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Language in Context: Text-based Language Learning
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This paper is based around two texts: one spoken and one written. The texts have been selected in
order to construct a final teaching unit for use in the language classroom. The paper and final teaching unit
are designed to explore a Systemic Functional Grammatical approach to language learning and the impact of
contexts in the language choices we make, and in this case, for a specific EFL classroom. The field of both texts
discussed here is based primarily around language learning and bilingualism. Firstly, I will discuss the context
of the teaching unit: the types of learners and their needs; the context of this particular set of lessons; the aim of
the work and its duration. Secondly, will be an explanation of the rationale behind my choice of texts and their
main features, including grammatical aspects. Finally, there is an outline of a sequence of classroom activities
that could be used to fulfill the aims and objectives of the teaching unit as a whole.

In designing the teaching unit and selecting my texts, I focused upon a typical class within my current
place of work: Nagasaki University of Foreign Studies. My classes at the university attempt to encapsulate
not only language study, but cultural studies too. This has important consequences for the “desired learning
outcomes” (Feez 1998) when I am designing elements of my student’s syllabus. The type of learners I had in
mind for this unit, were second-year, British Culture Course students. These students have an particular interest
in British culture as well as the English language. Many of these students will also spend a year or more in
Britain studying as exchange students after the summer of their first semester and will therefore benefit greatly
from a cultural contextualization of English. This helps define many of the aspects of appropriate textual field
during my lesson planning.

The students are also studying the English language. The broad aims of the classroom in this respect
are to "equip all students for the world in which they will live and work - a world which places a high premium
on the written and spoken word, where reading and writing permeate every aspect of life, and where pleasures

2

often derive from good discussion, excellent books and the power of writing.” This particular second year

British culture class therefore requires two aspects of curriculum framework: topics are largely defined by

—343—



Language in Context: Text-based Language Learning (Simon G. WILKINS)

some attachment, to British culture and secondly by specific outcomes based around four key areas of Reading,
Writing and Speaking and Listening. Aims and objectives in writing for example, might outline an ability to
write in different styles and genres such as formal or informal letters, newspaper reports, descriptive writing etc.
So, it is within this rather broad curriculum that this unit of work is based.

When deciding this unit of work it was first important to consider the background of my students:
their educational background; their previous language learning; their social circumstances and their needs and
goals (Joyce 1999). Firstly, the students are young adults; they have been studying English for around 6 years
or more. The students have a particular interest in languages and had to pass an entrance exam to enter the
university, it is therefore safe to assume that they have a relatively high competence in English skills, in writing,
reading and speaking and listening. As such, more complex genres of language are within their grasp; indeed
they need these more complex genres, such as the expository, for their skills in English to progress further. I
have taught this class myself for one year and am very familiar with their abilities and their expected rate of
learning. They have experience of my style of teaching and are often confident in undertaking tasks that require
a fairly high rate of learning. Based on my knowledge and experience of the Japanese state school system, I
can also assume that in juniour and senior high school the students would probably have encountered a large
degree of traditional grammatical teaching (Martin and Rothery). The syllabus they followed was likely to
have been a mix of structural and situational styles based on dialogues including lexical items and grammatical
structures practised in follow-up activities (Joyce). Vocabulary and structures would have been sequenced
according to their perceived complexity, based on the idea that the learner accumulates all the building blocks
of the language one by one (Feez). The structural nature of the syllabi would have been based around specific
grammatical structures being selected and situations built around them (Joyce). In designing a text-based unit of
work, according to Joyce, their previous learning is a useful factor to acknowledge, in that students will already
have experienced a wide range of vocabulary and grammar activities from a structural syllabus type and also
the acquisition of formulaic elements of simple exchanges in certain settings from the situational type. Together
with my one year of experience with the students themselves I am therefore fairly confident in being able to
predict student's rate of learning and what type of grammar they are likely to expect.

The social circumstances of these students are also important. Outside of the classroom there is a
high probability that students will engage in the second language. As a foreign studies university we also have
a high number of overseas students from the US, China, Korea, Britain and various other European countries.
English and Japanese are generally the modes of communication as they meet and socialise. Students also have
conversation partners with whom they can practice the target language and sometimes attend English camps or
activities on weekends. Coupled with this is the fact that a large number of the students will study abroad in
the UK where they will soon be immersed in a completely English environment. These factors have significant
implications on student's needs. Particularly in the case of students who will study overseas, it is highly likely
that a lot of learning will also take place outside of the classroom, based around homework activities or self-
motivated study. The needs and goals of these students therefore are quite complex. They have the very real
need of being able to use English in practical situations, above and beyond that of simple survival. Also, as

students of English, they need to display the competence in English outlined by the aims and objectives in
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Speaking and Listening, Reading and Writing as stated by the classroom, syllabus and school curriculum.
Basically: "a (English speaking) world which places a high premium on the written and spoken word, where
reading and writing permeate every aspect of life". In order to define these rather broad and somewhat
intangible needs and goals, it is now therefore necessary to focus more specifically on a particular unit of work
and the texts based around it.

The aim of this particular unit of work is partly to explore the English of expressing and asking for
opinions. Within the broad curriculum of the university, it addresses such attainment targets as "conveying
opinions clearly", "adapting what they say to the needs of the listener" and "asking questions that are responsive
to others' ideas and views" in Speaking and Listening. Reading targets such as "students show understanding of
a range of texts", "understanding of the ways in which meaning and information are conveyed" etc. and targets
such as "writing in a range of forms" for writing. More specifically, it is hoped that students will develop
reading and writing skills as appropriate to Butt's (1995) "exposition" genre and that of the newspaper report.
They should also be able to identify the differences between written and spoken texts. Finally, they should be
able to identify field, tenor and mode so that appropriate structural, lexical and grammatical choices are made in
the context of this genre in its spoken and written form, as well as general strategies on the context of opinions
and what is appropriate within a cultural context. In the bé.ckground of these aims are secondary topic learning
objectives that tie in with the “British Culture Course” and studying about British culture. The links between
this topic based approach and language learning will be made explicit to the learners so as to avoid what Feez
describes as “confusion on the part of the learners”. All aims and objective will be explained clearly to the
students at each stage of the unit of work so that students know what they are doing and why they are doing it.
It is hoped that these aims and objectives will be pursued throughout a semester and that the unit is a part of a
continuous process of a text-based course, though the units here will focus specifically on two lessons of ninety
minutes each.

The texts themselves are available in the appendix, for the purpose of this assignment, texts are
Iabeled both Text A and Text B. Text A is a transcribed dialogue between a colleague and I. I constructed this
text myself to compliment the second text and to exemplify the differences between spoken and written texts
as well as providing some instances of how to get opinions from others effectively. Text B is an extract from
the newspaper “The Daily Yomiuri’, entitled “Welsh experiences of bilingualism”. The field of both texts is
that of bilingualism. There were a number of factors that influenced my choice of texts. Firstly, it is therefore
important here to discuss aspects of design for the whole syllabus in which these units lay. The starting point
for the course design on my classes and therefore this unit of work, is centered around a mixture of “Starting
with topics” and “Starting with contexts” and “Starting with Texts” (Joyce). The topics of both texts in this
particular unit of work are bilingualism, although this is based on the course topic outlined by the university
curriculum, i.e. “Britain”. Text B addresses the topic of bilingualism in Wales. In this way, students will
question the positives and any potential negatives of their own bilingualism; why they are studying English and
also give an insight into how bilingualism is approached in an area of Britain. This text is therefore perhaps a
good choice for the beginning of the British course, where students begin to think about why they are studying

and using the texts to form the answers to this important question. At the same time they learn about Britain and
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perhaps the surprising fact that Britain is not a solely English speaking country. Text A addresses the topic of
bilingualism in regards to Japanese learners so that students may draw similarities between the Japanese context
and the Welsh context. The general topic of Britain will be used over an extended period of time, the sub-topic
of bilingualism will also reach further than the units outlined here, this will provide students with an opportunity
to recycle vocabulary and provide a common thread in the choice of materials and activities. In Text B, for
example we have vocabulary that could commonly be practiced throughout the course, “Welsh”, “British”,
“bilingualism”, “BBC”, “Celtic” etc that they will meet at various times.

Apart from the cultural context of the texts, there are also the social contexts. In this particular unit
the social context of giving and expressing opinions is focused upon. The way in which language is used in this
social context is an important part of participating in an English-speaking community that many of my students
will face. Giving an opinion has important structural and grammatical consequences, as outlined by Butt.
Attaining an opinion from another person also requires a range of grammatical and vocabulary strategies that are
defined by the context of situation. These types of texts are influenced somewhat by the classroom attainment
targets, but it may also be helpful to do as Joyce suggests and brainstorm a variety of social contexts with
students at the beginning of the course where this particular context may be raised to give students a feeling of
ownership in their work. The attainment target nature of the classroom curriculum also hints at a syllabus that
“starts with texts” in that they often focus directly on spoken and written texts that students need to learn, in this
case: expository writing and giving and asking opinions. The ability of these two texts to satisfy each of these
criteria strongly influenced my choices as a starting point for this particular unit and also in regards to the course
as a whole.

It is also important to consider how these texts fit into the goals and aims of the course as a whole
in influencing my choice of texts. In a course that aims to encapsulate language learning in a way that equips
students for an English speaking world, these units address the aforementioned strategies of giving and asking
for opinion. In this way the texts fit into a sequence of units across the entire course. Students are told that the
general topics of the course are based around British culture. Text B and its comparison to Text A satisfy this
direction of study. If these units appear at the start of a course then they address Joyce’s factors in effectively
sequencing content: bilingualism is of interest to the students, students need to be able to express their opinions
as the course progresses and as they meet the need in social contexts. Students are familiar with language
learning and bilingualism as they are experiencing it everyday and they may also be asking themselves why
they are studying another language. The texts are also not particularly complex in regards to the abilities of
these particular students. In regards to text A there is a clear language event sequence. As will be explained in
more detail later, part of the unit will finally lead on to activities involving students reconstructing their own
text based around the initial study of Text A. Firstly, students will read my text, they will then write questions
they can ask themselves, they will then speak to construct their own text and again write to transcribe the text.
The two classes within this unit will focus upon the early aspects of this language sequence. This will, as Joyce
suggests, “enable students to understand how spoken and written texts are related in social contexts”.

Finally, the two texts allow an analysis of the different features of spoken and written texts as part of

the whole course sequence. A grammatical analysis of these two texts allows a focus upon discourse features,

—346—



I SN E105

vocabulary and sociocultural knowledge, such as audience and social purpose when looking at a newspaper
report or expository writing that gives opinions and requesting such opinions from others. These two texts were
selected for their ability to display each of these important criteria and therefore provide firm examples for the
students to base their knowledge upon. This discussion of the main features of the texts, including grammar
aspects will be discussed in more detail later. Now that we have discussed the course as a whole in determining
my choice of texts it is now necessary to discuss in more detail the units of work themselves.

As identified earlier, these particular texts hope to fulfill an objective based around the discussion
of giving and asking for opinions. These objectives are based around an analysis of language skills, strategies
and grammatical structures within this social context. These texts have been chosen because they provide
knowledge about the roles of opinions in the broader culture; the social situations in which they are likely to
occur — newspapers and interviews; the topic area of bilingualism and also Britain; they provide interesting
insights in tenor and mode and contain some essential grammatical examples in making meaning in different
texts. Students can then use this knowledge to respond to and create other texts of this type using appropriate
grammar, vocabulary and discourse strategies. The discussion so far has outlined the following steps suggested
by Joyce in an effective planning process: how the texts mirror the starting point for the course; how the texts
develop the goals and aims of the course; how the texts compliment a sequence of content, including a language
sequence; how the texts assist an analysis of spoken and written features and finally how these texts fit into a
distinct unit of work within this course.

Before we begin a description of the sequence of classroom events it is first necessary to discuss the
main features of both of these texts, including grammatical aspects, so that we may exemplify their effectiveness
and ability to fulfill the stated aims and objectives. This analysis will be approached in a level of complexity
that I regard most useful for this particular unit of work, i.e. an analysis of the texts that I shall later include
in my two lesson plans. Firstly, is an analysis of the differences between spoken and written language in the
two texts. It is important not only to highlight these differences so that appropriate grammatical and lexical
choices are made in the construction and use of these texts, but also so that students can begin to feel equally
comfortable using both of the skills. Aspects of Mode are useful in defining between spoken and written texts.
One of the defining factors between spoken and written texts is the role of language as action or reflection and
the spatial or interpersonal distances between the interactants. What Eggins (1994) describes as experiential
distance and spatial or interpersonal distance. Interpersonal distance ranges on Eggin’s continuum according
to the possibilities of immediate feedback between the interactants. On one end this is where immediate visual
and aural feedback is possible (Text A) and the other end where there is no visual or aural feedback between
interactants (Text B). Experiential distance illustrates a continuum of situations between language as a language
of action, or as a language of reflection. In Text A we see that language is very much a language of action — i.e.
gaining an opinion from an interviewee. This is most easily exemplified by the question and answer sequence
between two human participants with the questions used to initiate a further discussion of the topic. The
questions begin with simple “do you”, “how much” questions to establish certain facts and orientation, later they
change into more exploratory “why” and “do you think” questions that seek opinion. Later a contrary position is

set up to illicit further response. In Text B, the newspaper article, the discourse is monologue in contrast to the

—347—



Language in Context: Text-based Language Learning . (Simon G. WILKINS)

dialogue of A. The single question in the text is “[what are the] dangers of bilingualism?” a rhetorical question
simply serving the same function as the contrary position set up in Text A to make the exposition more thorough.
In Text B language is very much a process of reflection, it is concerned with ideas and reasons and linked by
relational processes in condensed sentences (Eggins 1994), “bilingualism is celebrated”, or “The situations in
Japan and Wales are different”. To further use Eggin’s ideas about the differences between spoken and written
language we notice that text A has a low lexical density, while Text B has a high lexical density. This is perhaps
best illustrated through the nominalization of words: “learning” or “speaking languages” in Text A become
“bilingualism” in Text B. In Text B conjunctions are also nominalised, with “because” being replaced with the
reason. There is a lower frequency of content-carrying words in Text A whereas words such as “bilingualism”
and “language” are very frequent in Text B. Halliday’s ideas about grammatical intricacy are also evident, Text
A, particularly where Jeff talks at length have very high number of clauses per sentence as opposed to the few
clauses per sentence in Text B. Finally, we see a number of lexical differences between the two texts. In Text
A we see slang and dialect lexical items: “leg up” and “no worries”, unlike Text B. There are also a number of
false starts and hesitations that reveal to us that text A hasn’t gone through the drafting, redrafting and editing
that Text B has gone through in its highly organised expository form. We also see examples of Collerson’s
“continuatives” in text A, “regardless” and “I mean”, conjunctions that are “particularly appropriate in spoken
English — especially in conversation, where it is often necessary to signal that you intend to continue speaking.
All these differences would hopefully highlight to students the differences between spoken and written texts.

Next is a discussion of field and tenor. The two texts have the same field, that of bilingualism and
language learning. To measure the field of the texts it is very useful to look at the transivity of the two texts.
The three components of this transivity are the participants, the process type and the circumstances. In Texts
A and B we can identify the participants through the nominal groups of the clause. In Text A these participants
are Jeff, Simon and Japanese. In Text B these are primarily the Welsh, the Japanese and bilingualism. We can
identify the process type through the verbal parts of the clauses, for example in text A learning or speaking
Japanese, or in Text B “experiences of bilingualism” in its nominalised form. Finally we can identify the
circumstances through prepositions or adverbs, in Text B “In Britain”, or “flaws in Saer’s study were not widely
noted”. And in Text A, “on Japanese study”, or “chat with people”.

The social roles the texts take up are also important in these texts, namely the tenor. I later want the
students to construct their own Text A by interviewing one of the international students about their opinions
on bilingualism. In selecting a participant for Text A I therefore chose a person that would exhibit a similar
level of interaction that the students would experience with fellow students. Expository pieces often require
a more informal role due to the nature of sharing sensitive information such as opinions. If we break the
tenor of discourse in each of the texts into three different continua we see the power, contact and affective
involvement of the interactants. These continua have a large influence on language use, I therefore wanted to
make Text A as similar as possible to the text the students would finally produce: the relationship between the
interactants is equal; contact is frequent, colleagues or schoolmates; and affective involvement is rather high.
This is important; as with expository texts it is necessary that we express emotions or attitudes freely with our

interactant. This has an affect in grammar that we can also see in Text B — as a piece of expository writing it
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needs to engage in high affective involvement to get its point across.

This leads us on to further considerations of genre and grammatical features of the texts. The
purpose of a text influences grammatical as well as structural choices. The purpose of texts A and B is that
of an expository text — what Butt describes as one that is used to justify an argument or put forward a point of
view. According to Butt this genre exhibits very specific structural and grammatical features. In studying this
aspect of the texts we can allow students a basic framework for text construction by following recommended
formula. Firstly, we can identify stages in the text, particularly that of Text B which will be the main impetus
for students constructing a final written expository piece that gives opinions in contrast to Text A that aims to
get opinions. Structurally we see a position statement, “In Britain the general understanding is that the bad old
days of discouraging bilingualism are now finished”. The use of the word “bad” immediately sets up the writer’
s point of view; that conversely bilingualism should be encouraged. This declarative form will be discussed
later. Secondly we get a series of arguments supported by evidence, that bilingualism is beneficial, “The BBC
lists nine advantages of bilingualism”. Until we reach the final summary “Japan might well ponder the Welsh
change in attitude to bilingualism. This column aims to harmonize the views of language teachers”. The use of
the word “harmonise” in contrast to the word “bad” illustrates the position further.

There are grammatical features essential to this text that help justify an argument or allow a point
of view to be expressed effectively in an exposition text. Firstly, participants are human or non-human as
identified through the nominal groups. The exposition piece takes place in the present tense, much like that of
a spoken narrative, “the general understanding is”, “the land that echoes”. This brings the text and therefore
the argument to life; it is real and important. The conjunctions used in the text show reasons and conditions.
There are adversative conjunctions used to present a contrasting or opposing idea to the one being justified,
“we should recognize, however, that even the most respected researchers have a tendency to interpret their data
in line with popular prejudices”. Clauses that support the argument have conjunctions that are nominalised,
“Now, it (English) is becoming less of a substitute and more of a supplement. With in English in this role, many
Welsh parents treasure the opportunity for their children to become bilingual”. These are essential components
of an exposition text. We also see examples of modality in the exposition text, “Japan might well ponder”, or
“we should recognize”. These terms of modality are an integral part of the exposition text, the classifications
of this modality as low, median or high will reflect the roles and relations of the people in the interaction — in
this case the equal status of interactants is likely to ensure modality is low or median. Finally, exposition texts
show material, mental and relational processes: celebrated, speak (material), ponder, thinking (material) and
“bilingualism is celebrated, is encouraged, is growing” (relational). These are perhaps the most significant
grammatical features in the exposition text as identified by Butt and is a firm basis for introducing the text to
students as a model for their own writing.

Having justified and discussed aspects of the texts it is now possible to detail a unit of work consisting
of two ninety minute lessons, for my second-year British Culture Course students. This unit draws on the “cycle

of teaching and learning” by Butt et al (2000).
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Context exploration: (10 mins)

1.

Class discussion would begin with a question sequence that elicits opinions from members of the
class. A good starting point would be a movie or TV show that was on last night and a simple
question asking if a student enjoyed it or not. Leading from there questions could range in topic,
from everyday to something more controversial such as a political question coming from a news
programme. This could lead on to a discussion and brainstorming of what kinds of questions (mode)
and what kinds of topics (field) are appropriate when asking for people’s opinions, also what kind of
people certain questions are appropriate for (tenor). Thus building the context of situation.

In the previous questioning and brainstorming the teacher should hint at the topic of “language study”.
For example, “Do you think students should be forced to learn English at school as a compulsory part
of the curriculum?” or such like. This introduces the topic of the texts more directly. The teacher will

then outline the aims and objectives of the current unit of work: “how to express and obtain opinions”.

Explicit instruction:

1.

Students will listen to my interview with Jeff about his Japanese study and the importance of learning
English and being bilingual. Students will be told that I structured my interview carefully to get as
much information as possible. Students will then be given a transcribed copy of the interview and
asked to highlight the key opinions of Jeff and his attitude to bilingualism. (10 minutes)

Students are also given Text B that we read as a class, again highlighting what they think are the
main opinions in the piece. Both sets of opinions are written on the board to check whole class
understanding of some of the key points at this early stage. (20 minutes)

We will look at the organisation of text A: what opinions did Jeff give? How did I get him to share
these opinions with me? What relationship is there between me and Jeff? The teacher will highlight
the easy nature of the opening sequence of questions. Next, the “why?” and “do you think?”
questions, and finally, the contrary position I set up in order to get him to speak in more detail about
his opinions. ( 10 minutes)

Next will be a short analysis of vocabulary terms that are useful in this particular field, words such as
“bilingualism”, that would then link with the second text.

Next we will look at the structure of Text B, the opening statement, the justification and the final
summary. Discuss any comparisons between the two texts: the writer’s use of a contrary position in
the middle of Text B and answers to “why” and “do you think?” questions within the text. Lexical
items. (10 minutes)

Students are asked to imagine that if they interviewed this writer with the same questions I asked Jeff,
what answers would he provide? They then use the text to provide these answers. (10 minutes)

A comparison is made between Text A as a-language in action and Text B as a language of reflection.
Eggin’s continuum are introduced and we discuss a range of possibilities. Finally, students are asked
what other lexiogrammatical differences are there between the two pieces that define one as a spoken

piece and one as a written piece. Much of the answers are explicitly instructed — though they are at a
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level where they should be able to identify some of the idioms such as “leg up” as being unusual and
the repeated use of words such as “ummm” and “I don’t know”. Which of the pieces is more formal?
Ensure that students understand the differences between spoken and written texts and that they will

later produce an example of both for themselves. (20 minutes)

Lesson 2:

After a recap of the previous lesson and as a brief warm-up at the start of the next lesson a list of
sentences are given to students. Each sentence comes from a different genre of writing. The names of
the different genre are written underneath and are to be matched with the sentences: for example, the
first line of a poem, the first sentence of a recipe, the opening of a fairytale. An in-depth discussion of
genre is not required, but the exercise highlights that it is often possible to identify genre when you
have experienced it before and that grammatical, lexical and structural features are what contribute to

this. (10 minutes)

The purpose of the texts A and B is discussed: the texts give opinions. How are these opinions shared?
Who are the texts interacting with? How do they perform this interaction in terms of grammar and
vocabulary? I would outline what an “exposition text” is and focus on Text B to reveal some of the
more common grammatical features of the piece as well as vocabulary choices. Students then identify
for themselves examples in text B of the vocabulary and grammatical features I outlined. Students
are given a range of short paragraphs with clearly identifiable grammatical features based around
the tense of verbs, conjunctions and modality whereby they can tick off whether they think these are
exposition texts or otherwise. A further discussion of grammatical features is undertaken. Hopefully
this unit as a sequence of a longer course will allow students to identify other types of genre they have

previously studied. (20 minutes).

Guided practice and joint construction:

1.

During a brainstorming session we come up with a list of questions that could be used during an
interview with another student about their opinions on learning another language. Structures of
questioning and strategies for getting more developed answers from the interviewee. (10 minutes).
Students can interview me as a class with a number of questions and then interview each other in
pairs, selecting from our brainstorming questions the ones that they feel are most useful. (10 minutes).
Students share the ideas they had in the pair discussion and any difficulties or good practice they
found. Finally a set of questions are prepared in preparation for an interview with an international
student in their own time. (15 minutes)

Students are told that the ideas that have been discussed to date and the results of their interview will
be used in their own exposition piece in the following lessons. The results of interview can be used
to justify their arguments or to set up contrary positions to be refuted. Students are asked to prepare

in groups a checklist of the “ingredients” they need to construct their exposition piece: grammatical
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features, structural features, vocabulary, and audience — the ideas of previous activities are recapped

once more, but students should now be formulising the ideas for themselves. (20 minutes)
The unit relies heavily upon a sequence of language events in previous and future units. The texts should be

related to previous and future classroom texts as far as possible in order to internalize the structures of the

different genres discussed.
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Simon: Do you study Japanese?

Jeff: Yes

Simon: How much time in one week do you spend on Japanese study?

Jeff: Uhhh. . . probably . . .3 or 4 hours

Simon: Why do you study Japanese?

Jeff: So I can get along, so I can, so I can, know where I'm going . . .so I can, chat with people.

Simon: OK, what is the most difficult aspect of learning Japanese?

Jeff: Ummm, the writing system, because the kanji is ridiculously hard to remember . . .stroke order . . .radicals.
Simon: Ok, do you think learning Japanese is important?

Jeff: Very important! I should study more. I should be studying at least an hour . . .maybe two hours a day, but
I don’t have time to do that right now.

Simon: You are an English teacher yes?

Jeff: Yes.

Simon: Do you think your students learning English is important?

Jeff: Yeah

Simon: Why? What are the advantages of learning English for them?

Jeff: ... mmmmm, well in Japan it is a high status language and it gives them a leg up if they’re trying to get a
job, ummm, a ot of them want to be teachers so, if you want to be an English teacher you need to learn English,
ummm, I don’t know, right now English is the language of business, everywhere you go in the world it’s kind
of a default language, you have to . . .if you go to Europe, if you go to south America, if you go to most places
that’s kind of the second language for most people, that’s how they communicate.

Simon: Do you think there are disadvantages in learning a second language?

Jeff: Disadavantages of learning a second language?! 1 don’t think there is any.

Simon: It has been suggested that bilingualism confuses a person’s thinking and works against gaining a high
level in any one language...or that the predominance of English in the world puts many at a disadvantage...
culturally...for example.

Jeff: You have two cultural identities! Parents speaking to their children...I mean, some, some...well, I refute
that. I’'m marrying a Japanese woman and I’m actually kind of excited about having my kids as bilingual people
because, I don’t know, it’s like living having two different worlds and identities and uh, I think the idea that it
holds you up in school is probably, uh, for people who are weak, weak academically anyway. I don’t think it
really matters, I think that would just be something, something that would happen regardless. Regardless if you
were learning one language or two languages, um...in terms of communicating with your kids, I mean that’s like
umm, that’s, you have two different ways of communicating... Was there another argument? Cultural identity,
weakness at school...

Simon: No, that’s fine. Thank you!

Jeff: No worries.
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