multimodal and intersemiotic translation study. Below is a short description of each

textbook.

English for Environmental Science in Higher Education Studies - Richard Lee

This textbook is a skills-based course designed for students in the field of environmental
science who are taking their tertiary level studies in an English-medium environment. It
provides exercises in the essential academic skills that all students need, for example, writing,
listening, and speaking. It further provides students with the specialised language theywould
need in the field of Environmental Science. The listening exercises and reading contentin the
textbook are taken from science texts and lectures. The textbook consists of twelve eight-page
units combining language and academic skills teaching. There is also a vocabulary and
academic skills bank in each unit which students can use for further reference and revision.
The listening exercises in the textbook is on an additional CD that can be found in the back of

the book. In this textbook, Unit 5 (Energy Resources) was be analysed.

English File Intermediate Student’s Book - Christina Latham-Koenig and Clive Oxeden

English File Intermediate Plus Student's Book is suitable for CEFR level B1 - B2 English
courses. It provides a balance of vocabulary, pronunciation, grammar, and other skills to give
students exposure to the English language. Lesson content covers various general and engaging
topics in a relatable way to create opportunities for students to practise and improve their use
of the English language. Additionally, the book has an audio component, ensuring that students

not only practise reading and writing English but listen to English and gain familiarity with the
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language and how the language sounds. This text was not part of the descriptive analysis but
was used as part of the comparison that was done after the analysis. Comparing two texts from
different subject fields was done to see whether similar semiotic resources were used in the
meaning-making process or if certain semiotic resources were used in certain subject fields
only. Forthe comparison, Unit 1, Mood Food and Family Life,was used. Both these textbooks
are used in the Academic Literacy courses presented at the ALLD at the University of the Free

State.

4.3.1 The Academic Language and Literacy Development unit

The Academic Language and Literacy Development (ALLD) unit at the University of the Free
State (UFS) in South Africa is one of the units at the Center for Teaching and Learning at the
UFS. The main objective of the ALLD is to support students in the development of their
academic language by means of academic literacy courses (Center for Teaching and Learning,
2020). The Englishacademic literacy courses presented at the ALLD are designed to support
students studying across the various disciplines at the UFS. The main focus of these courses is
on 1) teaching students to write correctly structured academic assignments and 2) developing
students’ writingability in various discourses. A further emphasis is placed on intensive and
extensive reading,listening, and note-taking; since these skills are all believed to be vital to
developing academic skills. Students are introduced to various topics relevant to their respective

disciplinesthrough continued content-based instruction.
The outcomes of the literacy courses are as follows (Centre for Teaching and Learning, 2020):

o Critical reading, which is the ability to extract main ideas and key
details from anacademic text.
. Academic writing is the ability to express information and opinions
clearly withappropriate organisation and structure in a written mode.
o Oral skills, which are the ability to fluently, critically, and creatively

express theiropinions about a variety of issues in the mode of oral

discussion.

o Critical thinking, which refers to the ability to evaluate, apply, and analyse
information.

o Listening and note-taking, which is the ability to collect and organize important
ideas.
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To meet these outcomes, students are introduced to a variety of topics relevant to the respective
disciplines. This is done with the help of the textbooks used in class. The textbooks used in
these courses presented at the ALLD must be content-orientated and enable a student to reach
the outcomes of the courses. Therefore, textbooks must allow students to practise (and acquire)
reading, writing, listening, and speaking skills. However, the UFS’s language of instruction is
English; this means that students who enrol at the university must take their courses in English,
regardless of whether English is their home language or not. Many students enrolled at UFS
speak English as a second (L2) and often a third (L3) or even fourth (L4) language, and
subsequently, this means that language may be a barrier to learning for many students. Table 2
below has more specific detail with regards to the South African languages spoken by the

students at the University of the Free State (DIRAP, 2021).

Table 3: South African languages spoken by students at the University of the Free State

Home Language (as indicated by

o} (o)} S —
student) = = aQ aQ

N N N N
English (L1) 5564 5707 8818 16961
Afrikaans (L1) 7038 6277 5155 3701
IsiNdebele (L1) 181 231 207 159
IsiXhosa (L1) 3616 3821 3621 2676
Isizulu (L1) 7523 8456 7971 5888
Sepedi (L1) 1317 1559 1454 1104
Sesotho (L1) 10011 10252 9173 6677
Setswana (L1) 1847 2387 2427 1821
Tshivenda (L1) 681 703 644 512
Using English as L2, L3, L4 32214 33686 30652 22538
Total Students 37778 39393 39470 39499

When looking at the information in the table, it seems that there was a gradual increase in
students identifying English as their home language (L1) over the last four years. However,
there are still many students who identify other South African languages as their home

language. For them, English is a second (L2), third (L3) or even fourth (L4) language.
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When comparing students identifying English as L1 to students identifying English as L2, L3
or L4, it seems that most students at the University of the Free State are not home language

speakers of English (see Figure 13).

45000
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. English L2, L3, L4 student total = Fnglish home language

Figure 13: English L1 compared to English as L2, L3, L4

This means the textbook must serve an additional purpose. The English used in the textbooks
must be easy enough for an L2, .3 and L4 speaker to follow and understand. At the same time,
textbooks need to simultaneously allow students to better their English so that they are not only
able to understand the content of the other modules in their curriculum but are ultimately able
to use English to complete assignments and tests. This is obviously an almost impossible task
since not all students enrolled in the literacy modules are second language English speakers.
As mentioned earlier, some speak English as a third or fourth language. With this in mind, the
best option for the ALLD was to approach the courses as if they were ESL courses. That means
that certain principles overlap. ALLD, just like ESL, teaches English as a communicative tool.
The texts that are used for teaching are specifically designed for non-native speakers of English.
This means the textbooks in the ALLD courses are multimodal. They use various semiotic
resources as a basis for teaching, which is why these texts are good examples for researching
multimodal communication and multimodality; plus, they are suitable to analyse as an example

of intersemiotic translation.

43



4.4 Method of Analysis

4.4.1 Analysis Questions

The research question this study asked was what relationship if any, exists between the written
text and the other semiotic resources used for communication? To answer the research question,
in other words, to investigate the relationship between semiotic resources, I analysed the data
using by looking at the role that resemiotisation plays in the meaning-making process.
Additionally, I decided to combine resemiotisation with the Peircean trichotomy of icon, index,
and symbol to analyse the data. Resemiotisation asks how meaning is conceptualized when
there is a shift between different semiotic resources. In other words, with resemiotisation, I
could “see” how meaning was re-produced from one semiotic resource to another.
Conceptualising this shift between semiotic resources could be illustrated in more detail by
using Peirce’s icon, index, andsymbol. Peirce’s theory of signs is about relationships. It is about
showing the connection between text and sign in multimodal communication. When looking at
a multimodal text, there is an assumption that the various smaller semiotic resources should link
to one another to create a whole message. Hence, with resemiotisation, I could observe the
meaning shift between semiotic resources; but combining this with the sign categories of icon,
index and symbol, I was further able to see where each resource fits in the meaning-making

process. To illustrate this, the analysis was done by using the following five questions.

1. What are the semiotic resources used for meaning-making?

When Ellenstrém (2010) discusses modalities and mode, he refers to the semiotic resources
used to make meaning in a multimodal environment as entities. Although I agree with his
conceptualization of entity, the term semiotic resource was used to describe the analyses that
follow. This was for clarity since the various theoretical frameworks discussed in the literature
all had their own terminology. Using one term throughout makes it easier for the reader to

follow.
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2. In which material modalities do these semiotic resources partake?

Ellenstrom’s (2010) concept of material modality is the medium's interface used for meaning
construction. Thus, if a textbook is used, the medium of meaning construction the material

modality will be the actual physical material the textbook is made of, paper or cardboard etc.

3. With what logic do the signs icon, index, or symbol function?

Understanding the logic of the relationship between the representamen and the object used in
the meaning-making process helps in the understanding of how each sign functions and
contributes to the communication process. Additionally, it also illustrates the multiliteracies
premise that learning is more effective when various semiotic resources are used in the learning
process. As discussed in chapter 2, Peirce’s triadic sign process allows for meaning-making to
be analysed so that the relationship between the different components of the process and the
creation of meaning can be seen. It is important to note that even at a basic level like this, a
semiotic resource can be interpreted, categorised and subsequently be assigned a function in
more than one way. To put it another way, there is an ambiguity overlap in terms of meaning
when working with these signs since a particular semiotic resource will not always be
categorised and assigned the same meaning in the same way. The meaning assigned to a
semiotic resource in Peirce’s sign system relies on the context in which the meaning is being
made. If, for example, a photograph is studied, it will be deduced that it has properties in
common with its object, and therefore it can be an iconic sign. However, it is physically and
directly influenced by its object, and it further indicates the presence of something else;
therefore, a photograph can also be an index. Lastly, it requires a learned process of
"understanding to read the image" and can hence be a symbol (Johansen, 2016). This means
that in the analysis in this research, all sign functions were allocated based on the context of

the analysed text.

The text that was analysed is from a textbook. Thus, the context in which this text would be
used is educational; in other words, the intended outcome of the text is to inform or teach. In
order to use this text as intended, i.e., as a tool to teach, the process of scaffolding is being used
as part of the meaning-making process. Scaffolding (as discussed in chapter 3) breaks up

learning into smaller parts, firstly making meaning from the smaller parts and then gradually
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connecting all the smaller parts to form a more extensive meaning-making process. Keeping in
mind that with Peirce’s sign categories, one sign can be categorised in more than one way (see
discussion in chapter 2 for sign categories), allocating functions to the signs in this researchwill
be based on the context of the communication. The analysed text can theoretically be usedin
various contexts, but since it was taken from a university textbook, the assumed context herewill
be education. The functions allocated to the signs in this analysis will be based on an
educational context, where scaffolding is used to help with the meaning-making process. In the
analysis, signs will thus be assigned a main function and an additional function. It is important
to note that the additional function was mentioned in the analysis, but only the main function
was discussed and illustrated. The assigned functions were from the researcher’s point of view,

which argumentatively made sense in the context of using the text as an educational tool.

4. What affordances do the semiotic resources and sign types offer?

As discussed earlier in chapter 2, affordance is the potential of a given semiotic resource to
function as a sign in the meaning-making process. In contrast, constraints, on the other hand,
are a semiotic resource’s limitations. Semiotic resources have specific meaning-making
potential based on past uses and a set of affordances based on possible “new” future uses
(Jewitt, 2012). Therefore, just as a specific semiotic resource will theoretically be more suitable
in a particular meaning-making context, another semiotic resource will be more constricted for

use in the same meaning-making process.

5. How are the semiotic resources linked into a meaning-making whole?

Answering the four questions (discussed above) formed the basis of my analysis. My analysis
showed how meaning is constructed through the process of resemiotisation, which was
illustrated through Peirce’s icon, index, and symbol signs. This demonstrated how the semiotic
resources are small, individual meaning-making processes and how these individual processes
subsequently connected to each other to collectively communicate a whole message that was
comprised of the smaller individual meaning-making processes. The analysis further showed
how the meaning constructed from these texts is part of a learning process. A student gains
more knowledge about the particular concept dealt with in the textbook unit that will be

analysed. The fact that the analysed text is multimodal also demonstrated how the pedagogical
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principles of multiliteracies could be applied when using a multimodal text as an educational

tool.

4.5 Software used for analysis

Before looking at the data analysis, it must be noted that I thought of using a software program
called Multimodal Analysis Image as an analysis tool. I started the data analysis using the
program; but extracting the data from the program and then subsequently adding it to Microsoft
Word in a compatible format was somewhat problematic and time-consuming for the following
reasons: 1) The demo version of the program was used, which limits what can be done with the
analysed data. The demo version does not allow for any data to be exported. Thus, if working
with the demo version, I had to make screenshots of each step of the analysis and then convert
it into a format that can be used outside the program. 2) In a screenshot, the various sections
andsub-sections are small and difficult to read, even if the screenshot is resized and added to a
word document or another software program. 3) Looking at the data in the software program
is ideal; however, you must have a licensed version of the program to access the data, which
may be problematic for anyone who does not have this particular software program. 4) Leaving
the analysis in the software program would also mean that someone would have to use both
Multimodal Analysis Image and Microsoft Word to read this research, which is not ideal.
Subsequently, I decided to scan the pages of the textbooks and convert them into Portable
Document Format (PDF). As PDF’s, the scanned pages were resized with more clarity, which
made them easier to read. I could then also take smaller, separate parts of the scanned PDF
pages and edit them using Microsoft PowerPoint. Using PowerPoint, 1 was able to convert
parts of the scanned pages into pictures and augment them with descriptions using text boxes,
which gives a similar end product as Multimodal Analysis Image. 1 then added the pictures to
this Word document. Presenting my research in a Word document made more sense since it is
a frequently used software program, which means that more people would have access to it in

comparison to something like Multimodal Analysis Image.

4.6 Conclusion
In this chapter, a short description of the research design and a description of the data was

given. In addition to this, the chapter explained the data selection process and the method used
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to analyse data. It concluded with a discussion of the programs and software used to do the

actual data analysis.
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CHAPTER 5: DATA ANALYSIS and COMPARISON

5.1 Introduction

The following chapter is a detailed analysis of Text 1. The data analysis will answer the primary
research question: what relationship, if any, exists between the written text in a textbook and
the other semiotic resources used for communication? The findings of the analysed text will
then be compared to a different text from a textbook from a different subject field as the
analysed text. The comparison will subsequently answer the additional question, i.e., how do
these various semiotic resources compare across two different subject fields? The chapter will

conclude with a discussion of the findings of the comparison.

5.2 Text 1: English for Environmental Science in Higher Education Unit 5 —

Energy Resources.

The unit analysed in the first text is Unit 5 of the English for Environmental Science in Higher
Education textbook. It is titled Energy Resources, and the content aims to give students a broad
understanding of what is meant by the term “energy resources”. The unit is from pages 38 to
45 in the textbook. Page 116 to 119 in the back of the textbook contains transcripts for the
listening exercises. The unit is divided into four sections: vocabulary, the first section, listening
as a second section and extending skills. The last two pages are a vocabulary bank and a skills
bank giving students additional information in assisting with the practice of the skills they’ve

learned in previous sections.

Additionally, even though this is a multimodal text, I still understand that language plays an
integral part in meaning-making. In this case, the language, visuals, and audio were studied,

not just the non-language parts of the text.

Please note that various parts are already referred to as pictures and figures in the scanned texts
themselves. Thus, to avoid confusion, the scanned pages of the textbook will be referred to as
data samples. Where the text refers to the audio recording, I added the transcript specific to the
particular recording. The entire Unit 5, together with the transcripts, is added as an addendum.
Then lastly, to make it easier to follow, and for the subsequent discussion of the results, the

analysis will be sorted into the following sections: A Vocabulary Section, a Listening
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Section, an Extended Skills section and a Vocabulary Bank and Skills Bank section. The tables

below show how the sections and sub-sections are divided and where each can be found in the

textbook.

Table 4: Data Sample: Vocabulary section

Vocabulary section (pages 38 and 39)

Sub-section
1

Exercise A (p.38) + pictures (p. 39)

Sub-section
2

Exercise B (p.38) + blue block of words labelled a (p.38)

Sub-section
3

Exercise C (p.38) + brown block of text titled Faculty:
Environmental Science Lecture: Introduction to energy resources

(p.38)

Sub-section
4

Exercise F (p.38) + graph (p. 39)

Table 5: Data Sample Listening section

Listening section (pages 40 and 41)

Sub-section 5

Exercise B (p.40) + audio recording on CD (See transcript
Unit 5, Lesson 2, Exercise B, 1.22 part 1)

Sub-section 6

Exercise D (p.40) + Exercise B (p.40) + audio recording on
CD (See transcript Unit 5, Lesson 2, Exercise D, 1.23 part
2)

Exercise E (p.40) + Exercise B (p.40) + audio recording on
CD (See transcript Unit 5, Lesson 2, Exercise E, 1.24 part

Sub-section 7 3)
Exercise A (p.40) + images of slides on the right-hand side
Sub-section 8 of page 40

Sub-section 9

Exercise C (p.40) + Exercise B + images of slides on the
right-hand side of page 40

Table 6: Data Sample: Extended Skills section

Extended Skills section (pages 41, 42 and 43)

Sub-section 10

Exercise A (p.41) + picture of student notes on the right-
hand side of page 41

Sub-section 11

Exercise B (p.41) + audio recording on CD (See transcript
Unit 5, Lesson 3, Exercise B, 1.25 part 4)

Sub-section 12

Exercise A (p.42) + line graph (p.43)

Sub-section 13

Exercise E (p.42) + information blocks on solar power and
hydro power (p.43)
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Table 7: Data Sample: Vocabulary Bank and Skills Bank section

Vocabulary Bank and Skills Bank section (pages 44 and 45)

Sub-section 14 Vocabulary sets (p.44)

Sub-section 15 Describing trends (p.44)

Sub-section 16

Signpost language in a lecture (p.45)

5.2.1 Data Sample: Vocabulary Section

The first section of the analysis was the vocabulary section (see Figure 14 below). This is pages

38 and 39 in the textbook.
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Figure 13: Vocabulary Section

The unit starts with a vocabulary exercise, Exercise 5./, which is further divided into five sub-
sections marked A to F. This unit aims to help students to understand what is meant by the term
energy resources. The first exercise in this unit allows students to broaden their vocabulary in
this particular field of science, i.e., energy resources. Learning and expanding vocabulary is

crucial for the improvement of reading and writing skills. Vocabulary helps with
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comprehending the content that is dealt with, thus, helping with the construction of meaning.
An expanding vocabulary further assists in communicating ideas and messages, and lastly,
developing vocabulary helps with language development (Seifert, 2016). All of the skills
mentioned above are necessary for students to engage with subject matter through writing in a
proper manner. Mastering the aforementioned skills are especially important in the Academic
Literacy course. If students do not have a decent subject-specific vocabulary, writing
structured, content-specific assignments will be challenging. Teaching the skill of writing
while allowing students to broaden their subject-specific vocabulary is one of the cornerstones
of Academic Literacy classes. The fact that the text is multimodal emphasises the
multiliteracies’ argument that it is important to incorporate different modes of communication
and meaning-making and that other semiotic resources (i.e.,semiotic resources that is not

language) are also functional for meaning-making.

1. What are the semiotic resources used for meaning-making?
Page 38 and 39 consist of a combination of printed text (language), numbers and images, which
vary in colour. The top portion (band) of page 38 is blue with black and white written text. The
body area of page 38 is predominantly white and covered with black and some blue written
text. Right underneath the blue band is a smallish blue textbox, with white written text and a
smaller grey textbox, with black written text. Additionally, there are two more blue text boxes
and one brown textbox on page 38. The blue text boxes are filled with black and some white
written text. In the brown textbox on page 38, the colour of the written text is predominantly
black, but some parts are blue and grey. At the top of the brown textbox, there is a small,
coloured illustration of leaves. There is white space between the textboxes and the written text
on page 38 (open, blank spaces). Besides the blue band, most of page 39 is filled with a brown
textbox. This textbox is composed of a series of colourful images and a bar graph that is blue
and red. The bar graph consists of a title, scale, labels, bars, key, and data values printed in

black.

Some written text on page 38 and 39 are printed in bold. On page 38, there are a couple of
places where the text and numbers are bold. The title of the paragraph of text in the brown

textbox on page 38 is bold. The numbers under each exercise are bold.
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The written text and numbers on both page 38 and 39 differ in font size. The size of the written
text and number in the band of page 38 is significantly bigger than the text and numbers on the
rest of page 38. Most of the written text on page 38 seems to be similar in size. However, the
written text in the little blue and grey textbox near the top of the page is somewhat smaller than
the rest of the text; this is also true of the text in the brown textbox. On the other hand, the blue
letters (A — E), which indicate the sub-sections of content on this page, are bigger than the rest

of the text.

2. In which material modalities do these semiotic resources partake?
The content is presented on two A4 pages. The pages are three-dimensional since they can be
measured in width, length and height. The pages form a unit (Unit 5 — Energy Resources) of a
textbook (English for Environmental Science in Higher Education). At first glance, the pages
appear glossy and “sleek”, and they are easy to handle. The pages are a bit frayed around the
edges, and they have some minor creases in one or two corners. On closer inspection, the
pamphlet stitching on the inside of the book’s spine is slightly visible; it is still intact and keeps
the pages in place. Additionally, it makes it easy to turn the pages. The content on the pages is
printed. Some parts of the pages have no printed content, and on some of these spaces, there

are notes and marks made with pen and/or pencil.

3. With what logic do the signs, icon, index, or symbol function?
Before analysing the various signs present in Data Sample 5.1, 1 want to reiterate that even
though a meaning overlap is inherent to this sign system, as stated earlier, the descriptions and
analyses were obtained from my point of view as an instructor of the course this textbook is
used in. I will identify main function(s) and additional function(s) based on the context
(educational) in which this text is used and the scaffolding process (as discussed earlier in

chapter 4). However, as I also said earlier, other interpretations are possible.

In this data sample, the written text’s (language — English) main function is indexical. The text
is categorised as indexical since some parts of the language in the text are used to guide or
point the student to a particular piece of information. The written text thus acts as direct
instructions, cues, prompts and hints (Hartman, 2002). This is all part of the scaffolding

process, which aids in the meaning-making process and allows students to complete tasks and
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achieve outcomes and goals. The additional function of the written text is symbolic since all

language is symbolic.

The functions of the images are iconic, indexical, and symbolic. Some of the images have
properties in common with their object and therefore function as iconic signs. However, some
images further indicate the presence of something else; they guide or point the student to
somethingspecific in the text, or they serve as a cue or a hint to information (for example,
background information) which the student will need in the meaning-making process.
Therefore, the argument can be made that images also function as indexical signs. The data
will be broken down into smaller sub-sections to highlight and discuss examples of each of the
signsmentioned above. The reason for breaking Data Sample 5.1 into smaller sub-sections is
to illustrate a) how the smaller sub-sections are a meaning-making process on their own, and
also b) to illustrate how the smaller sub-sections, although individual meaning-making
processes, all connect and contribute to another meaning-making process. Again, remember
that only themain functions will be discussed in detail and indicated in the figures; all additional

functionswill only be mentioned in the analysis.

Sub-section 1
The segments of this sub-section 1 are marked with purple boxes.
The first sub-section that was analysed at the top of page 38 (as seen in Figure 15 below), with

some information on page 39 (also Figure 15).

fuord sets: synonyms, antonyms, etc. o describing trends

A\ Look at the pictures on the opposite page.
1 Name the types of energy production.
2 Which types are most commonly used today?

3 Will this situation stay the same in the future?

Figure 14: Sub-section 1
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This analysis starts with the big rectangle titled 5 Energy Resources and the smaller blue
textbox titled 5./ Vocabulary (see highlighted below). Together with this, the prompt for
exercise A will be analysed and instruction number 1 in exercise A. Lastly, pictures number 5

and 6 on page 39 also form part of this data sub-section.

Firstly, there are three blue entities in this data subset. They are the big blue rectangles, the
smaller blue textbox, and the blue letter A. Their colour links them together, indexing that they
are related. Still, their relative sizes show what would be considered more general information
and what would be more specific in terms of information. The unit’s topic (Energy Resources)
is written in the biggest blue rectangle. There is a general overlapping of the topic for the whole
unit. The smaller blue textbox gives more specific information and, by doing so, linking in the
smaller blue textbox to the big blue rectangle. In the smaller textbox, it is indicated that the
vocabulary relating to energy resources will be taught in that particular section of the unit. The
blue capital letters A — F become more specific since they indicate how vocabulary exercises

will be divided.

The big blue rectangle at the top of the page gives two pieces of general information. The 5 in
the rectangle is symbolic but mainly functions as indexical since it indicates where the student
is currently at in terms of units completed in the textbook. This is the fifth, meaning four units
prior to this one could have already been done. The words Energy Resources are also found in
the rectangle, indicating that this unit will focus on the concept of resources of energy. The
phrase Energy Resources is symbolic since it is language, but also mainly functions as indexical
since it indicates that this is the place where one would start to read about the concept of Energy
Resources. It indicates where this unit starts but also shows where the previous unit ends. The
smaller blue textbox starts to give more specific information in terms of the concept of Energy
Resources. The number 5.7 in the smaller blue textbox is symbolic but mainly functions as an
indexical sign because it indicates that this is the first section of Unit 5. In addition, it tells the
student the type of exercise that will be focused on, in this case, a vocabulary exercise. The
word vocabulary in the smaller blue textbox is also symbolic since it is language but mainly
functions as indexical. It indicates that this is the place where one would start to learn about
the vocabulary used within the field of Energy Resources. The assumption then can be made
that vocabulary related to the concept of energy resources will be focused on specifically in

this exercise.
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Furthermore, the bigger blue letter, A, indicates to the student that this is where the first sub-
section of the vocabulary exercise begins. The blue A is symbolic but mainly functions as
indexical since it points to the presence of something else; in this case, it refers back to the
smaller blue textbox (5.1 Vocabulary) above the blue A. Additionally, the colour of the letter
A is an indexical sign as it creates an additional reference back to the textbox, which is also
blue. So here, too, the colour is used as an indexical tool to indicate how the different parts of

this exercise connect to one another.

The exercise prompt (the sentence - Look at the pictures on the opposite page) tells the student
to now pay attention to the pictures on page 39. After reading the prompt, the student will now
know to look at the pictures on page 39. The main function of the prompt is as an indexical
sign. The prompt as a whole “points” the student to the pictures on the opposite page. In other
words, the sentence, the indexical sign, links the written material to the photographic material

on the next page. The additional function of the prompt is symbolic.

The first instruction of exercise A (/. Name the types of energy production) is symbolic, but it
mainly functions as an index. It asks the student to look at each picture on page 39, thus pointing
the student to the pictures on the opposite page, and from the information, they get from the
picture, be able to say what type of energy resource is represented by each picture. The pictures
on page 39 are numbered from 1 to 6. Each picture is a photograph of a specific object related
to energy. Understanding that the instruction in exercise A 1 (Name to the types of energy
production) links to the picture on the opposite page shows how the indexical sign (the written

instruction) links to the visual images, the iconic/indexical signs on the opposite page.

Pictures 5 and 6 will be looked at as examples. Both pictures 5 and 6 mainly function as iconic
and indexical signs. The picture is iconic since both pictures have specific properties in
common with their object. Picture number 5 is a photograph of a solar panel. A real solar panel
will look similar to the picture in the textbook. There is then a likeness between the object in
the picture and the real object. This is similar to picture 6. Picture number 6 is a photograph of
a wind turbine. An actual turbine would have similarities to the photograph in the textbook.
However, here both pictures also function as indexical signs. They give the student a cue or

hint about how these types of infrastructures look in the real world. This activates the student’s
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background knowledge and subsequently directs the student to something else, in this case, the

actual piece of infrastructure.

Additionally, suppose there is no background knowledge yet. In this case, the fact that there is
a relationship or link between the verbal and the visual in the text will theoretically facilitate
the learning process, which will lead to establishing the knowledge. Furthermore, the additional

function of the images is symbolic.

After looking at the analysis of sub-section 1 above, the conclusion is made that the main sign

functions in this section of the data sample are indexical and iconic (see Figure 16 below).

[Icon / Index]

Index Index <

Look at the pictures on the opposite page.
1 Name the types of energy production. Index
2 Which types are most commonly used today?
3 Will this situation stay the same in the future?

Figure 15: Sign functions present in data sub-section 1

Sub-section 2

The segments of sub-section 2 are marked with purple boxes. The next sub-section that was
part of the analysis is also on page 38 of the textbook (Figure 17 below). It was Exercise B
together with the blue block titled a. and the exercise prompt.
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Study the words in box a.

1 Find pairs of words with similar meanings.
2 What part of speech is each word?

by means of change connection
consequence consumption contemporary
convert effect energy exploit global
linkage modern power provide supply

usage use(v) via worldwide

Figure 16: Sub-section 2

As in the previous sample, here the bigger blue letter, B, not only indicates to the student where
the particular sub-section of this vocabulary exercise begins but also refers back to the smaller
blue textbox that tells the student the type of exercise that will be focused on (again, a
vocabulary exercise). Thus, the blue B is mainly an indexical sign since 1) it points to the

presence of something else, in this case, it refers back to the smaller blue textbox above, and

2) it also indexes that it refers to the second object in a row of more than one object since B is
the second letter of the alphabet. The fact that B comes after A points to the fact that the B
“thing,” i.e., the exercise, is the second thing in a row. Additionally, here the colour blue is
again indexical. The blue letter B, just like the letter A in the previous sub-section, links to the
big blue rectangle and the blue textbox for a further indexical connection since it creates an
additional reference back to the textbox, which is also blue. The letter B’s additional function

is symbolic.

The exercise prompt (the sentence — Study the words in box a) signals the student to now pay
attention to the blue box on page 38 marked a. After reading the prompt, the student will now
know to look at the blue box of words. The prompt is mainly an indexical sign. The prompt
“points” or indicates to the student the specific blue box that goes with exercise B (see below).
This illustrates the relationship between the indexical sign, the exercise prompt, and the blue
block of words and shows how these separate pieces of information are linked to each other.

The prompt’s additional function is symbolic.
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The blue block (block a - the collection of words) is mainly indexical. It not only helps to direct
the student to particular words on the page, but it also creates a boundary around the words,
lumping them together. The block helps to show that these particular words should be viewed

as a group or a set.

The words in the blue block mainly function as symbolic signs. The second instruction in
exercise B asks the student to “pair” the words. The word pairs are synonyms for each other,

thus also like translations which makes them symbolic.

From the above analysis of this sub-section of the data sample, it is evident that the main sign
functions are indexical and symbolic (see Figure 18 below).

blue block - Index

Index Index by means of change connection
B| study the words in boxa.  +—— consequence consumption contempora
1 Find pairs of words with similar meanings. convert effect energy exploit
2 What part of speech is each word? linkage modern power & 3
usage use(v) via |worldwide
/

paired words - Symbols

Figure 17: Sign functions present in data sub-section 2
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Sub-section 3
The segments of sub-section 3 are marked with purple boxes. The third section, which was
studied, is exercise C and the brown block of text on the right-hand side of page 38 (Figure 19

below). The exercise prompt was also studied.

>

o HADFORD University

Study the Hadford University handout on this page. Faculty: Environmental Science

Find pairs of blue words with similar meanings. Lecture: Introduction to energy
resources

Without energy. it would be very difficull for
modern society to funcrion and for modern
industry to operate its machines. There are
four basic kinds of energy we can use:

1 The Earth’s internal heat — this is often
exploited as geothermal power.

2 Solar activity — this provides energy for
the wind and water cycle. It is converted
into biomass via photosynthesis ond it
then generates heat and light.

3 The pull of the Moon and Sun — the
gravitational effect uses tides

4 Nuclear power — energy released
from atoms.

All rypes of energy consumption have an

effect on our natural envirconment. For

example, there is a direct linkage between
the burning of fossil fuels and increasing
global temperatures. In addition, sulphur
dioxide, which is a by-product of burning
coal, contributes to acid rain which damages

our natural surroundings. Therefore, it has
become important for countries around the
world to make hard decisions, and to

develop less harmful types of energy
production to confront the growing
environmental problems which we face.

Figure 18: Sub-section 2

Similar to letters A and B from the previous data sample sections, the blue letter, C, indicates
where this particular exercise begins and where the previous exercise (B) ends. Also, as in the
previous sample, here the bigger blue letter, C, not only indicates to the student where the
particular sub-section of this vocabulary exercise begins but also refers back to the smaller blue
textbox that tells the student the type of exercise that will be focused on (again, the vocabulary
exercise). The blue C is then mainly an indexical sign since 1) it points to the presence of
something else, in this case, it refers back to the smaller blue textbox above that which tells the
student what type of exercise this is, and 2) it also indexes that it refers to the third object in a
row of more than one object. The fact that C comes after A and B points to the fact that the C
“thing,” i.e., the exercise, is the third thing in a row. The colour (blue) is again indexical, like
the previous examples of the letters A and B. The C also additionally functions as a symbolic

sign.
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The exercise prompt (the sentences — Study the Hadford University handout on this page and
Find pairs of blue words with similar meanings) tells the student to now pay attention to the
larger brown box on page 38 titled Hadford University. After reading the prompt, the student
will know that the brown of the written text on the right-hand side of the page will have the
information needed to answer the exercise prompt. The prompt is symbolic but mainly
functions as an indexical sign. The prompt “points” the student to the brown box, showing how
the box and the exercise prompt are linked. The brown box (page 38, titled Hadford University)
is indexical. It assists in directing the student to particular text which must be read to complete
exercise C. The box furthermore creates a boundary around the text which must be focused on.
The box helps to show that this specific text and not anything else on the page should be used

to do exercise C.

In addition, in this particular prompt, there is a phrase that narrows down the instruction even
more. The prompt talks about blue words, asking that a particular focus should be placed on
the blue words in the brown box. Thus, the phrase blue words within the prompt is another
indexical sign indicating where the focus should be in the brown textbox. When looking at the
brown box, it is noticeable that some of the words are printed in blue ink. Here again, colour
serves as an indexical sign. It links the particular words (printed in blue) to the exercise prompt,

showing the student to which words in the text careful attention should be paid.

Looking at this section of the analysed data sample (analysis above), the conclusion is made

that the main sign function is indexical (see Figure 20 below).

brown box - Index
]

I 1
\ Faculty: Environmental Science
Index Index Lecture: Introduction to energy
Study the Hadford University h_an_dout on t.his page. > s
Find pairs of blue words with similar meanings.
Without energy, it would be very difficult for
reference to colour - Index « modern society to funciion and for modern
maTsTyo|operatelits machines. There are
tour basic kinds of energy we can use:

1 The Earth’s internal heat - this is often
exploited as geothermal power

2 Solar activity - this provides energy for
colour of the the wind and water cycle. It is converted
ikl M \,l.o photosynthesis and it

the eat and light.

Figure 19: Sign functions present in data sub-section 3
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Sub-section 4
The segments sub-section 4 are marked with purple boxes. The last sample section that was
looked at is exercise F on page 38 and Figure 1 on the bottom of page 39. The exercise prompt

was analysed, as well as questions 1 and 2 (see Figure 21 below).

Worldwide energy use 2008 & 2030 (projected)

40% —

' Look at Figure 1 on the opposie page. -
1 What does the graph show?

2 What wil happen to the percentage share of each
itype of energy use by 20307

20% —

% energy use

10% —

0%

0il Gas Coal Nuclear Hydroelectric Geothermal
" Solar & Wind
Figure 1 Source: www.mabenergy.com

Figure 20: Sub-section 3

The blue letter, F, indicates where this specific sub-section of the vocabulary exercise begins.
It also refers back to the smaller blue box at the top of the page to indicate which type of
exercise F is, and thus mainly functions as an indexical sign since it points to the presence of
something else: the smaller blue textbox above (5.1 Vocabulary). It further indicates where the
previous exercise (E) ends. Similar to letters A, B and C from the previous data sample sections,
the blue letter F indicates where this particular exercise begins and where the previous exercise
(E) ends. In a similar way to previous samples, the blue F indicates to the student where the
sub-section of this vocabulary exercise begins. It also refers back to the smaller blue textbox,
which informs the student that the type of exercise to be focused on here is still a vocabulary
exercise. The blue F is thus an indexical sign since 1) it points to the presence of something
else, the smaller blue textbox above, and 2) it also indexes that it refers to the sixth object in a
row of more than one object. The fact that F follows on A to E points to the fact that the F
“thing,” i.e., the exercise, is the sixth thing in a row. The colour of the letter F (blue) is again
indexical, like with the previous examples of the letters A, B and C. The letter F is also a

symbolic sign (additional function).

The exercise prompt (the sentence — Look at Figure I on the opposite page) tells the student to
pay attention to the figure (bar graph) on page 38 titled Figure 1. Worldwide energy use in 2008
& 2030. After reading the prompt, the student will now know to focus on the bar graph. The

prompt is a symbolic sign, but it mainly functions as an indexical sign. The prompt “points”
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the student to the bar graph, therefore showing how the written text and the figure are linked.
Furthermore, Question 1 (What does the graph show?) and Question 2 (What will happen to
the percentage share of each type of energy use by 2030?) are both indexical since they direct
the student to the red and blue bars of the bar graph (Figure 1) and suggest that these bars on
the graph must be studied more closely for information. Although the bar graph is indexical
and symbolic, it mainly functions as an iconic sign since it bears a partial similarity to the
object it represents. The blue and red bars, which respectively represent the amounts of energy
usage of the respective energy resources, are iconic. They are separate representations of the
percentages of energy usage for each energy type; the length of the bars indicates the amount
of energy used. Thus, there is a relation between the energy usage and the size of the bars on

the graph.

The numerical values and the mathematical symbol for percentage (%) are mainly symbolic
signs. Symbolic signs represent their object through the association of ideas. In the case of
symbols, some underlying agreement, habit, law or convention exist, which means that
invoking some symbol invokes its associated object. In this case, there is an agreed-upon way

in which numerical values and the mathematical symbol (%) are “read”.

After looking at the analysis of sub-section 4 above, the conclusion is made that the main sign

functions in this section of the data sample are indexical, iconic, and symbolic (see Figure 21
below).

b

ndex Index +——

DLook at Figure 1 on the opposite page.
1 What does the graph show? /e

2 Whatwill happen to the percentageshare of each = ™

;[y pe Of ene:gy lse by 203[}7 Index k " u: Hydroslectric  Geothermal }
igure Source: www.mabenergy.com

Worldwide energy use 2008 & 2030 (projected)

Icon

Symbol Symbol ! =

energy use

J

Figure 21: Sign functions present in data sub-section 4
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4. What affordances do the semiotic resources and sign types offer (pp. 38 — 39)?

The use of various coloured text and visual imagery helps the student to focus attention on
specific parts of the information on these pages. These allow the student to understand which
parts of information link together and which subsequently create a whole message. Colour
plays an important role in the cohesion of the text. The use of various coloured text and visual
imagery helps the student to focus attention on specific parts of information on these pages. It
allows the student to understand which parts of the information link together. This subsequently
creates a whole message. The fact that blue is repeatedly used not just in the textboxes but also
in the text assists in showing how the information in the textboxes and the information under
each of the subsequent coloured capital letters (the blue A, B, C etc.) are linked, and how all
the information in the subsections relates back to the main heading, and thus the main topic. It
also helps with the structure of the text and the scaffolding process because it helps divide the

information on the page into smaller pieces that are then processed piece by piece.

Visual imagery allows the student to see similar characteristics between images on the page
and the real-life things these images depict. The open spaces on the pages help with the
organisation of information as well as creating a boundary of some sort, which again helps with
scaffolding since it divides the information into smaller sections. The iconic signs in the data
sample give additional information to the student, which the written text by itself would not
necessarily have been able to do. This is because additional information in the written text,
even if the student could comprehend with perhaps some difficulty, would have made the text
too detailed and somewhat lengthy. The photos show the forms of energy. The student can
hence connect the pictures (icons) to the written text and, in combination, gain more detailed
information, which would not have been possible if only one of the two resources were

available. The graph shows the amounts of energy used relative to each other.

The indexical signs help to navigate the content. They guide the student through the content
and create a link between the different pieces of content so that the student would be able to
see how each separate part connects to form the whole. Similarly, the indexical signs direct a
student to take a particular action (look at......, study the.......). To clarify, they assist the
student in gaining a better understanding of how to scaffold the content on the page, which is
especially helpful within an educational context like the one in which this text is used.

Scaffolding helps students with the meaning-making process since it illustrates how smaller
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parts connect and form a bigger picture or a more complete meaning. It also helps to show in

what order the information on the page should read, so where to start, what to look at next etc.

The symbolic signs help with comprehension and organisation. The numbered instructions
under each sub-section of the exercise help the student understand the order the content must
be read and completed. The percentage sign (%) and numerical values in the graph give a clear
idea of what type of information is worked with. In other words, it helps the student to

understand that the graph is about proportions and the comparison thereof.

What is also important here to look at specifically is the potential and constraints of using these
various signs in the meaning-making process. Using icons like pictures gives a visual
representation of the concept or idea being communicated; in this case — the concept of energy
resources via pictures of the infrastructures specific to the particular resources. It gives
information that the student may not have. This makes it possible for the student to link a word
to a concept and then subsequently to see what the concept represents. Using the pictures of
solar panels and the wind turbine to communicate the aforementioned concepts allows the
student to get a clear visual of how these different energy infrastructures look since it exactly
resembles the said infrastructure. Seeing the resemblances between the actual thing and the
concept taught in the book might be more difficult if there were only written descriptions of
these and not pictures. Although a written description can be detailed, it may not be helpful if
the student is not fluent in English. And, since part of the aim of this textbook is to enable
second language English speakers to become more confident and fluent in English, a written
description without the visual, no matter how thorough it is, may be more challenging for an
ESL learner to comprehend. Although, if the student of this text has no knowledge of energy
resources and has not yet seen any of these infrastructures in real life, the picture may still be
problematic as a tool of meaning-making. Say the student of this text is a student who has never
seen any of these infrastructures in real life. If the text is used in class as a teaching tool, the
student will have a teacher or friends that may help him navigate through the pictures and give
the student the additional, needed information to make meaning. But say the student is alone,
at home, for example, with only the textbook and no other person or tool to help with the
meaning-making process, then having only pictures may again become problematic. This

brings us to the argument mentioned earlier by Bezemer and Kress (2016); using semiotic

65



resources in combination to create meaning may give more information. Understanding the
potential of visuals and the constraints of this particular semiotic resource has allowed for a
better understanding of what the resource is capable of and how it can combine with other

resources to facilitate meaning-making.

A similar argument can be made for the graph that is analysed in Exercise F, in sub-section 4.
The graph gives a clear visual representation of how much or little each particular energy
resource was used, which can be seen very clearly when looking at the graph. To explain this
visual representation in written text only would have arguably also been more difficult to
comprehend, especially for second language English speakers still mastering the language.
Additionally, part of the question in Exercise F is to determine energy usage over a particular
period of time. The graph gives two different coloured bars for each energy resource to
illustrate the usage over time. The fact that the two bars for each resource on the graph are not
the same height or colour visually illustrates how much each energy resource was used.
However, this particular visual may be constraining because the student must know how to
“read” a graph. Getting information from graphs is only helpful if one understands how to
“decipher” the information. Bar graphs are normally used when comparing two or more values
or to compare values over a period of time. The data on a bar graph is either displayed vertically
or horizontally. If the student of this text does not know this, they would have difficulty finding
useful information from the graph. So again, the argument can be made that understanding the
constraints and potential of a specific sign will help when that particular sign is chosen to use
as a resource in a meaning-making process. And using signs in combination may aid in the

meaning-making process.

5. How are the semiotic resources linked into a meaning-making whole (pp. 38 —39)?
The meaning-making process on these two pages starts at the top of page 38. The topic
of the unit is energy resources. In this case, resources of energy are the object that will
be studied. However, when studying pages 38 and 39, it is clear that the specific part of
the object that willbe focused on here will be vocabulary. So here, the concept of energy
resources will be represented by focusing on the vocabulary related to this concept.
Knowing that it is vocabularyis evident from the types of exercises on page 38. The
exercises focus on words only — recognising words, giving meaning to words, pairing

words, using particular words fordiscussion etc. Thus, looking at the nature of the
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exercises, an understanding has been createdthat vocabulary related to the concept of

energy resources will be focused on to construct meaning.

Meaning creation happens through resemiotisation. More than one semiotic resource is used in
this process of meaning-making. In this case, it seems like it starts with the written text and
then from there, it is re-produced into visual resources. From these visuals, it is re-produced
into written text again. The student of the text must be able to connect the visual semiotic
resources to the written part of the text. From here, by combing through the two semiotic
resources, the student creates further meaning through a subsequent semiotic resource. For
example, in exercise A the exercise prompt (written text) directs the student to the pictures on

page 39. Thus, the meaning-making process starts with the written text.

The student is directed to the pictures then back to the first instruction. Instruction 1 asks the
student to name, i.e., identify the types of energy production represented by the pictures on
page 39. As such, the moment the student looks at the pictures and understands that to create
meaning (i.e., to answer the instruction), the instruction should link to the pictures, the
meaning-making shifts from one semiotic resource to the next. And since these are different
semiotic resources that are used in this meaning-making process, resemiotisation occurs. To
illustrate further, picture number 6 on page 39 (wind turbines) is a photograph of an actual
piece of infrastructure found in a particular place where a specific type of energy is produced.
Reading the first instruction and then subsequently studying the picture creates the
understanding that the picture (wind turbine) represents a specific type of energy resource (wind
power). To createmeaning from the picture, one must understand the relation between the
instruction and the picture. Looking at the picture without reading the instruction would make
it difficult, or maybe even impossible, to know what specific information one must get from it.
It may also be difficult to understand why the picture is in the text if it is looked at without
reading the prompt or instruction in exercise A. So, connecting the instruction and prompt in
exercise A tothe picture on page 39 gives not only a reason for the presence of the picture as
part of the text,but it also, more importantly, explains what precise meaning must be created
using the picture. This meaning-making process can be illustrated by Peirce’s sign process, Sign
1 below. Answering the instruction, i.e., naming the picture, is the representamen in the sign

process. The answer - wind turbine — represents or stands in the place of the picture on page
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38. The picture (picture number 6) is the object in this process because it is represented by the
vocabulary learned (the phrase wind turbine) from this exercise. Understanding that there is a
relationship between both these semiotic resources, the picture (picture nr 6) and the written
semiotic resource (answer to the exercise instruction, the phrase wind turbine) and that both
of the resources collectively create the meaning is the interpretant of the sign process (see sign

process illustrated by Figure 22 below).

Wind Turbine

R o
* \ Energy Type f * “

- 4

Wind Power

Figure 22: Constructing meaning in a single sign — Energy Type

A similar meaning-making process happens in Exercise F. The bar graph gives specific
information about the usage of various energy resources. Each blue and red bar set shows how
a particular energy resource is either used more or less over a certain period of time. Students
are asked to look at the graph and describe the increase or decrease of usage over a specific
period of time. The last set of bars on the graph (Geothermal, Solar & Wind) will be used as
an example to illustrate the sign process. The bars of the graph refers to the proportion of
worldwide energy coming from each energy source. The blue and red bars are thus the
representamen sincethey represent the actual usage of said energy resources. The calculation
(showing the energy usage for each energy resource) the student makes by studying the bars is
the object of this meaning-making process. The answer to the calculation is represented on the
graph bycomparing the red and blue bars. The understanding that the information given by the
bars on the bar graph indicates an increase or decrease in the usage for each energy resource is
the interpretant in this meaning-making process (See sign process illustrated by Figure 23

below).
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| there is a increased in the usage of solar and wind energy

Figure 23: Constructing meaning in a single sign — Energy Usage

Like the meaning-making process with the picture of the wind turbine (described earlier), it is
important here to see that if the student only looked at the visual and written semiotic resources
as separate entities of meaning, without also looking at them as entities that link, the meaning-
making process would theoretically not necessarily have transpired. The graph on its own does
give information, but the written instructions in exercise F tell the student the purpose of the
information. This clarifies what the information on the bar graph should be used for. The same
is true for the written instructions in exercise F. Although the instructions are not difficult to
read or understand, if the link between the instructions and the graph is not clear, or if the
student does not have the graph to look at, it would be impossible to find answers to the

instructions in exercise F.

Besides these singular meaning-making processes illustrated above, another meaning-making
process happens in this text; when the single processes are combined into a collective process,
that creates greater meaning. Exercise A and the pictures on page 39 will be the first example.
Looking at each picture and going through the same process of meaning-making for each of
the pictures will ultimately lead to the realization that each picture on page 39 represents the
distinct manner in which energy is produced. As such, the conclusion that can be reached is
that collectively all the pictures construct one whole concept of meaning — different types of
energy resources (see Figure 24 below). Thus, a meaning-making process is achieved by
combining the content on page 38 with the content on page 39 with the understanding that the
two pages as a whole communicate one message. This is learning more about energy resources

through creating vocabulary.

69



Individual meaning making process Individual meaning making process Individual meaning making process

Wi ] g Mo ol o 0 - ” == Collective processes that
T RS F(f _WH =
~ =% AA o, . . construct a whole concept,

R
| % gy T
S e i.e different types
| | of energy
* * | * lm\n Enesgy

Power generated from
Wind Energy coal

Figure 24: Collective meaning-making from a combination of signs — Energy Types

This is similar to the bar graph on page 39. Studying each set of blue and red bars will ultimately
lead to the understanding that the graph shows the projected use of particular energy resources
over a specific period of time (2008 and 2030). Since all the bars are in sets on one graph, the
student will theoretically realise that the collective meaning made from each individual set of
bars on the graph should be looked at as one piece of information — where the ultimate message
is that various types of energy resources were used in different amounts to generate energy

over a particular period of time (see Figure 25 below).

Individual meaning making process Individual meaning making process Individual meaning making process
"" Collective
o
o S 4R m! O Ameunsofsims &% % S [ ;:D:esses
. nuclear energy was o d a
T R N A - TR L g e
nuclear energy construct a
whole
concept, i.e
-3 : usage of
| DR, s ! ':m isan "mmls- in there was a decrease in different
the usage lea
s img ot sdne gas usage types
of energy

Figure 25: Collective meaning-making from a combination of signs — Energy Usage

Furthermore, for a student to understand that vocabulary will be the primary way in which
learning about energy resources will occur on pages 38 and 39, the student will first have to
construct meaning from each of the individual exercises on page 38 (exercises A — F). Each
exercise is essentially a set of smaller sign processes. These smaller sign processes are separate
meaning-making processes that collectively contribute to the construction of the “whole”,
meaning that one only acquires from looking at all the smaller parts as singular processes
working collectively to create the “whole” meaning. Additionally, for a student to understand

that vocabulary will be the primary way in which learning about energy resources will take
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place on pages 38 and 39, the student will first have to construct meaning from each of the
individual exercises. These individual exercises represent the vocabulary the student is
supposed to learn in this part of Unit 5. The exercises in the vocabulary section of the text are
thus the representamen in the meaning-making process. The newly learned vocabulary is the
object of this sign process since it is represented by the exercises in this part of Unit 5. Seeing
the relation between the exercises and the newly learned vocabulary and further understanding
that the vocabulary is used to learn more about energy resources is the interpretant of this sign

process. This can be illustrated by the sign process below (Figure 26).

R Exercises A-E o Vocabulary

* . Energy g™ *

Resources

®

| Working through the
vocabulary exercises
will contribute to
create a "whole"
meaning about energy
resources.

Figure 26: Constructing “whole” meaning from vocabulary exercises

Additionally, after constructing meaning from the graph, a student will see that exercise A
allowed learning about types of energy resources. In contrast, exercise F allowed learning about
the usage of these energy types. Therefore, separately these two exercises focused on a
particular section of information about the main idea (energy resources); however, as a
collective, both exercises construct an even more extensive meaning of energy resources (see

Figure 27 of the meaning-making process below).
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Figure 27: Collective construction of meaning-making — Energy Types and Energy Usage

Conclusion of Vocabulary Section

The texts are all in English; thus, students (in this case, students in the English literacy classes
at the University of the Free State) who use this textbook also get the opportunity to practise
using English as a medium of instruction to construct meaning. They are required to write,
read, and speak English while working through the exercises on page 38. Since English is the
primary medium of instruction at the tertiary institute they attend, these types of exercises allow
them to practise extracting main ideas and key details from an academic text; expressing
information and opinions clearly in a written mode; and critically thinking about how to
analyse, evaluate and apply to meaning they made from the exercises. These are skills
specifically listed as outcomes of the Academic Literacy class in which these textbooks are

used.

Using various semiotic resources, the multimodal text constructs meaning through vocabulary,
which communicates an understanding of the concept of energy resources. On pages 38 and
39, the primary tool for meaning construction is vocabulary. With each exercise, a student is
expected to use the vocabulary learned to further engage with the concept of energy resources.

By using a multimodal text, students are exposed to various modes, creating a learning process
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which according to the educational theory of multiliteracies, is more successful. In addition to
this, the various semiotic resources used in this multimodal text illustrates meaning-making
through resemiotisation. The meaning that is made from one semiotic resource is resemiotised
and used to produce a subsequent semiotic resource that carries the meaning forward. The small
singular meaning-making processes that gradually connect to form a greater meaning-making
process is indicative of a scaffolding process. In an education context, this teaching
methodology refers to an assortment of instructional techniques that a teacher uses to move
progressively towards better understanding and, ultimately, independence in the learning
process. With scaffolding, concepts are broken up into smaller parts or sections, which in
theory makes for an easier learning process. Looking at this text and starting the meaning-
making process with singular resources first and then connecting the resources to create a
bigger meaning mimics the scaffolding process, which also plays a part in getting the student
of the text to see that each semiotic resource has a particular place and plays a particular role

in the meaning-making process.
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5.2.2 Data Sample: Listening Section

The next data sample in the analysis was the listening section (see Figure 28 below), which can

be found on page 40 in the textbook.

EEIEID e

A You are going to hear a lecture about energy resources.
Look at the lecture slides, What will the lecturer talk
about? Make a list of points.

B (4 Listen to Part 1 of the lecture. How will the lecture
be organized? Number these topics.

+ impact of coal and oil on the environment

+ where coal and oil can be found

# problems with wind turbines

¢ how coal and oil are formed :
+ how wind power works

C Study the topic in Exercise B.
1 Write some key words for each topic.
2 Can you match any of the topic with Slides 1-47
3 What is a good way to make notes?
4 Make an outline for your notes

D G Listen to Part 2 of the lecture.
1 Add information to your outline notes.

2 Which of the topics in Exercise § are discussed?
In what order?

3 What are the environmental impacts of fossil fuels?

E © Listen to Part 3 of the lecture. Make notes.
1 Which of the topics in Exercise § are discussed?

2 Which topic(s) in Exercise B have not been mentioned?

3 Give three disadvantages of wind farms.

F The lecturer used these words and phrases. Match

types of renewable energy

SYNONYms.
1 non-renewables epercussion
4 transformation speed

3 impact generate

4 produce fossil uels

5 welocity replace

6 replenish metamorphosis

Figure 28: Listening Section

o tower
foundatons m:/ﬁm 10 grid
Slide 4
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Exercise 5.2 (on page 40) follows exercise 5./, and while 5./ focuses on vocabulary, exercise
5.2 is a listening exercise. The main aim of this exercise is still to give the student a clear
understanding of what is meant by the concept of energy resources. However, in this exercise,
instead of focusing on vocabulary, students will have to listen to audio in which the concept of

energy resources 1s discussed.

Listening is assuming greater importance in language classrooms, with several reasons for the
skill’s growing demand. Second language acquisition research has given a significant boost to
listening. As Rost (1994) points out, listening is crucial since it provides auditory input for the
learner. Without understanding information at the correct level, learning cannot start. Listening
is thus a fundamental skill to master and directly influences the success of learning to speak a
language. While aural input takes place, students are able to interact using spoken

communication, which strengthens the speaking skill in turn.

In addition to this, learning to listen improves language ability (Renukadevi, 2014). The
intonation, rhythm, sound,and stress of a language can only be shaped through listening and
speaking. To understand nuance in language, one must be able to listen. In terms of
communicative language teaching, it is often argued that the basis for communicative
competence lies in the skill of listening. Consequently, listening forms the concrete basis for
complete language proficiency (Yildirim & Yildirim, 2016). Masteringthe aforementioned skill
is especially important in the Academic Literacy course, in which thistextbook was used since
one of the outcomes of this course is listening and note-taking. If students struggle to listen,
content-specific assignments will be challenging. Teaching the skillof listening while allowing
students to broaden their subject-specific vocabulary is one of the cornerstones of ESL, where
language (in this case, English) is used appropriately for study. The fact that the text is
multimodal emphasises the multiliteracies’ concept that understandinginformation becomes

easier and more successful if the meaning is made through various modes.

1. What are the semiotic resources used for meaning-making?
Pages 40 consists of a combination of written text (language), numbers and images, which vary
in colour. The top portion of page 40 is a smallish blue block with white lettering, and adjacent

to it is a smaller grey textbox with black lettering. The body area of page 40 is predominantly
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white and covered with black and some blue written text. Some of the text has a small black
illustration of headphones next to it. Important to note here the headphones are an important
illustration in the context of this section of the text since this section focuses on auditory
information. On the right-hand side of page 40, there are four coloured illustrations. Between

the illustrations and the written text on page 40, there is white space (open, blank spaces).

Some written text on page 40 is printed in bold. On page 40, there are a few places where the
text and numbers are bold. The numbers under each exercise are bold. The written text and
numbers on page 40 differ in font size. Most of the written text on page 40 seems to be similar
in size. However, the written text in the smallish blue box at the top is slightly bigger than the
rest of the written text on the page, whereas the text in the smaller grey textbox near the top of
the page is somewhat smaller than the rest of the text on the page. On the other hand, the blue
letters (A — E) that indicate the sub-sections of content on this page are larger than the rest of

the text.

2. In which material modalities do these semiotic resources partake?
The content is presented on two A4 pages. The pages are three-dimensional since they can be
measured in width, length and height. The pages form part of a comprehensive ESAP textbook.
At first glance, the page appears glossy and “sleek™, and it is easy to handle. The page is a bit
frayed around the edges, and it has some minor creases in one or two corners. On closer
inspection, the pamphlet stitching on the inside of the book’s spine is slightly visible; it is still
intact and keeps the page in place. Additionally, it makes it easy to turn the pages. The content
on the page is printed in ink. Someparts of the page have no printed content, and on some of

these spaces, there are notes and marks made with pen and/or pencil.

Together with the printed content on this page, the textbook, there is also a Compact Disc (CD),
a moulded plastic disc that contains digital data. A picture of this CD is attached in
ADDENDUM A. The data is scanned onto the disk by a laser beam. The top part of this
particular CD is predominantly pink coloured. The mirror band, stacking ring and plastic hub
are visible, but all of this is also slightly pink to blend in with the rest of the pink top of the
CD. The lettering on the top of the CD is pink, black, and white. This gives information in

terms of the content that can be found on this particular disc. In this case, it states the name of
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the textbook (English for Environmental Science in Higher Education Studies) and the specific
section of the textbook that this disc will be used with (Units 1,3,5,7 Tracks 1.1 — 1.37). The
back of the CD has no colour or written text. The mirror band, stacking ring and plastic hub
are again visible when looking at the back, but one can also see the main printable area of the
disc. The printable area is aluminium coated with plastic. This contains the data that a CD

student reads; the disk is thus the medium through which the audio recordings will be accessed.

3. With what logic do the signs, icon, index, or symbol function?
Before analysing the various signs present in this section, I would like to reiterate again that
even though a meaning overlap is inherent to this sign system, as stated earlier, the descriptions
and analyses are from my point of view. | will identify main function(s) and additional
function(s) based on the context (educational) in which this text is used and the scaffolding
process (as discussed earlier in chapter 4). However, as [ also stated earlier, other

interpretations are possible.

In this data sample, the written text’s (language — English) main function is indexical. The text
is categorised as indexical since some parts of the language in the text are used to guide or
point the student to a particular piece of information. The written text hence acts as direct
instructions, cues, prompts and hints (Hartman, 2002). This is all part of the scaffolding
process, which aids in the meaning-making process and allows students to complete tasks and
achieve outcomes and goals. The additional function of the written text is symbolic since all

language is symbolic.

The main function of the illustrations is indexical and additionally function as iconic; the
numbers and audio recordings both are indexical (main function) and symbolic (additional
function). In the rest of this section, the data will be broken down into smaller sub-sections of
samples to highlight and discuss examples of each of the aforementioned signs. Please note
that even though this section of the chapter is focused on listening as part of the meaning-
making process, not all of the exercises on the page make use of a listening component. The
listening sections will be analysed and discussed first. After that, the exercises which have no
listening component will briefly be looked at as well. This provides a better explanation of the

meaning-making process as a whole.
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Sub-section 5

The segments of this sub-section that was analysed are marked with purple boxes.

The first sub-section of the listening exercises to be studied are exercise B on page 40 (see
Figure 29 below). The exercise prompt was studied. Since the actual audio recording is not
available online and cannot be added to this research, the transcript of the audio recordingis
included. However, please keep in mind that the actual audio recording is used as a semiotic

resource in the meaning-making process. The transcript is added only for clarification.

Transcript of audio recording
lecture organization « ‘signpost’ language

Unit 5, Lesson 2, Exercise B ¥ 1.22

Part 1

Good morning, everyone. This morning we're
going to begin the topic of energy resources. In

5 g this first talk, I’'m just going to give you an
£¥ Listen to Part 1 of the lecture. How will the lecture overview of the two basicgtypes o; energy
i ? i resources, namely renewables and non-
be organlzed. Number these tOPICS. renewables. One can define renewable energy
i i i sources as natural resources, such as sunlight and
: 'mpad pR e oll e famminnrent B wind, which are naturally replaced or replenished.
o where coal and oil can be found Non-renewables, on the other hand, are those

resources that are finite in nature, such as coal or
gas. Why are they finite? Because they were made
millions of years ago and will eventually be

e problems with wind turbines

e how coal and oil are formed ) exhausted. Other aspects of the topic, such as
nuclear energy, will be dealt with in the next few
e how wind power works lectures. Also, in your seminars and assignments
you'll be able to cover all the important points in
® types of renewable energy more detail. So ... er ... let’s see — yes — to start

with, we first need to consider non-renewable
sources, in particular how coal and oil are formed,
and then where they can be found. After that, I'll
talk about their impact on the natural
environment. I'll then talk about different
renewable energy types. Finally, I'll focus on wind
power. I'll describe how it works, and then finish
off by discussing some problems with this
particular form of renewable energy.

Figure 29: Sub-section 4

The bigger blue letter, B, not only indicates to the student where this particular sub-section of
this listening exercise begins but also refers back to the smaller blue textbox that tells the
student the type of exercise that will be focused on (again, a listening exercise). The blue B
thus mainly functions as an indexical sign since it points to the presence of something else; it
refers back to the smaller blue block above (5.2 Listening). The colour of the letter B is a further
indexical sign since it creates an additional reference back to the textbox, which is also blue.
So here, the colour is used as an indexical tool to indicate how the different parts of this exercise
connect to one another. The letter B’s additional function is symbolic. Next to the B is an
illustration of headphones. The main function of the illustration is indexical since it points to
the audio track. It makes the student aware that here, there will also be a listening component

to this exercise. The additional function of the headphone illustration is iconic. Directly after
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the illustration of the headphones, one finds the prompt of the exercise. The prompt tells the

student that to do the exercise, they will have to make notes while listening to an audio

component (see above for transcript Unit 5 Lesson 2 Exercise B 1.22 Part 1). Also, the prompt
mainly functions as an indexical sign since it “points” the student to the audio recording played
off the CD. To be exact, the sentence, the indexical sign, links the written material to the audio
material on the CD, both of which the student needs in order to complete this exercise. The
prompt’s additional function is symbolic. The prompt guides the student to respond in a
particular way. It asks the student to make a list, thus creating meaning with written text again.
The audio the student will have to listen to mainly functions as an indexical sign since it serves
as a cue and/or a hint that directs the student back to specific information in the text. The
additional function for the audio is symbolic. In the first data sample, there was an example of
written information resemiotised into visual information. In this section, we have aural
information, which is resemiotised to written information. While listening to the audio, the
student must attain information, make meaning from the aural information and then link the

aural information back to written information in the text.

From the above analysis of this sub-section of the data sample, it was evident that the main

sign function was indexical (see Figure 30 below).

audio recording - Index

lecture organization = ‘si “

A
| 4
/ ¢ Unit 5, Lesson 2, Exercise B ¥ 1.22
Index Part 1
Index Index Good mo;mr\rg_ cveryoqe. This morning we're
DLlsten to Part 1 of the lecture. How will the lecture going to begin the topic of energy resources. In
: . this first talk, I’m just going to give you an
be organized? Number these topics. overview of the two basic types of energy
resources, namely renew?bles and non-
e impact of coal and oil on the environment renewables. One can define renewable energy

sources as natural resources, such as sunlight and
+ wind, which are naturally replaced or replenished.
o where coal and oil can be found Non-renewables, on the other hand, are those
resources that are finite in nature, such as coal or
H H H gas. Why are they finite? Because they were made
. problems with wind turbines millions of years ago and will eventually be
exhausted. Other aspects of the top\(.hsuch .a:sf
i | nuclear energy, will be dealt with in the next few
* how coal and oil are formed et lectures. Als(?,ym your seminars and assignments
= you'll be able to cover all the important points in
¢ how wind power works more detail. S0 .. o . lets see - yes - 1o start
with, we first need to consider non-renewable i
sources, in particular how coal and oil are formed,
$ types Of renewable Energy and then wﬁ\ere they can be found. After that, I'll
talk about their impact on the natural
environment. I'll then talk about different
renewable energy types. Finally, I'll focus on wind
power. I'll describe how it works, and then finish
off by discussing some problems with this
particular form of renewable energy.

Figure 30: Sign functions present in data sub-section 5
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Sub-section 6
The segments of this sub-section that was analysed are marked with purple boxes.
The next section, that was studied, is exercise D (see Figure 31 below), also on page 40. The

exercise prompt and instruction number 2 was analysed. The transcript of the audio recording

is included again.

¥ Listen to Part 1 of the lecture. How will the lecture Transcript Of audio recordmg
be organized? Number these topics.
e impact of coal and oil on the environment Unit 5, Lesson 2, Exercise D 9 1.23
* where coal and oil can be found =

@ problems with wind turbines

Part 2
S0, let’s now consider two of the main non-

* how coal and oil are formed renewables used today — coal and oil. These are
e how wind power works often called fossil fuels. Let's see why. Originally,
e types of renewable energy the energy in coal and oil came from the Sun. It

was converted into biomass via photosynthesis. So
coal is actually, er ... a sedimentary rock that has
developed from the transformation of organic
I ¥ Listen to Part 2 of the lecture. I plant matter over :undreds ofvmilluom of yt:r:a(
i : " Slide 1 illustrates this process. You can see

1 Add information to your outfing notes. the beginning of the process, plant material is
I 2 Which of the topics in Exercise B are discussed? | buried, and it decays. This layer is then covered

In what order? with additional plant matter - that's sometimes
3 What are the environmental impacts of fossil fuels?

called litter — and eventually by sediments which
are deposits of various sorts. This leads to the
compaction - the pressing down - of the material
which in turn results in high temperatures and
pressure, and that leads to a metamorphosis of the
material — that means a change - where the
carbon content increases until coal is formed. This
process is called coalification.

Moving on, let's now consider oil. It was made
under the seas and oceans from the decomposition
of microscopic life called phytoplankton. This
happened around 60 to 100 million years ago. The
process is similar to coalification, with layer upon
layer of decaying phytoplankton again creating
high temperatures and pressure. The organiz

Figure 31: Sub-section 5

The bigger blue letter, D, not only indicates to the student where this particular sub-section of
the listening exercise begins, but it also refers back to the smaller blue textbox instructing the
student as to the type of exercise (again, a listening exercise). The blue D’s main function is
thus indexical since it points to the presence of something else; it refers back to the smaller
blue textbox above (5.2 Listening). The D’s colour is a further indexical sign since it creates
an additional reference back to the textbox, which is also blue. The additional function of the
D is symbolic. Next to the D is an illustration of headphones. The illustration is mainly
indexical since it points to the audio track. It makes the student aware that here, there will be

some listening involved. The additional function of the illustration is iconic.

Directly after the illustration of the headphones, one finds the prompt of the exercise. The
prompt instructs the student that in order to do the exercise, they will have to make notes while

listening to an audio component (see above for transcript Unit 5 Lesson 2 Exercise D 1.23
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Part 2). The prompt’s main function is as an indexical sign. The prompt directs the student to
the audio recording, which will be played from the CD. In other words, the sentence, the
indexical sign, links the written material to the audio material on the CD. Both of these are
needed by the student in order to complete this exercise. The prompt’s additional function is
symbolic. The audio the student will have to listen to functions as symbolic, but the main
function of the audio is indexical. The audio directs the student back to the exercise
instructions, and in this case, instruction number 2 will be focused on specifically. Instruction
number 2 (Which of the topics in Exercise B are discussed? In what order?) asks the student
to do two things. Firstly, to go back to exercise B and look at the list of topics while listening
to the audio recording to identify which of the topics in B are mentioned in the audio recording.
Then it asks the student to write down these topics in the order in which they are mentioned in
the audio recording. The instruction is thus mainly an indexical sign since it points the student
not only to the audio recording but also back to exercise B. The additional function of

instruction number 2 is symbolic.

After looking at the analysis of sub-section 6 above, I concluded that the main signfunction in

this section of the data sample was indexical (see Figure 32 below).

lecture organization = ‘signpost’ language

B G Listen to Part 1 of the lecture. How will the lecture
be organized? Number these topics.

e impact of coal and oil on the environment

e where coal and oil can be found
e problems with wind turbines

e how coal and oil are formed

s how wind power works

0

types of renewable energy

| R 5
' - '
Index Index

D|| G |Listen to Part 2 of t{lg'jleeéure.

1 Add information to your outline notes.
Index

2 Which of the topics in Exercise B are discussed?
In what order?

3 What are the environmental impacts of fossil fuels?

audio recording - Index

Unit 5, Lesson 2, Exercise D &% 1.23

Part2

50, let’s now consider two of the main non-
renewables used today - coal and oil. These are
often called fossil fuels. Let's see why. Originally,
the energy in coal and oil came from the Sun. It
was converted into biomass via photosynthesis. 5o
coal is actually, er ... a sedimentary rock that has
developed from the transf tion of orgaric
plant matter over hundreds of millions of years
Slide 1 illustrates this process. You can see that at
the beginning of the process, plant material is
buried, and it decays. This layer is then covered
with additional plant matter - that's sometimes
called litter - and eventually by sediments which
are deposits of various sorts. This leads to the
compaction - the pressing down - of the material
which in turn results in high temperatures and
pressure, and that leads to a metamorphosis of the
material - that means a change - where the
carbon content increases until coal is formed. This
process is called coalification.

Moving on, let's now consider oil. It was made
under the seas and oceans from the decompaosition
of microscopic life called phytoplankton. This
happened arcund 60 to 100 million years ago. The
process is similar to coalification, with layer upon
layer of decaying phytoplankton again creating
high temperatures and pressure The arganiz

matter is transformed into complex hydrocarbons,
These are the main compound that creates oil. This
process is called maturation. In Slide 2 you can see
how the oil moves to the surface after the
maturation phase. The oil first migrates from a
source rock stratum to a reservoir rock stratum.
Here it is contained by an impermeable rock layer
often called a cap rock.

What of the environmental repercussions of these
two fossil fuels? In recent decades, scientific
research has shown that the burning of fossil fuels
releases a whole range of greenhouse gases into
the atmosphere that are contributing to increased
global temperatures. Another negative impact is
that coal- and oil-fired power stations are often
constructed next to rivers, because large amounts
of water are needed for cooling. After cooling, the
water is released back into the body of water at a
higher temperature than the surroundings, and
this, of course, causes changes to the local
ecosystem. This is known as thermal pollution.
Finally, we are all aware of the damage that oil
spills have caused in recent years to our marine
and coastal environments. It's obvious, then, that
fossil fuels have major impacts on the

So, are les the answer?

Figure 32: Illustration 1: Sign functions present in data sub-section 6
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Sub-section 7

The segments of sub-section 7 are marked with purple boxes.

The next data section that was analysed was exercise E, page 40 (see Figure 33 below). The

exercise prompt and exercise instruction number 2 was studied. The transcript of the audio

recording is included.

B ﬂ Listen to Part 1 of the lecture. How will the lecture

be

organized? Number these topics.

impact of coal and oil on the environment

where coal and oil can be found
problems with wind turbines —
how coal and oil are formed LA
how wind power works

types of renewable energy

I E §¥ Listen to Part 3 of the lecture. Make notes. I

1 Which of the topics in Exercise B are discussed?

Transcript of audio recording

I 2 Which topic(s) in Exercise B have not been mentionedr

3 Give three disadvantages of wind farms.

Figure 33: Sub-section 6

Unit 5, Lesson 2, Exercise E ¥ 1.24

Part 3

In recent decades, developments in technology
have made it possible for renewable energy
production to become economically competitive
with traditional fossil fuels. Also, of course, the
price of oil has risen on the international markets.
What are the main renewable types?

There are many renewable sources of energy,
including photothermal energy, passive solar
energy, biofuels, photovoltaic conversion, wind
power, wave power and tidal power. In fact, in my
own neighbourhood several houses have recently
installed photothermal systems where solar
radiation is used to heat water. Unfortunately,
we're still only talking about a very small minority,
mainly because of the ridiculous planning laws in
this country ... er ... where was I1? Oh yes, so as we
can see there are numerous ways we can generate
energy from natural resources, energy which is
naturally replenished. So let's now look at one
example — wind power — and examine its potential.

Of course, wind power has been used for
centuries, mainly for processing grain and
irrigating farm land. But these days, it's
increasingly used to generate electricity. In Slide 4

you can see how this process works. Electricity is
produced by blades which turn a gear mechanism
that is attached to a generator. The power
generated is, of course, dependent on the amount
of wind velocity. Unfortunately, an average annual
wind speed of over 5 cubic metres per second is
desirable if a wind farm is to be economical. So, it
follows that the sites chosen to locate wind farms
have a good wind resource. Actually, even when
wind farms are located in windy places, it has been
estimated that they only operate for a third of the
time. There are other problems with power
generation from wind. Firstly, some people feel
that the large windmills look ugly and take up a
large area. Secondly, they make a lot of noise.
Thirdly, some people say they are harmful to
wildlife — birds can be killed by the blades, and fish
stocks can be affected if the turbines are sited at
sea. On the other hand, it's clear that the more
wind farms we build, the less we will be
dependent on fossil fuels. What | mean is,
although some people say wind farms are not
environmentally friendly, basically they're still a
less polluting option than fossil fuels.

As previously stated, here, the bigger blue letter, E, not only indicates to the student where this
particular sub-section of this listening exercise begins but also refers back to the smaller blue
textbox that lets the student know the type of exercise which will be focused on (again, a
listening exercise). Thus, the blue E is mainly an indexical sign because it points to the presence
of something else; it refers back to the smaller blue block above (5.2 Listening). The E’s colour
is a further indexical sign since it creates an additional reference back to the textbox, which is
also blue. The additional function of the E is symbolic. Next to the E is an illustration of
headphones. The illustration’s main function is indexical since it directs the student to the audio
track. It makes the student aware that here, some listening activities will be involved. The

additional function of the illustration is symbolic.

Directly after the illustration of the headphones, one finds the prompt of the exercise. The
prompt tells the student that in order to do the exercise, they will have to make notes while

listening to an audio component (see above for transcript Unit 5 Lesson 2 Exercise E 1.24).
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The prompt is an indexical sign which “points” the student to the audio recording to be played
from the CD. The main function of the prompt is indexical. It directs the student from the text
to the audio, hence linking the written material and the audio material on the CD, both of which
the student needs to complete this exercise. The additional function of the prompt is symbolic.
The audio recording is an indexical sign as it points the student back to the prompt and guides
the student’s response in a very specific way; it asks the student to make a list, thuscreating
meaning with words. Instruction number 2 (2. Which topic(s) in Exercise B have not been
mentioned) asks the student to go back to exercise B while listening to the audio recording. A fter
this, the student has to do a comparison of the topics mentioned in the audio recording and the
topics listed in exercise B to see which ones are not mentioned again. The instruction is an
indexical sign. It points the student back to the content of exercise B, which they need to

complete in the meaning-making process. The instruction’s additional function is symbolic.

From the analysis of sub-section 7 (above) of the data sample, the conclusion made was that

the main sign function was indexical (see Figure 34 below).

audio recording - Index

lecture organization = “signpost’ language

Unit 5, Lesson 2, Exercise E ¥ 1.24
B Listen to Part 1 of the lecture. How will the lecture
be organized? Number these topics.

* impact of coal and oil on the envircnment

Part 3
In recent decades, developments in technology

have made it possible for renewable energy you can see how this process works. Electricity is

A installed photothermal systems where solar time. There are other problems with power

¢ 4 radiation is used to heat water. Unfortunately, ?:nerallcn from wind. Firstly, some pecpis fesl

y . 4 i I at the large windmills look ugly and take up a
Index we_ne| szil only talfklrr:g .?ggull a verly smgll rlmnor_lty. large area. Secondly, they make a lot of noise.
Index Index mainly because of the ridiculous planning laws in  Thirdly, some people say they are harmful to
= Q o this country ... er ... where was I? Oh yes, so as we  wildlife - birds can be killed by the blades, and fish

isten to Part 3 of the lecture. Make notes. can see there are numerous ways we can generate stocks can be affected if the turbines are sited at

ex energy from natural resources, energy which is sea. On the other hand, it's clear that the mcre

Figure 34: Sign functions present in data sub-section 7

where coal and oil can be found
problems with wind turbines
how coal and oil are formed
how wind power works

types of renewable energy

n
1 Which of the topics in Exercise B are discussed?
2 Which topic(s) in Exercise B have not been mentioned?

3 Give three disadvantages of wind farms.

production to become economically competitive
with traditional fossil fuels. Also, of course, the
price of oil has risen on the international markets.
What are the main renewable types?

There are many renewable sources of energy,
including photothermal energy, passive solar
energy, biofuels, photovoltaic conversion, wind
power, wave power and tidal power. In fact, in my
own neighbourhood several houses have recently

naturally replenished. So let’s now look at one

example - wind power — and examine its potential.

Of course, wind power has been used for
centuries, mainly for processing grain and
irrigating farm land. But these days, it's
increasingly used to generate electricity. In Slide 4

produced by blades which turn a gear mechanism
that is attached to a generator. The power
generated is, of course, dependent on the amount
of wind velocity. Unfortunately, an average annual
wind speed of over 5 cubic metres per second is
desirable if a wind farm is to be economical. So, it
follows that the sites chosen to locate wind 1arms
have a good wind resource. Actually, even when
wind farms are located in windy places, it has been
estimated that they only operate for a third of the

wind farms we build, the less we will be
dependent on fossil fuels. What | mean is,
although some people say wind farms are not
environmentally friendly, basically they're still a
less polluting option than fossil fuels.
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Sub-section 8
The segments of sub-section 8 w are marked with purple boxes.
Exercise 4 and the four slides on the right-hand side of page 40 (Figure 35) is the next section

that was studied. In exercise A, the exercise prompt and two slides was analysed.

lecture organization * "signpost’ language

You are going to hear a lecture about energy resources
Look at the lecture slides. What will the lecturer talk
about? Make a list of points

Figure 35: Sub-section 7

The blue letter, A, indicates to the student that this is where the first sub-section of the listening
exercise begins. The blue A is thus mainly an indexical sign since it points to the presence of
something else; in this case, it refers back to the smaller blue textbox (5.2 Listening) above the
blue A. Further, the colour of the letter A is an indexical sign because it creates an additional
reference back to the textbox, which is also blue. The additional function of the A is symbolic.
The exercise prompt’s main function is indexical (the sentence -You are going to hear a lecture
about energy resources. Look at the lecture slides. What will the lecturer talk about? Make a
list of points.). It signals that the student needs to now study the slides on the right-hand side
of the page. The additional function of the prompt is symbolic.

The slides on page 40 are numbered from 1 to 4. It seems like each slide is a depiction of the
infrastructure of processes related to energy. Each slide is a drawing of a concept or process
that relates to energy resources. The student will thus have to study each slide and see if the
information depicted in each slide gives more information about energy resources. As
examples, Slides 3 and 4 will be discussed. Both slides 3 and 4’s main function is iconic since

it resembles something else. Both slides have specific properties in common with their object.

84



In this case, both slides resemble a wind turbine. There is thus a likeness between the object in

the picture and the real object. The additional function of the slides is indexical.

However, here both pictures also function as indexical signs. They give the student a cue or
hint as to how these types of infrastructure look in the real world. This activates the student’s
background knowledge and, therefore, subsequently directs the student to something else, in
this case, the actual piece of infrastructure. Additionally, suppose there is no background
knowledge yet; in that case, the fact that there is a relationship or link between the verbal and
the visual in the text will theoretically facilitate the learning process, which will lead to

establishing the knowledge. Furthermore, the additional function of the images is symbolic.

This section of the analysed data sample (analysis above) concludes that the main sign

functions were indexical and iconic (see Figure 36 below).

lecture organization * ‘signpost’ language

Index f

You are going to hear a lecture about energy resources.
Look at the lecture slides. What will the lecturer talk
about? Make a list of points. |, ex

Index/ Icon

Index / Icon

Figure 36: Sign functions present in data sub-section 8

Sub-section 9

The segments of sub-section 9 are marked with purple boxes.

The next data sample section that was looked at is exercise C on page 40 and the slides on the
right-hand side of page 40 (see Figure 37 below). The exercise prompt and instruction number

2 was analysed.
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~ The formation of coal

3 {3 Listen to Part 1 of the lecture. How will the lecture
be organized? Number these topics.

o impact of coal and oil on the environment
* where coal and oil can be found
e problems with wind turbines

® how coal and oil are formed

geological time

® how wind power works
e types of renewable energy

- la
<

Slide

L. Study the topics in Exercise B.
1 Write some key words for each topic.
2 Can you match any of the topics with Slides 1-4?
3 What is a good way to make notes?

4 Make an outline for your notes.

Figure 37: Sub-section 8

Similar to the previous data sample sections, the blue letter, C, indicates where this particular
exercise begins and where the previous exercise (B) ends. Additionally, just like A and B, it
also refers back to the blue block above, which tells the student what type of exercise C is. This
shows that C mainly functions as an indexical sign. It is also blue, so the letter's colour is again
an indexical sign like in the previous examples. The additional function of C is symbolic. The
exercise prompt (the sentence — Study the topics in exercise B) tells the student to go back to
exercise B. After reading the prompt, the student will know to again look at the topics listed in
exercise B. The prompt mainly functions as an indexical sign. The prompt “points” the student
to the list of topics listed in the previous exercise. In other words, the sentence, the indexical
sign, links the written material to the photographic material on the next page. The additional

function of the prompt is symbolic.

Instruction number 2 (2. Can you match any of the topics with Slides 1 — 4?) asks the student
to look at each slide on page 40, and from the information gained from the slides, they need to
be able to connect the topics listed in exercise B to the slides on the right-hand side of the page.
The instruction points to topics listed in exercise B as well as the slides on page 40. This main
function of the instruction is thus indexical. The additional function of the instruction is

symbolic.
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The slides on page 40 are numbered from 1 to 4. It seems like each slide is a depiction of the
infrastructure of processes related to energy. Slide 1 will be looked at as an example. The slide
mainly functions as an indexical sign since it refers to something else, in this case, the process

of coal formation. The additional function of the slide is iconic.

To do the exercise and create meaning from it, the student will thus have to understand that the
written text (exercise prompt) is linked to the illustrations (Slides 1 — 4) on the right-hand side
of the page. Understanding that the instruction in exercise C 2 (Can you match any of the topics
with Slides 1 —4?) links to the slides on the right-hand side of the page shows how the indexical
sign (the written instruction) links to the illustrations (the indexical/symbolic signs) on the
page. When a student then, for example, looks at Slide 1, they will see that the slide illustrates
the formation of coal. Going back to the topics in Exercise B, the student will notice that topic
number 4 is how coal is formed. The student will then be able to link Slide 1 to topic number

4. This shows how the indexical sign (exercise instruction) links to the visual resource on the

page.

Looking at the analysis of sub-section 9 above, the main function in this section of the data was

indexical (see Figure 38 below).

lecture

9 ion « ‘signpost’ languag

5 ¥ Listen to Part 1 of the lecture. How will the lecture Index
be organized? Number these topics.

e impact of coal and oil on the environment

e s o
“The formation of coal

e where coal and oil can be found

e problems with wind turbines T Tilace

e how coal and oil are formed s decomposition
e how wind power works — 5 Crease
e types of renewable energy g
g
Jv 'gv compaction
Index )
Dstudy the topics in Exercise B'lndex / = transformation
2 i into coal
1 Write some key words for each topic. Index R
2 Can you match any of the topics with Slides 1-4? Slide 1
ide

3 What is a good way to make notes?
4 Make an outline for your notes.

Figure 38: Sign functions present in data sub-section 9
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4. What affordances do the semiotic resources and sign types offer?
The use of various coloured text and visual imagery helps the student to focus attention on
specific parts of the information on these pages. It allows the student to understand which parts
of information link together. Subsequently, this creates a whole message. Colour plays an
important role in the cohesion of the text. The use of a variety of coloured text and visual
imagery assists the student in focusing attention on specific parts of the information on these
pages. It allows the student to understand which parts of the information link together, which
subsequently creates a whole message. The fact that blue is repeatedly used as a colour in the
textboxes and in the text shows how information in the textboxes and information under each
of the subsequent coloured capital letters (the blue A, B, C etc.) are linked. It also helps with

the structure of the text and the scaffolding process.

The visual imagery allows the student to grasp the similarities between the images on the page
and the things these images represent in real life. Furthermore, the data sample's visuals give
the student additional information that the written text by itself not necessarily would have
been able to. Hence, the student can connect the pictures to the written text and, in combination,
gain more detailed information; this would not have been possible if only one of the two

resources were available.

The indexical signs help to navigate the content. These guide the student through the content
and create a link between different pieces of content so that the student would be able to see
how each separate part connects to form a whole. Also, the indexical signs direct a student to
take a particular action (listen to......, study the.......). Specifically, they assist the student in
better understanding how to scaffold the content on the page, which is especially helpful within
an educational context like the one in which this particular text is used. Scaffolding helps
students with the meaning-making process because it illustrates how smaller parts connect and
form the bigger picture or a more complete meaning. In addition, it helps to show in what order

the information on the page should be looked at, so where to start, what to look at next, etc.

The audio recordings on the CD allow the student to get a real-life representation of the English

language. They allow the student to hear how the language sounds and give them an example
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that they can use as a model to practise their pronunciation and intonation of the language. The

audio allows for interaction with the language, which the written text is unable to do.

What is also important here to look at specifically is the potential and constraints of using these

various signs in the meaning-making process.

Using visual semiotic resources like pictures gives a visual representation of the concept or
idea being communicated — in this case, the concept of energy resources via the pictures of the
infrastructure specific to the particular resources. For example, using the pictures of the wind
turbine to communicate the aforementioned concepts allows the student to get a clear visual of
what this energy infrastructure looks like because it resembles said infrastructure. Seeing the
resemblances between the actual thing and the concept taught in the book might be more
difficult if there were only written descriptions, in English, of these and not pictures. Although
a written description can be detailed, it may not be helpful if the student is not fluent in English.
And since part of the aim of this textbook is to enable second language English speakers to
become more confident and fluent in English, a written description without the visual, however,
thorough it is, may be more challenging for someone to comprehend. Although, if the student
of this text has no knowledge of energy resources and has not yet seen this infrastructure in
real life, the picture may still be problematic as a tool of meaning-making. This brings us to
the argument mentioned earlier by Bezemer and Kress (2016); using semiotic resources in
combination to create meaning may give more detailed information. Understanding the
potential of visuals and the constraints of this particular semiotic resource has allowed for a
better understanding of what the resource is capable of, as well as how it can combine with

other resources to facilitate meaning-making.

A similar argument can be made for the audio recordings. Although the audio recordings allow
the student to listen to English, which allows for real-life representation of how English sounds,
this choice of semiotic resource relies on the assumption that the person listening already has
more advanced knowledge of the language. A person with very limited exposure to English
will not necessarily be able to follow the audio recordings, especially since the recordings use
very specific jargon. In addition to this, suppose the speaker or speakers on the recordings
speak a dialect of English or speak English with a certain accent. In this case, it may be
problematic for the student to follow if the student has no prior exposure to the specific accent

and or dialect. It may even be difficult for the textbook user to understand and follow the audio
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recordings without any help (such as with a transcript). Since this textbook was theoretically

designed to assist second language English speakers, dialects of English may presumably be

difficult for them to understand, which would render the audio recordings not that useful as a

resource for meaning-making.

So again, the argument can be made that understanding the constraints and potential of a
specific sign will be beneficial when that particular sign is chosen to use as a resource in a
meaning-making process. And using signs in combination may aid in the meaning-making

process.

5. How are the semiotic resources linked into a meaning-making whole?
The meaning-making process on this page starts at the top of page 40. The unit started on pages
38 and 39 with the topic of energy resources. And where the two previous pages focused on
the vocabulary related to the topic, here the concept of energy resources will be taught by using
an audio component with the written text. Knowing that the activities involve listening is
evident from the types of exercises on page 40. These exercises clearly state that there are audio
recordings that must be listened to in order to complete the exercises on the page (these are on
the CD that accompanies the textbook). Therefore, looking at the nature of exercises, on page
40, an understanding is created that the concept of energy resources will be explained through

an audio and written component.

Meaning creation occurs through resemiotisation. More than one semiotic resource is used in
this process of meaning-making. In this case, it seems like it starts with the written text and
then from there, it is re-produced into the audio recordings. Then from the audio, it is re-
produced into written and, in some places, visual information, again. The student of the text
must be able to connect auditory semiotic resources to the written part of the text. Then by
combing through these semiotic resources create further meaning through a subsequent
semiotic resource. For example, in exercise B, the exercise prompt (written text) directs the
student to the audio recording (Part 1). The meaning-making process starts thus with the written

text. The student is directed to listen to the audio and then also look at a list of topics in exercise

B. The prompt in B asks the student to listen to the audio recording while looking at the listed

topics and order how the topics will be discussed in this and subsequent recordings. Hence, the
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moment the student looks at the audio and understand that to create meaning (i.e., to answer
the instruction), the written instruction in Exercise B should link to the audio, meaning-making

shifts from one semiotic resource to the next. Since these are different semiotic resources that

are used in this meaning-making process, resemiotisation takes place. To illustrate further, the
list of topics in Exercise B are pieces of information all pertaining to renewable and non-
renewable energy resources. Reading exercise B’s instruction and then subsequently listening
to part of the audio recording creates the understanding that the recording helps with organizing
the topic list. To create meaning from the list of topics, one must understand the relation

between the audio and subsequently link this to the list of topics.

Looking at the list of topics without listening to the audio recording would make it difficult to
know what exactly should be done with the information in the list. It may also be challenging
to understand why the list is part of the text without listening to the audio recording. So,
connecting the instruction in exercise B to Part 1’s audio recording not only provides a reason
for the presence of the list of topics as part of the text, but it also, more importantly, explains
what particular meaning must be created using the list. This meaning-making process can be
illustrated by Peirce’s sign process, Sign 1 below. Ordering the list of topics in Exercise B is
the representamen in the sign process. The audio recording - Part 1 — represents or stands in
the place of the list of topics. The audio (Part 1) is, therefore, the object in this process as it is
represented by the list of topics from this exercise. Seeing the relationship between the topics
listed and the audio recording ( auditory semiotic resource) and understanding that the audio
and the topics collectively creates the meaning about energy resources is the interpretant of the

sign process (see Figure 39 below).

topics listed in
R exercise B 0

Energy Resources

(renewable and non-
renewable)

®

Audio recording part 1

Realising that the audio AND the
topics gives an understanding of
energy resources.

Figure 39: Constructing meaning in a single sign — Information on energy resources (with Audio recording part 1)
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There is a similar meaning-making process with Exercise E (Subsection 7 of the data analysis).
The meaning-making process starts with the written text, the prompt. The prompt directs the
student to listen to part 3 of the audio. Then, instruction number 2 informs the student to, while
listening to the audio, look at the list of topics in Exercise B and note which topics are not
discussed in part 3 of the audio recording. Thus, the moment the student looks at the audio and
understands that to create meaning (i.e., to answer the instruction), the written instruction
number 2 in Exercise E should link to the audio. Meaning-making shifts from one semiotic
resource to the next. And since these are different semiotic resources that are used in this
meaning-making process, resemiotisation takes place. To illustrate further, the list of topics in
Exercise B are pieces of information all pertaining to energy resources (renewable and non-
renewable). Reading exercise E’s instruction (number 2) and then subsequently listening to
part of the audio recording creates the understanding that some topics on the list in exercise B
will not be mentioned in part 3 of the audio recording. To understand what meaning should be
created from the list of topics, one must understand the relation between the audio (part 3) and

its link to the list of topics.

Listening to the audio recording without keeping the instructions in Exercise E in mind would
make it difficult to know what exactly should be done with the information in the audio (part
3). It may also be difficult to understand why this particular audio recording is part of the text
without reading the instructions in Exercise E. In this way, connecting the instruction in
exercise E to Part 3 audio recording gives not only a reason for the presence of the audio
recording, but it also, more importantly, explains what particular meaning must be created
using the list with the recording. This meaning-making process can be illustrated by Peirce’s
sign process, Figure 41 below. Studying the list of topics in Exercise B is the representamen
in the sign process. The audio recording - Part 3 — represents or stands in the place of the list
of topics. The audio (Part 3) is thus the object in this process since it is represented by the list
oftopics from this exercise. Understanding that there is a relationship between both these
semioticresources, the topics listed and the auditory semiotic resource (Part 1) and that both of
these resources collectively create meaning is the interpretant of the sign process (Figure 40

below).
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topics listed in
R exercise B 0

Nergy resources

(renewable and non-
renewable)

I
® I

Realising that listening
to the audio , while
studying the topics will
give the answer to
instruction 2

Audio recording part 3

Figure 40: Constructing meaning in a single sign — Information on energy resources (with Audio recording part 3)

Even though these exercises create meaning as separate smaller units, another meaning-making
process occurs on this page. This is when these separate listening exercises are not only looked
at as separate processes of meaning-making but also as parts that together form a “whole”. For
a student to understand that listening to audio material will be a primary way to learn about
energy resources (on page 40), the student will first have to construct meaning from the
individual exercises on this page (exercises A — F). Each exercise is essentially a set of smaller
sign processes. These smaller sign processes are separate meaning-making processes
collectively contributing to the construction of the “whole” meaning. This is something only
gained from studying all the smaller parts as singular processes working collectively, creating

the “whole” meaning.

In addition to this, for a student to understand that listening to audio recordings will be a
primary method in which learning about energy resources on page 40, the student will first
have to construct meaning from each individual exercise. These individual exercises form part
of the resources the student has at their disposal to learn and understand the content of this part
of Unit 5. The exercises are thus the representamen in the meaning-making process. The
listening parts, i.e., the audio recordings, are the object of this sign process since they are
represented by the exercises in this part of Unit 5. Seeing the relation between these exercises

and the audio and further understanding that the audio in combination with the written text is
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used to learn more about energy resources is the interpretant of this sign process. This can be

illustrated by the sign process below (Figure 41).

Individual meaning making process Individual meaning making process
les listed | jcs listed i
R "::::’I‘“:d ! o Seslersreripaty R s et Collective processes that
Ny cnergy  — * Sy cnergy  p— w = construct a whole concept,
rrrrrrrrr resources —-— : .
i.e of information on
I energy resources

| I
meaning is created by
Isitening to audio part
1, while simultaneously

comparing information in
audio recording part 3 to list
of topics in exercise B to
answer instruction number 2
of exercise £

looking at the list of
topics (exercise B).

Figure 41: Collective meaning-making from a combination of signs — Information on energy resources

Furthermore, each exercise on page 40 (the ones with the listening component and those
without the listening component) are essentially sets of smaller singular sign processes. These
smaller sign processes are separate meaning-making processes that collectively contribute to
the construction of the “whole”, meaning one only obtains from looking at all the smaller parts
as singular processes working collectively creating the “whole” meaning. Additionally, for a
student to understand that listening will be a primary way learning about energy resources will
happen (on page 4), the student will first have to construct meaning from each individual
exercise. The individual exercises represent the newly learned knowledge about the concept
(energy resources) the student is supposed to learn more about in this part of Unit 5. The
exercises are thus the representamen in the meaning-making process. The newly learned
knowledge about energy resources is the object of this sign process since it is represented by
the exercises in this part of Unit 5. Seeing the relation between the exercises and the newly
learned knowledge and further understanding that these exercises (listening and non-listening)
are used to learn more about energy resources is the interpretant of this sign process. This can

be illustrated by the sign process below (Figure 42).
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Exercises A - F
o Newly learned

* \ — * knowledge about
Energy resources energy resources
(renewable and non-
renewable)

®

I
. Working through the

exercises will
contribute to a
"whole" meaning
about enery resources.

Figure 42: Constructing “whole” meaning from all exercises

Conclusion of Listening Section

The texts are all in English; thus, students ( in this case, students in the literacy classes at the
University of the Free State) who use this textbook also get the opportunity to practise using
English as a medium of instruction to construct meaning. They are required to write, read, and
speak English while working through the exercises on pages 40 - 41. Since English is the
primary medium of instruction at the tertiary institute they attend, these types of exercises give
them the opportunity to practise extracting main ideas and key details from an academic text;
expressing information and opinions clearly in a written mode; and critically thinking about
how to analyse, evaluate and apply to meaning they made from the exercises. These are skills
specifically listed as outcomes for the Academic Literacy class in which these textbooks are

used.

Using various semiotic resources, one of which is auditory, the multimodal text constructs
meaning, which communicates an understanding of the concept of energy resources. On page
40, the primary tool for meaning construction is listening, and with some of these exercises, a
student is expected to use the audio recordings to further engage with the concept of energy
resources. By using a multimodal text, students are exposed to various modes, which according
to the educational theory of multiliteracies, makes the learning process more successful. In
addition, the various semiotic resources used in this multimodal text illustrates meaning-

making through resemiotisation. The meaning made from one semiotic resource is resemiotised
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and used to produce a subsequent semiotic resource. The small singular meaning-making
processes that gradually connect to form a greater meaning-making process is indicative of a
scaffolding process. In an educational context, this teaching method refers to an assortment of
instructional techniques which a teacher uses to progressively move a learner towards having
a better understanding and, ultimately, independence in the learning process. With scaffolding,
concepts are broken up into smaller parts or sections, which in theory makes for an easier
learning process. Looking at this text and starting the meaning-making process with singular
resources first and then connecting these resources to create greater meaning mimics the
scaffolding process. This also plays a part in getting the student of the text to see that each
semiotic resource has a particular place and plays a particular role in the meaning-making

process.

Finally, after constructing meaning from the vocabulary section and from the listening section,
a student will see that both sections allowed learning about energy resources, and as a
collective, both sections construct a “bigger”, more extensive meaning-making process of

energy resources (see Figure 43 of the meaning-making process below).

Vocabulary section learning
about energy resources

e
Listening section
learning about

, energy resources

“Bigger” gy

meaning-

making

process

about

energy

resources

‘-‘-——

Figure 43: Collective construction of meaning-making from Vocabulary and Listening
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5.2.3 Data Sample: Extending Skills Section
The next part of the text that was analysed was the extended skills section, which is pages 41

— 43 in the textbook (Figure 44 below).

Transition to & renewable enargy supply (projection)

naking effective conts butions 14 4 seminsr

* the student interrupts
o the student doesn't contribute anything to the discussion

One basic method:

« water s stored i a lake at  high alitude
‘and can be released 10 turn turbines

energy poliistion solar

m the lecture on the right

2 Wihat exactly doss
3 What other ways do you know of

infact  obviously D Make & table of Do's thelpful ways)
to put it anather way  we cai and Don'ts (unhelpful ways) of

* passive solar energy:
capture the Sun's energy. F
building may incorpor

eminar discussions.

enengy.
ewable energy type? Does it stand 8 chance oo & cents por kilowart ® dams can reduce the amount of oxygen in
justfy your decisions impact on the environment: the water and kil off fish stocks
» apant from manufacturing and disposal, » 50l Gownstream are tarved of the ferile
Solar power i totally polkution free st deposts that are trapped behind the dam.
s giving reasens,  there s normally a high level of habitat
destruction during the

.
ik A 5 R i S ol radiation into electricity via chemical 5 ﬂﬂl’:;ﬂmmn“lﬁnﬂ
aop

Figure 44: Extended Skills

Exercise 5.3 and 5.4 Extending Skills follows exercises 5./ and 5.2. The main aim of this
exercise is still to give the student a clear understanding of what is meant by the concept of
energy resources. This section of the textbook is pages 41, 42 and 43, and it does not just focus
on a specific skill like the previous two sections. Instead, it allows students to practise skills

learned in previous sections while expanding their knowledge about energy resources.

Repetition is vital in learning since it helps to transition a newly learned skill from theconscious
to the subconscious. Repeating a task or skill over time makes it gradually become easier to
do. One of the biggest mistakes that can be made in a teaching environment is to forego the
return or repetition. According to Bruner (2001), the learning process is a slow engagement
with concepts; this slow and gradual engagement builds to a critical mass when astudent
acquires the concept. In other words, repetition matters because it strengthens the engagement
process. The argument can thus be made that quality of learning can be seen if there is a

conscious design in repetitive engagement in courses.
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Mastering skills through repetition is especially important in the Academic Literacy course, in

which this textbook was used since one of the outcomes of this course is critical thinking.

Mastering skills like listening and writing allows students to engage with the content on a
deeper level, which promotes critical thinking. The fact that the text is multimodal emphasises
the multiliteracies’ proposition that understanding information becomes easier and more

successfulif the meaning is made through various modes.

1. What are the semiotic resources used for meaning-making?
Page 41 and 42 consist primarily of written black text (language), which vary in colour and
size. The top portion of page 41 is a smallish blue block with white lettering, and adjacent to
this is a smaller grey textbox with black lettering. The body area of page 40 is predominantly
white and covered with black and some blue written text. Some of the text has a small black
illustration of headphones next to it. Besides the written text, there is one picture on page 40.
The picture illustrates a note of some sort. Through closer inspection, it seems like a
handwritten note indicative of something a student would write during a lecture. Together with
the written text on page 40, there are also two-coloured blocks of text: a smaller blue block and
a bigger brownish block of text at the bottom half of the page. There is white space (open,
blank spaces) between the picture, the written text, and two blocks of text. Some written text
on page 41 and 42 are printed in bold. On page 41 and 42, there are a few places where the text
and numbers are bold. The numbers under each exercise are in bold text. The written text and
numbers on page 41 and 42 differ in font size. Most of the written text on page 41 and 42 seem
to be similar in size. However, the written text in the smallish blue box at the top is slightly
larger than the rest of the written text on the page, whereas the text in the smaller grey textbox
near the top of the page is somewhat smaller than the rest of the text on the page. On the other
hand, the blue letters (A — E) that indicate the sub-sections of content on these pages are bigger

than the rest of the text.

The written text and numbers on page 41 and 42 differ in font size. Most of the written text on
these pages seems to be similar in size. However, the written text in the smallish blue and grey
textbox near the top of the pages is smaller than the rest of the text; this is also true of the text
in the brown textbox. In contrast, the blue letters (A — E) that indicate the sub-sections of

content on this page are fairly bigger than the rest of the text.
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The information on page 43 is sorted into three blocks. On the top of the page, there is a
colourful line graph. The line graph consists of a title, data, legend, source, y-axis, and x-axis.
Underneath the line graph, there are two blocks that are a combination of written texts and
images. The images are printed in colour. Most of the written text on page 43 is printed in bold
and is similar in size. The information on the line graph is in a slightly smaller print than the

rest of the page.

2. In which material modalities do these semiotic resources partake?
The content is presented on three A4 pages. The pages are three-dimensional since they can be
measured in width, length and height. The pages form part of a comprehensive ESAP textbook.
At first glance, the pages appear glossy and “sleek” and are easy to handle. The pages are a bit
frayed around the edges and have some minor creases in one or two corners. On closer
inspection, the pamphlet stitching on the inside of the book’s spine is slightly visible; it is still

intact and keeps the pages in place.

Additionally, it makes it easy to turn the pages. The content on the pages is printed in ink. The
pages are colourful and consist of illustrations and pictures together with the written text. Some
parts of the pages have no printed content, and on some of these spaces, there are notes and

marks made with pen and/or pencil.

Together with the printed content on this page, the textbook, there is also a Compact disc (CD),
a moulded plastic disc that contains digital data. The data is scanned onto the disk by a laser
beam. The top part of this particular CD is predominantly pink coloured. The mirror band,
stacking ring and plastic hub is visible, but all of this is also slightly pink to blend with the rest
of the pink top of the CD. The lettering on the top of the CD is pink, black, and white. This
gives information in terms of the content which can be found on this particular disc. In this
case, it states the name of the textbook (English for Environmental Science in Higher Education
Studies) and the particular section of the textbook that this disc will be used with (Units 1,3,5,7
Tracks 1.1 — 1.37). The mirror band, stacking ring and plastic hub is again visible when looking
at the back of the CD, but one can also see the main printable area of the disc. The printable

area is aluminium coated with plastic, which contains the data read by a CD reader.
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3. With what logic do the signs, icon, index, or symbol function?
Before analysing the various signs present in this Data Sample, I would like to reiterate that

even though a meaning overlap is inherent to this sign system, as stated earlier, the descriptions

and analyses were arrived at from my point of view as an instructor of the course in which this
textbook is used. [ will identify main function(s) and additional function(s) based on the context
(educational) in which this text is used and the scaffolding process (as discussed earlier in

chapter 4). However, as I also stated earlier, other interpretations are possible.

In this data sample, the written text’s (language — English) main function is indexical. The text
is categorised as indexical since some parts of the language in the text are used to guide or
point the student to a particular piece of information. The written text thus acts as direct
instructions, cues, prompts and hints (Hartman, 2002). These are all part of the scaffolding
process, which aids in the meaning-making process and allows students to complete tasks and
achieve outcomes and goals. The additional function of the written text is symbolic since all

language is symbolic.

The main function of the illustrations is indexical and additionally function as iconic and
symbolic; the numbers and audio recordings both are indexical (main function) and symbolic
(additional function). In the rest of this section, the data will be broken down into smaller sub-
sections of samples to highlight and discuss examples of each of the aforementioned sign

functions.

Sub-section 10

The segments of sub-section 10 are marked with purple boxes.

The first sample section that was analysed was the small blue block (5.3 Extending Skills) and
exercise A (see Figure 45). In exercise A, the exercise prompt and the first instruction (/) was

studied.
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. 0 formation of coal
Look at the student notes on the right. They are

from the lecture in Lesson 5.2. = ) plants decay + buned

= (i) covered with more pfar?r.s + sediments

1 What do the symbols and abbreviations mean?

= compression = femp. + press. $

Th tes contain some mistakes. Find and
’ ol = (i) = metamorphosis = carbon corttent

correct them.
increases = coal = codification

3 Make the corrected notes into a flowchart.
2 formation of ail
= () plants decay under sea c. 60100 yrs.
= (i) process = to codl, ie., (ayer.s
- temp. + press.t.
= (ilorganic matter = complex
hydrofluorocarbons = ol = oilification

Figure 45: Sub-section 10

The smaller blue block informs the student of the type of exercise which will be focused on (in
this case, an extending skill exercise), while the bigger blue letter, A, indicates to the student
that this is where the first sub-section of the vocabulary exercise begins. The blue A’s main
function is as an indexical sign since it points to the presence of something else; in this case, it
refers back to the smaller blue block (5.3 Extending Skills) above the blue A. Additionally, the
colour of the letter A is an indexical sign since it creates a reference back to the textbox, which
is also blue. So here, the colour is likewise used as an indexical tool to indicate how the different

parts of this exercise connect to one another. The A’s additional function is symbolic.

The exercise prompt (the sentence - Look at the student notes on the right. They are from Lesson
5.2) tells the student to now pay attention to the picture on the right-hand side of the page. The
prompt directs the student to look at the picture next to exercise A. The prompt is thus also
mainly an indexical sign since it “points” the student to the picture next to the exercise. In other
words, the sentence, the indexical sign, links the written material to the photographic material

next to the written text on this page. The prompt’s additional function is symbolic.

The first instruction of exercise A (1. What do the symbols and abbreviations mean?) is mainly
indexical. It points the student to the note (picture next to the exercise) and further asks the
student to specifically pay attention to the symbols and abbreviations, not the written text. The
student must then try and figure out what these symbols and abbreviations mean in the note's

context. Understanding that the instruction in exercise A 1 (What do the symbols and

101



abbreviations mean?) links to the picture next to the exercise shows how the indexical sign
(the written instruction) relates to the visual on the page. Instruction 1’°s additional function is

symbolic.

The meaning-making in the note takes place between the written text and the symbols. The
note seems to be a summary of two processes: the formation of coal and oil. Since it is a
summary, some of the text is abbreviated. In addition to the text, the note contains the positional
numerical system ( 1, 2 ), roman numerals ( 1, ii, iii,), various arrows signs ( < 1 — |), the
mathematical symbol for addition ( + ), the dash symbol ( - ); and an equal to ( =) and almost
equal to (=) symbol. The main function of the note is symbolic because it contains a variety
of mathematical symbols and numerals that needs to be “read” in a specific way. In the case of
symbols, some underlying agreement, habit, law or convention exists, which means that
invoking a specific symbol invokes its associated object (Atkin, 2010). There is an underlying
agreement regarding how to “read” these symbols and numbers within a mathematical/
scientific context. To understand the meaning, the student will have to have some background
knowledge of mathematics and science. For example, the | arrow indicates that something goes
down or decreases. The + symbol means to add together. Thus, the sentence in the note:

compression — temp. + press. | means the following:

Compression happens (—) when temperature drops ( | ) and (+) pressure increases ().
Important to note: Ordinarily, the assumption is made that a downward arrow ( | ) means
something is decreasing or becoming less. In this case, the downward arrow means to increase
since compression happens when a physical force presses inwards on an object. The downward
arrow here then is thus indicative of the inward force pressing down, which illustrates the
increase in pressure. Therefore, making meaning from this requires the student to have the
background knowledge about compression as a process to understand that the downward arrow

do have one meaning. In this context, the arrow does not indicate a decrease but anincrease.

From the above analysis of this sub-section of the data sample, it was evident that the main

signfunctions were indexical and symbolic (see Figure 46 below).
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note-taking symbols « stress within words » lecture language

Symbol Symbol

D formation of codl
= plan*s decay + bured
Index - (i) covered with more p’arﬂ’s + sedmerdts
‘___———-’

- compression = +emp.press
= (i}~ metamorphosis = carbon content
Index increases = coal = coalfication

s Look at the student notes on the right. They are
from the lecture in Lesson 5.2.
1 What do the symbols and abbreviations mean?

2 The notes contain some mistakes. Find and
correct them.

3 Make the corrected notes into a flowchart.

2 formation of ail
= () plants decay under sea c. 60100 yrs.
- (i) process = to codl, ie, layers
= +emp. + Press.?.
= (idorganic matter  complex.
hydm'ﬂuorocarbons - oil = oilification

Figure 46: Sign functions present in data sub-section 10

Sub-section 11
The segments sub-section 11 are marked with purple boxes (Figure 47 below). The next sample
section that was focused was exercise B. The exercise prompt and instruction number 2 was

studied. The transcript of the audio recording is included.

Unit 5, L i 4]
[ ¥ Listen to the final part of the lecture (Part 4). | S e I R MRS

1 Summarize the lecturer’s conclusion in your Part 4
own words. So, we can see that there are no easy answers to
| 2 Why does the lecture have to stop? | producing energy in a sustainable manner. The
- burning of fossil fuels is clearly linked to global
7 5
3 What is the research task? warming, but the replacement of them by

renewables faces many problems. To put it another
way, far more effort is required of both the public
and private sectors to develop renewable energy
sources. However ... oh, dear ... sadly, | see that
we've run out of time. This means that I'll have to
ask you to do some research. Id like you to find
out more information about renewable energy,
including biofuels, wave power, waste to energy
and tidal power, and see if you can find any
information about future projections of their use.
We'll discuss what you've found out next time | see
you.

Figure 47: Sub-section 9

The bigger blue letter, B, not only indicates to the student where the particular sub-section of
this exercise begins, but it also refers back to the smaller blue block, which tells the student the
type of exercise to be focused on (extending skills). The blue B functions mainly as an indexical
sign since it points to the presence of something else; it refers back to the smaller blue block

above (5.2 Extending Skills). Like the previous sample, the colour of the letter is a further
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indexical sign since it creates a reference back to the textbox, which is also blue. So again,
colour is used as an indexical tool to indicate how the different parts of this exercise connect

to one another. The additional function of the B is symbolic.

Next to the B is an illustration of headphones. The illustration functions mainly as indexical
since it points to the audio track. It causes the student to be aware that here, there will also be
some listening involved. The illustration’s additional function is iconic. Directly after the
illustration of the headphones, one finds the prompt of the exercise. The prompt tells the student
that in order to do the exercise, they will have to listen to an audio component (see above for
transcript Unit 5 Lesson 3 Exercise B 1.25 Part 4). The prompt’s main function is indexical
since it “points” the student to the audio recording, which will be played from the CD. In other

words, the sentence, the indexical sign, links the written material to the audio material on the

CD. Both of which the student needs in order to complete this exercise. The additional function

of the prompt is symbolic.

Instruction number (Why does the lecture have to stop?) asks the student to answer a specific
question by listening to information given in the audio recording. Thus, the student will need
to listen to the recording and figure out if the person speaking gives any indication as to why
the lecture must stop. Therefore, the instruction is mainly an indexical sign as it “points” the
student to the audio recording. Understanding that the instruction in exercise B 2 (Why does
the lecture have to stop?) links the audio to the written text shows how the indexical sign (the
written instruction) relates to the auditory component of this exercise. The additional function

of the instruction is symbolic.

The audio recording’s main function is indexical since it directs the student back to the exercise
instruction, and in this case, instruction number 2. When looking at the transcript, there is a
specific place where the speaker states that the lecture will stop since there is no more time left
in the lesson. (See transcript “oh dear-....... sadly I see that weve run out of time” ). Hearing
this part of the lecture must give the student enough information to answer instruction number

2.
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From the analysis of sub-section 11 (above) of the data sample, the conclusion was made that

themain sign function is indexical (see Figure 48 below).

note-taking symbols * stress within words = lecture language

audio recording - Index

¢ ’ Unit 5, Lesson 3, Exercise B &¥ 1.25

Index = _Index B Part 4
DListen to the final part of the lecture (Part 4). So, we can see that there are no easy answers to
producing energy in a sustainable manner. The

1 Summarize the lecturer’s conclusion in your burning of fossil fuels is clearly linked to global

own words. Index d————————p | wWarming, but the replacement of them by
2 Why does the lecture have to stop? renewables faces many problems. To put it another
3 What is the research task? way, far more effort is required of both the public

and private sectors to develop renewable energy
sources. However ... oh, dear ... sadly, | see that
we've run out of time. This means that I'll have to
ask you to do some research. I'd like you to find
out more information about renewable energy,
including biofuels, wave power, waste to energy
and tidal power, and see if you can find any
information about future projections of their use.
We'll discuss what you've found out next time | see
you.

Figure 48: Sign functions present in data sub-section 11

Sub-section 12
The segments of sub-section 12 are marked with purple boxes.
The next sample section, which was looked at, is exercise 4 on page 42 and the line graph on

page 43. The exercise prompt and instruction number 1 was discussed (see Figure 49).

Transition to a renewable energy supply (projection)

A Study the graph on the opposite page.
1 What does it show?
2 Where do you think the information has come from?

80 solar

3 Write some sentences describing trends.

Example:
Oil consumption will rise sharply until around 2030.

energy consumption (quads)*

) T —
2000 2020 2040 2060
* quadrilfion Btus (Btu = British thermal unit)

Figure 49: Sub-section 10

The blue letter, A, indicates where this particular sub-section of the vocabulary exercise begins.
It also refers back to the smaller blue box at the top of the page to indicate which type of
exercise A is, and thus functions mainly as an indexical sign since it points to the presence of
something else: the smaller blue block above (5.4 Extending Skills). The colour of the letter is

yet again an indexical sign because it creates an additional reference back to the textbox, which
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is also blue. So again, colour is used as an indexical tool to indicate how the different parts of

this exercise connect to one another. The additional function of the A is symbolic.

The exercise prompt (the sentence — Study the graph on the opposite page) tells the student to
pay attention to the figure (line graph) on page 43 titled Transition to a renewable energy
supply (projection). After reading the prompt, the student’s attention is directed to the line
graph. The prompt “points” the student to the line graph, showing how the indexical sign and
the figure are linked. The prompt’s main function is hence indexical, and the additional
function is symbolic. Question 1 (What does it show?) is mainly indexical since it points the
student to the lines on the line graph (Figure 1) and suggests that these lines on the graph must

be studied more closely for information. The additional function of question 1 is symbolic.

Although the line graph is indexical and symbolic, it mainly functions as an iconic sign since
it bears a partial similarity to the object it represents. The line graph is composed of a multitude

of different coloured lines. The lines on the line graph are all separate representations of

quantities of energy consumption of various renewable energy resources. To be exact, each
line on the graph represents an actual amount of energy used over a specific period of time.
Since the lines bear a partial similarity to the object they represent (actual amounts of energy
usage), these lines’ main function is indexical. The additional function of the coloured lines is

indexical.

The numerical values' main function is symbolic because to understand what information is
conveyed by these, there must be an understanding of the meaning they carry in mathematics
and statistics. Therefore, there is an underlying agreement in terms of how to “read” these
numbers within a mathematical context. Understanding that the instruction in exercise A 2
(What does it show?) links the line graph to the written text shows how the indexical sign (the

written instruction) links to the visual component of this exercise.

This section of the analysed data sample (analysis above) I concluded that the main functions

were indexical iconic, and symbolic (see Figure 50 below).
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Figure 50: Sign functions present in data sub-section 12

Sub-section 13

Figure 51 shows the next sample section that was analysed was exercise £ on page 42 and the

information blocks on page 43. Exercise instruction number 1 will be studied.

E work in groups.

1 The teacher will ask you to look at a renewable energy type on the opposite page. Study your ey Three basic methods:
enewabl i )
fenewable energy type = photothermal: solar radiation is used to
heat water which is commonly used for
heating. Mirrors are used to focus the Sun’s
rays onto a water-filled pipe

2 How efficient and environmentally friendly is your renewable energy type? Does it stand a chance
of replacing traditional fossil fuels? Make sure you can justify your decisions.

3 Conduct a seminar. One person should act as observer.

Sun mirrors
hot water
supply

water tank

® passive solar energy: use buildings to
capture the Sun’s energy. For example, a
building may incorporate large windows.

« photovoltaic conversion: cells convert solar
radiation into electricity via chemical
energy.

Cost: 8 cents per kilowatt
Impact on the environment:

* apart from manufacturing and dispasal,

solar power is totally pollution free

Figure 51: Sub-section 11

The bigger blue letter, E, indicates to the student that this is where this sub-section of exercise
begins. Similar to letter A from the previous data sample section, the blue letter, E, is an
indication of where this exercise begins and where the previous exercise (B) ends. Similarly,
just like A, it also refers to the blue block above instructing the student as to what type of

exercise E is, making E’s function indexical. The additional function of the letter E is symbolic.
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The exercise prompt (the sentence - Look at the pictures on the opposite page) tells the student
to now pay attention to the pictures on page 39. After reading the prompt, the student will know
to look at the pictures on page 39. The prompt “points” the student to the pictures on the
opposite page. In other words, the prompt, which functions mainly as an indexical sign, links
the written material to the photographic material on the next page. The additional function of

the prompt is symbolic.

The first instruction of exercise E (1. The teacher will ask you to look at a renewable energy
type on the opposite page. Study your renewable energy type.) asks the student to look at the
yellow and blue blocks on page 43, pick one of the blocks and study the information given. The

instruction directs the student’s attention to the blocks of information on the next page, so the

argument can be made that the main function of the instruction is indexical. The additional

function is symbolic.

Each of the two blocks seems to give information about a specific energy type. Each block
contains a photograph, a sketch, and some written information. Understanding that the
instruction in exercise A 1 links to the blocks on the opposite page shows how the indexical

sign (the written instruction) links to the visual images on the opposite page.

The yellow block will be studied as an example. The picture is of the roof of a house, and on
the roof, there are three solar panels. The picture’s main function is indexical since it refers to
something else: to the actual object (solar panels) present in the real world. One can further
argue that the picture is also a symbolic sign. The additional function of the picture is symbolic.
The yellow block further has a sketch depicting how a solar panel is used to create energy. The
sketch’s main function is indexical since it “points” to a real process of generating energy with
real solar panels; it also points the student to the written information in the yellow block. There
is a short description above the sketch explaining how mirrors are used to heat water using
sunlight. Reading the description and studying the sketch, the student will be able to better

understand how the sun’s heat is used to heat up water. Understanding that there is a link
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between the written text and the sketch shows how these signs (written text that is indexical)

link to the sketch (here also indexical).

From the above analysis of this sub-section of the data sample, it was evident that the main

sign function was indexical (see Figure 52 below).

making effective contributions to a seminar
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Figure 52: Illustration 2: Sign functions present in sub-section 13

4. What affordances do the semiotic resources and sign types offer?
The numbered instructions under each sub-section of the exercise help the student to

understand in which order the content must be read and completed.

Colour plays a vital role in the cohesion of the text. The use of a variety of coloured text and
visual imagery focuses the attention of the student on specific parts of the information on these
pages. Furthermore, this allows the student to understand which parts of the information link
together, which subsequently creates a whole message. The fact that blue is repeatedly used
as a colour in textboxes and in the text shows how information in the text boxes and the
information under each of the subsequent coloured capital letters (the blue A, B, C etc.) are

linked. It also helps with the structure of the text and the scaffolding process.

Visual imagery allows the student to grasp the similarities between images on the page and the

things these images represent in real life. The open spaces on the pages help with the
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organisation of the information and also create a boundary of some sort. Again, this helps with
scaffolding since they divide the information into smaller sections. The iconic signs in the data
sample give additional information to the student that the written text by itself would not

necessarily have been able to do (or this would be with more difficulty since the text alone

would then have to be very detailed and somewhat lengthy). The student is thus able to connect
the pictures (icons) to the written text and, in combination, gain more detailed information; this

would not have been possible if only one of the two resources were available.

The indexical signs help the student to navigate the content. They guide the student through
the content and create a link between different pieces of content so that the student is able to
see how each separate part connects to form a whole. The indexical signs also direct a student
to take a particular action (/isten to......, study the topics in .......). To be precise, it helps the
student to better understand how to scaffold the content on the page, which is especially helpful
within an educational context like the one in which this text is used. Scaffolding assists students
with the meaning-making process because it illustrates how smaller parts connect and form a
bigger picture or a more complete meaning. It further helps to show in what order the

information on the page should be looked at, so where to start, what to look at next etc.

In this section (Data Sample 5.3 and 5.4), sound, specifically audio recordings on a CD, is used
as an additional semiotic resource for meaning-making. The audio recordings on the CDallow
the student to obtain a real-life representation of the English language. These allow the student
to hear how the language sounds and give them an example they can use as a model topractise
their pronunciation and intonation of the language. The audio allows for interaction with the

language that the written text is unable to do.

What is also important here to look at specifically is the potential and constraints of using these
various signs in the meaning-making process. Using visuals gives a realistic, visual
representation of the concept or idea being communicated, in this case, the concept of energy
resources via the pictures of the infrastructure specific to the particular resources. Using
pictures of a wind turbine to communicate the aforementioned concept allows the student to
clearly visualise how this energy infrastructure looks since the visual resembles the

infrastructure. Seeing the resemblances between the actual thing and the concept taught in the
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book might be more difficult if there were only written descriptions, in English, of these and
not the visuals. Although a written description can be detailed, it may not be helpful if the
student is not fluentin English. And since part of the aim of this textbook is to enable second
language English speakers to become more confident and fluent in English, a written
description without the visual, however, thorough it is, may not be easy enough for someone to
comprehend. Although, if the student of this text has no knowledge of energy resources and has
not yet seen these infrastructures in real life, the visuals may still be problematic as a tool of
meaning-making. Say, for example, the student of this text is a student who has never seen any
of these infrastructures in real life. If the text is used in class as a teaching tool, the student will
have ateacher or friends that may help him navigate through the pictures and give the student
the additional, needed information to make the meaning. But say the student is alone, at home,
forexample, with only the textbook and no other person or tool to help with the meaning-
makingprocess, then having only pictures may again become problematic. This brings us to the
argument mentioned earlier by Bezemer and Kress (2016) that using semiotic resources in
combination to create meaning may give more information. Understanding the potential of
visuals and the constraints of this particular semiotic resource has allowed for a better
understanding of what the resource is capable of; and how it can combine with other resources

to facilitate meaning-making.

A similar argument can be made for the audio recordings. Although the audio recordings allow
the student to listen to English, which allows for real-life representation of how English sounds,
this choice of semiotic resource relies on the assumption that the person listening already has
a somewhat more advanced knowledge of the language. A person with very limited exposure
to English will not necessarily be able to follow the audio recordings, especially since the
recordings use very specific jargon. In addition to this, suppose the speaker or speakers on the
recordings speak a dialect of English or speak English with a certain accent. In this case, it may
be problematic for the student to follow if the student has no prior exposure to the specificaccent
and or dialect. If this is the case, it may be difficult for the textbook user to understand and
follow the audio recordings without any help, like a transcript, for example. Since this textbook
was theoretically designed to help second language English speakers, dialects of English may
presumably be difficult for them to understand, which would render the audio recordings

useless as a resource for meaning-making.
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So again, the argument can be made that understanding the constraints and potential of a
specific sign will assist when that particular sign is chosen to use as a resource in a meaning-

making process. And using signs in combination may aid in the meaning-making process.

5. How are the semiotic resources linked to a meaning-making whole?
The meaning-making process on this page starts at the top of page 41. The unit started on page
38 with the topic of energy resources. Where the previous pages focused on the vocabulary
related to the topic and then moved to teach about energy resources using an audio component
with the written text, page 41 — 43 allowed the student to repeat some of these skills in this unit
(5.4 Extending Skills). Some of the exercises in this unit focus on vocabulary; some create
meaning through a combination of written text and visual information, and some exercises
clearly state that there are audio recordings (the CD that accompanies the textbook) that need
to be listened to in order to complete some of the exercises on these pages. Thus, when looking
at the nature of the exercises, an understanding is created that the concept of energy resources
will be explained through an audio and written component, using related vocabulary and

visuals, i.e., illustrations, pictures, graphs, and diagrams.

Meaning creation happens through resemiotisation. More than one semiotic resource is used in
this process of meaning-making. In this case, it seems like it starts with the written text and
then from there, it is re-produced into the other semiotic resources in the text. The student of
the text must be able to connect the various semiotic resources used to create meaning. For
example, in exercise B, the exercise prompt (written text) directs the student to the audio
recording (Part 4). Thus, the meaning-making process starts with the written text. The student
is directed to listen to the audio and then finds the answer to question number 2. Therefore, the
moment the student listens to the audio and understands that to create meaning (i.e., to answer
question number 2 ), the written instruction (question 2) should link to the audio, the meaning-
making shifts from one semiotic resource to the next. Because these are different semiotic
resources that are used in this meaning-making process, resemiotisation occurs. To illustrate
further, question 2 asks the student to find the reason for the lecture to end. Listening to part 4
of the audio recording gives the reason for why the lecture had to stop. To create meaning from
these two separate semiotic resources, one must understand the relation between the audio and

the subsequent link to part 4 of the audio recording. Trying to answer question number 2
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without listening to the audio recording would make it difficult to know what specifically
should be done to find an answer to the question. It may also be difficult to understand why
question 2 is even asked without listening to the audio recording. So, connecting the instruction
in exercise B to Part 4’s audio recording gives not only a reason for question 2 in the text, but
it also, more importantly, explains what particular meaning must be made from part 4 of the
audio. Peirce’s sign process can illustrate this meaning-making process. Question number 2 in
Exercise B is the representamen in the sign process. The audio recording - Part 4 — represents
or stands in the place of question 2. The audio (Part 4) is hence the object in this process since
itis represented by the list of topics from this exercise. Understanding that there is arelationship
between these semiotic resources, the question and the auditory semiotic resourceand the
subsequent understanding that the audio and the topics collectively create the meaningabout

energy resources is the interpretant of the sign process (see Figure 53 below).

Question 2 of Exercise B
R page 41

Energy resources
producing energy

%

The understanding that
listening to Part 4 of the
audio is instrumental in
answering Question 2

O  Audic recording Part 4

Figure 53: Constructing meaning in a single sign — Information on production energy resources

A similar meaning-making process occurs in exercise E on page 42. The meaning-making
process starts with instruction number 1 (exercise E). The instruction directs the student to look
at the visual information on the next page (page 43) and study it. Thus, the moment the student
looks at the visual semiotic resources on page 43 and comprehends that to create meaning, the
written instructions in Exercise E should link to the visual information, the meaning-making
shifts from one semiotic resource to the next. And since these are different semiotic resources
used in this meaning-making process, resemiotisation takes place. To illustrate further, block
A on page 43 will be used as an example. The information in block A deals with a specific

renewable energy resource, solar power. Studying the picture of the roof with the solar panels
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on it may lead the student to conclude that the energy type that will be discussed in block A
will be solar power. The student will only theoretically come to this conclusion if theinstruction
(instruction nr 1, exercise E) is kept in mind. The instruction specifically mentionsrenewable
energy types, which gives a clue as to what the visual in block A must relate to. Tounderstand
what meaning should be created from the visual semiotic resource, one must understand the
relation between the visual and its link to instruction number 1. Looking at the visual without
keeping the instructions in Exercise E in mind would make it difficult to know what specifically
should be done with the visual information in block A. It may also be difficultto understand why
this particular visual is part of the text without reading the instructions in Exercise E. So,
connecting the instructions in exercise E to the visual semiotic resources givesnot only a reason
for the presence of the visual, but it also, more importantly, explains what particular meaning
must be created using the visual. This meaning-making process can be illustrated by Peirce’s
sign process, Sign 8 below. Studying the visual (while keepinginstruction number 1 in mind),
noticing the panels on the roof and then drawing the conclusionthat the panels are solar panels
is the representamen in the sign process. The visual itself'is theobject in this sign process since
it is represented by the conclusion the student draws from looking at the picture and reading
instruction number 1 (the student concluding that the panelsare solar panels). Understanding
that there is a relationship between these semiotic resources (the visual and instruction number
1) and that both of the resources collectively create the meaning (meaning here is information

about energy resources) is the interpretant of the sign process (see Figure 54).

Solar panels

R
* \ energy — *

resource

®

I
Understanding that
solar panels are used in
the process of creating
enery using the sun i.e
solar energy.

Figure 54: Constructing meaning in a single sign — Information on production energy resources
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Even though these exercises create meaning as separate smaller units, another meaning-making
process is happening on this page. This is created when these separate listening exercises are
not looked at as separate processes of meaning-making only, but as parts that together form a
“whole”. For a student to understand that page 41 — 43 will have a variety of exercises with
different resources which will be used to learn more energy and energy resources, the student
will first have to construct meaning from the individual exercises on these pages, page 41
(exercises A — F) and pages 42 — 43 (exercises A — F). Each exercise is essentially a set of

smaller sign processes (Figure 55).

Individual meaning making process Individual meaning making process
Question 2 of Exercise B i
page 41 i ~olar punals Collective processes that
* a o e 4 +r T construct a whole concept
—
~, S - N ey — 2 — : 4
energy resources asiine i.e of information on
producng energy + i
production of energy
resources
# *,

' Understanding that
The understanding that solar panels are used in
listening to Part 4 of the the process of creating
audio is instrumental in enery using the suni.e
answering Question 2 solar energy.

Figure 55: Collective meaning-making from a combination of signs — Information on energy resources

These smaller sign processes are separate meaning-making processes that collectively
contribute to constructing the “whole” meaning. To obtain the “whole” meaning, you have to
understand that each small meaning-making process also comes together as a combined and
collective meaning-making process. The individual exercises form part of the resources the
student has at their disposal to learn and understand the content of this part of Unit 5. The
exercises are thus the representamen in the meaning-making process. The additional semiotic
resources, 1.e., listening parts (the audio recordings) and the visual information are the object
of this sign process since they are represented by the exercises in this part of Unit 5. Seeing the
relation between the exercises and the various semiotic resources and further understanding
that the semiotic resources in combination with the written text are used to learn more about
energy resources is the interpretant of this sign process. This can be illustrated by the sign

process below (Figure 56).

115



Exercises on pages Other semiotic

* R 41-43 () resources present in
L * the text i.e visual and
w— audio-

Energy resources

®

. Working through the
exercises will
contribute to a
"whole" meaning
about energy resources.

Figure 56: Constructing “whole” meaning from all exercises

Conclusion of Extending Skills

The texts are all in English; thus, students ( in this case, students in the literacy classes at the
University of the Free State) who use the textbook also get the opportunity to practise using
English to construct meaning. They are required to write, read, and speak English while
working through the exercises on page 41 - 43. Since English is the primary medium of
instruction at the tertiary institute they attend, these types of exercises allow them to practise
extracting main ideas and key details from an academic text, using the language they have to

do their studies in.

Using various semiotic resources, one of which is auditory, the multimodal text constructs
meaning, which communicates an understanding of the concept of energy resources. The
exercises from page 41 — 43 use a variety of semiotic resources for meaning construction. In
some exercises, the student should use a combination of written text and visual imagery to
construct meaning, and with other exercises, the student is expected to use audio recordings to
further engage with the concept of energy resources. By using a multimodal text, students are
exposed to various modes, which according to the educational theory of multiliteracies, creates
a more successful learning process. Additionally, the various semiotic resources used in this

multimodal text illustrate meaning-making through resemiotisation. The meaning made from

116



one semiotic resource is resemiotised and used to produce a subsequent semiotic resource that

carries the meaning forward.

The small singular meaning-making processes that gradually connect to form a larger meaning-
making process is indicative of a scaffolding process. In an education context, this teaching
method refers to an assortment of instructional techniques used by a teacher to move
progressively toward a better understanding and, ultimately, independence in the learning
process. With scaffolding, concepts are broken up into smaller parts or sections, which in
theory makes for an easier learning process. Looking at this text and starting the meaning-
making process with singular resources first and then connecting the resources to create a
bigger meaning mimics the scaffolding process. This also plays a role in allowing the student
of the text to see that each semiotic resource has a particular place and has a particular function

in the meaning-making process.

Finally, after constructing meaning from the vocabulary section, the listening section and the
extended skills section, a student will see that all three sections allowed learning about energy
resources, and as a collective, all three sections construct a “bigger”, more extensive meaning-

making process of energy resources (see Figure 57 of the meaning-making process below).

Vocabulary section learning
about energy resources Listening section
learning about

N energy resources

“Bigger”

meaning-

making

process =

about

energy

resources
Extended skills
section learning
about energy

— resources

Figure 57: Collective construction of meaning-making from Vocabulary, Listening and Extended Skills
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5.2.4 Data Sample: Vocabulary bank and Skills bank
The last section that was analysed is on pages 44 and 45 of the textbook. It is the vocabulary
bank and skills bank (see Figure 58). There are no visual images on these two pages, but the

written text is organized in a very particular way.

signpost language in a lecture

V. b“h.ry oo g At the beginning of a lecture, a speaker will usually outline the talk. To help
it is a good idea to learn words which go together. Why? listeners understand the order of topics, the speaker will use phrases such as:
® It is easier to remember the words. To start with I'll talk about ...

Then I'lf discuss ...

After that, we'll look at ...

'll finish by giving a summary of ..
During the lecture, the speaker may:

e You will have alternative words to use when paraphrasing research
findings.

® Itis not good style to repeat the same word often, so writers, and
sometimes speakers, make use of words from the same set to avoid

repetition. indicate a new topic [oving on (from this) . 3
You can create a vocabulary set with: say the same thing in What | mean is, ...
synonyms words with similar meanings, a different way That is to say, .
e.g., materialimatterlsubstance | To put it another way, ..
antonyms words with oppcsite meanings, return to the main point ‘ V/here was I? Oh, yes.
e.g., organiclinorganic | To return to the main point
L S | As i was saying ...
hypernyms | a general word for a set of words, = . | i
e.g., animal = horse, lion, shark, etc.
linked words | e.g., energy, fuel. generate, Seminar language
eechicity power The discussion leader may:
[‘ask for information What did you learn about ...?
Describing trends Can you e:z;ram ‘57 i
, t...
You can use a variety of phrases to discuss trends and statistics B i ki i dsinio i
Examples: ask for opinions What do you make of ...?
— is isn't it?
Go up No change Go down | Adverbs e e | xf ?;"re(est:Qk"L' ’ed’
: T ring in other speakers at do you think, Majed?
. stay theame: | fal | Sty What is your opinion, Evie?
increase remain at ... decrease | graduaily
grow doesn't change | decline } steadily Sastiiperke sl
improve is unchanged worsen significantl) proi -
m:r - drop | shgarp!y Y be polite when disagreeing Actually, | don't quite agree ...
plunge | dramatically make relevant contributions Thar reminds me ...
plummet | give examples to explain a point | can give an example of that. i)

Participants may:
Stance agree with previous speaker 1 agree, and that's why .. ‘

i i That's true, so | think ...
Speakers often use certain words and In many cases, different ol Tt s oty

phrases to show how they feel about stance words and phrases are -
what they are saying. used in spoken and written disagree with previous speaker I don’t think | agree with that. In my opinion ... ‘
Common stance words are: language. I'm not sure that's true. | think ... b
adverbs | arguably Spoken Written link to a previous speaker As Jack said earlier, ... |
naturally another thing additionally iy Going back to what Leila said a while ago ..
unfortunately Hseams evidently ask for clarification Could you say more about ...?
phrases | of course, ... raphrase to check understandi So what you're saying is ...
it's essential tofthat .. unfortunately | regrettably R ng Sk L
we might say that ... believe pame vl refer back to establish relevance Just going back to ...

Participants may not be sure if a contribution is new or relevant:
I"m sorry. Has anybody made the point that ...7
1 don’t know if this is relevant, but ..

Figure 58: Vocabulary Bank and Skills Bank

1. What are the semiotic resources used for meaning-making?
Page 44 consists of two blue blocks. A small dark blue block with white lettering at the top of
the page, and then the rest of the page is a big light blue block with written information. The
written information in the big blue block is printed in black. There are three places where some
text in the block is much bigger than the rest of the text and printed in bold. This looks like

headings to help organize and group the information in the big blue block.

Additionally, some of the written text in the big blue block is organized in four tables. Some
of the text in the tables are printed in bold and seem to be subheadings of some sort. Page 45

looks precisely like page 44 in terms of layout. However, page 44 focuses on giving more

vocabulary information, whereas page 45 focuses on something called “signpost” language.

Signposts are words or phrases commonly used in formal speech and formal writing which
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help connect clauses and sentences. In other words, they tell the student or listener what kind

of information they can expect from a given text or, in the case of this unit, a recorded lecture.

2. In which material modalities do these semiotic resources partake?
The content is presented on two A4 pages. The pages are one-dimensional, flat pieces of paper.
The pages form part of a comprehensive ESAP textbook. At first glance, the pages appear
glossy and “sleek”, and they are easy to handle. The pages are a bit frayed around the edges
and have some minor creases in one or two corners. On closer inspection, the pamphlet
stitching on the inside of the book’s spine is slightly visible; it is still intact and keeps the pages

in place.

In addition, it makes it easy to turn the pages. The content on the pages is printed in ink. Some
parts of the pages have no printed content, and on some of these spaces, there are notes and

marks made with pen and/or pencil.

3. With what logic do the signs, icon, index, or symbol function?
Even though a meaning overlap is inherent to this sign system, as stated earlier, the descriptions
and analyses were conducted from my own point of view. I will identify main function(s) and
additional function(s) based on the context in which this text is used, educational context, and
the scaffolding process (as discussed earlier in chapter 4). However, as I also said earlier, other

interpretations are possible.

In this data sample, the written text’s (language — English) main function is indexical. The text
is categorised as indexical since some parts of the language in the text are used to guide or
point the student to a particular piece of information. The written text thus acts as direct
instructions, cues, prompts and hints (Hartman, 2002), which are all part of the scaffolding
process. This aids the meaning-making process and allows students to complete tasks and
achieve outcomes and goals. The additional function of the written text is symbolic since all

language is symbolic.
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Sub-section 14
The first sample that was studied was the first table of information on page 44 and the bold

heading and information above it (Figure 59 below).

Vocabulary sets
It is a good idea to learn words which go together. Why?
e It is easier to remember the words.
e You will have alternative words to use when paraphrasing research
findings.
e It is not good style to repeat the same word often, so writers, and

sometimes speakers, make use of words from the same set to avoid
repetition.

You can create a vocabulary set with:

synonyms words with similar meanings,
e.g., material/matter/substance

antonyms words with opposite meanings,
e.g., organic/inorganic

hypernyms a general word for a set of words,
e.g., animal = horse, lion, shark, etc.

linked words | e.g., energy, fuel, generate,
electricity, power

Figure 59: Sub-section 12

There is a heading at the top of page 44; the small blue block is Vocabulary bank. Directly
underneath this, there is another heading, printed in bold Vocabulary sets. The bold heading
functions mainly as an indexical sign. It is indexical since it points the student back to the
heading at the top of the page to indicate that this section of the unit deals with vocabulary
only. The additional function of the heading is symbolic. A couple of bullet points underneath
this heading explain the benefit of learning words in sets. Underneath all of this, there is a table
with two columns. There is a sentence just above the table stating: You can create vocabulary
sets with. This sentence’s main function is indexical since it “points” the student back to the
bold heading at the top of the page Vocabulary Sets. The sentence directs the student to the
table, giving additional information about vocabulary sets. The additional function of the
sentence is symbolic. In the right-hand side column of the table, there are words printed in
bold. For each bold word, there is an adjacent description in the left-hand column of the table.
The words on the right are mainly indexical since they direct the student to the descriptions on

the left. The additional function of the words is symbolic.
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Therefore, the conclusion was made that for this section of the analysed data sample (analysis

above) that the main sign function was indexical (see Figure 60 below).

] Heading (in bold): index

Vocabulary sets

It is a good idea to learn words which go together. Why?

® |tis easier to remember the words.

» You will have alternative words to use when paraphrasing research
findings.

It is not good style to repeat the same word often, so writers, and
sometimes speakers, make use of words from the same set to avoid
repetition.

Heading (above table): Index

I You can create a vocabulary set with: I

synonyms words with similar meanings,
e.g., materialimatter/substance
Word (in bold): index l antonyms | words with opposite meanings,

e.g., organicl/inorganic

hypernyms a general word for a set of words,
e.q., animal = horse, lion, shark, etc.
linked words | e.g., energy, fuel, generate,
electricity, power

Figure 60: Sign functions present in sub-section 14

Sub-section 15
The next data sample section that was discussed was the table in the middle of page 44, the

section titled Describing Trends (Figure 61 below).

Describing trends
You can use a variety of phrases to discuss trends and statistics.

Examples:

Go up No change Go down Adverbs

rise stay the same fall slightly

increase remain at ... decrease gradually

grow doesn’t change | decline steadily

improve is unchanged worsen significantly

soar drop sharply
plunge dramatically
plummet

Figure 61: Sub-section 13

The table in the middle of the page consists of four columns and two rows. It also has a heading
Describing Trends. The bold heading (Describing Trends) is mainly an indexical sign. It is
indexical since it points the student back to the heading at the top of the page to indicate that

this section of the unit deals with vocabulary only. The additional function of the heading is
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symbolic. Then, just underneath this bold heading, there is a sentence stating: You can use a
variety of phrases to discuss trends and statistics. This sentence also mainly functions as
indexical since it “points” the student to the information in the table right underneath this
sentence. After reading this sentence, the student will theoretically understand that the table
will give additional information about trends and how to write about them. The additional
function of the sentence is symbolic. The table consists of four columns. Each column has a
word or phrase (in bold) in the first row. And then, under each bold printed word or phrase,
there are several words in a second row. The bold words and phrases in the first row’s function
are mainly indexical since they direct the student to the list of words in the second row

underneath each bold word. The additional function of the words is symbolic.

From the above analysis of this sub-section of the data sample, it is evident that the main sign

function was indexical (see Figure 62).

heading (above table): Index
Describing "_ends sentence (above table): Index
You can use a variety of phrases to discuss trends and statistics

Examples:
words and phrases (in bold): index | Go up No change Go down Adverbs

rise stay the same fall slightly

increase remain at ... decrease gradually

grow doesn’t change decline steadily

improve is unchanged worsen significantly

soar drop sharply
plunge dramatically
plummet

Figure 62: Sign functions present in sub-section 15
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Sub-section 16
The first table on page 45 and written information in the bold heading above it (Figure 63) was

the next data sample that was studied.

Signpost language in a lecture

At the beginning of a lecture, a speaker will usually outline the talk. To help
listeners understand the order of topics, the speaker will use phrases such as:
To start with I'll talk about ...

Then I'll discuss ...

After that, we'll look at ...

I'll finish by giving a summary of ...

During the lecture, the speaker may:

‘ indicate a new topic

Moving on (from this) ...

say the same thing in
a different way

What | mean is, ...
That is to say, ..
To put it another way, ...

| return to the main point

Where was I? Oh, yes.
To return to the main point ...

I As | was saying ...

Figure 63: Sub-section 16

The table has a heading Signpost language in a lecture. The bold heading (Signpost language
in a lecture) 1s an indexical sign. Its main function is indexical since it points the student back
to the heading at the top of the page to indicate that this section of the unit deals with skills.
The additional function of the heading is symbolic. Just underneath this heading, there is an
explanation of what signpost language is. After this explanation, there is a table with two
columns and three rows. In the first column in each row is a phrase; the rows in the second
column also have phrases in it, but the second column’s phrases seem to further explain the
phrases in the first column. To be specific, the first column phrases are all statements that are
further clarified by the information in the second column. The phrases in column one are also
mainly indexical since these refer the student to the explanations in the second column. The

additional function of the phrases is symbolic.

When looking at this section of the analysed data sample (analysis above), the conclusion was

made that the main sign function was indexical (see Figure 64).
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Heading (in bold): Index/Symbol
Signpost language in a lecture
At the beginning of a lecture, a speaker will usually outline the talk. To help
listeners understand the order of topics, the speaker will use phrases such as:
To start with I'll talk about ...
Then I'll discuss ...
After that, we’ll look at ..
VIl finish by giving a summary of ...
During the lecture, the speaker may:

indicate a new topic Moving on (from this) ... ‘
say the same thing in What | mean is, ...
a different way That is to say, ... :
To put it another way, ... |
return to the main point Where was 17 Oh, yes. |
To return to the main point .. |
t As | was saying ... }
Phrases (in column 1): index/Symbol Phrases (in column 2): Symbol

Figure 64: Sign functions present in sub-section 16

4. What affordances do the semiotic resources and sign types offer?
The indexical signs help to navigate the content. These guide the student through the content
and create a link between the different pieces of content so that the student can see how each
separate part connects to form the whole. The indexical signs also direct a student to focus on
a particular part of the information on these pages. In other words, they help the student to

understand what they are expected to do with the content on the page.

5. How are the semiotic resources linked into a meaning-making whole?
These are the last two pages on the unit of energy resources. Page 44 gives students additional
information on vocabulary, which is a prominent part of the unit. Page 45 explains signpost
language, but unlike vocabulary, which was previously discussed and practised throughout the
unit, signpost language is new information. The assumption with the last two pages (44 and
45) is to conclude the unit and sum up what the student has learned. This information is
pertinent in guiding student learning with the next unit in the textbook. In this case, it seems to
do both (summing up the present unit and connecting to the next unit). It touches on the notion
of vocabulary again, which was something the student had already dealt with in the unit in

various exercises.

Furthermore, the vocabulary bank on page 44 is like an additional resource the student is able
to consult while continuing with the rest of the units in the textbook — a page the student can

go back to find some information to help answer future questions or assignments. The skills
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bank on page 45 gives the student an outline of how information is ordered in a lecture by
giving the student words and phrases that indicate a specific “point” in a lecture. To be clear,
the signpost language is something important that students must pick up on during lectures to

follow what is being said.

Conclusion to Vocabulary bank and Skills bank

The texts are all in English; thus, students ( in this case, students in the literacy classes at the
University of the Free State) who use the textbook also gain the opportunity to practise using
English as a medium of instruction to construct meaning. They must write, read, and speak
English while working through the exercises on page 44 and 45. Since English is the primary
medium of instruction at the tertiary institute they attend, these types of exercises allow them
to practise extracting main ideas and key details from an academic text; expressing information
and opinions clearly in a written mode; and critically thinking about how to analyse, evaluate
and apply the meaning they made from the exercises. These are skills specifically listed as

outcomes for the Academic Literacy classes in which these books are used.

Using the semiotic resources on page 44 and 45, a student learns more about the concept of
signpost language and how to use specific vocabulary. Furthermore, the small singular
meaning-making processes that gradually connect to form a bigger meaning-making process is
indicative of a scaffolding process. In an education context, this teaching method refers to an
assortment of instructional techniques a teacher uses to move progressively toward a better
understanding and, ultimately, independence in the learning process. With scaffolding,
concepts are broken up into smaller parts or sections, which in theory creates an easier learning
process. Looking at this text and starting the meaning-making process with singular resources
first and then connecting the resources to create a bigger meaning mimics the scaffolding
process. This also plays a part in allowing the student of the text to see that each semiotic

resource has a particular place and plays a particular role in the meaning-making process.

Finally, after constructing meaning from all four sections (vocabulary, listening, extended
skills and vocabulary bank and skills bank), a student will see the sections as a whole allowed
learning about types of energy resources, and as a collective, all sections construct a more

complete meaning of energy resources (see Figure 65 of the meaning-making process below).
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Figure 65: Collective construction of meaning-making from the whole Unit 5

5.3 Discussion of Analysis

The primary research question this study sought to answer was what relationship, if any, exists
between the written text in a textbook and the other semiotic resources used for
communication? The text that was analysed was a multimodal text. The text was comprised of
a variety of semiotic resources. The main semiotic resources identified through the analysis
was written text, visuals, audio, colour and shape. The written text was the predominantly used
semiotic resource in the data sample. Colour and shape were present throughout the data
sample, while the visuals and the audio were only used selectively in certain parts of the data

sample.

After conducting the analysis, the conclusion was made that there is indeed a relationship
between the written text and the other resources in the analysed text. Additionally, and equally
important, the analysis also showed that it is the relationship between the semiotic resources
that made it possible for meaning-making to occur, that all carried individual meaning and in

combination with other semiotic resources also created collective meaning-making processes.

Looking at semiotic resources in the analysed text and subsequently allocating sign functions
to all of them helped to create an understanding of the role each semiotic resource played in its
smaller individual meaning-making process and in the “bigger”, more extensive meaning-

making processes that happened in the text. Using Peirce’s sign classification, the data were
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further classified into the categories of index, symbol and icon. The signs and sign functions

that present in the analysed texts were the following:

The written text was the exercise prompts and the exercise instructions. Both of these
functioned as indexical signs. The visuals were categorised as photographs, drawings and
graphs. The photographs were either iconic and/or symbolic. The drawings were indexical
and/or symbolic, and the graphs functioned as indexical and/or symbolic. The auditory parts of
the text were the audio recordings, which were all indexical. Lastly, shapes were used as a
semiotic resource. These were specifically the box/square/rectangle shapes placed around

certain parts of the text. These also functioned as indexical (See Figure 66 below).

—  exercise prompts
—  Written Text H
L exercise instructions
; — photographs
ko]
< ; _
n — Visuals —— drawings
3
2 J
g — graphs
3
Q
% - Audio —— audio recordings
=
O -
é — colour of banners
] — Colour —
v — colour of text
— boxes around text
— Shapes —
L boxes around visuals

Figure 66: Signs/sign functions present in the data sample

The functions of the indexical signs were used to direct the student. Phrases like look at...,
listen to..., and study the... all help guide the student through the text and indicate the order in
which information in the text should be studied. The function of the symbols and icons was to

help the student to learn new content and to activate background knowledge. For example, the
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bars in the bar graph (sub-section 4 of the data) are symbolic. Studying the bars and
subsequently the graph and understanding what information the bars led to new information
about energy usage. When the student looks at the picture of the wind turbine (subsection 1 of
the data), and if the student recognises that the photograph is that of a wind turbine, that could
theoretically lead to the student recalling all the information he already has about the wind
turbine, wind power, energy etc. An additional function of the iconic signs was to help link
some of the visual information to something tangible in real life. Again, as an example, look at
the photograph of the roof (sub-section 13). The photograph is of a roof with solar panels. The

solar panels in the picture would resemble actual solar panels found in real life.

As stated earlier, the five questions that were used to analyse the data made it possible to first
identify the individual semiotic resources of the text; secondly, to see how these individual
semiotic resources all carry meaning; thirdly, to see how the individual resources connect to
each otherin order to collectively form meaning, and lastly to show how meaning is
resemiotised from one semiotic resource to the next. Finally, the five questions also enabled
me to see how the smaller individual meaning-making process connected to more extensive
collective meaning-making processes; and how these collective meaning-making processes, in

turn, again contributed to a subsequent learning process.

The analysis was conducted through a bottom-up approach. The analysis began by studying
the smaller, individual semiotic resources and then progressed to analyse how the individual
resources connect, forming a collective meaning which ultimately created a complete or
“whole” message. However, it is also possible to have looked at it from a top-down approach.
This would mean starting with the complete “whole” message and then breaking the collective
meaning-making processes down into the individual semiotic resources. The researcher chose
the bottom-up approach simply because it aligns with the scaffolding process used in education,
where singular resources are looked at first and individually and then connected to the “whole”.
Theoretically, this is how the analysed text would be taught in a classroom. The student would
have to start separating individual exercises to create meaning from each individually before

connecting each exercise to the general topic of the whole text.
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The second part of the research was a question about the relation between semiotic resources
and text type. I wondered if a specific field of study would use particular semiotic resources.
To answer this, a comparison will be made between the analysed data sample and a text from

a different subject field. This will be discussed in the next section.

5.4 Comparison of semiotic resources across different subject fields

The second part of the research question asked if there is a possibility that there might be a
relation between text type and semiotic resource used for meaning-making. In other words, the
reason for the comparison was to see if a specific subject field preferred a specific semiotic
resource for meaning-making. To answer the question, I compared the analysed text to another
text from a different subject field. The analysed text was from a textbook used in Natural
Sciences; the comparison text is from a textbook used in the Humanities. After studying and
comparing the two texts, the following was observed (see the discussion that follows below).
For clarity, the analysed text will be referred to as AT and the comparison text as CT for the

discussion.

Both the AT and the CT use similar semiotic resources to make meaning. Both texts use
language (written text) as the predominant semiotic resource for meaning-making. Both texts
have colour, visuals and audio as additional semiotic resources (See Figure 68 below). Both
texts use colour to sort and link the different parts of the text. The AT used the colour blue, and
the comparison text used green. Like the AT, the CT has a main heading and small sub-
headings, all of which are green. Also, just like in the AT, the headings of the CT indicate
where the sub-sections begin and end. Both the AT and the CT have visuals, and in both texts,
the visuals link to the written parts to make meaning. Both the AT and the CT have an audio
component, and in both texts, the audio links to written parts in the text. Thus, in both texts,
there is a meaning-making process taking place between written text and visuals and written
text and audio. The two figures below respectively show each text and the semiotic resource it
used for meaning-making. Figure 67 (below) shows the semiotic resources the analysed text

used for meaning-making.
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Colour

Audio

lecture organization * ‘signpost’ language

A You are going to hear a lecture about energy resources.
Look at the lecture slides. What will the lecturer talk
about? Make a list of points.

B ¥ Listen to Part 1 of the lecture. How will the lecture
lbe organized? Number these topics.

» impact of coal and oil on the ervironment
* where coal and oil can be found

Q Listen to Part 1 ® orbloms wth whd st

ow coal and oil are formed

* how wind power works

» types of renewable energy

€ Study the topics in Exercise B.
1 Write some key words for each topic.
2 Can you match any of the topics with Slides 1-47
3 What is a good way to make notes?
4 Make an outline for your notes.

D G Listen to Part 2 of the lecture.
1 Add information to your outline notes.
2 Which of the topics in Exercise 8 are discussed?

In what order?

3 What are the environmental impacts of fossil fuels?

E © Listen to Part 3 of the lecture. Make notes.
1 Which of the topics in Exercise B are discussed?
2 Which topic(s) in Exercise B have not been mentioned?
3 Give three disadvantages of wind farms.

F The lecturer used these words and phrases. Match

synonyms.
1 non- bl P

2 transformation speed

3 impact generate

4 produce fossil fuels

5 velocity replace

6 replenish metamorphosis

Shape /

Slide 4
b

Written Text
(Language) Visual

shide 1

Slide 3

Figure 67: Semiotic resources used for meaning-making in the AT

The CT used the same semiotic resources as the AT to create meaning. It used written text as

a predominant semiotic resource (just like the AT did), and it also used visuals, audio, shape

and colour for meaning-making. The figure below shows the different semiotic resources found

in the CT (see Figure 68).
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Colour

1A Mood food

1 VOCABULARY food and moking

Visual a Do the quizin pairs.
1 15 there any faod or drink that you
couldn't ve without? How often da you Shape
Can you think of .7 est/drink i?
ONE red Fruit, N yelow fruit, ONE green fruit -
TWO kints of fo0d that same people are sengic 1o i i
THREE kinds of food that come from milk b takeaway food? What tind?
POUR vegetables that you can put in a salod T What's your favourite
IV containers that you can buy foad in 3 tuit?
81 things that people sometines have for breakast b vegetatie?
Are there any that pou really don't ike?
b > p.152 Vocabulary Bank Food and cavking <1 When you eat st 46 you normaty order
- maeat, fish, or vegetarian?
Audio = What food 85 you st
4 when yan're feeing 4 bit domn?
b before doing sport or exercise?
© before you have an exam o some
important work to da?
PRONUNCIATION short and long vowel sounds
a Look ar the eight sound pictures. What are the woeds and sounds?
What part of the
Written
Text
d
= (Language)

b Loak arthe wonds in cach list. Cross sut the word which doess't
bave the sound in the sound picture

e W) Lisy

d > p.166 Sound Bank. Look at the rysical
epellings of the scunds in a.

L%

Figure 68: Semiotic resources used for meaning-making in the CT

Figure 69 is a side-by-side comparison of the AT and the CT to show each semiotic resource

found the texts that formed parts of the meaning-making. The AT is from a textbook used in a

science field, and the CT form a textbook used in the field of humanities. As seen from looking

at both texts, it seems like each field use the same semiotic resources in the meaning-making

process.
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Colour ANALYSED TEXT
mkes s )
Audio - (Language)

A You are going to hear a lecture about energy resOUrCes.
Look at the fecture slides. What will the lecturer talk
about? Make a list of points

B § Usten to Part 1 of the lecture. How will the lecture
be organized? Number these topics

+ impact of coal and oil on the ervironment
= where coal and ofl can be found
“ Listen to Part 1 = sroblems with wind turbines
* how coal and oil are formed
* how wind power works
+ types of renewable energy

€ Study the topics in Exercise B,
1 Write some key words for each topic.
2 Can you match any of the topics with Slides 1-47
3 What s 8 good way to make nates?
4 Make an outline for your notes.

o

@ Listen to Part 2 of the lecture.
1 Add information to your outline notes

2 Which of the topics in Exercise § are discussed?
In what order?

3 What are the environmental impacts of fossil fuels?

E (¥ Listen to Part 3 of the lecture. Make notes.
1 Which of the topics in Exercise § are discussed?
2 Which topicis) in Exercise 8 have not been mentioned?
3 Give three dsadvantages of wind tarms.

F The lacturer used these words and phrases. Match
synonyms.

1 non-renewables reperaussion
2 transformation speed

3 impact generate

4 produce fousil hueks

5 velocity replace

6 replenish metamorphosis

Shape /

Figure 69 Side-to-side comparison of AT and CT

Colour COMPARISON TEXT
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Furthermore, using Peirce categories of sign, both texts have indexical, symbolic and iconic

sign functions. Figure 70 (below) shows that the AT has indexical, iconic and symbolic signs

as part of the meaning-making process.

Index
F Look at Figure 1 on the opposite page.

1 What does the graph show?

2 What will happen to the percentage share of each
itype of energy use by 20307

40% —

30% —

20% —

10% —

0%

Figure 1

Figure 70: Signs present in the AT

Qil

Icon

Worldwide energy use 2008 & 2030 (projected)

Symbol

Coal Nuclear Hydroelectric Geothermal
Solar & Wind

Source: www.mabenergy.com
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When looking at the text example of the CT, you can see that the CT also use indexical, iconic

as well as symbolic signs as part of the meaning-making process (see Figure 71 below).

Symbol

Icon @/
Index

oy 8 |
" t a Look at the eight sound pictures. What are the words and sound
b

What part of the symbol tells you that a sound is long?

Bl= 4
> 1 3 squid chicken :"ﬁ sausages roast
‘g spicy grilled 5 chocolate  box
I i :

%l - e ol beef steamed 6 ﬁ@ raw  fork
s & G Q beans breakfast \ boiled salt
3 |3 prawns salmon 7 -2 cook sugar
J«é ? | lamb cabbage f mushrooms food

-

A
c

Ur. | margarine carton S][ | [ cucumber beetroo
jar warm E _4 ; fruit duck
A B s R P R S S

Figure 71: Signs present in the CT

Looking at the information discussed above, I concluded that both texts use prompts and
question instructions to link the written part of the text (language) to the other semiotic
resources like visuals or audio recordings. Additionally, both texts also use visuals as indexes
and icons. In the AT, the visuals’ main function was indexical, and the additional function was
iconic and/or symbolic, which is similar to the CT. Since the visual resources link to the written
parts of the text, they are also used as a point of reference back to the written text, which then
makes them mainly indexical. However, sometimes just as in the AT, these also function as
icons and or symbols. It does not seem like either one of the texts had a specific semiotic
resource that was used for meaning-making that wasn’t found in both of the texts. There might
have been a slight difference in the frequency in terms of usage. For example, the CT had more

visuals than the AT.

However, there were a few differences between the AT end the CT. These are the most

discernable differences between the texts:

1) The content of the AT is all in one place, in Unit 5. The content of the CT is not all in
one place. Some of the content is further back in the book, and the student is directed

to the content by indexical language. The chapter in the CT is called mood food, and
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the topic of the chapter is food. The chapter started on page 4 and ended on page 10.
However, there are a few places in the chapter where there are instructions to go to a
page further back in the book. Figure 72 (below) shows the instruction where the
student is directed to page 152. Page 152 is a list of vocabulary words that all relate to
the chapter's topic in the CT, food. Furthermore, page 152 also has a green heading
which further links it to the food chapter, yet the information is not in the chapter itself.

Index - Points reader to page where information can be found

b > p.152 Vocabulary Bank Food and cooking.

Figure 72: Indexical language in comparison text

2) Asmentioned earlier, both texts have visuals as semiotic resources. But, where the AT’s
visual resources all link to some other semiotic resource on the page, it seems like in
the comparison, there are visual resources that have no discernable link to any other
semiotic resource or information found on the page. I will use Figure 73 as an
explanation. On the top left-hand corner of the page of the CT, there is a picture of an
aubergine. Nowhere in the written text in the chapter or the audio recording for this
chapter does it mention an aubergine. The page of vocabulary (page 152) further back
in the book has the word aubergine in it, but there is no language that serves as a link
to the word (aubergine) on page 152 and the picture on page 4. The same is true for the
picture at the bottom right-hand corner of the page. It is a picture of a tin of sardines,
and again there is no mention of sardines in either the written component or the audio
component of the text.

3) Additionally, unlike the aubergine, the sardines are not even mentioned on the
vocabulary page (page 152) at the back of the book. This was not observed in the AT.
All the visual resources are linked to some other resource in the AT, either through

indexical language like prompts or audio recordings (see Figure 73).
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2o v 8334480
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s

Figure 73: Visual resources in CT with no link to the content

4) Another difference is that a lot of the content in the AT were sorted into blocks, while
in the CT, there were some pieces of information that were sorted into blocks as well

as circles (Figure 74 below).

ANALYSED TEXT COMPARISON TEXT
Information primarily in block form Information in block form, but also in circles

Z 1\

You can reate a vocabulary set with:
synonyms | words with similar meanings, . RN
e, materialimatterisubstance
% B still live at
antonyms | words with opposite meanings, ?,?,?,? e 39/?;, hs;:tzf.thu:‘fl],,mm
&g, organicinorganic

hypernyms | 2 general word for a setof words,
e, animal = hors, lon,shart, etc

think that it is right for parents to
charge rent Lo children over 25 who
. have a job and are living at home
linked words | e.g, energy, fuel, generate, l

elcticty, power

use the internet at least once a
week to contact their families

— On average, kilometres from
b formation of coal adults live their parents
iH = () plants decay + bured

= () covered with more plants + sedwrents
= compression —+ femp. + press.
= (= metamorphosis = carbon content
ncreases = coal = codlification Mood food - what the experts say
2 formation of ol -wmmmmmmm&map
= (3 plants decay under sea c. 60-102 yrs, « Food that is high in protein helps your brain to work more
- (@process = to cod, ie., layers efficiently.
= te + press.t Ammmmmmmmdmm
e i green vegetables (e.g. cabbage and spinach) and

= (Worganic. matfer =+ complex uum(nz-mm)_unmhﬂymhdpwngm
hydrofuorocarbons =+ ol = olfication depression.

Figure 74: Sorted content in AT vs CT

5) One more noticeable difference in resources present between the CT and the AT is that
the CT had the International Phonetic Alphabet (IPA) as a semiotic resource used for
meaning-making, which the AT did not have (see Figure 75).
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Figure 75: Comparison Text with IPA as a semiotic resource

6) Finally, the AT, on the other, uses graphs, like bar graphs and line graphs, as meaning-
making resources, which are not used for meaning-making in the CT (See Figure 76

below).

Graphs - only part of analysed text

Transition to a renewable energy supply (projection)

energy consumption (quads)*

] T —
00 2020 2040 2060
* quadiilfion Btus (Btu = British thermal unit)

7 Worldwide energy use 2008 & 2030 (projected)
40% —
30% —
g
=
& 20%
™
[T
c
7]
= 10% =
0% | -
Qil Gas Coal Nuclear Hydroelectric Geothermal
) Solar & Wind
Flgure 1 Source: www.mabenergy.com

Figure 76: Graphs only found in the Analysed Text
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In conclusion, the answer to the second part of the research question is that there is no
noticeable relation between text type and semiotic resource used for meaning-making. Both
texts have similar semiotic resources, except in the case of the graphs and IPA. The meaning-
making processes in both texts are similar. Both texts have individual signs processes that carry
their own meaning. Both texts sign processes use more than one semiotic resource to make
signs, and both texts seem to have written text as the predominant semiotic resource in the sign-

making process, as seen in the examples below (Figure 77).

ANALYSED TEXT COMPARISON TEXT
Meaning making through Peirce’s triadic Meaning making through Peirce’s triadic
sign process. sign process.

R Wind Turbine 0 R crab
0
* —+'Ill |+
\ Energy Type * \ vo:abullrvrelne’ *
to concept of food
* | * I
Nr 1 is a picture of
Wind Power

a crab.

Figure 77: Analysed text sign process vs comparison text sign process

Both texts also have a similar collective meaning-making process, where the individual sign

process collectively contributes to the main topics of the separate texts (see Figure 78).

Individual meaning making process Individual meaning making process Individual meaning making process
Wind Tublne + p i g " m + e . E - Collective processes that
& L o 0 *\Em’w - L LN — Fons‘tru:t awhole concept,
gy Tipe i.e different types
| | | of energy
* *
* | ' Powsr genarated from i
Wind Energy coal
Individual process Individual process Individual process
R ol R of§ b = Collective
*"- e . + * ~ -4 + . 2 -
— — +
= i i ~Ne—F B process
ol *, w

Ne 2is a picture
of egg being
friend in a pan.

Nr2disa Nr Lis & picture of
picture of acrab.
lemon

Figure 78: Similar collective meaning-making process
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5.5 Conclusion

The analysis and the comparison of the two texts prove that there is a definite relationship
between the written text and the other semiotic resources used for communication. It
demonstrates that even though language still plays an important role in meaning-making, other
semiotic resources can be combined with language to create meaning and aid in a learning
process. Aside from language as semiotic resources, the other semiotic resources found in both
the analysed text and comparison text were colours, shapes, visuals (like pictures of drawings)
and audio. Besides a few minor differences, the research showed that regardless of subject
matter, the same semiotic resources were used in the meaning-making processes of both texts.
This means that when working with a multimodal text (or learning from a multimodal text),
we must keep in mind that the meaning would not just be in the language but that all the

semiotic resources in the text carry meaning.

The argument this research is trying to make is that regardless of the individual meaning each
semiotic resource carries, it is the relationship these resources have with each other that
illustrates the more significant meaning-making processes that are happening in multimodal
texts. To understand this meaning-making process, I further argue that it is useful to look at
multimodal texts as a translation process, specifically an intersemiotic translation process.
Looking at these texts as translations where meaning-making happens through resemiotisation
ensures that each semiotic resource will be recognized as an entity of meaning, with the
potential to reproduce said meaning into a subsequent semiotic resource. Additionally, thinking
of multimodal texts as intersemiotic translations also enable the student (or creator of said text)
to remember that a// semiotic resources are functional and that more than language can be used
to create meaning. And more importantly, connecting these various semiotic resources, and
organizing them in a logical fashion, will ensure that purposeful meaning-making and

purposeful communication happen.

Our social world is a multitude of semiotic resources, from gestures to images and from sound
to the physical objects in our environment. All of the above mentioned are used in combination
with language to make and convey meaning. Therefore, we should step away from the notion
of language as the only resource available to humans for communication. Since our social

world is becoming more multimodal, it makes sense that our educational spaces should start to
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mirror this. Educational theories like multiliteracies (see Chapter 3) already emphasize that
learning is a more purposeful process if the learning environment is authentic to the learner
social world, the world outside of school. Thus, if this environment is filled with many semiotic
resources used for meaning-making and communication, the school environment should use
those same resources for teaching and learning. Thus, in order to use each semiotic resource to
its fullest potential to create a discourse that serves the purpose of education, it is helpful to
look at this from a translation point of view. Translation is a recreation of meaning;
intersemiotic translation (see Chapter 2) is the process of recreated or reproduced meaning that
occurs between semiotic resources, where some resources specifically may not be language.
Understanding that meaning is not just in the language parts of an educational text allows a
student to pay attention to the other semiotic resources on the page that may have been ignored
before. Looking at each semiotic resource and keeping in mind that there is a meaning
recreation or reproduction that connects all the resources in the text allows for the more
extensive meaning-making processes to happen. It gives more insight into the “whole” message
since no semiotic resource in the text is seen as isolated or unable to function, and in an
educational context being able to see the “bigger” picture is where the learning happens.
Furthermore, studying multimodal texts through the scope of intersemiotic translation allows
for a better understanding of how the various resources, as a whole, create meaning and form
coherent multimodal communication. Understanding the meaning-making potential of
semiotic resources and the part each resource plays in the meaning-making process enables the

use and creation of “better” learning resources with more purpose.
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Chapter 6: CONCLUSION and RECOMMENDATIONS

6.1 Introduction

The aim of this research was to conduct a descriptive content analysis of an academic literacy
textbook that communicates predominantly via multimodal texts. The research problem that
this study focused on was to find out if there is a connection or relationship between the various
semiotic resources used in multimodal texts. The primary research question this study sought
to answer was what is the relationship, if there is one, that exists between the written text in a
textbook and the other semiotic resources present in multimodal communication? Although the
primary objective of this research was to investigate various semiotic resources and the role
each plays in a meaning-making process, the research also briefly looked at how these various
semiotic resources compared across different subject fields. This was done to see whether
specific semiotic resources are used for meaning-making in specific subject fields. To answer
the research question, the thesis studied the role intersemiotic translation played in creating
multimodal communication. The analysis focused on finding answers for the following
questions: What semiotic resources were used when creating multimodal texts, and what is the
relation, if any, between text type and semiotic resource? The former was answered by analysing

a data sample, and the latter by comparingthe texts of two different textbooks.

6.2 Overview of the study

In Chapter 1, an outline of the study was given, and the research question was presented that
formed the backbone of this study. The research question guided the study and provided the
directive that shaped the outcome of the study. Chapter 2 discussed the theoretical frameworks,
semiotics, multimodality, intersemiotic translation and resemiotisation. Chapter 3 gave an
overview of multiliteracies, ESL and the unit for Academic Language and Literacy
Development at the University of the Free State, while chapter 4 discussed research
methodology. The data analysis and data comparison were made in chapter 5, and the research

concluded with recommendations in chapter 6.
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6.3 Research question

The primary research question this study aimed to answer was what relationship, if any, exists
between the written text in the textbook and the other semiotic resources used for
communication? Additionally, the research also looked at how semiotic resources compare

across different subject fields.

6.4 Research design and methodology

Qualitative research was conducted to find an answer to the research question. Through
descriptive and comparative analysis, the research analysed two multimodal texts. The
researcher decided to combine resemiotisation with the Peircean trichotomy of icon, index, and
symbol. Resemiotisation (see Chapter 2) asks how meaning is conceptualized when there is a
shift between different semiotic resources. In other words, with resemiotisation, one is able to
“see” how meaning is re-produced from one semiotic resource to another. Conceptualising this
shift between semiotic resources can be better illustrated by using Peirce’s icon, index, and
symbol. Peirce’s theory of signs (see Chapter 2) is about relationships. It is about showing the
connection between text and sign in multimodal communication. When looking at a
multimodal text, there is an assumption that the various smaller semiotic resources should link
to one another to create a whole message. Thus, with resemiotisation, one is able to observe
the meaning shift between semiotic resources; but in combining this with the sign categories
of icon, index and symbol, one is further able to see where each resource fits in the meaning-

making process. To try and illustrate this, the analysis used the following five questions:

What are the semiotic resources used for meaning-making?
In which material modalities do these semiotic resources partake?
With what logic do the signs, icon, index, or symbol function?

What affordances do the semiotic resources and sign types offer?

NN e

How are the semiotic resources linked into a meaning-making whole?

6.5 Data description

The analysed texts were multimodal and taken from two educational textbooks. These two
textbooks were specifically chosen not just because of the various semiotic resources present
in the texts but also because I had the opportunity to teach both the literacy courses which used

these texts as course material. I am thus familiar with the content of each of these textbooks
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and thought that the texts made an interesting and insightful multimodal and intersemiotic

translation study.

6.6 Research findings

The first text was analysed using the five aforementioned questions to find if there was a
meaningful relationship between the semiotic resources in the text. After doing the analysis,
the following conclusions were made: 1) There was a multitude of semiotic resources that was
used in the meaning- 2) There is a definite relationship between the various semiotic resources
that were used for meaning-making. 3) Each semiotic resource carried meaning on its own, but
the various resources connected or linked to collectively create meaning as well. 4) Various
meaning-making processes were observed in the analysed text, and each semiotic resource carried an
individual meaning; however, once the link between semiotic resources was realised, the
meaning from one resource was resemiotised into a subsequent semiotic resource. This was the
start of the “collective” meaning-making process whereby communication not just happens
through the singular resources but also through the understanding that there is meaning in
combining the resources as well. 5) The analysis furthershowed that it is in this relationship of
interconnectedness between resources where the “whole” message lies and that the meaning-
making process would be incomplete if the resources were not studied in relation to each other.
6) The analysis also looked at the potential of the various semiotic resources to be used as meaning-
making entities. In other words, the analysis also showed that sometimes there is potential for a given
semiotic resource to be used in a meaning-making process, and sometimes there are constraints that
make a semiotic resource more difficult to use as part of a meaning-making process. This, however,
is contextual and depends on various factors that the meaning “creator” should take into consideration
when choosing resources for a meaning-making process. 7) Meaning in a multimodal text happens
through all the semiotic resources in the text. To think of one as more important in terms of carrying
meaning may constrain the meaning-making process. Each semiotic resource has meaning, and each
should be seen as fundamental to the meaning-making process. The comparative analysis was
between thefirst text and an additional text from a different subject field. The comparison
showed that, for the most part, there was no distinct relation between semiotic resources and

text type. The two texts used mostly similar resources for meaning-making.
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6.7 Significance of the study

This research provided much insight into understanding the interaction between semiotic
resources and language and how multimodal texts communicate meaning. This research also
makes the argument that by looking at the processes of multimodal communication through
the scope of intersemiotic translation, a different understanding of multimodal communication
emerges. Looking at multimodality and multimodal communication through the lens of
intersemiotic translation relates to a better understanding of these communication processes.
This ultimately gives more insight into how semiotic resources interact and how the interaction
is instrumental in the creation of meaning. Applying this knowledge to texts designed to serve
a particular purpose, like texts in educational textbooks (especially if a framework and
pedagogy like that of multiliteracies are also considered), will allow for these types of texts to

become learning resources with more purpose.

6.8 Limitations

The limitations of this research are the following: Firstly, the data sample was small. Only two
textbooks were used, and only one chapter of each book. Examining more than two textbooks
could allow for the possibility of more semiotic resources to be found in texts, which
subsequently could be analysed to give an even more comprehensive look into the relationship
between semiotic resources in the meaning-making process. Secondly, comparing only two
texts also narrows the possibility of proving a relation between semiotic resources and text
type. Comparing more subject fields to one another may show that certain subject matter
prefers specific semiotic resources for meaning-making. Finally, the texts were studied and
analysed from the researcher’s point of view. Analysing the meaning-making process from this
point of view may differ from the point of view of the text designer. It may also differ from the
way a student or teacher would look at the text and how they would connect the resources to

create meaning. Other outcomes and analyses are thus possible.

6.9 Further studies
The analysis was led from only the point of view of the researcher. The analysed texts are
created for a very specific purpose. It may be useful to analyse these texts from the point of

view of the text designer, who may have specific reasons for the design and choice of resource.
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In addition, it may prove insightful to examine these texts from the user’s point of view by
looking at how a teacher or a student would approach the text as a teaching and learning
resource. Their point of view would be different from the researcher and could possibly provide

a difference in the use and connection of semiotic resources.

That being said, I have a few recommendations based on what I ‘ve found after analysing and
comparing the two texts. Firstly, although a multimodal text is not a translation, is it useful to
look at it from a translation point of view, especially in terms of the target audience or the
targeted reader. The messages created through texts like these might have a specific target
group of people or readers that the text was created for. It may be good to have a clear
understanding of the target reader since this may help to choose the semiotic resources that will
be best suited for the meaning-making process. For example, when choosing images, it should
be important to remember that the images should be something familiar to the reader, especially
if it is a text like this one where the reader is supposed to learn and/or better their second
language. The written text (i.e. language) will already be challenging, and there is a chance that
the written text (i.e. the language) may be challenging for the reader to follow and understand.
Thus, if the images are not something in the reader’s “lifeworld”, it will be that much more
difficult to follow and understand the meaning-making process.  Secondly, simply using a
variety of semiotic resources in a meaning-making process does not necessarily make the
process easier. If there are too many of a particular semiotic resource, or if there are too many
different semiotic resources used in the meaning-process, it may make the whole process more
cumbersome. The analysis showed that understanding the relationship between the semiotic
resources knowing how the resources link to one another is important for the meaning-making
process. If there is an “overload” of semiotic resources, it may be difficult for the reader to
connect them or to understand their underlying relationship. The arrangement of the resources
may facilitate meaning-making, but it may hinder meaning-making if the arrangement of the
resources is difficult to follow. This brings me to the next point, use all the resources
purposefully. In other words, do not add additional semiotic resources if meaning can be made
with the ones that are already there. If semiotic resources are added but have no purpose, their
presence may be confusing, and since they do not necessarily add to the meaning-making

process, it may also just hinder communication to take place.
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However, to do any of this, it will be beneficial, as stated earlier, to study texts like these from

the point of view of the reader/student or designer of texts like the ones looked at in this study.
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B\ Look at the pictures on the oppaosite page.
1 MName the types of energy production.
2 Which types are mest commonly used today?
3 Will this situation stay the same in the future?

B Study the words in box a.
1 Find pairs of weards with similar meanings.
2 What part of speech is each word?
by means of change connection
consequence  consumption  covtemporary
corvert effect energy expleit global
linkage modern power provide  supply
usage use (v) wia worldwide

€ study the Hadford University handout on this page.

Find pairs of blue words with similar meanings.

[ study the words in box b.
1 Find pairs of opposites.
2 Add more words to make a set.
3 Give a name or phrase to each word set.

 advantage cheap clean drawback

expensive  finite  hazardous  inefficient
modern  out of favour  polluting  popular
productive  renewable safe  traditional

E Work with a partner.
1 Choose an energy production method on the

opposite page. Describe its characteristics, Use words

from box b.

2 Your partner should guess which method you are

talking about.

F Look at Figure 1 on the opposite page.
1 What does the graph show?

2 What will happen to the percentage share of each

itype of eneray use by 20307

38

ENERGY RESOURCES

LU weed sets: synonyms, antonyms, etc. o describing trends

ADDENDUM A: Text 1: English for Environmental Science in
Education pages 38 — 45, Transcripts of audio pages 116 — 119

»

%JHHDFD'ED Lhiversiry

Faculty: Environmental Science

Lecture: Introduction to anergy

FESOUrCES

Withoul enargy, it would be very difficu® for

modern society to function and fer modern

industry te operale its machines. There are
four basic kinds of energy we con use:

| The Earth's infernal heat - this is cfen
expholted 0s gecthermal power.

2 Solar activity - this provides enengy for
the wind and water cycle. It is converied
into biomass vio pholosynihesis and it
then generales heat and |ig|\t

3 The pull of the Moon and Sun - the
gravitational eHest covses lides,

4 Nuclear power — enangy ralecsed
from ahoms.

All types of energy consumption howe on

effect an cur notural ermeronment, Fer

example, thare is o direct linkage barwaan
the burning of bassil fusls and increating
ghebal lemperciures. In oddition, sulphur
dicueida, which is o by-product of burning
conl, confributes e oeid roin which damages
eur nahural surrcundings, Thesrebare, it has
becoma impartant for couniries around the
warkd o make hard decisions, and te
develop less harmhd types of energy
production ks canfront tha growing
environmantal problems which we focs.

Higher
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% emergy use

ol Gas Coal Muchear Hydroalectric

Geothermial
Solar & Wind
Figure 1 Saurce: wwwmabenergy.com
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!.1 Jtﬁt&ﬂl'!‘lg I lgcture organization » ‘signpost’ language

A You are going to hear a lecture about energy resources.
Look at the lectura slides. What will the lecturer talk
about? Make a list of points,

B §F Listen to Part 1 of the lecture. How will the lecture
be organized? Number these topics.

impact of coal and oil on the environment Sa
where coal and oil can be found = .
problems with wind turbines =
how coal and oil are formed i

how wind power works —
types of renewable energy e

C study the topics in Exercise B.
1 Write some key words for each tapic.
2 Canyou match any of the topics with Slides 1-a7
3 What is a gnod way to make notes?
4 Make an outline for your notes.

D ¥ Listen to Part 2 of the lecture.
1 Add information to your outline notes,

2 Which of the topics in Exercise B are discussed?
In what arder?

3 What are the environmental impacts of fossil fuels?

E ¥ Listen to Part 3 of the lecture. Make notes.
1 Which of the topics in Exercise B are discussed?
2 Which topic(s) in Exercise B have not been mentioned?
3 Give three disadvantages of wing farms.

F The lecturer used these words and phrases. Match

SYNONYms.
1 non-renewables repercussion
Z transformation speed
3 impact generate
4 produce fossil fuzls
5 wvelocity replace
6 replenish rmetamaorphosis

[_ geological time

Slide 3

foundations

Slide 4

connection ta grid
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5.3 Extending skills niote-taking symbols = stress within words » lecture langusge

[ Look at the student notes on the right. They are
from the lecture in Lesson 5.2,

1 What do the symbols and abbreviations mean?

2 The notes contain some mistakes. Find and
carrect them.

3 Make the corrected notes into a flowchart.

|2 G# Listen to the final part of the lecture (Part 4).

1 Summarize the lecturer’s conclusion in your
own words,

2 Why does the lecture have to stop?
3 What is the research task?

C F Listen to some stressed syllables. Identify the
wiord below in each case, Number each word.

Example: You hear: 1 s5em fsem/

You write:

assignment - tossil

carbon — overview -
decomposition phytoplankion
energy — pollution —

U study the extract from the lecture on the right,
1 Think of one word for each space.
2 O Listen and check your ideas.

3 Match words or phrases from the blue box
below with a different word or phrase from
the lecture that has the same meaning.

4 Think of other wards or phrases with similar
rmeanings.

according to some people  fundamentally
however infact obviously regrettably
to put it another way  we can see that

E Discuss the research task set by the |lecturer,
1 What kind of information should you find?
2 What do you already know?
3 Where can you find more informztion?

remewables
FESOURCES

I formation of cod

= (i plarits decay + buned

=+ (il coverad with more plarts + sedimerts
=+ compression = femp. + press, 1

= (il =+ mr.*a’nu‘ﬁ-ms—' carbor cordent
rereases & codl = coalfication

21 farmation of of

= (i plants decay under sea c. 0-100 yrs,

= (i process = o codl, ie, layers
= femp. + press.t.

| =* {uila-genc. atter = c,-:wple:-s.

h:,rd’aﬂﬂmarbcrﬁ = ail = oilificaton

seminar i

solar

of

for centuries, mainly for processing grain and
irrigaring farm land, Bur these days, it
:inl;[casing'y used to generate rchm'ci[j.’. 1 Slide 4
you can see how this process works. ...

of over 5 cubic metres per second is desirable if a
wind farm is to be economical. So, it

wind farms have a good wind resource. |

lecated in windy places, it has been estimated
that they only operate for a third of the time., ..,
Ot the aither
more wind farms we build, the less we will be
dependent on fossil fuels, What [

, wind power has been used

. an average annual wind speed

that the sites chosen to locate

, even when wind farms are

, ir's clear that the

is, although some pecple wind
farms are not environmentally friendly,
they're still a less polluring
option than fossil fuels,
a1
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5.4 EltEﬂdil"lg SHHS makng effective cantributions to a seminar

A Study the graph on the opposite page.
1 What does it show?
2 Where do you think the information has come from?
3 Write some sentences describing trends.
S5ee Vocabulary bank

Example:
Qil consumption will rise sharply until around 2030,

B Listen to some extracts from a seminar about renewable energy.

1 What is wrong with the contribution of the last speaker in each case?
Choaose from the following;

® it is irrelevant
s the student interrupts
e the student doesn’t contribute anything to the discussion
» it is not polite
o the student doesn’t explain the relevance
2 What exactly does the student say, in each case?
3 What should the student say or do, in each case?

€ Listen to some more extracts from the same seminar.

1 How does the second speaker make an effective contribution in each case?
Chegse frem the fellowing:

Hafshe:
# brings the discussion back tothe main point * brings in another speaker
= asks for clarification # links to a previous speaker

# links when not sure the contibution is new  « paraphrases to check understanding
= gives specific examples to explain a point # links when not sure the contribution is relevant
» disagrees politely with a previous speaker  »

2 \What exactly does the student say, in each casa?

3 What other ways do you know of saying the same things?

links to a previous speaker

D Make a table of Do's (helpful ways) Do's l Don'ts

and Don'ts (unhelpful ways) of ask polfely for mformaton | demand mformation
contributing to seminar discussions.
from other shuderts

E work in groups.

1 The teacher will ask you to lock at a renewable energy type en the opposite page. Study your
renewable energy type.

2 How efficient and environmentally friendly is your renewable energy type? Does it stand a chance
of replacing traditional fossil fuels? Make sure you can justify your decisions.
3 Conduct a seminar. One person should act as observer.

F Report on your discussion and present your conclusions, giving reasons.

a2
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Transition to a renewable energy supply (projection)

Pl - __solar

= quadniWon Sur (Bte = Britsh thermal umi)

A Solar power

Three basic methods:

s photothermal: solar radiation is used to
heat water which is commenly used for
heating, Mirrors are used to focus the Sun's
rays onto a water-filled pipe.

sun

= passive solar energy: use buildings te
capture the Sun's energy. For example, a
building may incorporate large windows.

+ photovoltaic conversion: cells convert solar
radiation into electricity via chemical
energy.

Cost: B cents per kilowatt
Impact on the environment:

# apart from manutacturing and disposal,

solar power is totally pollution free

a3
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Vocabulary sets

It is a good idea to learn words which go together. Why?
e [t s easier to remember the words.

* You will have alternative words to use when paraphrasing research

findings.

* [t is not good style to repeat the same word often, so writers, and
sometimes speakers, make use of words from the same set to avoid

repetition.
o can create a vocabulary set with:
SYNONyms words with similar meanings,
e.q., materialimatterisubstance
antonyms words with opposite meanings,
e.g., organiclinorganic
hypernyms a general word for a set of words,
e.q., animal = horse, lion, shark, etc.
linked words | e.g., energy, fusl generate,
electricity, power
Describing trends
You can use a variety of phrases to discuss trends and statistics.
Examples:
Go up Mo change Go down Adverbs
rige stay the same faif slightly
incregse remain at ... decrease gradually
grow doesn't change | dedline steadily
improve s unchanged Warsen significantiy
soar drop sharply
plunge dramatically
plummet
Stance

Speakers often use certain words and
phrases to show how they feel about

what they are saying.

in many cases, different
stance words and phrases are
used in spoken and written

Common stance words are: language.

adverbs | arguably Spoken Written
naturally another thin additionall
unfartunately ; e - : &

it seems evidently

phrases | of course, ...
it's essential toithat ... unfortunately | regrettably
we might say that _.. believe contend
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Signpost language in a lecture

it the beginning of & lecture, a spzaker will usually outline the talk. To help
listeners understand the arder of topics, the speaker will use phrases such as:
To start with I'll talk about ...

Then I'll discuss ...
After that, we'll look at ...
rif finish by giving a summary of ...
During the lecture, the speaker may:
indicate a new topic Mowing on (fram this) ...
say the same thing in What | mean is, ...
a different way That is to say; ...
To put it another way, ...
peturn to the main paint Where was |7 Oh, yes,
To return to the main point ...
As | was saying ...
Seminar language

The discussion leader may:

ask for information What did you learn about ... 7
Can you explain .7
Can you tell me a bit mare about ... 7

ask for opinions What do you make of ... 7
This is interesting, isn't it?
bring in other speakers What do pou think, Majed?
What is your opinian, Evie?
Participants should:
be polite when disagreeing Actually, | don’t guite agree ...
make relevant contributions That reminds me ...
give examples to explain a point I can give an example of that.
Participants may:
agree with previous speaker I agree, and that's why ...
That's true, so | think ...
Your're absolutely right, which 5 why ...
disagree with previous speaker I don't think I agree with that. In my opinion ...
"m not sure that’s true. | think ...
link to a previous speaker As Jack said earlier, ...
Going back to what Leila said a while ago ...
ask for clarification Could you say more about ...?
paraphrase to check understanding So what you're saying is ...
refer back to establish relevance Just going back to ...

Participants may not be sure if a contribution is new or relevant:
F'm sarry. Has anybody made the point that ... 7
I don‘t know if this is relevant, but ...

=
w

165



Unit 3, Lesson 4, Exercise D & 1.20

Part 3

Howewer, it's not all deorn and gloom. In 1987,
aver 30 countries signed the Montreal Protocol, in
which the signatories agreed to cut CFC use by
50% by the year 2000. This protocol was further
extended two years later, when over 80 countries
agreed to stop using CFCs completely by the year
2000. Also, in 1991, a fund was set up 1o help
developing countries change over to non-CFC
technologies and it has met with some success.
Hopefully, new technologies will continue to
provide safer alternatives to CFCs, HCFGs and other
gases that harm the atmosphere. One carrent
example is the increase in use of coolants in air
conditiening units which break down irto
relatively harmless compounds before they can
reach the stratosphere. However, there is still some
use of ozone-depleting gases, such as methyl
bromide in some pesticides, and some countries
whao haven't signed the Montreal Protocol are still
using CFCs. Bacause of this, and because of the
long lifespan of the CFCs that are already in the
stratosphere, it's estimated that it will take several
lifetimes for the ozone layer to recover.

Unit 3, Lesson 4, Exercise E &% 1.21

Part 4

5o we have seen that ozone ocours in two layers of
the atmosphere, one layer naturally occurring aned
ane man-made, We have also seen that there are
significant dangers associated with depletion of
the ozone shield,

In many respects, actions taken by governments
an the ozone layer have been a great success. This
shows haw scientific knowledge can be used for
the commen good of people and the plants and
animals we share the Earth with. It alse proves
that rapid action can be taken to stop the
destruction of our natural environment, However,
we now face an even bigger challenge in global
warming, There is a growing consensus ameng
scientists that anthropogenic greenhouse gases are
creating an alarming increase in global
temperatures. This will be the main focus of our
next lecture.

Unit 5, Lesson 2, Exercise B &4 1.22

Part 1

Good morning, everyone. This morning we're
going to begin the topic of energy resources. In

116

this first talk, I'm just going to give you an
overview of the two basic types of energy
resources, namely renswables and nan-
renewables, One can define renewable energy
sources as natural resources, such as sunlight and
wind, whigh are naturally replaced or replenished.
Mon-renewables, on the other hand, are those
resources that are finite in nature, such as coal or
gas. Why are they finite? Because they were rmade
millions of years ago and will eventually be
exhausted, Other aspects of the topic, such as
nuclear energy, will be dealt with in the nexst few
lectures. Alsa, in your seminars and assignments
you'll be able to cover all the important points in
mare detail. 5o ... er ... let's see — yes = o start
with, we first need to consider non-renewable
sources, in particular how coal and oil are formed,
and then where they can be found. After that, I'll
talk about their impact on the natural
environment. I'll then talk about differemt
renewable energy types. Finally, I'll focus on wind
power. I'll describe how it works, and then finish
off by discussing some problems with this
particular form of renewable energy.

Unit 5, Lesson 2, Exercise D &4 1.23

Part 2

S0, let's now consider two of the main non-
renewables used today — coal and oil. These are
aften called fossil fuels. Let's see why. Originally,
the energy in coal and oil came from the Sun. It
was corverted into biomass via photosynthesis, 50
coal is actually, er ... a sedimentary rock that has
develaped from the transformation of organic
plant matter over hundreds of millions of years.
Slide 1 illustrates this process. You can see that at
the beginning of the process, plant material is
buried, and it decays. This layer is then covered
with additional plant matter — that's sometimes
called litter — and eventually by sediments which
are deposits of various sorts. This leads to the
compaction — the pressing down - of the material
which in turn results in high temperatures and
pressure, and that leads to a8 metamorphosis of the
material - that means a change - where the
carbon content increases until coal is formed. This
process is called coalification.

. Moving on, let's now consider oil. It was made

under the seas and oceans from the decomposition
of micrescopic life called phytoplankton. This
happened around 60 ta 100 million years ago. The
process is similar to coalification, with layer upon
layer of decaying phytoplankton again creating
high temperatures and pressure. The arganic
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matter is transformed into complex hydrocarbons,
These are the main compound that creates oil. This
process is called maturation. In Slide 2 you can see
how the oil moves to the surface after the
maturation phase. The oil first migrates from a
source rock stratum to a reservoir rock strazum.
Here it is contained by an impermeable rodk layer
often called a cap rock.

What of the environmental repercussions of these
two fossil fuels? In recent decades, scientifiz
research has shown that the burning of fossil fuels
releases a whole range of greenhouse gases into
the atmosphere that are contributing to increased
global temperatures. Another negative impact is
that coal- and oil-fired power stations are often
constructed next to rivers, because large amounts
of water are needed for cooling. After cooling, the
water is released back into the body of waler at a
higher temperatura than the surroundings, and
this, of course, causes changes to the local
ecosystem, This is known as thermal pellutisn.
Finally, we are all aware of the damage that oil
spills have caused in recent years to our marine
and coastal enwvironments. It's obvious, ther, that
fossil fuels have major impacts on the
enviranmant. 50, are renewables the answer?

Unit 5, Lesson 2, Exercise E §F 1.24

Part 3

In recent decades, developments in technolagy
have made it possible for renewable energy
production to become economically competitive
with traditional fossil fuels, Also, of course, the
price of oil has risen on the international markets,
What are the main renewable types?

There are many renewable sources of energy,
including photothermal energy, passive solzr
energy, biofuels, photovoltaic conversion, wind
power, wave power and tidal power. In fact, in my
own neighbourhood several houses have recently
installed photothermal systems where solar
radiation is used to heat water. Unfortunately,
we're still only talking about a very small minority,
mainly because of the ridiculous planning laws in
this coumtry ... er ... where was 17 Oh yes, 5o as we
can see there are NUMErous Ways We can generate
energy from natural resources, energy which is
naturally replenished. 5o let’s now look at ene
examphe = wind power - and examine its potential,

Of course, wind power has been used for
centuries, mainly for processing grain and
irrigating farm land. But these days, it's
increasingly used to generate electricity. In 5lide 4

you can see how this process works. Electricity is
praduced by blades which turn a gear mechanism
that is attached to a generator. The power
generated is, of course, dependent on the amount
of wind velocity. Unfortunately, an average annual
wind speed of over 5 cublc metres per second is
desirable if a wind farm is to be economical, So, it
follows that the sites chosen to locate wind farms
have a good wind resource. Actually, even when
wind farms are located in windy places, it has been
estimated that they only operate for a third of the
time. There are other problems with power
generation from wind. Firstly, some peopla feel
that the large windmills look ugly and take up a
large area. Secondly, thay make a ot of noise.
Thirdly, some people say they are harmful to
wild|ife - birds can be killed by the blades, and fish
stocks can be affected if the turbines are sited at
sea. On the other hand, it's clear that the more
wind farms we build, the less we will be
dependent on fossil fuels. What | mean is,
although some people say wind farms are not
environmentally friendly, basically they're still a
less polluting option than fossil fuels,

| Unit5, Lesson 3, Exercise B & 1.25

Part 4

30, we <an see that there are ne easy answers to
producing energy in a sustainable manner. The
burning of fossil fuels is clearly linked to glabal
warming, but the replacement of them by
renewables faces many problems. To put it another
way, far more effort is required of both the public
and private sectors to develop renewable energy
sources. However _._ oh, dear ... sadly, | see that
we've run out of time. This means that I’ll have to
ask you to do some research. I'd like you to find
out more information about renewable energy,
including biofuels, wave power, waste to energy
and tidal power, and see if you can find any
information about future projecticns of their use.
We'll discuss what you've found out next time | see

you,

Unit 5, Lesson 3, Exercise C ¥ 1.26
1 ‘'seminar

'solar

2

3 a'ssignment
4 ‘fossil

5

‘eniergy
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6 re'newable

7 phyto'plankton
B ‘carban

9 decompo'sition
10 'overview

11 po'llution

12 re'sources

Unit 5, Lesson 3, Exercise D §# 1.27

Of eourse, wind power has been used for centuries,
mainly for processing grain and irrigating farm
land. But these days, it's increasingly used to
generate electricity. In Slide 4 you can see how this
process works, ... Unfortunately, an average annual
wind speed of over 5 cubic metres per second is
desirable if a wind farm is to be economical, 5o, it
follows that the sites chosen to locate wird farms
have a good wind resource. Actually, even when
wind farms are located in windy places, it has been
estimated that they only operate for a third of the
time. ... On the other hand, it's clear that the mare
wind farms we build, the less we will be cependent
an fossil fuels. What | mean is, although some
people say wind farms are not environmentally
friendly, basically they're still a less polluting option
than fossil fuels.

Unit 5, Lesson 4, Exercise B i 1.28

Extract 1

Lecturer: Right, Leila and Majed, what mare did
you find out about wind power?

LeiLa: Well, first of all, we did some online research
on the noise pollution caused by wind farms,

Masen: | spent such a long time on the Internet
yesterday.

Extract 2

Lecturer: And what else did you da?

LeiLa: We also went to the library to do some
research on the effects wind turbines have on
wildlife. The librarian was quite helpful.

Meser: That's rubbish. She obviously didn't want to
talk to us.

118

Extract 3

LecTureR: Leila, can you give us an explanation of
your graph?

Lea: Well, yes, it has a vertical and a horizontal
axis. The vertical axis shows projected world
energy consumption and the horizontal axis is a
time line from 2000 until 2060, And as you can see,
we've put different types of traditional and

| renewable energy types on it.

Lecturer: What do the rest of you make of this?
Evie, what about you?

Ewie: Well, erm ... I'm not sure really.

Extract 4

LecTurER: Majed, can you explain how you decided
on which renewable energy types to place in the

graph?

Maien: Well, yes, it's based on what are projected
to be the main renewables in use by 2060,

lacx: If they are fully committed.

Extract 5
Lecturen: Who de you mean by ‘they', Jack?
Jack: | mean the countries who have signed the

| Kyoto agreement to reduce their carbon emisions

Ewie: Actually, some big polluters haven't signed.

Unit 5, Lesson 4, Exercise C &3 1.29

Extract &

Lecturer: Let's go back to this graph for the
moment. First of all, tell us about the time scale
you chose.

Lews: Well, we know that those countries who
have signed up to Kyoto have decided to reduce
their carbon footprints by 80% by 2060, Haven't
they, Majed?

Meser: Absolutely, This date is an important
benchmark when considering the projected
transiticn to sustainable energy supplies. 5o that's
why we chose it

Extract 7
Masep: If we look at the graph again we can see

| that solar energy can potentially supply enormous

amounts of energy.

Jack: Sorry, | don't fallow. Could you possibly
explain why you say ‘potentially™?

Maten: Well, basically this graph is only a
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projection. If this transition is to occur, both
governments and the private sector will have to
start investing now.

Extract 8

Evie: | don't understand the meaning of the term
‘geathermal’ in the graph.

LeiLa: Well, geothermal means energy that i
produced from the heat inside the Earth. For
example, in parts of lceland they extract hot water
from an aguifer layer and use it to heat buildings.

Extract 9

Masen: Also, geothermal power converts hot water
into steam to generate electricity.

Jack: If 1 understand you correctly, you're saying
that geothermal power uses energy generated
within the Earth's core?

Mager: Yes, that's right.

Extract 10

Lecturer: This is all very interesting, isn't it?

Evie: Yes, but if we just go back to Majed’s and
Leila’s findings, they have shown a possible future

where most of our energy needs will come from
renewables, if countries fully commit themsalves,

Lena: Correct!

Extract 11

lack: | think the whole idea is silly. | mean, how
can the developing world afford all of these new
green technologies when they're struggling to
feed themselves?

Maiep: I'm not sure that's true. | think that the
cost of replacing traditional fossil fuels with
renewable energy is falling every year. And let's
not forget that the price of ¢il and gas has soared
in recent decades,

Extract 12

LecTurer; 5o what do you think is the most
important point about these projections?

Evie: Well, as Leila said earlier, the projections help
us to see the relative contributions of renewable
energy supplies in the near future,

Extract 13
LecTumen: Any other ideas?

Iacxc I'm sorry. Has anybody made the point that
the graph doesn't give any data comparing take-
up rates in the developing world and the
developed world?

| Lectumer: Mo, actually, Leila, could you explain why

you omitted this? It's an important subject area.

Extract 14

Lecturer: 50 how else could we help developing
countries build up their renewable energy
supplies?

Evie: | don't know if this is relevant, but the Soros
Foundation has given large grants to universities in
the developing world to research renewable
technologies which are appropriate to their needs,

LECTURER: Yes, that's interesting. Perhaps that's
another way to help.

Unit 7, Lesson 2, Exercise B §# 1.30

Part 1

Good morning, everyone. What I'm going to talk
about today is how we can properly deal with

| waste: that is, how rubbish can be disposed of in

an efficient and ethical manner without harming
the environment. Until recently, most waste has
been either buried in landfill sites or simply burnt;

| in environmental terms, both of these two

methods are highly polluting. So in recent decades,
governments and individuals have looked towards
recycling as an alternative way of processing
waste. One can define recycling as the collection
and separation of waste and its eventual reuse,
Some types of recycling reuse the material for the
same product; for example, in the case of
aluminium cans, they can be recast into new ones.
The other type of recycling turns the processed
material inta something completely new; far
example, old car tyres becoming a rubberized road
surface,

Anyway, we'll look at specific examples of
recycling processes and products later on, | mean,
another time, Today, we'll start by focusing on
general types of recycling processes and how
waste can be collected for recycling. Then we'll
look at the relative advantages and disadvantages
associated with current recycling programmes, and
finally we'll look at the importance of individual
members of society taking some responsibility for
recycling and reducing their waste,

- Unit 7, Lesson 2, Exercise D &4 1.31

Part 2

As we have seen in an earlier session, the amount
of waste produced in our modern consumerist
economies increases year by year. In environmental

119
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ADDENDUM B: Text 2: English File Intermediate Student’s Book pages

4 -11, 132 - 133, 152 Transcripts of audio page 122

i
{_ G present simple and continuous, action and non-action verbs

¥ food and cooking
P short and long vowel sounds

1A Mood food

1 VOCABULARY food and cooking

a Daothe quiz in pairs.

Can you think of...?

ONE red fruit, ONE yellow fruit, OMNE green fruit
Two kinds of food that some people are allergic to
THREE kinds of food that come from milk

FOUR vegetables that you can put in a salad

FIVE containers that you can buy food in

s1x things that people sometimes have for breakfast

» p.152 Viocabulary Bank Food and cooking

1 43 Listen to these common adjectives to describe
food. Do you know whart they mean? Then say one kind
of food which we often use with each adjective.

frcs.%-"ru_zen low-fat raw spicy takeaway tinned

2 PRONUNCIATION short and long vowel sounds

a  Look at the eight sound pictures. What are the words and sounds?
What part of the symbol tells you that a sound is long?

1 i.-;{|||id chicken
B spicy  grilled *x

| sausages roast

chocolate  box

beef stu.um‘dl f ﬁﬁ\’\\\ ram fork
beans breakfast Y boiled  salt
prawns  salmon cook  sugar

Hy: cucumber  beetroat
_:.:_U_:ﬂj [ fruit _{|=.'cls

lamb  cabhage imu:hn'-nmﬁ fovod

4 X
el

T.I1-.I|'g1'iTiI1L' Carton

j:l‘-’ WATITH

b Look at the words in each list, Cross out the word which doesn't
have the sound in the sound piciure.

¢ 57 Listen and check.

d > p.166 Sound Bank. Look at the typical
spellings of the sounds in a.

Do you drink

a lot of coffee? yas bt o

trying to cut down
at the moment.

3 LISTENING & SPEAKING

8

FOOD & EATING

71 1s there any food or drink that you
couldn't live without? How often do you
eat f drink it?

= Do you ever have
a ready-made food?

b takeaway food? What kind?

= What's your favourite

a fruit?

b vegetable?

Are there any that you really don't like?
<1 When you eat out do you normally order

meat, fish, or vegetarian?

5 What food do you usually eat
a when you're feeling a bit down?

b before doing sport or exercise?
¢ before you have an exam or some
impartant work to do?

L6Y) Listen to five people talking. Each
person is answering one of the fque stions in
Food & Eating above, March each speaker
with a question.
[4] Speaker A
r__ Speaker B
[l Speaker C
Listen again and make notes about their
ANSWELS., Comp;l re with a partner.

] Speaker ¥
_: Speaker B

Ask and answer the questions with a parener.
What do you have in common?

ARDINES b
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READING

Are the foods in the list carbohydrates
or proteins? With a partner, think of four
maore kinds of food for each category.

cake chicken pasta salman

With & partner, answer the questions below

with cither carbohydrates or proteins.

Whar kind of food do you think it is berrer ro
eat...7

« for lunch if you have an important exam or
meeting

* for breakfase

+ for your evening meal

* if you are feeling stressed

Look at the title of the article. What do you

think it means? Read the article onceto

find out, and to check your answers to b,

Read the article again. Then with a parener,
say in your own words why the
following people are mentioned.
Give as much information as you
can,

Dr Paul Clayton

people on diets

schoolchildren

Paul and Terry

nightelub owners in Bournemouth

Lo b b2 =

Find adjectives in the article for the verbs
and nouns in the list, What's the diffzrence
berween the two adjectives made from
stress?

.st_ressTnuun] 2] relax (varb)l wake herb]
sleep [vert)  power (nowun)  violance (nown)
ail (oL

Ask and answer the questions witha
partner.

I What time of day do you normally eat
protein and carbohydrates? How do they
make you feel?

2 How often do you eat chocolate? Dines it
make you feel happier?

3 Afrer reading the article, is there anything
you would change abour your eating habit<?

‘We live in a stressful world, and daily life can sometimes
make us feel tired, stressed, or depressed. Some people go
to the dootor's for help, others try alternative therapies,
but the place to find a cure could be somewhere completely
different: in the kitchen.

r Paul Clayton. a food expert from Middlesex University, says

“The brain is affected by what you eat and drink, just like every
other part of your body. Certain types of food contain substances which
affect how you think and feel’

For example, food which is high in carbohydrates can make us feel mare
relaxed. It also makes us feel happy. Research has shown that people on
diets often begin to feel a little depressed after two weeks because they
are eating fewer carbohydrates.

On the other hand, food which is rich in protein makes us feel awake
and focused. Research has shown that schoolchildren who ezt a high-
protein breakfast often do better at school than children whose
breakfast is lower in protein. Also, eating the right kind of meal
at lunchtime can make a difference if you have an exam in the
afternoon or a business meeting where you need to make same
quick decisions. In an experiment for a BBC TV programme two
chess players, bath Farmer British champions, had different
meals before playing each other. Paul had a plate of prosciutto
and salad (full of protein from the red meat), and his apponent
Terry had pasta with a ereamy sauce {full of carbehydrate). In the
chess match Terry felt sleepy, and took much longer than Paul to
make decisions about what moves to make. The experiment
was repeated several times with the same result.

Anather powerful moed food could become a secret
weapon in the fight against crime. In Bournemouth in

the south of England, where late-night violence can be

a problem, some nightclub owners have come up with

a solution. They give their clients free chocolate at the end
of the night. The results have been dramatic, with a 60%
reduction in violent incidents.

Why does chocolate make people less aggressive? First, it
causes the brain to release feel-good chemicals called endorphins. It
also contains a lot of sugar, which gives you energy, and can help stop
late-night tiredness turning inte aggression. These two things, together
with a delicious taste, make chocolate a powerful mood changer.

Mood food - what the experts say

« Blusberries and cocoa can raise concentration levels for up
to five hours.

* that is high in protein helps your brain to work more
efficiently.

+ For relaxation and to sleep better, eat carbobydrates.

» Dark green vegetables (e.g. cabbage and spinach) and
oily fish (e.g. salmon) eaten regularly can help to fight
depression.

Adapted fram & British néwspaper

|
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5 LISTENING & SPEAKING

a  Ask and answer the questions with a
|}ikf|.[]!.'|.'.

W = -
RESTAURANTS

How often do you eat out?
What's your favourite_.?
a kind of food (French, Italian, 2tc.)
b restaurant dish
How important are these things to
you in a restaurant? Number tham 1-4
(1= the most important)
[ the food
j the service
: the atmosphere
[ _ the price
4 Have you ever tried English food?
‘What did you think of it?

[T

()

b 71 Read the text about Steve Anderson.
Then listen to Part 1 of an interview with
him, and number the photos in the order he
mentions them,

¢ Listen again. Why does he mention each
thing?

d 8] Now listen to Part 2 and answer the
QuEsHnnS.
1 What does he say is the best and worse thing
about running a restaurant?
What's the main difference between British
and Spanish customers?

ra

3 What kind of customers does e find
difficule?

4 How does he think eating habits in Spain
are L'|'|u|'| L{i 1 '-l':

e What about you? Answer the questions with

d PATINCT.

1 What was vour favourite food when vou
were a child?

Is there anything thac you like | don't like

cooking?
3 [[:. _l"{'\l_ir [ '\|_|_|:1[|'_'. W hl_‘l'l F'I-\'."I:lrlll: E3T LT '|'|'t'||,||L|:
they normally eell the chef what they really
think about the food?
4 Do you know anyone whao is a “difficule
customer’ in restaurants’

STEVE ANDERSON has always had a passion for food.
He was first taught to cook by his mother, who is half
Burmese. After studying physics at university, he got a
haoliday job helping on & cookery course in Italy, where he
met several famous chefs, One of them, Alastair Little, later
employed him as a trainee chef. Two years later he moved
to Valencia in 5pain and opened a restaurant, Seu Xerea,
now one of the most papular restaurants in town.
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6 GRAMMAR |
present simple and continuous, action and non-action verbs

a 9 Listen apain to some of the things Steve sa |d|:l[;E:i-é) the form of the
verb he uses. kN

1 Thisweek for example I cook | I'm cooking nearly every day. We wually close |
are wsually closityg on Sundays and Mondays, but this Monday is a public
holiday.

The British always say [ are saving that everything is lovely.

(=]

Actually, I think [ prefer | [ am preferring that honesty, becanse it helps us to
know whar people like.

4 Unformunately, [ think they get [ theyre gerting worse. People sat [ ars eating
more unhealthily.

b With a parmner, say why you think he has chosen each form.

¢ » p.132 Grammar Bank 1A, Learn more about the present simple and the
present continuous, and practise ther,

d Make questions to ask your partner with the present simple or continuous.
Ask for more information,

(n a rypical day At the moment | nowadays

— What | usually have for breakfast? - | need o buy any food today?

— [ drink Coke or fizzy drinks? How — | want anything ro eat right now?
many g!asﬂcx .'I drink a day? What?
Where | usually have lunch? — | take vitaming or food

— What [ usually have for lunch supplements at the moment?
during the week? — | ery to cut down on anything a the
| ever cook? What | make? moments
| prefer eating at home or eating | the diet in your country | get
out? hetter or worse?

7 SPEAKING

T T W N T |y
WHAT DO YOU THINK?

Men are better cooks than womer,

Baoth boys and girls should learn tc cook at schoal,

Cheap restaurants usually serve had food.

On a night out with friends, where and what you eat isn't impartant.

Mot all fast food is unhealthy.

Every country thinks that their cuisine is the best in the world.
[ B

a 131 Listen to rwo people discussing sentence 1. Who do you agree with
more, the man or the woman? Why?

[ BT R RN

b 1/140) Listen to the phrases in the Useful language box. Copy the intonation,

Useful language: Giving your opinion [1)
| agree. I'm not sure. For example...
| don't agree. {I think] it depends In my opinian...

¢ Insmall groups, say what you think sbout sentences 2-6.Try to use the

Useful language phrases,
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“‘L.\ G future forms: present continuous, going to, will / won't

V family, adjectives of personality ! yﬂtll-‘eg{::dﬁrl:sts i i i o
P sentence stress, word stress, adjective endings this weekend? stay at home. Il

probably see them
next weekend.

Family life

1 VOCABULARY & SPEAKING
family
a  Look at some photos showing l':{mil}-' members,

What's happening in each one? What do you think the
relationship is between the people?

b With a partner, explain the difference between each
pair.

a father and a parent

amother and a stepmother

a brother and a brother-in-law

i L2 B2 —

a grandfather and a great-grandfather
a nephew and a nicce
a child and an only child

your immediate family and your extended family

e -]

¢ The BBC recently did a survey of 21st-century familics
in the UK. Read Changing - for the hetter? and try to guess

what the missing percentages are. Choose from the lise. C h angi ng [—
17% 26% 60% 75% 85%

d 1151 Listen and check. Do any of the statistics for the b etter?

surprise you? Which ones do you think would be very
different if the survey was carried our in your country?

amily life is changing in the UK - but not in the
way we might think. When the BBC did a survey of

e Workin small groups. Say whatyou think and give families in Britain, they expected to And that family
reasons. relationships were suffering bacausa of the decline in
traditional family structures.
Do you think that...? However, some of the results were guite surprising. ..
* families should have a meal together every day

aged 20-24 still live at

children should leave home as soon s they can SB%
of men Ry Dome with their parents.

afford to

parents should charge their children rent if they
live at home and have a job

parents should be ‘friends’ with their children on

-

social networking sites, a.g. Facebook think that it iz right for parenta to
» eglderly parents should live with their children when charge rent to children over 26 who
they are too old to live alone have a job and are living at home.

p Useful language:
Giving your opinion (2]
We often use should + verb to say what we think is the |
right thing or & good thing (to dol, 2.8
I'think families should have dinne- together every day

use the internet at least once a
week to contact their families,

because., : ; :
I dor't think parents should be friends with their childran "I‘“l";“\ k.l]l!'!'r_'"r_l'f : r.:nrn
| on Facehook because.. adults live their parents,
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say that they have a
close family.

have a meal with their
immediate family
every day

say that their families

NEVET arguea.

have family members
whao they don't speak
Lo any more.

think that families
should lock after
grandparents.

of people are happiest
with their families.

o are happiest
17 ﬂ{-'-" with friends.

2 GRAMMAR future forms

a 16y Listen to three dialogues between different family members. Whao is
talking to who {e.g. brother to sister)? What are they alking about?

b Listen again and match two sentences with each dialogue (1-3).
A |___| Shall I make you a cup of tea? D[] Fm staying the night there,
B[] You'll drive oo fase. E || Il drive really slowly.
C [ ] I'm not going to go touniversicy yet.  F || It going to be cold tonighe.
¢ With a partner, decide which sentence (A-F}is...

D aplan orintention |: : an offer

i 1 F
|| an arrangement || apromise

a prediction

d » p.133 Grammar Bank 1B. Learn more about future forms and practise
them.

3 PRONUNCIATION sentence stress

,‘D Sentence stress
An important aspect of speaking English is stressing the words in a sentence
which carry tha information, and not stressing the other ones. This will help you
to communicate better and to speak with good rhythm.

a 217 Listen to the thythm in these three dialogues.

1 A areyou coming home for dinner tonight?

8 No.rm going out with my friends.
2 a What are you g0ing to do in the Summers

B were g0ING to rent s house with my sister and her husbhand.
3 & oo you think theytt have children soon?

8 1don't think so. Not for s few years anyway.

b Practise them with a partner. Copy the rhythm.,

¢ Ask and answer the questions below. Give as much informartion as possible.

ARE YOU..7
+ having dinner with your family tonight
« o is anyone in your family getting marred soon
« doing something with a Family member this weeak
= visiting a relative this weekend

ARE YOU GOING TO..7

= hawve a new nephew or niece saon

= have a big family get-together soon

« goon holiday with your family this year

s buy a present for a member of your family this month

D0 YOU THINK...?

« the number of people getting divorced will go up or down in the future
= the birth rate will go up ar down in your country

= anyone inyour family will live to be 90 or more

» you will move away from [or back to) the area where yaur family live

4 221 SONG Our House 12

piTutor Jj 10 | 9|
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READING

Which do you think has more advantages,
being an only child, or having brothers and
sisters? Why?

Work in pairs. A read The yourigzr brother,
B read The only child,

Tell your partmer about 1 and 2 below.
Whase childhood sounds happier?

1 ather Family members who are mentioned
2 how the writer's experience as a child
affects him | her now

Look at the highlighted words in the two
texts. Try to work our their meaning
from the contexe. Then march them with
definitions 1-12.

1 adill
2_ it'snosurprisethat
__ nouncompetition between
two peaple
4 _ noun the time when you were
achild
Sop _noun i meeting of people,
e.g. family
& noun people who are fully
grown
| AT _adj knowing abaut or being
conscious of sth
8 nerin a school where children
can live during the year
o _ _ verh think that sh or sthis
important
10 verh divided sth serween two
oF more people
11 verh ory to hurt sb else
12 TLOHA & group of friends

’@ each other

When brothers and sisters get older they
value each other more,

Use each other to talk about an action
between two people or groups of people, e.g.
f don't get on very well with my dad - we don't
understand each other.

e Talk to a parener. Do you have brothers and
sisters, or are you an only child? Do vou feel
positive or negative abour ir?

(0] 1e |

Younger brother only child?

THE YOUNGER BROTHER
NOVELIST TIM LOTT

ivalry between brothers is normal,
it there was a specal reason for the

tension berween us, [ wasvery il when
1 was born, and spent three months in
hiospital with my mother. My brother
did not see her at all during that time, as
he went to stay with an aunt. When our
mother returned home, it was with a sick
newhorn baby who took all the attention.
Mo wonder he hated me although il you
ask Jeff, he will say that he didn’t — we
remnember chings differenthy).

My brother and [ were completely
different. We shared the same bedroom,
bt he was udy, and 1 was really untidy.
He was responzibile, 1 was rebellions. He .
was sensible, | was emotional. 1 haven't —

gl any positive memories of our childhood together,

though there must have been good moments. Jefl says we used 1w play
Cowboys and Indians bui [ only remember him teying o suffocate me
undler the bedeovers.

My relationship with Jeflhas infuenced my attitude towards ny own
fiur davghiers, IFthe gieks fight, 1 always think that the younger child
ia innocent. But the good news about brothers and sisters is that when
they get older, they value each other more, Jefl s now one of my best
friends, and 1 like and admire him greatly, For better or for worse, we
share a whaolbe history. It is the longest relationship in my Life.

THE ONLY CHILD
JOURNALIST SARAH LEE

went to boarding school when [ was seven, ane the hardest thing I

found was making [riends. Because | was an anly child, I just didn't
ko how to da it. The thing is that when vou're an only child vou
spendd a lot of your time with adults and you're often the only child in
a gathering of adults, Your parents go on living more or less the way
they have always lived, only now you are there too.

I found being an only child interesting because it gave me
aview of the world of adults that children in a big family
might not get. And [ know it has, at least partly, made me
the kind of person [ am - I never like being one of a group,
for example. If T have to be in a group, [ will always try 1o go
off and di something on my own, or he with just one other
person — I'm not comfortalile with being one of a gang,

My parents are divorced now and my mother lives in the US
and my Guher in the UK. I feel very responsible for them - 1
feel respomsible for their happiness. I'm the closest relative in
the world to each of ther, and 1 am very aware of that.

ddapted frarm 4 Britidh newspaper
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VOCABULARY
adjectives of personality

Without looking back at The younger
hrother text, can you remember whowas
tidy, responsible, and sensible and who was
untidy, rebellions, and emotional? Doyou
know what the adjectives mean? Weuld you
use any of them to deseribe vourself?

» p.153 Vocabulary Bank Personality.

Write down the first three adjectives of
personality that come into your head. Don't
show them to your parmer, Now goto

» Communication Personality p 104,

PRONUNCIATION
word stress, adjective endings
1261 Underline the stressed syllable in

these multi-syllable adjectives, Listen and
check.

1 jeallous an|xlous am biltious
generous  re bellious

2 sociable reliable

3 re|sponsilble sen|sibla

4 com|pe|titive tallkative
a ggra|ssive  sen|sijtive

5 un|friend|ly injsalcure
irn|paltient  ijmmalture

Listen again and answer the questions.
1 Is-ous ];H;[Jnmmccd ‘assd or fas P

2 Is -able pronounced bl or bl ?

3 Is -ible proncunced ‘bl or Abl'?

4 Is -ive pronounced /o or v'?

5 Arc-ous [ -able | -ible | <ive stres sed?

B Arcun- | in- | im- stressed?

8 LISTENING & SPEAKING

a  What's your position in the family?
Are you the oldest child, a middle child, the
voungest child, or an only child?

LINDA BLAIR

1 271 Look at the cover of Linda Blair's
book. Mow listen to a journalist ralking
about it on a radio programme. Complete
the chart by writing four more adjectives of
personality in each column.

Oldest children  Middle children
sensible

wungest children  Only children
| outgaing

self-canfident

Compare with a partner. Then listen to the four sections one by
ong. Check your answers. W hat reasons or examples does the
jouenalise give?

Look at the completed chart above. In pairs, say..

..if you think it is true for you - and if not, why not?

(your brothers and sisters, friends, etc.)

WRITING

» p.113 Writing A description of & person. Write a descriprion of
a friend you know well,

IRTH ORDER

fitutor i 1o ] 11 |
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A6

A lusually have meac or seafood. Usually prawns
ar something as astarter and then maybe lamb
for the main coarse,

B 1 qubte often have ready-made vegetable soups
tharyou anly have o heat up—in f3erchey're
the caly wepfit:blus [ever earl And [usually

have acoupbe of frogen plezas in the freeer for
emergencies. | don't really order take-away when
Tz onmy own, but if I'm with friends inthe
evening. we sometimes srder Chinese food for
dinper,

C EBgosand Coke. | have egps for breakfase at leasc

twice s week and [drink a couple of cans of Coke

every day.

D Ifl'm feeling down, chicken soup, with nice blg
pecesof chicken in it [t's warm. and comforring
lwsnally have a banana before going eo the gym.
I kv I going vo lave a really long meeting,
[usuil'l,l have a coffee and a cake becaise [think
ir will keep me awalke and give me energy.

E Fruit—cherries, strawlberries, saspherries and
apples, Vegerables - peppers, romatoes, and
cu-:luml:lm.Th:nnlrthiﬁ Ireally don't like is
beetroos. [ can’t even stamd the smell of ie.

w7

Part 1

Interviewer What was your fvourite faod when
vou were 4 child?

Steve Well, 1 always liked unusual things, acleast
things thar moss English children as the time
didw® like. For instanos, when [ was six or seven
my favourite things were snails, oh and prawns
with garlic.

Interviewer Funny things for a six-year-old
English boy 1o 1ike?

Sreve “‘el!,l'_'herhingi:mfFIrentBII}:&dl:uﬂ'lling
amd eating outa lot, and [ first erbed snailsin
Franece, and the prawns, my firse prawns Thad at s
Spanish restaurant in the cown where we lived,

Incerviewer Soyouwere keen on Spanish food
right from che start. Is that why you decided to
conte Lo Spainf

Steve Partly, but of course, Lsuppose like a ot of
Baitish le [ wanted to see the sun! The other
thing that attraceed me when [ goc here were all
the fameastlc ingredienrs, | remember going inmo
the markes for che first time and saying “Woa!!

Interviewer When you opened your resaurant,
T did you want it o be different from typical
Spanish. FeSIALEATNET

Seeve Well, when | came to Spain, all the good
FeALaEants were very formal, very rmaditional. In
Landan then, the fashion was for informal places
where the waiters wore jeans, but the food was
amazing. 5o [ wanted 2 restaaramt o birlike thar.
Talso wanted & resvaurane where you could try
o international food, bur made with some of
these fantastic local ingredients. For exampls,
Spain’e por wonderful seafood, bur sually bere
it's just grilled ar fried. | sareed doing things in
my restaurant like cooking Valenckan mussels in
Thai green CHECY paste.

Interviewer Whar do you most enjoy conking?

Steve What I mnst enjoy cooking, | think, are
those craditional dishes which use quite cheap
imgredients, bur they need very long and careful
cooking, and then you turn itinto something
really special... ke a really good casserole, for
example.

Interviewer And is there xmvthing you don't 1ike
cooking?

Sreve Maybe desserts, You have mo be very very
precise when you're making desserts. And that's

not che way [am.

el

Part2

Interviewer What's the best thing about ronning
a meataurant?

Steve |think the best thing is making peaple
happy. That'swhy even after all this tioe [atill
enpory it 40 much,

Interviewer And the worst thing?

Steve Thar's easy, it has to be the long bours, This
week for example ['m cooking nearly every day.
We ugually close on Sundays and Mondays, buz
this Mornday s a public haliday, when lorts o
p-eupl:wam L0 eak owt, 5o oweTe open,

Interviewer Sew Xereaisinall the Brivish
restaurant guides now, Doss rthat mean you geta
lor of Brivish customers?

Steve Yes, we pet aboe of British people, espedially
atthe weekends, but then we get people from
aeher couneries 1oo.

Imterviewer Andare the British customers and the
Spanish customers very different?

Sreve Yes, [ think they are, The Brivish abways say
thar everything islowely, even if they 've only eaten
half of ic. The Spam'ﬁnun the other hand, ane
absalutely bonessabout everything, They rell you
what they like, they tell you whar they don't1ike. 1
rememibes when [ firss opened, Thad sushi on the
mienu, which was very unusual at chat tine, arsd |
wentintothe dindmg room and §sald ro people, 'S0
whatdo youthink of the sushi®* And che customers,
wha were all Spanish gt "0, it was aw il TEwas
raw figh?” Aceually, Ithink | prefer that honesry,
Tecause it helps s to know whar people like.

Tmterviewer Whar kind of customers do you find
difficule

Steve | think customers whe want me 1o cook
something in 4 way that L don't think ks very
gond. Let's see, a person who asks for a really
well-done steak, for instance. For me thats a
difficult custemer. Yeou know, they 'l say ‘T wans
& really really well-done steak ' se [ give thema
really really well-done steak and then they say ‘It's
bcugh'. And [think well, of course i:hl:uush.]t'a
well diome! Well-done steak is alasays rough.

Tmeerviewer People sy thar the Mediterranean
diet is very healthy. Do you think people’s eating
habits in Spain are changing?

Sreve Well, [ think they are changing -
wn ferusarely [ohink they're perring worse.
Pepple are earing more unhealthily.

Imterviewer How do yon notice that?

Stewe | seeitwith, especizlly with younger friends.
Th,q:,- ofteim ear in fast foed rescaurancs, they don't
coak... and acoaally the younger ones come froma
generacion where their mothers don 't cook eicher.
That's what's happening now, and it's a real picy.

27

Imterviewer Thismorning we're ralking about
Earnily and family bife and now Dankell: Barnes
is going to tell us about 8 book she has just read
called Birth Order by Linda Blair, 5o what's che
bk aboue Diamielle?

Dramielle Well.it's all shour how our position in the
Family influences the kind of person weare. Imean
whether we'se fiest barn, 2 maddle :hiH.a}ngﬂ!
child or an coly child. Linda Blair argues that cur
position in the family s possibily the strongest
influence on our characier and 'p:rmmaLit,'.

Interviewer 5o cell us more abaut this, Danielle.
What abour the oldest children ina faraily, the
first-born?

Dianbelle Well firsc-baen children often have to
lvokk aFrer their :,-nung:rbruthg:s and sigbérs, go
they'te usually sensible aod responsible as adulis,
They also tend 1o be ambirious and chey make
B'-’ﬂd leaders, Many 1J% Presidents and British
Prime Ministers, including for example Winstan
Churchill were obdest children.

O the negative side oldes: children can be
insecurne and anxiows. This is becanse when the
secoryd child was born they kost some of thelr
parents’ actention and maybe they felr rejected.

Laterviewer Thar'sall very interesting What
abouat the middle child?

Damielle Middle children ane usually more relaxed
than aldest children. That's probably because
thie parents are more relaxed themselves by the
timie the secand child arrives, They're uzually
very sociable — the kind of pecple wha geton with
everybody and chey're also wsnally sensisive to
whar pthes peaple need. Mosw this is becanse they
grew up between older and younger brothers ad
sigters, For the same reason they are often quire
Em:.d, ar mrrlng QT FEUIMEnts, and :hef':: always
5yr_r|p=:[1:|:ir. e the ones on cthe !Dﬂing:ix]u. arin
general to people who are having problesms. On
the other hand, middle children can somecimes be
unambirious, and chey can lack direction inlife

Interviewer Andyounpest children?

Dranielle 1was very interested in this part of the ook
aslenayoursgest child myself [rseems thar yoanpest
children are ofien very ousgning and charming. This
s theway theytry o the attenticm af bath the
parents and their alder brothers and gisters,

Thiy are olten mare rebellioos, and thisis
pmbabiy bhecanse it's casier for the youUngest
children to break the rales — by this time their
parents are more relaved abour discipline,

On the negarive side, youngesc children can be
immarwre, and disnrgznizad.:ndthe}'nﬁeu
depend too much on other peaple. This is becawse
they have always been the baby of the fGaomily,

Interviewer Fascinating. And finally, what ahous
anly children?

Damielle Only children usually do very well at
schoal because they have & boo of comsace with
adul[s.Thc} get & ke of love and artendion from
cheir parents so they'ne typically self-confiden:
Theyre also independent, as they've used to being
by themselves, And becawse they spend a kst of
rime wich adules they ‘re often very organized.

Interviewer ['manonly child myselfand people
always think thaz [ musrbe spodls. s chat sroe,
aceording to Linda Blair?

Dhamielle Well,it's teue that only children can
seanetimes be spoils by chelr pacorts becwase theyre
givmmy:hingm:y ask for. Also o the gt
sidee, ooly childeen can be quite selfish, and they can
also b impariens, especially when thin wron
Thisis because they'e ol used o :m:i%usgful 5
preciblems with ocher brothers and ststers,

fAzai)

Jenny My name’s Jenny Zielinski. And New York

ismy cley. [live bere and Twark for s magazine,
MewYorkldaven,

Rob Myname's Rob Walker. I'm a writer an
NewYork2dseven. You can probably tell from
my accent that I'mnot acrually from Mew York.
U'm British, and | came over o che Staves a few
manths agao.
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1A

present simple and continuous, action and
non-action verbs

present simple: | live, he works, etc.

I Tworkin a bank, She studies Russian, 104
We don't have any pets. Jack doesn’t wear glasses,
Where do you live? Does vour brother have a car?
2 Sheusually has cereal for breakfast.
I'm never lave for work.
We only eat out about cnoe a montch.

—

We use the present simple for things that are always true or

happen regularly.

* Remember the spelling rules for third person singular, c.g.
lives, studies, watches.

* Use AST(Auxiliary. Subject, Infinirivej or QUASI
(Question word, Auxiliary, Subject, In‘initive] to help vou
with word order in questions. Do you know David? What
time does the film stares

2 We often use the present simple with advesbs of frequency,

e usually, mever, or expressions of frequency, e.g. every day,

once a week.

+ Adverbs of frequency go before the main verb, and after be.

* Expressions of frequency usually go ar the end of the
sencence or verb phrase.

present continuous: be + verb + -ing

A Who are you waiting for? v
B I'm waiting for a friend,

A I8 your sister still going out with Adam?
B Mo, they broke up. She isn't going out with anyone ac the
MOMERE.

a Complete the sentences with the present simple or
present continuous forms of the verbs in brackers.
We don't go to Chinese restaurants very often. (noc po)
| These days, most children
drinks. {have)

too many fizey

vz v any viramins ar the
moiment? (take)

3 Don'eeat that spinach ifyou it (notlike)

4 vyourboyfriend _ howmcook
fish? (know)

3 We takeaway pirzas duringthe week. {not get)

6 What _ yourmother 7P Itsmells
great! (make)

7 Youlooksad. What __ you
abowr? (think)

& The diet in my country worse. (get)

9 How often you seafood? (ear)

0TI usually fish. {notcook)

*+ We use the present continuous (not the present simple) for
actions in progress & the time of speaking, e.g. things that

are

happening now sr around now. These are normally

temporary, not habiual actions.
= Remember the spelling rules, e.g. living, studying, getting.
* We also use the present continuous for future arrangements
[see 1B).

action and non-action verbs

A What are you cooking? "1 12:):I

B 1"

m m akiﬂg pasta

A Great! [ love pasra

A What are you looking for?
B My car keys.

AT
B R

Il help you in a moment.
ut [ need them now!

= Verhs which describe actions, e.g. cook, make, can be used
in the present simple or conrinuous. 'm making the lunch.
Husually malke the hiach at the weekend.

= Werhs which describe states or feelings (nor actions), e.g.
fove, need, be, are non-action verbs. They are not usually
used in the present continuous, even if we mean ‘now’.

= Common non-acrion verbs are agree, be, believe, belong,
depend, forger. hate, rear, know, like, love, matter, mean, need,
prefer, realize, recognize, remermber, seem, suppose.

Verbs that can be both action and non-action

A few verbs have an action and a non-action meaning,
e.g. have and think.

I have a cat naw, = possession (non-action)

Ican't talk now. I'm having lunch. = an action

I think this music's great. = opinion (non-action)

What are you thinking about? = an action

o)

b ‘Circleithe correct form, present simple or continuous,

L e

wn

[V = - R =

10
<

@n i Be_l?i@,' 'm nat believing that you cooked this
meal yourself.
Come on, let’s order. The waiter comes | is coming.
Kate doesn’t want | {sn't wanting to have dinner now.
She isn't hungry.
The head chef is ill, so he doesn't work [ isn't working
roday.
I'he bill seems [is seeming very high ro me.

We've had an argument, so we don't speak |

aren't speaking @ cach other ar the moment.

My mum think: f is thinkirg my diet is awful chese days.
Do we need | Are we meeding 1o go shopping today?

Can I call vou back? [have | Im having lunch right now.
1 didn't use 1o like oily fish, but now I love [ I'm loving it!
What do you cook [ are you cooking? It smells delicious!

7
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1B

future forms
be going to+ infinitive

future plans and intentions 7

My sisrer’s going to adopt a child.

Are ¥ P,l:ril‘lg (€3] hl.lj' a new ear or a second-hand one?

I'm not going to go o New York tomorrow, The meeting is
cancelled.

predictions 1183
Barcelona are poing to win, They're playing really well.
Look ar those black clouds. | think it's going to rain,

* Weuse going to (NOT will { won't) when we have already
decided to do something. NOT Mysisterwitludopterohild:

= Wealso use going to to make a prediction about the future,
especially when you can see or have some evidence {e.g black
clouds).

present continuous: be + verb + -ing

future arrangements 118
Lornaand |amie are getting married in October.

We're meeting at 10.00 tomorrow in Jack's office.

Jane's leaving on Friday and coming back ne xt Tuesday.

= We olten use the present conrinuous for furure AFTANgemeEnts.

* There is very little difference between the present continuous
and Aing to for furure plans | arrangements, and often you
can use either.

— going to shows that you have made a decision.
We're going to get married next vear,

a @lhe correct form. Tick « the

GRAMMAR BANK

- the present continuous emphasizes thar you have made
the arrangements, We're gerting married on October 12th.
{=we"ve booked the church, cte.)

* We often use the present continuous with verbs relaring
to travel arrangements, e.g. go, come, arrive, leave, etc,
F'rit gotng to Paris tomorrow and coming back on ']"ucsduy

will ¢ shall + infinitive

instant decisions, promises, offers, predictions, (1 207
furure faces, suppestions

1 I"Mhave the steak. {instant decision)

Iwon't tell anybody where you are. (promise)

"Il carry that bag For you. (offer)

You'll love New York! {prediction)

I'll be ar home allafternoon. (future face)

Shall Ihelp you with vour homework? (offer)

Shall we eat out tonight? (suggestion)

]

I have the steak,

1 Wi use will | won't (NOT the present simple) for instant decisions,
promises, offers, and suggestions. NOT g
= We can also use will { won't for predictions, e g I think

Barcelona will win_ and ro ralk about furure facts, e.g, The
election will be on Ist March.

2 We use shall (NOT wall) with ! and we for offers and
suggestions when they are gquestions.

b Complete B's replies with a correct future form.

sentence if hoth are possible.

My grandparents are going to retire | will retire
MEXT year.

Will we | Shall we invite your parents for
Sunday lunch?

I'm going to make [ Pl make a cake for yvour
mum'’s hirthd.a],‘1 1(:4;,“ want.

i

3 I'mnot having | 'muot going to have dinner
with my family tonight.

4 The exam will be [ is being on the last Friday

of term.

You can trust me. I'm not telling [ [ won't rell

anyone what you told me.

W

6 My cousinis arriving [ will arrive at 5,30 p.m.

-4

[ think the birth rate will go down | ;J’rﬂﬂﬂﬂ

downin my country in the next few years.

8 I'mnat going to go | Twon't go to my brother-
in-law's party next weekend.

9 Shall I/ Will I help you with the washing-up?

A Whar's your stepmother going to do abou her car?
B She's going to buy a second-hand one. (huy)

I A I'm going to miss you,
B Don'tworry. I promise [ _ __every day. {write)

2 A Wharare Alan's plans for the future?

B He __adegree in engineering. (do)
3 A Canlseeyou tonight?
B No, 1 late. How about Satueday? (work)

4 A What would you like for starrers?

BI_ the prawns, please. (have)
5 A There’s nothing in che fridge.
B OK. we atakeaway? (get)

6 A ldon't have any money, o [ can’t go o
B Noproblem, ___yousome. (lend)
7 A Shall we have a barbecue tomorrow?
B 1 don’t chink so. On the radio they said that it . (rain)
& A Weland ar about eight o'clock,
B I ____you

From the airport? {pick up}

<09 o
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Food and cooking

1 FOOD

a Match the words and
picrures.

Fish and seafood

I crab/kreb
mussels fmaslz’
prawns /prane’
galmon "sexman/
squid fskwid
tuna “tjuma’

Meat
beet i
chicken "t fikin
ducle fdaks
lamb Ten
pork fpack!

Fruit and vegetables
aubergine "aubaging
[AmE eggplant)
beetroot Mhittrusi/
cabbage "kabedz/
cherries ' feriz’
courgetbe o'zt
{AmE zucchini)

cucumber kjukamba

grapes igreipa
green beans jgrizn biznz
lemon Merman
mango " maspgmal
melon Mmelan
peach (piuff
pear (pea
aspberries froczbariz/
red pepper fred 'pepa

b 2i) Listen and check.

¢ Are there any things in
the list that you. . ?
a love
b hate
¢ have never tried

d Arethere any other kinds
of fish, meat, or fruit and
vegetables that are very
commaon in your cuunir}-?

VOCABULARY BANK

2 COOKING

Match the words and picrures.

(1l e 2

[

4 baoiled bald grilled frildi
rOAsT raust Feied frad!
baked bk sreamed ‘stizme

b 34} Listen and check.

¢ How do you prefer these things o be

cooked?
tg,gl-_- chicken =
potatoes | fish
p Phrasal verbs

Learn these phrasal wverbs connected
with food and diet.

| eat out 3 lot because | often don't
have time to cook.

[= eat in restaurants)

I'm trying to cut dewn on coffee at the
rmarment, I'm only having one cup at
breakfast. [= have less)

The doctar teld me | had very

high chaolesterc! and that | showld
completely cut out all high-fat cheese
and dairy products from my diet.

(= eliminate)

-« p.4

182









Compact Disk: English File Intermediate Student’s Book

185



	Acknowledgements
	Declaration
	Abstract
	Table of Contents
	List of figures
	List of tables
	List of Addendums
	CHAPTER 1: INTRODUCTION
	1.1 Background and Rationale
	1.2 Research problem and objectives
	1.3 Research design and research methodology
	1.4 Ethical considerations
	1.5 Value of the research
	1.6 Chapter division and outline

	CHAPTER 2: SEMIOTICS, MULTIMODALITY AND TRANSLATION
	2.1 Introduction
	2.1.1 Brief clarification of term according to framework

	2.2 Overview of Multimodal Semiotics
	2.2.1 Social Semiotics
	2.2.2 What is a Sign?
	2.2.3 Perceian Semiotics
	2.2.3.1 Peirce's Classification of Signs

	2.2.4 Multimodality in Semiotics

	2.3 Resemiotisation
	2.3.1 Intersemiotic Translation
	2.3.2 Meaning-making through Resemiotisation
	2.3.3 The relevance of Peirce’s triadic sign process with relation to resemiotisation and translation
	2.3.4 Semiotic Resource

	2.4 Conclusion

	CHAPTER 3: MULTILITERACIES
	3.1 Introduction
	3.2 Overview on Multiliteracies
	3.2.1 Multiliteracies Pedagogy
	3.2.2 Multiliteracies in a South African context
	3.2.3 English as a Second Language and English for Specific Academic Purpose
	3.2.4 Incorporating Multiliteracies Pedagogy in ESL

	3.3 The link between Multiliteracies, Multimodality and Intersemiotic translation and Resemiotisation
	3.4 Conclusion

	Chapter 4: RESEARCH METHODOLOGY
	4.1 Introduction
	4.2 Research design
	4.2.1 Qualitative research design
	4.2.2 Research question

	4.3 Data selection
	4.3.1 The Academic Language and Literacy Development unit

	4.4 Method of Analysis
	4.4.1 Analysis Questions

	4.5 Software used for analysis
	4.6 Conclusion

	CHAPTER 5:  DATA ANALYSIS and COMPARISON
	5.1 Introduction
	5.2 Text 1: English for Environmental Science in Higher Education Unit 5 – Energy Resources.
	5.2.1 Data Sample: Vocabulary Section
	1. What are the semiotic resources used for meaning-making?
	2. In which material modalities do these semiotic resources partake?
	3. With what logic do the signs, icon, index, or symbol function?
	Sub-section 1
	Sub-section 2
	Sub-section 3
	Sub-section 4

	4. What affordances do the semiotic resources and sign types offer (pp. 38 – 39)?
	5. How are the semiotic resources linked into a meaning-making whole (pp. 38 – 39)?

	Conclusion of Vocabulary Section
	5.2.2 Data Sample: Listening Section
	1. What are the semiotic resources used for meaning-making?
	2. In which material modalities do these semiotic resources partake?
	3. With what logic do the signs, icon, index, or symbol function?
	Sub-section 5
	Sub-section 6
	Sub-section 7
	Sub-section 8
	Sub-section 9

	4. What affordances do the semiotic resources and sign types offer?
	5. How are the semiotic resources linked into a meaning-making whole?

	Conclusion of Listening Section
	5.2.3 Data Sample: Extending Skills Section
	1. What are the semiotic resources used for meaning-making?
	2. In which material modalities do these semiotic resources partake?
	3. With what logic do the signs, icon, index, or symbol function?
	Sub-section 10
	Sub-section 11
	Sub-section 12
	Sub-section 13

	4. What affordances do the semiotic resources and sign types offer?
	5. How are the semiotic resources linked to a meaning-making whole?

	Conclusion of Extending Skills
	5.2.4 Data Sample: Vocabulary bank and Skills bank
	1. What are the semiotic resources used for meaning-making?
	2. In which material modalities do these semiotic resources partake?
	3. With what logic do the signs, icon, index, or symbol function?
	Sub-section 14
	Sub-section 15
	Sub-section 16

	4. What affordances do the semiotic resources and sign types offer?
	5. How are the semiotic resources linked into a meaning-making whole?

	Conclusion to Vocabulary bank and Skills bank

	5.3 Discussion of Analysis
	5.4 Comparison of semiotic resources across different subject fields
	5.5 Conclusion

	Chapter 6: CONCLUSION and RECOMMENDATIONS
	6.1 Introduction
	6.2 Overview of the study
	6.3 Research question
	6.4 Research design and methodology
	6.5 Data description
	6.6 Research findings
	6.7 Significance of the study
	6.8 Limitations
	6.9 Further studies

	REFERENCES
	ADDENDUM A: Text 1: English for Environmental Science in Higher Education pages 38 – 45, Transcripts of audio pages 116 – 119
	ADDENDUM B: Text 2: English File Intermediate Student’s Book pages                   4 - 11, 132 – 133, 152 Transcripts of audio page 122

