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発行によせて

今年も本学会の活動の結実として Proceedings of JASFL 第 10 巻を発
行することができました。これもひとえに会員諸氏の精力的な研究活
動と学会活動へのご尽力の賜物と感謝しております。
今回発行されました Proceedings of JASFL Vol. 10 2016 は昨年 10 月
10 日と 11 日に玉川大学で開催された日本機能言語学会第 23 回秋期
大会の研究発表内容を論文に改定した論文集です。若手研究者の活力
ある発表、熟考を重ねた中堅・古参研究者の発表とその内容は広範で
多岐にわたり、2 日間にわたる有意義な質疑応答や議論の成果が反映
された力作ぞろいとなっています。絵本を題材にしたマルチモダリテ
ィーの分析、メタ機能の観点から見た英語学習者の作文談話分析、英
語教育における SFL の有用性と英作文教育、概念の違いが報道記事
にどのように具現されるかという談話分析、テクストにおける結束性
の分析、そして、雑誌記事におけるテクスト構造とテクスト作成者と
の関わる分析、いずれも最新の SFL 理論を準用した秀作ぞろいとな
っています。
また特別講演としては、国際基督教大学のJohn C. Maher教授をお迎
えし、‘Language Revival in the British Isles’と題して講演していただき
ました。講演ではイギリス、アイルランドにてゲール語系の少数言語
が絶滅の危機にある一方で、文化社会的な要因により新しく学び使用
する世代が現れつつある現状が報告されました。ビデオなどによる実
例により刺激と示唆に富む講演となりました。
上記のような SFL に関する最新の研究、知見などが満載された
Proceedings of JASFL Vol. 10 2016 が会員諸氏にとって今後の SFL 研
究の一助になれば、本学会を代表するものとして、これにまさる喜び
はありません。
日本機能言語学会会長
龍城正明
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文

文
文
Meanings Made by Words and Pictures:
Visualize Words in Picturebooks
早川 知江
Chie Hayakawa
Nagoya University of Arts
Abstract
In Hayakawa (2015), I carried out a comparative analysis on the experiential
meanings of words and pictures of a classic picturebook, Millions of Cats by Wanda
Gág (1928), and pointed out that the meanings related to “time” “relationship
between characters and objects” “appraisal” “psychological description” and “causal
relation” are typically created by words only, the ones related to “appearance”
“relative relation and size of characters and objects” “background settings” are
communicated mainly by pictures, and “existence” “attribute” “action and transfer”
can be expressed by both of these media.
The meanings presented typically by words only, however, are not totally
inexpressible by pictures. Likewise, the meanings often created by pictures only can
also be expressed verbally. My hypothesis is that each of these media, words and
pictures, has its own cline from “meanings easy to express” to “meanings hard to
express”. To confirm this hypothesis, I conduct an experiment in which students are
asked to visualize the words of a picturebook they hear without seeing the pictures.
The meaning with many cases of visualization is the “meaning easy to express by
pictures” and the one with less cases is the “meaning hard to express by pictures.”
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Authorial Stance on the Move: Published and L2
Learners’ Research Abstracts in Applied Linguistics
Ming-Chia Lin
National Academy for Educational Research
Abstract
The aim of the study was twofold, to describe the adequateness of ideational
description by exploring element standards on rhetorical moves in L2 learners’
abstracts (e.g., instrument in method), and to describe the appropriateness of
interpersonal negotiation through the expansive and contractive engagement in L2
learners’ abstracts by comparing with those in the published abstracts. The Learner
Abstract Corpus (the LAC) was compiled from Taiwanese L2 post-graduate students’
responses to timed research abstract writing assessment. Four abstracts were
randomly-selected from high-level, intermediate-level, and low-level sub-corpora.
The Published Abstract Corpus (the PAC) was compiled from 2 abstracts of six
prestigious international journals. For the ideational element standards on the moves,
an increasing inclusion of the standards was observed from the low-level through the
intermediate to the high. For the interpersonal, the PAC revealed the more expansive
approaches of authorial stance on the moves, while the LASC indicated a rising
pattern of more expanding authorial stances in the intermediate-level and high-level
sub-corpora. Notable are the engagement on two moves in the PAC, the results
including high-frequency expansive attribution of the proposition to the study
findings, and the conclusion including contractive proclamation of the study
highlights as the merits.
1. Introduction
Through a Systemic Functional Linguistics lens, quality of a text can be thoroughly
evaluated by three dimensions, including proposition of communicative content at the
ideational level, writer-reader interaction of meaning negotiation at the interpersonal,
and topic-comment organization at the textual (Halliday and Matthiessen, 2004;
Martin and White, 2005). Among these dimensions, interpersonal interaction has been
an increasingly-popular research focus on which the interaction is analyzed by textual
features and lexico-grammatical choices, against the backdrop of ideational contents
(Chang and Schleppegrell, 2011; Loi et al., 2016). This focus seemingly holds an
underlying premise that an effective academic text is often recognized as the
construction designed to win an argument over writer-reader interaction (Chang, 2012;
Chang and Schleppegrell, 2011; Lancaster, 2014; Martin and White, 2005). Writerreader interaction has been found largely observable by writers’ maneuvering
contractive and expansive approaches to entertaining prior discussion, potential
objections, and readers’ response, which thus reveals a writer’s stance against the
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backdrop of this heteroglossic discussion (Chang and Schleppegrell, 2011; Chang,
2012; Loi et al., 2016; Martin and White, 2005). Arguably, this interaction
characterizes authorial stance denoting how meaning expressions are related to
authors’ attitude, degree of commitment, and engagement with alternative views in
the ngagement framework (Martin and White, 2005).
This complex nature of authorial stance may pose greater difficulties to nglish
as a second foreign language (L2) learners, particularly for their writing of a
complicated genre, i.e., research articles ( As) (Chang, 2012; Loi et al., 2016). For
example, seven L2 doctoral students in the social sciences were found expressing
more obscure authorial stance in writing the introductions of As, and making
progress after receiving the instruction that directly addressed the function and use of
authorial stances via the text-linguistic and the corpus-based approaches (Chang,
2012). A few researchers have clearly argued for the importance of expressing an
explicit authorial stance in the A introductions to greater persuasion of As (Chang,
2012; Chang and Schleppegrell, 2011; Hood, 2010). Little is known about the degree
to which L2 post-graduate student writers at varying levels are able to appropriately
express authorial stance in As. Among varying sections in As, research abstracts,
being expectedly to be an attractive miniature of the complete As (Lin et al., 2015;
Swales and Feak, 200 ), may provide a snapshot of how authorial stances can be
expressed across the varying sections of As. n this sense, research abstracts seem
to be worth investigating. Such investigation can address the degree to which
authorial stances are conveyed on rhetorical moves for promoting the A-highlights
and persuading readers of the merits behind the highlights.
The study reports on the writer-reader interaction texture of L2 learners’ and
published research-article abstracts in applied linguistics. The aims of the study were
twofold, to describe the adequateness of ideational description by exploring element
standards on rhetorical moves in L2 learners’ abstracts (e.g., instrument and research
procedure in method; major findings in results), and to describe the appropriateness
of interpersonal engagement through expansive and contractive rhetorical approaches
in L2 learners’ abstracts by comparing with those in the published abstracts.
2. Method
2.1 vervie
The study attempted to describe a construed L2 developmental system in A-abstract
writing by analyzing the ideational element standards and the interpersonal
engagement devices of authorial stance. First, the ideational element standards refer
to the elements essential to rhetorical moves in research abstracts (e.g., instruments
in method; the results to research questions) on the move across the three proficiencybased LASC, which reveals the extent to which L2 learners can select and state key
elements in the A-abstract writing. Second, the interpersonal engagement of
authorial stance denotes appropriate expression of the writers’ chosen perspectives
and respect for potential alternative views from readers. n fact, the study attempted
to compare the function of authorial stance on the moves (i.e., expansion and
contraction) across the LASC and PAC.
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2.2 he corpora
2.2.1 The Learner Abstract Corpus (the LAC)
The LAC was compiled from 1 5 abstracts written in response to the esearchAbstract Writing Assessment (the
AWA). The
esearch-Abstract Writing
Assessment was designed with (1) a prompt for a 200-250 nglish abstract, (2) two
rating scales for the responses, the global move of rhetorical functions from Swales
and Feak’s (200 ) scheme for research abstracts (i.e., background-purpose-methodresults-conclusion), and the local pattern of linguistic devices. The global move
consisted of contents (accuracy and effectiveness) and move (presence, proportion,
sequence, and coherence). The local pattern comprised brevity (conciseness,
cohesiveness) and language use (accuracy for word use, and appropriateness for word
variety and hedging).
The abstracts were rated by two scales (i.e., the global move and the local pattern),
totaling a score for writing quality (ranging from 1 to 10). The distribution of score
were frequency-analyzed, and classified the LAC into three proficiency-based subcorpora, including the low (1 to 41 percent), the intermediate (42 to 0), and the high
(above 1). n this preliminary analysis, only four abstracts were randomly selected
from each sub-corpus, totaling 12 abstracts in the LASC.
2.2.2 The Published Abstract Corpus (the PAC)
The PAC was compiled from abstracts of six prestigious international journals (i.e.,
Journal of English for Academic Purposes, Written Communication, ReCALL,
Computer Assisted Language Learning, Language Learning & Technology, The
International Journal of Corpus Linguistics), published from 2010 through 2015,
around 5- 5 abstracts from each journal. The journals were chosen for their focus
on computer-assisted language learning that was of higher relevance to the L2 learners’
writing prompt (i.e., asynchronous discussion on online platform) in the study. For
the present analysis on authorial stances, twelve abstracts (two from each journal,
published in 2015 and 2014) were randomly selected from the PAC.
2.2. Move Tagging and Element standards
n Table 1 listed in the method section, a coding scheme (adopted from Swales and
Feak, 200 ) was employed to tag moves with different communicative purposes in
the abstracts. The moves include the purposes of providing background or literature
review ( ), indicating purposes or tasks of the study (P), describing methods or
theories (M), reporting results ( ), and making conclusions and evaluations (C). Two
blended moves were identified from the analysis of the LASC, i.e., P M combining
the study purpose and methods in one to two sentences; M
blending the study
method and results in one to two sentences. These move tags served as a framework
for the subsequent analysis of element standards and authorial stances. Table 1 also
details the element standards on each move extracted from the writing prompt. The
element standards were extracted by the APA (200 ) suggestions for reporting
standards in the journal articles of the social sciences.
2. he Engagement system in appraisal for authorial stance
This study adopted an integrated approach to mapping the authorial stance onto the
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rhetorical moves (Chang and Schleppegrell, 2011; Loi et al., 2016). Following the
Swalestian framework of describing A abstracts by the communicative acts, the
project employed the coding scheme in Table 1. Against the backdrop of the move
structure, the study adopted Martin and White (2005)’s engagement system that
consisted of the expansive and contractive approaches in Figure 1.

igure 1. he Engagement system in appraisal

This ngagement system subsumes two major discursive approaches, the contractive
of disclaiming and proclaiming, the expansive of entertaining and attributing.
Adopting this system, the analysis sought to identify a repertoire of linguistic
resources employed for projecting authorial stance and reader respect for potential
objections or alternative views.
2. . he analytical procedure
Prior to the analysis, both the PAC and the LASC were move-tagged by two coders
respectively holding an MA in applied linguistics. The high inter-coder reliability was
reached with the appa’s coefficients of 0. 2 (higher than the cutoff 0. 1 for perfect
agreement). n analyzing element standards, the two coders evaluated whether the
listed standards were adequately expressed in the abstracts (with the appa’s
coefficient 0. ). Finally, the analysis of authorial stances was conducted by the
semantic discourse via the manual analysis of two coders (both being researchers in
the A analysis in applied linguistics), with the appa’s coefficient 0. .
. Results and iscussion
.1 he distribution of element standard on the move in the LASC
n Table1, the LASC was found to include partial or complete element standards on
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the moves across the three subcorpora. First, the low-level LASC had 6 abstracts
with Scores 0- , and was found 50 percent of these abstracts included the complete
element standards on the method and results moves but not including the complete on
the purpose move. n the same sub-corpus, the other half of the abstracts did not
included element standards across the three moves. Second, the intermediate-level
LASC had 1 abstracts with Scores 4-6, and was found that 60 percent of the abstracts
included the complete element standards on the method and results moves; 0 percent
on the purpose move. Finally, the high-level LASC had
abstracts with Scores 10, and was identified with 0 percent of the abstracts having complete element
standards on the method and results moves; 100 percent of the complete element
standard on the purpose move.
able 1 he top under-e pressed element standards in each sub-corpus
Moves
he under-e pressed element standards
he sub-corpus
Purpose (P)
1. effects of implementing text-based
The low
asynchronous discussion;
2. content-based nglish course
1. content-based nglish course
The intermediate
None
The high
Method (M) 1. participants of 41 college students majoring
The low
in applied nglish in 2004, 5 students in
2005 and 2006;
2. data of discussion exchanges;
. 5-point-Likert-scale questionnaires; group
interviews
1. participants of 41 college students majoring
The intermediate
in applied nglish in 2004, 5 students in
2005 and 2006;
2. data of discussion exchanges;
. 5-point-Likert-scale questionnaires;
1. participants of 41 college students majoring
The high
in applied nglish in 2004, 5 students in
2005 and 2006
esults ( )
1. learners’ nglish reading and writing ability;
The low
2. learners’ content comprehension;
. learners’ positive perceptions toward
asynchronous discussion
1. learners’ nglish reading and writing ability;
The intermediate
2. learners’ content comprehension;
1. learners’ nglish reading and writing ability
The high

n Table 1, the high-level LASC was found to have fewer under-expressions than
the intermediate-level and the low-level. n other words, the higher-proficient L2
learner writers might be more capable of including the element standards essential in
research abstracts than their lower-proficient counterparts, consistent with previous
studies (Lin et al., 2015; Swales and Feak, 200 ). This variation of the underexpression across the subcorpora seems to substantiate qualitative evidence for the
rating quality of the LASC being presented by a sum score. The sum score mainly
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reflected the proficiency-level of the abstract response by both the global move (i.e.,
content elements and rhetorical moves) and the local pattern (i.e., language accuracy
and brevity) (Lin et al., 2015). Also, the score appears to be sensitive in reflecting the
complete inclusion of element standards (i.e., only a part criterion in rating).
.2 he distribution of the authorial stance on the move in the LASC and the
PAC
Table 2 reports on the distribution of authorial stances on the moves in the two corpora.
verall, the authorial stances were found to have higher frequency on the results,
conclusion, purpose and background (arranged by frequency), while having no
distribution on the method. Across the two corpora, the LASC revealed that the lowerlevel L2 learner writers tend to convey fewer authorial stances. This finding was
consistent with to previous studies, such that t he low performers being less
committed and critically distant make moves to construct a reader who is more
authoritative than the writer (Lancaster, 2014: 51). The higher-level writers (i.e., the
intermediate-level and the high-level) were found to express more authorial stances
on the moves, although the degree of openness of this authorial stances may be
different from that of the PAC.
able 2 he distribution of authorial stances on the moves in the t o corpora1 2
LASC on the moves: authorial
PAC
on the moves: authorial
stances
stances
H1
P e:e -M-R e:a-a c:p-e c:dAP15
-P-M R e:a-a -R e:a-a -C c:pd e:e -C
p e:e
H2
c:p-c -P-M-R c:p-e e:a-a AP14
-P-M-R e:a-a c:d-d -C e:e
C e:e
H
P-M-R c:p-e e:a-a -C c:p-p
WC15
c:p-e -P M R e:a-a -C
H4
P-M-R c:p-e e:a-a -C e:e
WC14
P-M-R c:p-e -C e:e
1
-P e:e -M-R
C15
P-M-R e:a-a -C c:p-p
2
P e:e -M-P-M-R c:p-e -C c:pC14
P-M-R e:a-a c:d-d -C e:e
p
C15
-P-M-R e:a-a c:d-c -C
M-P-M-R
4
c:d-c -P e:e -M-R-C e:a-a
C14
P e:e -M-R e:e c:d-c e:a-a
L1
-P-M-R e:a-a e:e
LLT15
P-M-R e:a-a -C
L2
e:a-a -P M-M-R c:p-e c:d- LLT14
P-M-R e:a-a c:d-c -C e:a-a e:e
c
L
P-M-R c:p-e e:e
CL15
-P c:d-c c:p-p -M-R e:aa
L4
P-M e:e -C e:e c:p-e
CL14
e:e c:d-c -P M-R c:p-c c:dd -C
he LASC denoting the fre uency count of the stance
: 1 (c: d-c), 1 (e: a-a), 1 (c: p-c); P:
e: e M: 1 (e: e); R:
c: p-e
e: aa ; 1 (c: d-c), (e: e); C: (e: e), 2 (c: p-p), 1 (c: p-e), 1 (e: a-a)
he PAC denoting the fre uency count of the stance
: 1 (e: e), 1 (c: d-e); P: 1 e: e 1 c: d-c 1 c: p-p R: 1 e: a-a 1 c: pe ; (c: d-d), (c: d-c); C: 5 (e: e), 2 (c: p-p); 2 (e: a-a)

Specifically for the type of authorial stances, a few noteworthy variations were
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identified across the corpora. n the LASC, the results moves were often expressed by
the contractive proclamation with higher authorial endorsement to the study results.
Such higher endorsement may prevent projecting a more neutral authorial stance on
the study results that is often expected in the research community (Loi et al., 2016).
n the purpose and conclusion moves, the L2 learner writers are found to adopt more
expansive approaches hedging their proposition and accommodating potential
alternative viewpoints. elow are three specific examples taken from the LASC. n
the purpose move, the L2 learner writers were found to adopt the pattern aim to verb.
A possible explanation is that L2 learner writers seem to believe the use of the lexical
bundle aim to verb expressing a mitigation of the study purpose that could turn out
to be not fulfilled. n mitigating the purpose, the L2 writers may intend to open up a
space for lesser agreement over the fulfillment of the study purpose, as in the 2
example.
E ample 1: I2
P The current study aims to investigate the effects of non-simultaneous
discussion which is implemented in content-based nglish courses as well as
the factors which influence the results e pand: entertain .
Second, on the results move, the L2 learner writers were found to frequently
express the contractive proclamation of higher authorial endorsement to the results.
Such higher authorial endorsement clearly projects more authorial certainty for the
results, which makes the results-reporting less neutral and perhaps less conformed to
the research conventions, as in the L example.
E ample 2: L
he results sho ed that the entries of students’ participation have been
increased and more than half of the participants maintain positive attitude on
asynchronous discussion contract: proclaim endorse .
Third, on the conclusion move, some L2 learner writers at high-level were found
to adopt the contractive proclamation pronouncing the merits of the study findings.
Such contractive approach can be found in the PAC as well, which suggests that the
high-level L2 learner writers may learn to use the contractive proclamation in
emphasizing the highlights of their As.
E ample :
C he research also sheds lights on practice for asynchronous discussion
in classrooms including the consideration of assessments
contract:
proclaim pronounce .
n summary, the LASC indicated the higher-frequency expression of authorial
stances on the results, conclusion, and purpose moves. The results move were often
expressed by a contractive proclamation that highly endorsed the proposition by the
study results, rather than by an expansive attribution for more tentativeness of the
study results. esides the relative assertion of the study results, a few expansive
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attribution and expansive entertaining were also expressed.
As indicated in Table 2, in the PAC, the results move were often expressed by
the expansive attribution of acknowledging varying perspectives (i.e., one based on
the results, and the other alternatives), enabling a projection of a more neutral
authorial stance. Similarly, a few expansive approaches (i.e., acknowledging
alternative views, and entertaining more possibility for potential objections) were
found on the conclusion moves. et notably, some of the conclusion moves were
expressed with the contractive proclamation pronouncing the merits or contributions
of the study findings. A possible explanation is that while more open-space for
interaction is given on the preceding moves, the published writers seek to close the
space as so to better persuade putative readers of the strengths in the ending part of
research abstracts.
Table 2 presents the frequency counts of authorial stances on the move expressed
in the PAC and LASC. First, across the two corpora, authorial stances were found
being on the results and conclusion most frequently, followed by the background and
purpose, and fewer occurrences on the method. Consistent with previous studies
(Chang, 2012; Loi et al., 2016), authorial stances tend to be projected throughout As,
when the writer intends to critically argue for a preferred perspective and to highly
respect the alternative and potential objections. n fact, these two major functions of
authorial stances have been found being expressed mostly in the introduction and
discussion sections of As in which the writers are more likely to voice a chosen
opinion and to seek broader agreement from putative readers (Chang and
Schleppegrell, 2011; Loi et al., 2016).
Consistent with the previous studies (Chang 2012; Loi et al, 2016), the findings
indicate that a main function of authorial stances was to present an author-oriented
voice or perspective and to open up space for alternative views. n this vein of thinking,
a better-accepted authorial stance tends to be expressed with a more softening tone
for more expansive entertaining of alternative views (Chang, 2012; Loi et al., 2016).
Following this vein of thinking, the published writers are found to frequently adopt
the expansive entertaining approach to embracing more potential opposite or diverse
perspectives from putative readers. n fact, on the results move, the authorial stance
tends to be expressed in a manner of letting the evidence speak for itself, particularly
by the expansive attribution approach acknowledging the results. Alongside reporting
the results in a neutral and more descriptive way, the explanations for the results were
found often being expressed in the expansive-entertaining approach that opens up
more spaces for reader negotiation but project an authorial stance at the same time.
Similarly, on the conclusive move, a common stance was the expansive-entertaining
to accommodate alternative views or potential objections from readers.
elow are the PAC examples. First, while the LASC revealed the more use of
the contractive proclamation endorsing the study results with lower-degree of
mitigation, the PAC indicated the more use of the expansive attribution
acknowledging the study results as a source with more tentative nature stated in the
CL15 example.
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E ample : I CL1
he results indicate that corpus design and composition has a much
greater influence on lexical variation than previously recognized e pansive:
attribute ac no ledge , highlighting the need to evaluate internal
representativeness in quantitative corpus-based research.
Second, on the conclusion moves, the published writers tended to adopt the
expansive entertaining greater respect for alternative views and to mitigate their
proposition with more uncertainty about their propositions, as in the AP14 example.
E ample : EAP1
C he findings suggest that collaborative prewriting may be beneficial
for text quality, even for students who prefer to work individually e pansive:
entertain .
Third, the published writers sought to underscore the contributions or merits of
their studies by the contractive proclamation pronouncing the merits, in the
CALL15.
E ample : RECALL1
C he research findings delineate the pedagogical merit of key domain
analysis and thus help to inform nglish as a foreign language teachers and
materials developers in the design of courses emphasising spoken interaction.
contractive: proclaim: pronounce .
n a nutshell, the PAC revealed the more expansive approaches of authorial stance on
the results, conclusion, and background moves (arranged by frequency). Notable are
the engagement on two moves in the PAC. The results move was found to have the
higher-frequency expansive attribution of the proposition to the study findings,
expressing a more neutral writer stance. The conclusion move were identified with
the more contractive proclamation underscoring the merits of the study findings.
. Conclusion
n the basis of L2 proficiency-based learner abstract sub-corpora (the LASC), the
findings indicate a developmental stage of L2 learner writers in composing the
required ideational element standards and interpersonal engagement devices. As
expected, the higher-proficiency level the L2 learner writers achieve, the more
complete element standards they can compose, and the more appropriate authorial
stances they can project for broader reader agreement. The Published Abstract Corpus
(the PAC) were found to deploy a more expansive approach to accommodating more
potential alternative views on the results, conclusion, and purpose background moves.
Pedagogically, L2 research-writing instructors should first make authorial stance
salient and clear to L2 learner writers. The instructors should explicitly address the
specific features of authorial stance, including the expressive approaches of expansive
and contractive spaces (e.g., entertain and attribute for the expansive; disclaim and
proclaim for the contractive). nce L2 learner writers incrementally learn to construct
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authorial stance, they can successfully state their intended stances in a heteroglossic
research community full of alternative stances, and perhaps win over more readers’
agreement (Swales, 1 0).
Notes
1
2

The moves in boldface indicates the obligatory one, P-M-R.
The initials of the authorial stances are detailed below: e-a-a, expansion: attributeacknowledge; c:d-d, contraction: disclaim-deny; c:d-c, contraction: disclaim-counter;
c:p-c, contraction: proclaim-concur; c:p-p, contraction: proclaim-pronounce; c:p-e,
contraction: proclaim-endorse; e-e, expansion: entertain.
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Abstract
The purpose of this article is to discuss how some systemic functional linguistic
(SFL) concepts can inform the notion of task-based language teaching (TBLT) to
better conceptualize teaching and evaluation of learning in the second language (L2)
classroom, with a specific focus on L2 writing development. Although SFL
approaches to L2 pedagogies such as TBLT have been rather rare to date, this article
argues that by applying SFL to TBLT, educators and practitioners will be able to
develop the effective approach that can facilitate their students’ acquisition of both
language and writing skills, due to their unique and complementary features.
1. Introduction
This article attempts to apply some systemic functional linguistic (SFL) concepts to
task-based language teaching (TBLT) as a means to enrich the fields of learning,
teaching, and evaluating writing in an additional language. To date, SFL approaches
to second language (L2) pedagogies such as TBLT have been rather rare in the field
of second language acquisition (SLA), perhaps due to the SFL’s “much more explicit
social orientation” (Ortega, 2009: 234), while SLA research “takes a strong
interactionist, psycholinguistically-focused, language processing-oriented stance”
(Byrnes, 2014a: 326). Due to the traditional boundaries between the disciplines of
SLA and L2 writing (Ortega, 2012), language development and writing development
have been investigated separately and not in terms of how they influence each other.
This disciplinary boundary can be observed in the following remark from
Wolfe-Quintero, Inagaki and Kim (1998: 2)—“[W]e are not interested in measuring
the ability to ‘write well’ in a second language—but in measuring language
development as it is manifest in a written modality”. However, one may wonder how
linguistic performance can be meaningfully interpreted without reference to its
contextual adequacy and communicative success as a whole. This article therefore
argues that for some of the core, yet still insufficiently explored issues in the fields
of SLA—for example, the theoretical and pedagogical interplay between learning L2
and writing in L2, or the reciprocally-supported development of linguistic
knowledge and writing expertise (Manchón, 2001a; Ortega, 2010)—an SFL
approach may help SLA researchers and educators to develop a more realistic idea
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of how writing can be taught or investigated on the one hand, and help L2 writing
scholars and practitioners to become more aware of how language can be taught or
investigated on the other hand.
How, then, might a theoretical and pedagogical interplay between SFL and
TBLT be accomplished? Moreover, how beneficial is this theoretical and
pedagogical nexus to the fields of both SLA and L2 writing? The guiding rationale
for this paper is based on the proposal originally provided by Byrnes (2014b) and
Byrnes and Manchón (2014a, 2014b) that the concept of task can be enriched or
re-conceptualized by encompassing writing into its research agenda as complex,
reflective, and textual meaning-making events, and at the same time that L2 writing
research and pedagogy can be theoretically empowered by embracing the language
learning potential (Manchón, 2011b) of the task construct. With that orientation, this
introductory section provides a theoretical discussion regarding how tasks can
benefit from the inclusion of L2 writing and how L2 writing can benefit from the
task construct. In so doing, we can reconsider ways of interpreting and assessing the
nature of writing tasks, namely, language performance in written tasks.
2. The benefits of writing to task
As have been addressed by many SLA scholars, the main theoretical constructs of
TBLT have been inspired by issues associated with developing oral proficiency.
Many of these studies have investigated learner performance within oral
communicative tasks based on a structural, form-only understanding that is devoid
of considerations of communicative adequacy and success (e.g., Ellis, 2009;
Robinson et al., 2009; Skehan and Foster, 2007; Robinson, 2007). As Pallotti (2009)
pointed out, “very few of these (studies) discuss how the communication unfolded
and whether it was successful in achieving its goals” (p. 596).
The overriding emphasis on oral proficiency indicates that writing has been a
rather unfocused or rather neglected area in TBLT. One of the reasons for the
insecure position of writing in TBLT is that, as Harklau (2002) pointed out, writing
data are less likely to constitute a pure reflection of “spontaneous,” “unmonitored,”
and “implicit” linguistic ability than speaking data. However, given that writing
allows for more reflection and therefore enables the learner to actively search and
deploy what they know about language in all its facets, including the use of
vocabulary, formulaic sequences, grammar, sentence constructions, and discourse, in
order to produce a text that is perfectly functional at achieving the task’s goals as
well as being contextually adequate to others, it can be posited that writing data
offers an excellent window into the L2 development of a learner. The act of writing
is also a richer site for learners to test their hypotheses than that of speaking due to
its reflective nature (Ortega, 2012; Williams, 2012).
It is also important to note that writing is, both formally and structurally, more
complex than speaking because writers “seek to challenge themselves with the
creation of meanings that are, conceptually and socially, also increasingly more
complex” (Ortega, 2015: 83). More specifically, L2 writers confront inextricably
inter-related attentional demands, including the ideational, interpersonal, textual,
stylistic, and register demands of conveying communicative meaning to their
audiences, whether the writing task focuses on relatively simple and short writing

26

Yasuda: Systemic Functional Approaches to Task-Based Language Teaching

events (e.g., tweets, emails, and letters) or comprises complex writing events such as
those associated with academic, institutional, and professional contexts (Byrnes and
Manchón, 2014a). Either way, writing entails complex meaning-making and
decision-making activities that are mediated by a wide range of varied intractable
dimensions.
My proposal in this paper is thus to suggest that TBLT theory and research
would benefit from an exploration of writing events as more socially and
conceptually complex deployments of grammatical resources in language production
than oral events. Embracing writing in the research agenda of TBLT will enable
TBLT researchers to gain a fuller understanding of learners’ language use, insofar as
it is motivated by the functional need to deliver complex content within discourse, as
is achieved by combining the communicative purpose of the genre, the content, and
the audience type.
It appears that, among the different conceptual frameworks used in L2 writing
research, SFL, as developed by Michael Halliday and his followers (e.g., Christie,
2002; Halliday, 1994, 1996, 1998; Halliday and Matthiessen, 1999, 2004; Martin,
2009; Martin and Rose, 2008), is the theory that is most felicitous in providing a
nexus point between language and writing. More precisely, drawing on SFL may
enable L2 researchers to move beyond traditional static linguistic approaches to
analyzing texts in their target discourse domains, and instead, move to analyzing
“the dynamic structures of language use surrounding the completion of target tasks”
(Long, 2014: 170, emphasis in original). To that end, the strongest point of an SFL
approach to task or L2 learning is that it provides us with a unique framework that
allows us to understand or analyze: (1) the crucial role of interaction between a
multitude of variables in constructing meaning (ideational, interpersonal, and
textual), which, unless analyzed, might remain hidden from learners, (2) the link
between the choice of optimally appropriate meaning-making resources and
communicative success for particular genres and tasks (i.e., the relationship between
the linguistic form and its function in the construction of meaning (semantics) in
texts (discourse)), and (3) L2 performance and L2 learning trajectories in terms of a
learner’s meaning-making capacities across contexts, from oral to written, casual to
formal, concrete to abstract, and congruent to incongruent.
Overall, SFL makes a distinct contribution to analysis of the discourse of target
tasks to facilitate the process of designing pedagogic tasks as well as evaluating
learners’ linguistic choices in the process of completing a specific target task. This is
achieved by making explicit the dynamic structures of the socio-cultural events in
which the texts are embedded — i.e., how the L2 functions “to convey who did what,
to whom, and under what circumstances” (Gebhard et al., 2013: 109). This insight is
crucial, particularly in the context of EFL classrooms, because EFL learners are less
exposed to the genres and tasks used in real-life situations and, therefore, they often
have difficulties developing a conscious awareness of certain grammatical resources
for certain contexts of use.
3. The benefits of task to writing
While SFL-oriented writing theory has much to contribute to TBLT, TBLT also
offers L2 writing scholars an alternative viewpoint of learners’ writing development,
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in that it helps such scholars to focus on linguistic variables, rather than on the
socio-rhetorical and socio-cultural dimensions of writers’ development. Specifically,
TBLT has much to inform SFL, since one of the limitations of the latter is that its
primary focus is on explicit descriptions of textual features or choices being made by
the writer to construct the meaning (i.e., what should be done); therefore, the theory
itself does not offer pedagogic procedures that make both language learning and
writing development occur concurrently (i.e., how it can be done), involving the unit
of analysis for the syllabus, selection of syllabus content, and rational sequencing of
pedagogic tasks, and so on. Herein lies the role that TBLT could play in
compensating for the limitations of the SFL theory.
The concept of TBLT has increasingly been used as the theoretical
underpinning of syllabus design and task sequences in language education. As
addressed by researchers such as Norris (2009) and Long (2014), the task-based
framework assumes that language should be used as a means to an end, and that the
objective of language activities should be the successful completion of a task
(outcome-based), rather than the formation of accurate utterances (form-based).
Despite its focus on outcome, however, the task-based approach seeks a compromise
between communicative practice and formal instruction, thereby recognizing that
communicative practice is not necessary at every step of successful task completion.
Thus, task-based theory provides an instructional framework that organizes language
classrooms in a sequential manner, initially encouraging students to learn the formal
features of the target language in order to construct a target genre (in the
pedagogic-task or task-supported phases), then shifting to the genre realization or
meaning-making process (in the target-task phase). By so doing, TBLT reconciles
the need for explicit teaching of lexicogrammatical forms on the one hand and
communicative effectiveness on the other.
Thus, it is important to acknowledge that there are two types of task: target
tasks and pedagogic tasks. Target tasks are communicative acts that we accomplish
through language in the real world (e.g., responding to an e-mail message; making
an appointment), while pedagogic tasks are the activities and materials used to help
learners to accomplish those target tasks (Norris, 2009). Long (2014) suggests that
these two types of task should be differentiated by researchers and educators. By the
same token, Ellis (1997) described tasks as consisting of “unfocused” tasks (those
designed to elicit general samples of language use) and “focused” tasks or
“consciousness-raising” tasks (those designed to facilitate the use of specific
target-language features in a communicative context such as a particular
grammatical structure). These conceptual discussions about task types and phases
indicate that TBLT can be an effective framework that offers sequenced tasks in
which learners are encouraged to utilize language to accomplish a certain outcome
in a certain context/genre/task.
By borrowing these ideas from TBLT and combining them with SFL-based
writing pedagogy, then, tasks in foreign language writing classrooms can serve as
genre-based tasks, as originally proposed by Byrnes (2009, 2011). Potentially,
genre-based tasks could help operationalize a writing pedagogy that focuses on both
linguistic knowledge and writing expertise; using this pedagogy, novice EFL
learners can be expected to attain reasonably competent levels of language use and
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writing performance in their target languages.
Bearing in mind these theoretical discussions regarding the possible interplay
between SFL and TBLT, this article aims to present a concrete example concerning
SFL-initiated genre-based tasks. The rest of this paper will present how genre-based
tasks were designed and implemented based on the synergetic theoretical
combinations of SFL and TBLT in the context of college-level academic EFL
courses for biology-major students.
4. Designing SFL-initiated genre-based tasks
4.1 The curriculum structure
The curriculum, which consisted of four levels (Levels 1, 2, 3, and 4), was designed
for biology-major undergraduate students at a Japanese university. With reference to
Byrnes (2005, 2006, 2009, 2011), the four-semester course sequence was designed
to familiarize the students with various written genres in different textual spheres in
a step-by-step manner, shifting from private to public and general to academic.
Precisely, within the four-level curricular progression, Level 1 focused on primary
discourses used in everyday oral situations while in Level 2, the target genre shifted
to secondary discourses used in the written mode primarily through expository
essays such as description, comparison and contrast, and argumentation. Level 3
introduced students to email writing as a blurred genre in which the oral and written
modes were combined to enable students to experience a wide range of modalities
and consider the audience and the overall purpose (Yasuda, 2011). Finally, Level 4
expanded language use in the written mode from general to more academic by
focusing on subject-specific texts and summarizing the content.
The four-semester sequenced curriculum was based on the two assumptions
informed by SFL and TBLT: (i) accumulated experience with different genres helps
learners to expand the range of lexicogrammatical resources that they can put to use;
and (2) having learners work on increasingly more complex tasks leads to their
interlanguage development in L2. In other words, the goal of the curriculum is to
make learners aware of the kinds of choices that exist at various strata of the
language system in genres/tasks/contexts.
4.2 The Level 4 portion explored in this study.
This paper focuses on the Level 4 portion of the four-semester sequence of
genre-based EFL courses offered for biology-major students. This course was 15
weeks in length and taught by the author. The Level 4 portion explored in this study
sought to shift its target genre-based tasks toward a more scientific representation of
reality by integrating content-oriented reading of academic texts (e.g., research
reports on biotechnology, genetics, and biodiversity) and summarizing the main
points of each source text. As the target genre, a summary was selected since this
genre serves as “an aid to close reading and understanding of a field of knowledge”
(Hood, 2008: 352) and it provides the opportunity to demonstrate an understanding
of the new subject itself and of the specialized language associated with it—which
exactly corresponded to the students’ future genre/task needs.
As noted above, genre-based tasks in this study consisted of pedagogic tasks
and a target task. Pedagogic tasks were simpler versions of the target task and their
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complexity levels (the complexity of the pedagogic tasks, not linguistic complexity),
as proposed by Long (2014: 225), gradually increased toward the completion of the
target task at the end of the course. For this purpose, the target task (writing a
summary of an academic text) was broken into its component pieces or sub-tasks.
Table 1 is a course schedule for the reading-writing integrated course and
demonstrates how pedagogic tasks were sequenced and integrated into reading
activities so that learning genre, task, content, and language could happen
concurrently.
Table 1: The course schedule
Week
1
2
3

Reading Topics

Genre of
the Reading

Guidance
The Uses of Genetics

Research
report

How to write a summary

6

What is TPP?

7

TPP & Domestic
Agriculture

Magazine
Column
Magazine
Column
Newspaper
Article
Newspaper
Article

8

Disappearance of
Wildlife

Science
Textbook

9

Photosynthesis

Science
Textbook

10

Evolving animals

Science
Textbook

11

Species Diversity of
Mammals

Research
Report

Bio-Diversity

Research
report

4
5

12

13

Pedagogic Tasks for
Summary Writing

Hirofumi Yamashita’s
Three Star Vegetables
What is COP 17?

DNA Testing

Research
report

30

Pre-instructional
summary-writing task (baseline)
Analysis of the selected
summaries on the “Uses of
Genetics” in Week 2
Paraphrasing practice (i)
Acknowledge/Clarify
Paraphrasing practice (ii):
Summarize/Organize
Paraphrasing practice (iii): Shift
level of abstraction
Paraphrasing practice (i), (ii), and
(iii)
Summarizing practice (i): The
target readers are those who have
little background knowledge on
the topic.
Analysis of the selected
summaries on “Disappearance of
Wildlife” in Week 8
Summarizing practice (ii) The
target readers are those experts
who have certain background
knowledge on the topic.
Analysis of the selected
summaries on “Evolving animals”
in Week 10
Summarizing practice (iii): Using
reporting verbs and
acknowledging the author of the
original source
Analysis of the selected
summaries on “Bio-Diversity” in
Week 12
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14

Wrap up

15

Biotechnology &
Genetic Engineering

Post-instructional
summary-writing task

Research
report

The course schedule illustrated in Table 1 highlights some notable features that
make it distinct from a traditional content-based syllabus implemented in previous
years at this institution. First, the reading topics were selected based on the students’
academic needs, aiming to develop their content knowledge as well as
discipline-specific words and lexical phrases. Second, the reading materials came
from authentic materials (e.g., science textbooks used in high schools in
English-speaking countries, online newspaper articles, and research reports) which
the students were likely to encounter in their future academic careers. Third, the
genres of the reading materials were sequenced based on their relative complexity,
not impressionistically: shifting from magazine column, newspaper articles, science
textbooks, and to research reports. The decision of these genre sequences was made
based on the assumption that the complexity levels of magazine columns and
newspapers are lower than those of science textbooks and research reports because
magazine columns and newspapers generally focus on the general public as target
readers and therefore contain smaller instances of technical words, while science
textbooks and research reports target more expert readers who are familiar with
discipline-specific lexical items and are thus characterized by more frequent
occurrences of technical terminology.
Lastly and most importantly, the reading activities were integrated into
summary writing, which constituted a range of pedagogic tasks or sub-tasks. As
shown in Table 1, in Week 3, the students learned fundamental conventions about
summary writing through the analysis of the selected students’ summary samples.
The fundamental conventions of summary writing included: (i) definition, (ii)
purpose and the importance of considering who their audience is and what he or she
needs; (iii) how summarizing is different from paraphrasing in terms of
meaning-making linguistic operations; and (iv) summary conventions (e.g., using a
reporting verbs, citing the author’s last name, and using the present tense, etc.). Then,
in Weeks 4-7, the students learned the three types of paraphrasing:
acknowledge/clarity, summarize/organize, and shift level of abstraction (Lipton and
Wellman, 1999). Through explicit instruction on various types of paraphrasing
techniques, the students were expected to raise their awareness of how to control the
level of abstraction depending on who the audience is (expert or general public). In
Weeks 8-13, the students moved to summary writing practice. The students were
encouraged to write a summary of the source text they read in class to different
audiences, such as an elementary school student who has little technical knowledge
on the topic and a graduate student who has substantial knowledge on the topic. The
summaries were submitted to the instructor after each class and then returned to each
student in the following week, with the instructor’s comments and feedback. Some
of the students’ summary models were selected and used for in-class genre analysis
in order to raise their awareness of what does or does not constitute an effective
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summary.
In fact, this in-class analysis of sample summaries conducted every other week
constituted the main feature of the pedagogic genre-based tasks for this course. The
students engaged in the model analysis based on the scaffolding questions that were
informed by the ideas of SFL. Sample scaffolding questions and the student
worksheet for the analysis of genre models are presented in Table 2.
Table 2: Scaffolding questions for analysis of the genre models
Read and analyze the summaries and answer the following questions.
1. Content
- What is a main topic of the original article?
- How does each of the three summaries address the main topic?
- Which sentence plays a role as a thesis statement?
- How is the thesis statement in each summary supported by further details?
- Which summary sample do you think is better than the others? Why?
2. The relationship between the summarizer, the original author, and the
audience
- Suppose the intended audience of your summary was a secondary school
student, which summary sample do you think s/he would prefer? Why?
- If the intended audience of your summary were a professor, which summary
sample do you think s/he would prefer? Why?
- How does the writer acknowledge the original author?
3. Language
- How does the writer reword the source information in a way that avoids
copying the original author’s words verbatim?
- What kinds of lexicogrammatical resources does the writer use to generalize the
gist?
- What kinds of lexicogrammatical resources does the writer use to condense the
information?
- How is the summary organized?

For this genre analysis, the students were presented with different summary
models of the same source text that addressed different audiences (e.g., experts and
non-experts) for different purposes (e.g., overview summary and goal-oriented
summary). On other occasions, the students were presented both effective and less
effective summary models. Then, referring to the SFL-initiated scaffolding questions
in Table 2, the students were encouraged to dig into the summary models as
discourse analysts (Désirée, 2009) in terms of how each summary reflected
ideational, interpersonal, and textual meanings and how the three types of
metafunctions interacted simultaneously with one another to realize the genre. At the
ideational level, the analysis encouraged the students to identify the main point of
32

Yasuda: Systemic Functional Approaches to Task-Based Language Teaching

the text and analyze how the macroproposition was expressed by the writer. At the
interpersonal level, the students were prompted to analyze how the writer positioned
him/herself vis-à-vis the original author and how he/she expressed appraisal,
evaluation, and judgment. At the textual level, the students were encouraged to
analyze the flow of information and the lexicogrammatical resources that helped
transform the original text. The students then independently composed their
summaries regarding the content of the article that they had read in class. These
pedagogic tasks were designed and implemented so that students could eventually
transfer what they learned to the target task for this course.
5. Discussion and conclusion
This article presented how pedagogical procedures of TBLT can be linked to
conceptual principles of SFL in the context of the college-level EFL reading/writing
integrated course. It is expected that linking SFL to TBLT enables teachers to
connect learning-to-write (the content) and writing-to-learn (the language) more
effectively than by utilizing other pedagogical approaches because this theoretical
interplay enables teachers to create the communicative event (Boswood and Marriot,
1994) in which learners participate. The students will therefore be able to read the
materials not just to learn the content itself but also to convey it to a particular
audience in a particular situation, which makes more explicit the dynamic structures
of the socio-cultural events in which the texts are embedded. Furthermore, linking
SFL and TBLT will also enable teachers to sequence in-class pedagogic tasks “in a
series of increasing complexity, as gradual approximations to the full target task”
(Long, 2014: 179), while as a result, providing a “genre-rich environment in which
students ha(ve) access to a range of strategies and resources” (Tardy, 2009: 283).
This kind of approach seems to best fit the needs of inexperienced, novice EFL
learners.
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Abstract
Many projections of need can be construed two ways: as a proposition that a need
might exist, or as a proposal to take action. For example, news of a prosecutor
‘insisting that a crime suspect in another country should be flown back for
questioning’ can be read either as a reported statement that this is the right thing to
do or as a reported demand to have it done. A similar ambivalence can arise with
projections of risk. To say that a suspect ‘risks being flown back’ may mean either
that he faces a risk of it happening in future, or that he has consented to it happening
now in spite of what future risks may result. Using a report of a legal standoff
between Julian Assange of Wikileaks and a Swedish prosecutor as an example, this
presentation discusses how ambivalence of this sort can be dealt with in a
classification of socio-semiotic processes and activities like the one used in
Systemic Functional Grammar.
1. Introduction
Halliday and Matthiessen (2014: 546) observe that need projections can often be
construed two ways: (1) as propositions that a need exists, or (2) as proposals for
action. An example can be seen in the following BBC news excerpt about Julian
Assange of Wikileaks who has been in asylum since 2012 in the Ecuadorean
Embassy in London to avoid extradition to Sweden on suspicions of rape. Assange
claims that this is a legal trick and that if he plays along he is likely to be sent to the
USA to face charges of divulging security secrets:
Excerpt 1
Swedish prosecutor Marianne Ny has long resisted questioning Julian Assange
in London, arguing that it would lower the quality of her interviews and
insisting that he should be flown to Stockholm instead.
(BBC News, Europe, 13 March, 2015)
Following ‘insisting’, ‘he should be flown’ can function here either (1) as a reported
statement that this is the right thing to do (a need proposition) or (2) as a reported
demand to have it done (a need proposal). Further, < insist > is working not only as a
reporting verb, but also as a positive stance indicator in contrast to the preceding
negative indicator < resist >. The construction here is separable from its contents,
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since corresponding counterarguments can be constructed for Assange:
Excerpt (modified) 2
Fugitive Julian Assange has long resisted being flown to Stockholm, arguing
that it would endanger his personal safety and insisting that he should be
questioned in London instead.
(Content-reversed variant of Excerpt 1, matched to Assange’s interests)
Those familiar with Systemic Functional Grammar will see that ‘proposition’
and ‘proposal’ are being used in specific senses here: a ‘proposition’ is the meaning
of a clause realised in a statement or other information exchange, relating roughly to
a traditional indicative mood, and a ‘proposal’ is the meaning of a clause realised in
a command or other action exchange, relating roughly to an imperative mood
(Halliday and Matthiessen, 2014: 138-139). In the above dispute, the way the
insistences and resistances dovetail together might also suggest the existence of a
reverse-pole set of ‘opposition’ and ‘opposal’ functions. These are not independent,
however, but can be understood as responses (Halliday and Matthiessen, 2014: 137):
even if Assange had not already asked for the questioning to take place in London,
Ny’s resistance to the idea might still have been taken as her preemptive response to
such an anticipated proposal.
My argument has drawn on only one text excerpt so far, and the dovetailing
could have arisen out of the claim and counterclaim form of the legal issue. In what
now follows, I intend to look more broadly at ways in which risk language is used,
paying attention to whether a distinction can be drawn generally between these
proposition and proposal functions. I will then return to the BBC news text to see
how helpful such a general distinction may be for practical description. If it seems to
fit this text, two further future challenges will be, first, to extend the same kind of
investigation to other kinds of texts, and second, to try and account for it in relation
to the ‘topological’ overview of socio-semiotic field processes devised several years
ago by Matthiessen, Teruya and Lam (2010: 95-96).
2. Ways in which the word risk is used
While nobody would want to say that risk language is the same thing as the use of
the word risk, observations on how the word is used offer one convenient approach
to risk language, which in itself is hard to delimit. Historically, risk is one of a
number of nouns which came into frequent use in the Mediterranean region around
the 11th or 12th centuries to deal with situations of uncertainty in certain practical
activity areas, and began to supplant older nouns like fortune, fate, doom and decree
associated with more absolute views of power (Münckler, 2010). One of these new
nouns, danger, (from ‘[the power of the] domain’) was administrative in origin, but
others came from areas such as trade or gambling in which it was natural to draw a
connection between the difficulty of taking decisions and the anxiety of not knowing
how they would fall out (Münckler, 2010). This development continued to spread
through European languages generally. For French, in the timespan 1600-1925, there
are reported to have been rises in the use of the nouns risque (= risk) and chance,
falls for péril (= peril) and fortune, a smaller fall for aventure (= venture, chance),
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and near continuity for danger and hasard (= hazard, chance) (Piron, 2010).
Corresponding nouns in English may not have exactly the same meanings or use
frequencies, but the picture is similar, at any rate, for the rise of risk and chance.
This is one reason why it is not enough to talk of an increase in the ‘language of
uncertainty’ in general. ‘Risk’ represents a particular view of uncertainty, associated
in many cases with another view called ‘chance’. In activity areas from insurance
and investment to management strategy and medical decisions, risks and chances are
habitually taken as two faces of a coin – sometimes literally. And in some contexts
this association is translation-proof, as appears from talk of ‘no chansu without
risuku’ in a very different language like Japanese.
For noun meanings of risk in present-day English, I opened my conference
presentation with a survey based on The Oxford English Dictionary, but to save
space here I will rely instead on The Concise Oxford Dictionary, which concentrates
on just two noun meanings:
(1)

risk n.
1 a chance or possibility of danger, loss, injury, or other adverse
circumstances (a health risk, a risk of fire).
2 a person or thing causing a risk or regarded in relation to risk (is a
poor risk).
(COD, risk n.)

In the BBC news story, the prosecutor Ny argues that questioning Assange in
London would lead to low quality interviews, while Assange fears that being flown
to Stockholm might lead to being extradited to the USA. These are risks in sense 1
above, possible adverse outcomes from specified entry conditions. Implied risks in
sense 2 might be the view of the US government that Assange is a security risk, and
the view of Assange that being flown to Stockholm constitutes a risk to his liberty.
Risks of this second sort are not outcomes but hazardous entry conditions. A hybrid
sort of risk is also imaginable in which Assange chooses to ‘run the risk’ of being
flown to Sweden (entry) and, in a distinct but co-occurring sense, ‘runs a risk’ of
being extradited to the USA (outcome). The OED takes something similar to this as
a third, supposedly obsolete sense 3: ‘A hazardous journey, undertaking, or course of
action; a venture’. But confining ourselves now to the COD meanings above, we
shall be looking at examples of both 1 and 2 in this BBC news story later.
Verb uses of risk are less common, but The Concise Oxford Dictionary divides
them into three meanings, 1 – 3, depending again on whether what is meant to be
risked is an entry value, an unpleasant outcome, or a whole undertaking:
(2)

risk v.
1 expose to risk.
2 accept the chance of (could not risk getting wet).
3 venture on
(COD, risk v.)

Uses that can be constructed to fit this news story are that Ny does not want to risk
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the quality of her interviews by questioning Assange in London (sense 1), Assange
cannot risk being extradited to the USA (sense 2), and therefore he will not risk the
trip to Stockholm (sense 3). Similar instances found in the Corpus of Contemporary
American English (COCA) are: ‘the Russian people do not want to risk their new
prosperity’ (sense 1); ‘they would risk being expelled from the country’ (sense 2);
and ‘he decided to risk the trip to the US’ (sense 3).
A syntactical characteristic of uncertainty nouns is a tendency to be used with
particular prepositions. Some uncertainty nouns seem to have needed the context of
a preposition phrase in order to emerge into general use in the first place. Thus ‘in
danger’ first arose (in French) as a phrase meaning ‘in the power of the domain’ and
the noun only later took on its general meaning. ‘Risk’ is similarly first found (in a
shipping agreement, in Latin), in the phrase ‘ad tuum resicum’ (‘at your risk’) which
is still one of its most typical contexts of use today. The phrase design varies from
language to language (‘at risk’ in English, French and Italian, ‘in risk’ in Spanish
and Portuguese, and across time (‘in risk’ was once also widespread in English)’.
But in current English, it seems possible to make out a family likeness in phrases of
the type <at + your + noun > that are drawn on as conditions for decision making.
Alongside at your risk, further examples that come to mind are at your discretion, at
your pleasure, at your peril and at your command.
Family likenesses are subjective, but arguably this group based on at, and often
characterised by the possessive your – can perhaps be set apart from an on group for
initiatives (on your command, on your suggestion), a by group for causes (by chance,
by decree, by the will of heaven), a with group for helps or hindrances (with effort,
with luck, with difficulty), and so on. Casual observations of this sort, which it is not
my purpose to test rigorously here, can be appealed to in support of one widely held
view in risk management that ‘risks’ are (best viewed as) integral to decision making
as distinct from ‘dangers’ which are (best viewed as) existing sources of harm
(Luhmann, 1991: 25).
Nouns of uncertainty are also typically used in collocation with general verbs,
or verbs of thin representational meaning. The following table shows COCA corpus
occurrences of eight verbs or verb expressions that are regularly completed by a
noun group involving risk. The ones more often completed with indefinite < a risk >
are placed above the broken centre line, and the ones rather completed with definite
< the risk > below it:
Table 1: COCA occurrences of <a risk> and <the risk> after selected verbs

<verb + a risk>
there is a risk
pose a risk
have a risk
present a risk
accept a risk
face a risk
take a risk
run a risk

n
186
74
25
19
1
8
210
22

<verb + the risk>
there is the risk
pose the risk
have the risk
present the risk
accept the risk
face the risk
take the risk
run the risk
40

n
37
4
18
0
27
30
420
678
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The order either above or below the broken line depends on the absolute
number of occurrences there. Indefinite < a > is naturally more likely to be found
with new objects of attention while definite < the > is more likely to be found with
given or assumed objects, meaning in effect that the expressions above the line tend
to be used more in situations of risk recognition while the ones below are used more
in situations of reactions or responses to risks. But this distinction is at best very
rough. In any case, one verb cannot be limited to one pattern of use. Thus take, in
spite of being found more with definite < the >, is nonetheless also more common
with indefinite < a > than any of the other verbs sampled. Other factors play their
part too. For example, the definiteness of the risk will vary with the sort of speaker
representing the situation. Not only take, but also other verbs such as have and face,
may fit better with < a risk > from one sort of perspective but better with < the risk >
from another. With face, in particular, this opens the way to two distinct meanings:
(1) being exposed to a risk without necessarily knowing anything about it, and (2)
recognising and accepting some particular risk.
To the extent that other factors do not interfere, the table also seems to suggest
that in some situations it is crucial to a speaker’s interests to keep a risk proposition
apart from a risk proposal. Thus, faced with the risk (proposition) of being extradited
to the USA, Assange is less willing to face the risk (proposal) of being flown to
Stockholm. Or state prosecutor Ny, facing a risk (proposition) of low-quality
interviews, is initially unwilling to question Assange in London – but under growing
pressure from time limitations, decides eventually to face that risk (proposal) since
the alternative is to risk losing any chance of questioning him at all.
3. Risk as an expert term
If a risk can figure either as an uncertain proposition to cope with or as an uncertain
proposal to deliberate, risk perceptions must obviously be highly context-sensitive.
Münckler (2010) is one of many researchers, in diverse technical fields, who regard
the modern concept of risk as a response to the evolving secularisation of society
and to the idea of history as undirected. Different notions of risk exist in each field,
so that books on the subject often double as histories of open-endedness in different
activity areas. Sofsky’s (2005) overview of the ‘risk principle’, for example, has an
introduction starting with the 1755 Lisbon Earthquake, proceeding through the 1929
stock market crash and the Chernobyl atomic power plant disaster, and ending with
the destruction of the World Trade Center. His topics include adventure voyages,
insurance, political stability, war and peace, and the quest for balance between
freedom and security. There may not be one idea of risk that can be applied
uniformly to all of these topics, but what is consistently clear is that risk needs to be
an elastic concept that readapts itself in each age, place and community to whatever
the people there and then see as being threateningly uncertain.
Other studies are more bounded. Bernstein (1998) follows the development of
risk strategies in business from simple expectation of loss or gain up to portfolio
management. Beck (1986) is a study of social change tracing a shift in class conflict
away from greed-driven competition to a fear-driven flight from insecurity. Finally,
most recently, there are theories of risk management as a hyper-field combining all
special risk areas and strategies in a coordinated repertory of approaches, diagnoses
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and solutions offering potential responses to any situation seen from any perspective
(Taleb, 2007; Aven, 2014).
There is also a movement towards a more integrated psychology of risk. One
distinction that can certainly be identified across risk areas is between risk seekers,
who see risk as the gateway to gain, and will seize on acceptable risks so as not to
miss out on chances, and risk-averse individuals for whom risk is rather the gateway
to loss and who will happily bypass chances if it means avoiding the risks that attend
them. Relating this to the categories of ‘Appraisal Theory’ in Systemic Functional
Grammar, ‘risk seeking’ can be described on a positive value base of ‘happiness’
within acceptable bounds of ‘insecurity’, while a description of ‘risk aversion’ can
only be positively based on ‘security’ within acceptable bounds of ‘unhappiness’
(Martin and White, 2005: 49).
Kahneman, an influential author on risk psychology, notes that risk seeking and
risk aversion are not only convenient names for personality types. They are also
observable and predictable behaviours associated with contrasting types of expert
role. In a public investment project, for example, an investor will characteristically
work for maximum returns within reasonable limits of risk, whereas an
administrator will far more likely seek minimum risks for reasonable returns
(Kahneman, 2011: 278).
More systematically, Aven (2014: 34-36) traces historical ‘development paths’
for six expert risk perspectives of special interest in current risk management:
Table 2: Six development paths for risk perspectives in risk management

For decision analysts: Risk = expected value loss (c. 1700-)
For site engineers
& health personnel: Risk = expected value loss (c. 1700-)
probability of undesirable event (c. 1900-)
consequences and probability (c. 1980-)
For engineering-based
scientists:
Risk = expected value loss (c. 1700-)
probability of undesirable event (c. 1900-)
consequences and probability (c. 1980-)
consequences and uncertainty (c. 2010-)
For business leaders:
Risk = expected value loss (c. 1700-)
uncertainty (c. 1900-)
For economists:
Risk = expected value loss (c. 1700-)
objective uncertainty (c. 1900-)
For risk management
theorists:
Risk = The best current overview of perspectives
and the best theory for mediating among them
(Aven, 2014: 34-36, my summary)
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Returning to the BBC text, the potential gains and losses are legal in nature so
that none of Aven’s perspectives fits exactly. But clearly, both Ny (as prosecutor)
and Assange (as prospective detainee) have complementary sets of desirable and
undesirable goals to balance between them, and depending on which aspects are
foregrounded, each of them has (1) something to seek within due bounds of risk, and
(2) something to avoid within due bounds of cost. However, their positions are not
symmetrical. For Ny, the greatest potential gain would be the chance to interview
Assange under optimal procedural conditions, while the greatest loss would be to
run out of preparation time. How to balance these two risks is a delicate question.
For Assange, however, while there are various large and small gains imaginable,
including the chance to enjoy freedom of movement or to have all charges dropped,
the one worst-case loss – extradition to the USA – would be enough on its own to
outbalance any positive goal that is not assured without strings.
4. Risks as propositions and as proposals
A closer look at instances of phrases such as < face the risk > or < run the risk > in
the COCA corpus shows that even with the definite article < the > included, risk
propositions are more common than risk proposals, at least in the mix of text types
sampled. There are examples of both sorts, however, and it is interesting to ask how
clearly they can be told apart, and on what basis. Here are the five earliest listed
instances of < face the risk >, from the 1990s. The register coding is ‘NEWS’ for
printed news material, ‘MAG’ for magazine material, and ‘SPOK’ for spoken
material, in this case a broadcast news comment. The sample is rather news heavy:
Table 3: COCA instances of < face the risk > (earliest five cases from the 1990s)

(1) If women want equal pay and equal jobs, the theory goes, they must also
accept equal exposure to workplace risk, or at least have the choice to face
the risk. (NEWS)
(2) Americans could face the risk of five separate mosquito-borne diseases that
have at present been virtually eradicated, according to Andrew Haines, a
professor at University College and Middlesex School. (MAG)
(3) The audience should stay there and face the risk like we know … p …
bordom … potta … the bottom line of this is that this was not advertised as
such. (SPOK)
(4) At a testy meeting this morning with Mayor Bill Campbell and directors of
the Atlantic Committee for the Olympic Games, IOC officials said the
organizers were given a blunt warning to resolve the problems immediately
or face the risk that the Games would turn into a fiasco. (NEWS)
(5) Speeders and drivers who run red lights in Fort Collins now face the risk of
being ticketed by automated radar-camera units, thanks to a new law passed
by City Council. (NEWS)
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Instance (3), reacting to a stage show in which bloodstained clothing belonging to
HIV-positive actors is unexpectedly passed around an audience, is the closest thing
here to a clear risk proposal. It is not a first-hand proposal, however, but an implied
proposal that the speaker is evoking and criticising. Instance (2) is a pure proposition
in which there is no question of choice. The other three instances, (1), (4) and (5),
involve combinations of desired and undesired consequences from the same choice.
If women want equal conditions, if organisers want to procrastinate, or if drivers
ignore traffic rules, so be it; but in each case, this choice will imply assent to some
concomitant risk. In (1), this is explicit and transparent: women must ‘have the
choice to face the risk’. In (4) and (5), the risk follows logically from the choice but
without being explicitly chosen.
A deeper examination would have to pay close attention to the appeals made to
adjudicating experts and authorities in four of the instances (‘the theory’ in (1),
‘Andrew Haines’ in (2), ‘IOC officials’ in (4), and ‘a new law’ in (5)) and would
need to explore the nature and variability of these couplings of wished and unwished
for consequences in a larger sample of instances. Is the coupling condition strongly
dependent on one of the component words (< face >, < the >, < risk> ) or is it a
general feature of phrases of this sort? From this first view, it can only be said that,
in this news-biased set of instances, < face the risk > appears to be of use in
situations where a connection is being drawn between an action proposal in one area
of activity that is represented as conditional for, or dependent upon, a risk
proposition elsewhere.
I will cut off at this point with the mere observation that there seems to be
something here deserving future attention. In the next section, I will return to look at
combined risk representations in the more contextualised setting of the BBC news
report of the dispute over Assange’s questioning. Within this text, I shall particularly
notice how expressions involving the word ‘risk’ and some near synonyms are used
in this uncomfortable standoff situation in which, for both Assange and the state
prosecutor Ny, the potential gain that can be expected in one respect or area from a
proposed course of action has to be balanced gingerly against a likely loss in another
respect or area.
5. Is it realistic to talk of a distinctive discourse of risk facing and risk running?
The point that makes the standoff between Julian Assange and the Swedish
prosecution office newsworthy is that there is more at stake than whether he can be
charged with rape or sexual assault. While claiming that these accusations are
unfounded, Assange also argues that if he once sets foot in Sweden he is liable to be
extradited to America to face charges of leaking state secrets. In other words, if he
agrees to ‘run’ one risk in order to resolve the standoff, he will ‘face’ another. A
further twist in the story is that there is a time limit to the charging procedure. An
August 2015 term for the assault charges was imminent at the time the story was
reported and has since expired. Thus Marianne Ny ‘faces’ a risk of time running out
which she is trying to avert – according to the article – by ‘running’ the last-minute
risk of agreeing to conduct her interviews in London under conditions that she sees
as being favourable to Assange.
In the terms of the news story, then, both characters are caught in predicaments
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where any proposal for defusing the dispute can lead to loss, but where the gambit of
a calculated loss might also open the way to a much greater gain. Behind everything
is a black box: nobody knows whether there is an agreement between Sweden and
the USA for the extradition of Assange or not. In this situation, we can naturally
expect a great deal of deliberative talk over how to balance all the unknowns.
As with any vocabulary item, the word risk itself cannot be expected to appear
more than a few times in this one text, no matter how conducive the subject matter is.
In fact, it appears positively twice, once in the initial news summary, and then again
in the following ‘Analysis’. But there are also two more places where the word is
not used but might have been. Again, one of them is in the news summary and one
in the ‘Analysis’. As sources for further insight, I will now quote these four actual or
virtual appearances, following their order in the text, as Excerpts 3 – 6.
Excerpt 3
Mr Assange denies the assault claims and has been living at the Ecuadorean
embassy in London since 2012.
He fears that if he is sent to Sweden he could then be extradited to the US to
face charges over leaking material.
(BBC / News / Europe, 13 March, 2015; my emphasis)
This is near the start of the news summary, and the word risk as such is not used.
But this ‘fear’ of being extradited to the US is afterwards referred to and explained
in the analysis as a ‘risk’ (Excerpt 6 below). Here in Excerpt 3, the verb risk could
be used naturally in paraphrase (< he risks being extradited to the US >). Being
extradited to the US is a projected outcome, certainly far from Assange’s intentions.
On these grounds, it can be called a risk proposition. If the input condition of being
flown to Sweden were a question of fate or chance, this would match the situation in
instance (2) of Table 3, where ‘Americans could face the risk of five separate
mosquito-borne diseases’. But given that the flight to Sweden is in large part a
voluntary matter, the question is contextually closer to that of the Olympics
organisers in instance (4) of Table 3, who are warned ‘to face the risk that the Games
would turn into a fiasco’. Reading the two paragraphs of Excerpt 3 together, too,
‘fear’ in the second paragraph, can be regarded as Assange’s motive for ‘living at the
Ecuadorean embassy’. There is a pragmatic connection between his proposal to stay
put in the embassy and the feared outcome proposition that ‘he could be extradited’
otherwise.
Excerpt 4
“My view has always been that to perform an interview with him at the
Ecuadorean embassy in London would lower the quality of the interview,”
Marianne Ny said in a statement.
“Now that time is of the essence, I have viewed it therefore necessary to accept
such deficiencies in the investigation and likewise take the risk that the
interview does not move the case forward.”
(BBC / News / Europe, 13 March, 2015; my emphasis)
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The risk ‘that the interview does not move the case forward’ is a possible future
outcome of Ny’s decision ‘to accept such deficiencies’. This makes it a concomitant
risk proposition: not an outcome she intends, but a liability she is resigned to facing.
In this respect, her attitude is comparable to that of the drivers in instance (5) of
Table 3 who ‘face’ the risk of being caught on a radar-camera each time they ‘run’
[the risk of ignoring] a red light.
The word ‘likewise’ in the second paragraph hints at some equivalent
expression to ‘take the risk’ in the preceding text and the only candidate for this is
‘accept such deficiencies’. In Table 1 in Section 2, < accept the risk > had a
frequency profile similar to < face the risk >, and inserting it as a substitute here (<
to accept such risks in the investigation >) does not seem to disturb the meaning
much, although it may be inferior style to overuse the word risk.
Excerpt 5
Swedish prosecutor Marianne Ny has long resisted questioning Julian Assange
in London, arguing that it would lower the quality of her interviews and
insisting that he should be flown to Stockholm instead.
But the clock is ticking because under Swedish law there is a time limit for
investigating some offences. In Mr Assange’s case, prosecutors only have until
August 2015 to question him about some of the allegations, although they have
until 2020 to investigate the most serious alleged rape offence.
(BBC / News / Europe, 13 March, 2015; my emphasis)
This is from the ‘Analysis’ part of the news text, and offers a summary of part
of Ny’s press statement (Excerpt 4) with an explanatory comment. The rest of what
Ny says, about accepting deficiencies, is left aside here. As a result, attention is
shifted from the quality of the interview to the place and time conditions. The first
paragraph, focusing on place, resumes Ny’s proposal ‘that he should be flown to
Stockholm’. The alternative, London, it is still recalled, has an attached risk
proposition: ‘it would lower the quality of her interviews’. But the second paragraph
shows how the more preferred place choice is tied to a hazardous time choice. By
delaying his move to Sweden, Assange can exploit the time limit rule. From Ny’s
perspective, therefore, this is an implied risk proposition. There is no close
equivalent to this situation in the Table 3 instances, although the example of workers
demanding equality in one working area and being concomitantly asked to accept it
in others (instance (1)) is rather similar in its argument strategy.
Excerpt 6
If he was extradited, he would be detained upon arrival in Sweden. Mr
Samuelson said leaving the embassy and travelling to Sweden still presented a
risk for Mr Assange.
“If he leaves he loses his political immunity ... he stands to end up in an
American prison for 35, 40 years,” he said.
(BBC / News / Europe, 13 March, 2015; my emphasis)
This summary of an interview with Assange’s lawyer comes near the end of the
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‘Analysis’ section. The phrase ‘present a risk’ is used to cite the continued existence
of a risk. This is a proposition, but not being claimed either as the condition for a
risk or as the expected outcome of one. It is rather an equivalence statement:
‘leaving the embassy and travelling to Sweden’ is per se ‘a risk’. The equivalence is
expounded through a trail of sequential connections in the second paragraph. If the
three dots mark an omission, the chain may be reconstructed: { leaves → loses his
political indemnity → [ flown to Sweden (?) → detained on arrival (?) →
re-extradited (?)] → end up in an American prison }. All of this seems to be
summarised in the preceding word ‘risk’, and strangely enough fits the ‘hazardous
journey, undertaking, or course of action’ meaning of < risk > which the Oxford
English Dictionary treats as obsolete.
The phrase < stand to > in ‘he stands to end up in an American prison’ looks like
another near-synonym of < risk > (cf: ‘he risks ending up’). In my judgement,
however, there is no idea of uncertainty in < stand to >, so that the meaning is closer
to < be liable to >. The choice of the chaining construction (‘he stands to end up’,
not *’he stands ending up’) may also point this way.
This concludes my close-up remarks on uses of the word risk or of near
equivalents in this BBC news text to express what I have called ‘risk propositions’
and ‘risk proposals’. The two findings of most importance are:
1) If risks can be described linguistically, the most promising way seems to be
under the two heads of risk propositions and risk proposals. A more vivid and
less technical name for these two primary functions might be ‘risks faced’ and
‘risks to be run’.
2) Any description of risks will require sensitivity to text and context, and attention
to the kind of risk pattern involved: Is a particular risk proposition represented as
an entry to a risk, or as a likely outcome of one? In the case of a risk proposal,
who proposes, and in what circumstances? For combinations of risks, is one area
of loss represented as regrettably concomitant to, or as happily compensated by,
another area of gain?
6. Conclusion and future research
This study was based on the summary and analysis of a legal stand-off situation in a
media news text. The description involved intricate calculations of gain against loss,
where gains have to be bought with losses, and each voluntary loss is understood as
the outlay for a gain. There were only two occurrences of the word risk in the text,
but attention was given to other words and phrases that seemed to be substitutable
synonyms, or more broadly, to situations in which a balance of gain against loss was
in some way linguistically represented.
A characterisation of the word risk and its uses and combinations was attempted,
followed by a review of how, as a result of evolving practices in various areas of
expertise, ideas of risk have come to be represented diversely in different fields.
Recently, in the young field of risk management, a reintegrating movement is
underway which seeks, at the cost of broad data gathering and intricate coordination,
to bring all of the special conceptions of risk back together again.
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From these sketchy reviews, I picked on two general concepts, risk propositions
and risk proposals that link up conveniently with Systemic Functional Linguistics
and can be used to distinguish the kinds of risk representation actually found in a
news text. More vividly, and with some loss in accuracy, these can also be thought
of as propositions of ‘facing risks’ and proposals to ‘run risks’. Taking five corpus
instances of the phrase < face the risk > as a reference aid, I read through a total of
six text excerpts conspicuously concerned with risk predicaments to see how well
they could be described using these concepts.
The results are few in number and not systematic, but my initial finding is that
this division into risk propositions and risk proposals offers a promising first step for
description, and ultimately for analysis. Propositions and proposals appear to be
most often used in combination, like the concessions and counterclaims in a
concessive argument. The possible relations between them, and the order in which
they can come, are varied, and an extensive study would be needed to classify them
on causal, predictive, normative or other grounds. A promising preliminary for this
sorting work would be a division into entry risk and outcome risk functions. The
difference between these can be glimpsed in meaning distinctions of the sort ‘Don’t
risk drinking and driving’ (an entry risk proposal) and ‘If you drive home like that,
you risk being caught for drunk driving’ (an outcome risk proposition).
A step on from there, a further enquiry goal would be to see how this talk of
risks can be accommodated in the topology of socio-semiotic activities devised by
Matthiessen, Teruya and Lam (2010: 221). My hunch, at this stage, is that risk
propositions realise a kind of ‘expounding’ activity while risk proposals are appeals
for ‘exploring’.
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Abstract
In SFL, textual unity giving rise to text chunks is generally explained in terms of a
hierarchy of themes (Halliday and Matthiessen, 2014: 45): macro-themes,
hyper-themes, and clausal themes. Contrary and complementary to this top-down
approach to text chunking is Cloran’s (1994, 1999) decontextualization theory,
which identifies local text chunks called rhetorical units in bottom-up fashion based
on the nature of CE (Central Entity) and EO (Event Orientation) of a message
relative to the immediately relevant context known as the material situational setting
(MSS).
Although Cloran’s theory provides a great tool for analyzing text chunking in
conversational data, its sole concern with rhetorical activities or rhetorical units
makes it difficult to identify text chunks in written texts which tend to be determined
not so much by the rhetorical activities they display as by the content or points they
are intended to make at particular moments in the textual development.
In this study, it is hypothesized that certain developments of textual chunking
are more concerned with chiselling out ideas about a particular topical entity rather
than developing pre-determined thematical propositions and presenting a model of
stepwise text chunking based on Gundel’s (1999) classification of focus.
1. Introduction
There are texts whose goal is to describe a focused entity from various angles as in
the case of definitions, narratives, an exposition of theoretical methodology, hard
news reports, etc. In such texts, the text development of the focused entity or the
topic is an incremental movement tracking the entity under focus to build an
increasingly elaborated frame of reference for it until a full depiction of the intended
significance of the topic has been completed. It is also known that there are various
kinds of topics other than propositional topics. In definitions, the topic is usually a
concept viewed as belonging to a class and possessing a specific property rather than
a proposition asserted or a proposal put forward. In narratives, a text unfolds by
introducing characters and depicting remarkable events which happen to them, with
the text chunks representing phases revealing in gradual steps, among other things,
the situational setup, the characters’ psychological reactions, and the consequent
situations regarding the events. This being the case, in a story, what amounts to its
point is to be kept unrevealed towards the end instead of being declared at the outset.
It is clear that stories call for an entirely different method of creating text chunks
than that of combining topic sentences and their support. For that matter, even the
standard paragraph writing involves various essentially incremental processes in the
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implementation of the topic and its support which often comes in a number of
intricately related layers.
The question this paper is concerned with is whether it is possible to model this
process of bottom-up development of written texts just as Cloran did for
mother-child dyadic conversations, which might shed some light on this aspect of
text organization. In Cloran’s (1994) decontextualization model, text chunks are
incrementally identified as rhetorical units within a stretch of conversational text,
where the rhetorical units are independent clauses carrying a message realizing a
particular rhetorical action such as Action, Commentary, Observation, Reflection,
Report, Account, Plan/Prediction, Conjecture, Recount, and Generalization.
Although very successful for this type of oral texts, this approach is difficult to apply
to written texts for two reasons. Generally speaking, written texts are monologic
rather than dialogic, which makes them almost impervious to rhetorical analysis
based on interactional exchanges such as the decontextualization theory. The second
reason, which is closely related to the first, is that rhetorical units are intended to
reflect the distance between the immediate conversational situation and the content
of the message. This assumption does not usually apply to written texts whose
messages are not grounded in the shared immediate situation of communication
between the author and the reader. Thus, if we are to model the process of gradual
bottom-up formation of written texts, we need a different approach which better
reflects what is going on during this text formation process.
2. Gundel’s classification of focus
In this paper, I hypothesize that the development of a written text is a process of
chiselling out the controlling idea of the text in chunks of various sizes. The model
to be presented below which realizes this idea is based on Gundel’s (1999)
classification of focus into three types, psychological, semantic, and contrastive.
Although Gundel is not particularly concerned with the role of focus in the
development of a text and her treatment is limited to spoken language, her three-way
classification, which is intended to be an exhaustive one, can be directly applied to
the modelling of bottom-up development of written texts. This is because a focus
can in a sense represent the whole reason why a particular message occurs at the
particular moment in the text in which it does. A focus may not carry the whole
burden of the message, but it indicates the most crucial aspect of it as a new and
appropriate contribution to the on-going communication. Thus, monitoring the
choice of focus in a text is expected to reflect step-by-step efforts in text
development.
Another attractive feature of Gundel’s classification is that she sets
psychological focus apart from semantic and contrastive focus in that it is accessible
over a stretch of text whereas the other two are strictly bound to particular messages
in which they occur, with contrastive focus contributing and semantic focus not
contributing to psychological focus. If psychological focus is interpreted as meaning
the same as a controlling idea, which does not seem too far-fetched, the stretch of
text where it remains accessible can be regarded as the text chunk associated with
and determined by it. In this regard, Chaplen’s (1970) exposition of the concept of a
controlling idea as the gist of a topic sentence lends support to its equation with
Gundel’s psychological focus. According to Chaplen, a topic sentence must be
delimiting because of its controlling idea. One of the first steps in writing is to
choose what information to include in a paragraph and what information to exclude
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from it. This is very difficult unless the writer composes a topic sentence containing
a controlling idea that really does limit his subject. He must compose a topic
sentence that provides a clear guide both to himself and to the reader. Accordingly,
he insists that material that does not develop the controlling idea should be excluded
from the paragraph (Chaplen, 1970: 5), making the paragraph exclusively composed
of sentences supporting the controlling idea in one way or another. In other words,
paragraphs are text chunks which are not only graphically but also informationally
unified.
A third feature of Gundel’s classification which suggests to us the feasibility of
modelling the step-by-step progress of text development through the tracking of
focus is that we can account for a substantial portion of the incremental nature of
text development by means of semantic and contrastive focus. Semantic focus refers
to those entities which are introduced into a text as answers to questions probing for
specific information. Here is how Gundel (1999, 295) defines semantic focus, using
examples (7) and (8).
Excerpt 1
Semantic focus is the part of the sentence that answers the relevant wh-question
(implicit or explicit) in the particular context in which the sentence is used. Thus Bill is
semantic focus in (7) and (8) (where capital letters indicate position of prosodic
prominence).
(7) Do you know who called the meeting?
(It was) BILL (who) called the meeting.
(topic = x: x called the meeting; comment/focus = x was Bill)
(8) Every time we get together, I’m the one that has to organize things, but this time
(It was) BILL (who) called the meeting.
(topic= x: x called the meeting; comment/focus= x was Bill)

From the perspective of textual development, we should further emphasize the
role of wh-questions, explicit and implicit, which allow the introduction of a
semantic focus into the text. Explicit wh-questions, also known as probing questions,
are often used in a text by its author to actively steer its development in a more
specified direction by inserting a wh-question in the developing text. It is also very
common to see what appear to be answers to implicit wh-questions introduced at
points where such questions are naturally expected or as a way of heading off
possible objections. Pagano (1994) deals with what she terms denials in written
text which report the non-existence of certain expected information as if the writer
responded to the reader’s questions. The following example by her will illustrate this
situation (Pagano, 1994: 253-254).
Text 1
In Trankle & Markosian (1985), Expert System Adaptive Control (ESAC) is described.
The system consists of a self-tuning regulator augmented with three different expert
system modules: the system identifier, the control system designer and the control
implementation supervisor.
A real time version of the system has not been implemented.
(Automatica, 26 June 1989: 815)
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The last sentence is an example of a denial, for which no explicit question has been
asked but one is presumed to be called for by the author. Citing Widdowson (1979),
Pagano ascribes the occurrence of denials in written texts to the writer’s simultaneous
assumption of both addressor and addressee roles, thinking of the reader’s possible
reactions and acting as required.
This contention can be further strengthened and generalized by the two studies,
Hoey (1994) and Winter (1994), which essentially argue that written discourse is a
process of dialogic question-answer reciprocation. According to this view, every
sentence is a text is backed by a corresponding wh-question asking for the information
supplied by that sentence. They advance this position in order to explain the universal
organizational schemes of text which have been pointed out and studied by many
researchers. An example from Hoey (1994: 30) will suffice to make the point that
semantic focus naturally arises as a result of forming a written text on the basis of
question-answer reciprocation in which the questions are posed through requirements
other than what the psychological focus, or the topic, demands.

Text 2
A: What was the situation?
B: I was on sentry duty.
A: What was the problem?
B: I saw the enemy approaching.
A: What was your solution?
B: I opened fire.
A: What was the result?
and
How successful was this?
B: I beat off the enemy attack.

By just string together B’s answers, the following original written text emerges.
Text 3
I was on sentry duty.
I saw the enemy approaching.
I opened fire.
I beat off the enemy attack.

It is also clear that semantic focus partly accounts for why certain new
information which does not directly relate to the topic of a text can be introduced
into the text without disrupting its consistency.
Gundel’s contrastive focus is another reason why her classification can be
deemed capable of modelling the step-by-step bottom-up development of a text.
Unlike semantic focus, contrastive focus introduces a new entity relative to an
already familiarized entity. In written text, this is probably the most frequently
employed method of developing any kind of exposition. The following examples
illustrate how contrasting concepts (drug legalisation in the first case and organic
yields in the second) are introduced into texts on the basis of what is taken as a more
familiar concept, drug prohibition and intensive yields, respectively.
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Text 4: Contrastive evaluation
America spends at least $20 billion ( 13 billion) a year on drug enforcement, and
arrests more than one million people a year on drug charges. Yet, according to standard
economic analysis and existing evidence, drug legalisation would be a far superior
policy to drug prohibition

Text 5: Contrastive consequence
Organic yields are significantly lower than intensive yields. To grow the same amount
of food, organic farming therefore requires land that could otherwise be used for nature
reserves, forests or wetlands—or golf courses and low-cost housing if we so choose.

Topic shifts can be explained as cases of a contrastive focus replacing the
current topic. It also happens that a topic or a semantic focus is contrasted with
something without causing a topic-shift. These are cases of extension in Halliday’s
theory of expansion, which captures incremental increases of socio-semiotic
information. Thus, contrastive focus can be considered to be a more specific way of
identifying incremental increases of information from one sentence to the next.
3. The model
In this section, our model of bottom-up incremental text development based on
topic/focus tracking is introduced. In the previous section, we saw how Gundel’s
three-way classification of focus into psychological, semantic, and contrastive focus
can address various aspects of text chunking including the presence of an entity
accessible over the entire stretch of a text chunk, introduction of an entity in
response to an explicit or implicit wh-question, and extension of a text by
introducing a contrastive entity. We have also noted that each of these three kinds of
focus captures a crucial aspect of bottom-up text chunking. To recapitulate,
psychological focus can be definitional of the extent of an individual chunk as a site
over which a psychological focus is accessible. On the other hand, semantic focus
can explain the phenomenon of ‘intrusive’ sentences which do not directly follow
the semantic flow of the previous sentences. Finally, contrastive focus can take care
of the cases of extending a text through shifting attention to something new
associated with but not necessarily subsumable by the psychological focus of the
current text chunk.
In order to translate this classification of focus into a model of bottom-up text
development or chunking, we first rename the focuses as follows for ease of
reference: psychological focus is renamed as topic, semantic focus as focus1, and
contrastive focus as focus2. The model of bottom-up chunking based on topic and
focus to be proposed in this paper would be best characterized as a model of topic
maintenance with the following four kinds of requirements, which induce text
chunks as a net result:
1 Forward progress: Within a text chunk, successive sentences move the
communication forward.
2 Method of development: Each textual development of a text chunk carries a
recognizable method of textual development.
3 Topic: The method of a textual development is under the thumb of the topic
of the text chunk.
4 Focus: Every consecutive sentence must feature a focus, focus1 or focus2,
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which characterizes its relation to the preceding sentence.
It might be wondered why we have text chunks in the first place. The above model
presupposes the existence of text chunks composed of a series of sentences. Instead
of pursuing this question further, we content ourselves here with assuming their
existence by resorting to Winter’s (1994: 47) maxim that “we cannot say everything
about anything at any time,” which necessitates the use of multiple sentences if
perfection in communication is aimed at.
3.1. Forward Progress
3.1.1 Progress of topic
The first requirement of the model is intended to capture this pursuit of perfection
from a different angle. It presumes that each additional sentence in an unfolding text
contributes to the ongoing communication. What the ongoing communication is all
about is determined by the topic of the text, mentioned in the third requirement. In
other words, the notion of topic is inherent in any discussion of textual development
which results in a unified chunk. In the simplest case, a topic is an entity like an
object about which the text gives some information. However, a topic can be as
complex as the author pleases. Often the topic of a text chunk itself is so involved or
abstract that it has to be developed over a stretch of sentences.
The following example (Myers, 2010: 6) illustrates one of the most
straightforward cases of topic progress, where the topic entity, a deck chair, remains
to be the topic until the end of this text chunk, consistently referred to with its
pronominalized form ‘it’. Although the topic is established in the first sentence once
and for all, the rest of the sentences dwells on the “coolness” of the deck chair
supplying relevant information through incremental expansions.
Text 6
SO THE BEACH HOUSE WE RENTED came with this cool deck chair, which
everybody loved.
I liked it so much that I wrote down the name, searched it on the Web, and ordered one
from Amazon. (*consequence)
It reclines kind of like one of those zero-gravity recliner chairs, and even though it folds
up neatly for storage, it’s not rickety like most folding deck chairs. (=clarification)
Downside—it’s not especially cheap. (answer to ‘What about the price?’)
But given my unsatisfactory experiences with its predecessors, I’m happy.
(*concession)
Perhaps it will encourage me to spend more time on the deck drinking beer, and less
time at the computer.
(*consequence)
posted at 11:27 AM by Glenn Reynolds

The next example (Thomson, 2009: 26) shows a more usual case of topic
establishment in which the initial few sentences are devoted to delineating the topic
of a text, often involving a concession. The first sentence mentions the general
inability to eliminate occupational hazards, but it is the second sentence which
finalizes the topic, which is the proposition of a measure for their reduction through
penalization. The third and last sentence is a concessive statement about the possible
consequences of this measure, both unfavorable and favorable.
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Text 7
Occupational accidents will never be eliminated because all human activity entails risk.
But the total number of accidents could be greatly reduced, and the surest way of
achieving such a reduction is to penalise, with fines or even imprisonment, those
employers on whose premises they occur. [Topic(penalization)]
Such a policy might result in cases of individual injustice, but it would be effective in
securing safer workplaces. (*consequence)

The last example illustrates a more realistic case of topic shift (Myers, 2010:
112). The first three sentences are concerned with the initial topic of the groundless
accusation of bloggers ranting in blogs which is refuted by many carefully
formulated opinions found among them. The fourth sentence effects a topic shift
from bloggers’ opinions to the study of categories of stance-taking manifested in
blogs, which remains the topic in the remainder of the text.
Text 8
Bloggers are often accused in the media of being solipsistic ranters shouting at an
empty internet. [Topic (bloggers accused as ranters)]
It wouldn’t surprise these accusers that I have found so many opinion statements in
blogs. (*concession)
But it might surprise them to find that these opinions are so carefully marked, in many
cases, for the way the writer holds them, the way he or she says them, and their basis of
lack of basis in fact. (+alteration)
One reason to look at the categories of stance-taking is to see the wide range of ways
bloggers relate to what they say. [Topic shift]
Another reason to look at these categories is to see, again, how interactive blogs must
be to survive. (+reason)
The blogs I have analysed vary in their numbers of readers, but they all do interact with
their readers in nearly every sentence. (=clarification)
The pleasure in reading something like Dooce, Instapundit, India Uncut, or Going
Underground is not just in getting the opinions—I certainly don’t agree with all of them.
(*consequence)
It is also in seeing how cleverly they manage that interaction and keep it going.
(+addition)

3.1.2. Two modes of forward progress according to Firbas (1992)
As to the delimitation of the forward movement itself, again we content ourselves
with adopting a view due to one of our predecessors in this field of research.
According to his theory of Functional Sentence Perspective based on the notion of
communicative dynamism (CD), Firbas (1992: 67) proposes the following two ways
of moving the communication forward. As the FSP theory is more concerned with
the sentence-internal distribution or development of the degrees of CD across the
elements within a sentence, its real implications for inter-sentential CD need to be
tackled in some future research dealing with both stepwise textual development and
the position of topics and focuses at the same time. In the present work, we just
notice that the introduction of a topic corresponds to that of the theme-element
called Phenomenon, and the forward movement of the communication to the two
element arrangements concerning the ascription of a quality to what is thematic.
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3.2. Methods of development
3.2.1. Text development as socio-semiotic activity
Somewhat more ambitiously, the second requirement of the model is meant to
equate the process of incremental textual development as one of socio-semiotic
activity in which the development of information in the form of adjoining additional
sentences is a realization of a certain nameable act of semiotic extension. This
requirement is necessary in order to separate ordinary written texts obeying it from
other texts such as those simply depicting some external object. For example,
children’s picture books carry texts whose sentences just mention things going on in
a picture without forming a cohesive text. For example, the following “text”
accompanying a picture in a famous picture dictionary (Scarry, 1998: 7) for children
only makes sense when one is looking at the picture, in which Pickles, the mother
pig, and her children are depicted as they are surrounding a table on which she is
placing plates.
Text 9
Pickles and the piglets are about to have supper.
The piglets are running all about.
Sit at your places, piglets!

In our model, this kind of text, which tends to occur in multi-modal texts, is not
regarded as making a proper text chunk. As it stands, this requirement is still largely
programmatic, awaiting such augmentations as a list of recognizable methods of
extension and a set of rules for identifying them has been provided yet. This paper
provisionally adopts two working principles, one based on Halliday’s expansion
theory and the other on the distinction between external and internal conjunction
(Martin and Rose, 2007).
We can establish the following correspondences between the expansion theory
and Firbas’ (1992) Pr- (Presentation-) and Q- (Quality-) functions. This is as it
should be because according to the theory of expansion, in both elaboration and
enhancement, the focus remains on the entity currently under focus whereas it
moves to some comparable entity newly introduced in an extensional transition. In
other words, we suggest that through the intermediary of this correspondence, we
reinterpret the various categories of expansion as so many methods of text
development.
Expansion categories reinterpreted as methods of text development
Elaboration (Q-function): exposition, exemplification, clarification
Extension (Pr-function): addition, variation, alteration
Enhancement (Q-function): temporal, spatial, manner, causal-conditional
As will be illustrated in section 4, in each category of expansion what actually
moves the communication forward is mostly the process of following the intended
inferences between adjoining sentences. In this paper, it is assumed that the semantic
categories falling under each of the three types of expansion act to delimit the range
of semantic connections between the expanded and expanding sentences. In section
4, it will be suggested that the semantic categories might serve to characterize the
focused entity in the expanding sentence.
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3.2.2.Text development as external and internal conjunction
The distinction between external and internal conjunction (Halliday and Hasan 1976,
Martin and Rose 2007, etc.) can suggest a different angle to the problem of
intersentential developments than the theory of expansion does. This is basically the
opposition between what is argumentative and what is more spontaneous. Various
causal relations between events are generally interpreted as spontaneous
developments of situations, as in the following example from the same picture book
as cited above:
Text 10
Mr. Fixit dropped a hammer on his toe a minute ago.
He is howling now.

We have as many spontaneously related situation pairs as there are different types of
socially recognizable situations, some of which, taken from various sources, are as
follows:
Procedural causality: Coach will give us a time, for example 2:45 for 1,000
meters. And then me and Ryan and Sandy and Chrisby and Steve will all get
racing.
Psychological causality: Bobby amazed everyone when he played the piano. He
surprised them. They didn’t think he could do it.
Physical causality: Then we went on um the the Matterhorn I think its called
and you go then you go through this water place under it right here it’s
splashing on to you. You get all wet.
Experiential causality: and my friend and I we hike well all over the place on
these railroad tracks and so we were used to it and we hiked ahead and they
went all the way down the mountain again
Economic causality: A couple of Saturdays ago I went to Mount Baldy and they
didn’t tell us to bring a dollar for the ski lift that went three miles up hill. And so
all the kids that didn’t bring their dollar had to hike up hill.
Social causality: Alan offered to help him. Mr. Skytree did not accept Chip’s
offer
Spontaneous developments also include description, classification, chronological,
and dialogic interaction.
By contrast, argumentative developments are relations imposed by the author to
present his or her own lines of thinking, realizing such things as evaluation,
explanation and transitions from reasons to conclusions. This opposition between
spontaneous and argumentative developments are assumed to be equated with that
between external and internal conjunction. This step makes it possible to treat those
text developments arising from the argumentation of the text, which like cases of
focus1, tend to take leaps not restricted to ones required by the immediately
preceding sentences.
3.3. Topic
The third requirement specifying the preponderance of topics over other
text-chunking processes is intended to place the role of topics in text chunking as
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continuously ranking above and exerting influence over the focuses. In other words,
this is a direct statement of what holds text chunks together, which is of course the
topic. The topic is regarded as the basso continuo of the text, as it were. Ideally, it is
hoped that one can detect some manifestation of the topic in every sentence of the
chunk over which it is holding sway. Most of the time, this is achieved through
various thesaural means of relating concepts lexically. In the following example
(Thomson, 2009: 72), the topical concept, the ability to reason beyond what is
explicitly given in the text, is pronominalized into ‘this’ in the second sentence, and
lexically succeeded to by ‘conclude’ in the third sentence.
Text 11
One important aspect of reasoning is the ability to go further than the information you
have been given, to draw conclusions from evidence, to see what follows from
statements which other people make. [Topic (the ability to go further than the
information you have been given)]
This is an ability which we all exercise to a certain extent in our daily lives. [‘this’]
If we draw back the curtains in the morning, and find that last night’s snow covering
has gone, we conclude that the temperature must have risen overnight. [‘conclude’]

The topic is not just something carried along throughout a text chunk. As noted
above, it can also be called the controlling idea of the chunk when its dynamic
aspect is to be emphasized. When viewed in this angle, we notice how the initial
sentences of a text set up the vector of the unfolding text pointing the direction in
which it is headed. When the writer voices his or her opinion in a few paragraphs,
the very initial sentences clearly indicate the direction of the text by means of an
evaluative stance, as in the following two sentences marking the first sentence of a
letter to the editor (Thomson, 2009: 67-68).
Text 12
Sir: I was concerned to read of the proposals for compulsory fluoridation of water.
Sir: Those who believe organic food is good for the countryside and the environment
should think a little harder.

In certain genres of text such as newspaper reports or encyclopedic articles, the
function of establishing the topic of a passage is often delegated to headers or
section titles, as shown in the next example (Sutcliffe, 2006: 206; the sentence
numbers are added by the current author) in which the first half of the passage is
concerned with the three notions in the section title “Concept, Class, and Category
in the Tradition of Aristotle”, and the latter half with what amounts to the notion of
concept in Aristotle’s system. The role of the title is as if to say that the following
passage deals with the three notions in the Aristotelian terms. In spite of a lack of
topic-setting sentences, each of the first six sentences bears lexical marks related to
the three notions instead while the remaining sentences are all lexically marked by
term-related notions including ‘essence’ and ‘universal’.
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Text 13
Concept, Class, and Category in the Tradition of Aristotle
1. In Aristotle’s logic, a categorical proposition affirms or denies that something (the
subject) has a property (the predicate).
2. Aristotle proposed an exhaustive classification of predicates: for him, anything which
could be predicated of any subject had to concern substance, quantity, quality, relation,
time, position, state, activity, or passivity.
3. These are the Aristotelian categories.
4. Later usage of the word category was to become much looser.
5. For the rest, Aristotle had little to say about class, and it appears that there was no
direct ancient Greek equivalent for the word concept.
6. With respect to the latter, however, the essentially relevant notions in Aristotle’s
account are terms and universals.
7. Subjects and predicates were called terms, and a major concern of Aristotle was with
their definition.
8. For Aristotle, the definition of a term stipulated the essence of the object referred to.
9. The essence of a thing is that which makes it the type (sort, kind, class, ... ) of thing
that it is, and not some other type of thing.
10. The essence has two aspects: the genus is that which is predicable essentially of
other kinds of things as well; and the differentia is that which is possessed essentially
only by things of one type (members of one species) and not by any other type.
11. Thus, to the extent that terms are logical universals, one may be guided by Weitz
(1988), in concluding from his review that:
12. Aristotle . . . has a theory of concepts according to which they are definitional
entities—logoi that are closed in their necessary and sufficient properties which serve
as the governing correct use of the concepts and terms that convey them.

A third manifestation of the preponderance of topic over focus is that the topic
of one paragraph is most of the time carried on in an evolved form to the next
paragraph, forming a chain of related topics. In the next example showing a typical
evolutionary progress of the topic, the three paragraphs evolve the same underlying
topic of major protest actions taken by a federation of welfare groups in the city of
New York (Kornbluh, 2007). The topic of the first paragraph is a boycott of the New
York City schools in 1966 demanding financial aid for clothing and supplies. The
second paragraph takes over this topic and turns it into a historical account of its
background and philosophy. The third paragraph moves the topic of the boycott
along the time line to show its ‘culmination’ in the form of the first arrests of its
members.
Text 14
First paragraph
In one of its first major protest actions, the City-Wide Coordinating Committee of
Welfare Groups called a boycott of the New York City schools at the start of the
1966-67 academic year. [Topic (a boycott called by the CWCCWG)]
This boycott differed from the one civil rights activists had organized in 1964 in that its
leaders demanded that the city government spend money on clothing and supplies for
schoolchildren as well as on school buildings, teacher salaries, and other educational
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needs. [this boycott]
The focus of the boycott was less on the integration of schools than on the quality of
schools, and children’s access to goods that would help prepare them for school. [the
boycott]
Lily Mae Robinson, who sat in at the Department of Welfare for fifty hours in support
of the boycott, wrote that she and her colleagues “dreamed of a better Welfare system
for all those who need it, for jobs for those of us who can work, for decent housing and
for the best education we can give our children.” [the boycott]
At the same time, she and other members of the City-Wide Coordinating Committee
demanded supplements to their welfare grants to keep schoolchildren warm and
decently dressed. [members of CWCCWG]
Second paragraph
Demands for material goods and claims to participate in what historian Lizabeth Cohen
has termed the “consumer’s republic” lay at the heart of the movement for welfare
rights. [Topic (demands for material goods and claims to participate in the consumer’s
republic)]
Jennette Washington, Lily Mae Robinson, and other activists asserted their right to the
“good life” promised by the affluent society. [right to the good life]
They argued that full citizenship in the postwar United States depended not only on
having access to decent schooling for their children, but also on being able to feed and
clothe their children decently, on having furniture in their homes, and on owning decent
goods. [being able to feed and clothe children decently, having furniture in homes,
owning decent goods]
Third paragraph
The school clothing protests led to the City-Wide Coordinating Committee of Welfare
Groups’ first arrests. [Topic (first arrests)]
Citywide activists picketed in support of the boycott at welfare department headquarters
in lower Manhattan. [picketed at welfare department headquarters]
Robinson, with four other women and one man, spent two nights sleeping on the floor
of the office at 250 Church Street. [spent two nights sleeping on the floor of the office]
By the middle of the sit-in, she recalled, “we knew that we were now friends, most of
us with the same kinds of problems in housing, education, etc.” [the sit-in]
Welfare Commissioner Mitchell Ginsberg, an important member of the reformist
administration of Mayor John Lindsay, ordered police not to make any arrests. [ordered
police not to make any arrests]
After two nights of sitting in and no progress in the negotiations, “one group moved in
on all entrances to the building,” according to the newsletter of the City-Wide
Coordinating Committee. [one group moved in on all entrances to the building]
Police arrested seventeen members of Citywide, including two members of its
Executive Board, and released them on bail later that evening. [arrested seventeen
members]

3.4. Focus
The fourth requirement of the model is basically the other side of the second
requirement. Its explicit specification is necessary to present a realistic model of
bottom-up text chunking based on topic and focus which can describe the
step-by-step developments of an ‘unfolding’ text in specific terms. The model
proposes that such a description is made possible by keeping track of how topics and
focuses are developed, using Gundel’s (1994) classification of focus for the
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definition of topic and focus. For this purpose, on the one hand, it is necessary to
specify what entities in a text can qualify as topics and how they can be maintained
or shifted within and outside the text. On the other hand, however, it is necessary to
account for how exactly successive sentences develop the controlling idea in the
topic, which we consider is to be captured by specifying the method of development
from one sentence to the next and the kind of focus introduced by the development
as the entity representative of the transition and capable of being tracked in concrete
terms.
The division of focuses into the two kinds, focus1 and focus2, makes a claim
that these two kinds can subsume all instances of focus that actually occur as bearers
of new developments. Focus1 takes care of those entities introduced into the text as
answers to explicit or implicit questions, and so they are extraneous to the main flow
of developments of the controlling idea to the degree that the wh-questions are.
Focus2 is supposed to deal with the remaining occurrences of focus in the text which
dynamically moves the communication forward by expanding the controlling idea.
In this paper, we simply suggest that the notion of being contrastive required of
focus2 should be characterized as ‘being a party to expansion’, i.e., falling into
either a case of elaboration (marked by ‘=’), extension (+), or enhancement (*). This
measure has the benefit of providing the very first framework of classifying and
analyzing the actual occurrences of focus2. As already mentioned in 3.2.2., we also
adopt the distinction between external and internal conjunction, which makes it
possible to treat cases of argumentative leaps often characterized by their relatively
global concerns as compared with cases of external conjunction. The following
example (Tomes, 2010: 7) illustrates this situation, in which the last sentence sums
up all the preceding sentences.
Text 15
One of the questions that members of the public most often ask writers and composers
is, ‘Where do you get your ideas from?’ [Topic (writers and composers)]
They don’t so often think to ask this question of performers. [+F2 (performers)]
People who are not themselves musicians tend to assume that if you’re playing classical
music, you just play the notes and the music comes out sounding right all by itself. [=F2
(just play the notes)]
But ‘sounding right’ is actually the end-point of a long process of preparation which
involves everything from historical knowledge to a very subtle appreciation of how
things connect and how this might be conveyed in sound. [*F2 (a long process of
preparation)]
A musical score only supplies a certain amount of information. [=F2 (musical score)]
Although the notes are specified, an enormous amount of additional information is not
given, and perhaps never could or should be. [Topic (additional information)]
Composers know that there’s sometimes an inverse relationship between how many
detailed instructions they give and how successful the result will be. [F1 (why not
specified?)]
The reticence of the printed score usually stimulates an imaginative dialogue between
the performer and the music. [*F2 (imaginative dialogue)]
Good performers throw themselves into the task of sensing what layers of meaning are
implied by the notes. [=F2 (sensing layers of meaning)]
So performing musicians need ideas too. [Conclusion (internal conjunction)]
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4. Conclusion
This paper has proposed a model of bottom-up text chunking which is based on the
tracking of focused entities in the text chunks, topic, focus1 and focus2, which
correspond to psychological, semantic and contrastive focus of Gundel (1999),
respectively.
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Abstract
The present paper examines the relationship between the text generator and
‘context of situation’ (CoS) by identifying the location of the text produced and the
structure that it adopts in relation of the text generator’s mind and the ‘meaning
expression space’ (ihyōkūkan), i.e., the real and/or virtual space in which the text is
generated and consumed by people concerned. The paper argues the following: (1)
Text structure (forming part of the CoS) should exist in the form of schemata in the
text generator’s mind, but those schemata can also exist outside the mind of the text
generator as records that can be extracted from, say, magazine articles in the
meaning expression space, or as information expressed by people concerning the
text generation in that space. (2) The text generator must attempt to realize his/her
visions but s/he does not always realize ideologies in her/his text generation. The
foregoing arguments are presented through an analysis of the September 2015 issues
of 4 Japanese fashion magazines (CanCam, JJ, Vivi, and Ray) and some of their
articles.
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Indentation is required from the second paragraph of a section. The first section
number starts with “1”, NOT “0”.
7.

Format for References in the Text
All references to or quotations from books, monographs, articles, and other sources
should be identified clearly at an appropriate point in the main text, as follows:
7.1 Direct quotation
All direct quotations should be enclosed in single quotations. If they extend more
than four lines, they should be separated from the body and properly indented.
7.2 Reference to an author and more than one authors
a. When the author's name is in the text, only the year of publication and the
page should be enclosed within the parentheses, e.g. ‘As Halliday (1994:
17) has observed …’
b. When the reference is in a more general sense, the year of publication
alone can be given, e.g. ‘Hasan (1993) argues that …’
c. When the author's name is not in the text, both the author's name and year
of publication should be within the parentheses and separated by a comma,
e.g. (Matthiessen, 1992)
d. When the reference has dual authorship, the two names should be given,
e.g. (Birrell and Cole, 1987)
e. When the reference has three or more authors, the first author's name
should be given and the rest should be written as ‘et al.’, e.g. (Smith et al.,
1986)
f.
If there is more than one reference to the same author and year, they should
be distinguished by use of the letters ‘a’, ‘b’, etc. next to the year of
publication, e.g. (Martin, 1985a).
g. If there is a series of references, all of them should be enclosed within a
single pair of parentheses, separated by semicolons, e.g. (Maguire, 1984;
Rowe, 1987; Thompson, 1988).
7.3 Abbreviation
If the same source is referred to or quoted from subsequently, the citations should
be written as the first citation. Other forms such as ‘ibid.’, ‘op.cit.’, or ‘loc.cit.’
should not be used.

8.

Reference List
The Reference List should include all entries cited in the text, or any other items used
to prepare the manuscript, and be arranged alphabetically by the author's surname with
the year of publication. This list should be given in a separate, headed, reference
section. Please follow the examples given:
8.1 Books
a. A single-authored book
Halliday, M. A. K. (1994) An Introduction to Functional Grammar 2nd edition.
London: Arnold.

106
106

b. A multiple-authored book
Martin, J. R. and Rose, D. (2004) Working with discourse: meaning beyond the
clause. London: Continuum.
c. A single-edited book
Christie, F. (ed.) (1999) Pedagogy and the Shaping of Consciousness: Linguistic and
Social Process. London: Cassell.
d. A multiple-edited book
Hasan, R. and Williams, G. (eds) (1996) Literacy in Society. London: Longman.

8.2 Articles in journals and edited books
Halliday, M. A. K. (1966) Notes on transitivity and theme in English, Part1, Journal
of Linguistics, 3.1: 37-81.
Matthiessen, C.M.I.M. (2004) ‘Descriptive motifs and generalizations’. In A. Caffarel,
J.R. Martin and C.M.I.M. Matthiessen (eds), Language Typology: a Functional
Perspective 537-674. Amsterdam & Philadelphia: John Benjamins Publishing
Company.
9.

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

10. Figures, tables, maps, and diagrams
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scanning or photographic reproduction.
11. Proofs
Authors will be sent proofs for checking and correction.
12. Submission of a manuscript
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