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Proceedings of JASFL 2016 第 10 号 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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 ព㸸ࡿࡏ⾲文࡛ࠊពࡿࡏ⾲࡛⤮
⤮ᮏࡢ文ࡿࡍ⤮ࢆ 

Meanings Made by Words and Pictures:  
Visualize Words in Picturebooks 

 
 

早川 知江  
Chie Hayakawa 
ྡྂᒇⱁ⾡Ꮫ 

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.” 
 
 
 ࡵࡌࡣ .1

 ᮏ✏ࡿ࡞␗ࠊࡣព࣮ࣔࡿࡍ✲◊ࢆࢺࢫࢡࢸࡓࡏࢃྜࡳ⤌ࢆࢻ multimodal 
studies ࡞ᆺⓗࠊ≉ࠊࡾ࠶࡛✀୍ࡢ bimodal text ࡋࡢពࡢᮏ⤮ࡿ࠶࡛

ࡢ࠸῝⯆ࡶᮏ࡛᭱⤮ࠋࡿ࠶࡛⎔୍ࡢ✲◊ࡿࡍ࠺ࡼࡋࡽ᫂ࢆᚩ≉ࡢࡓ

ྜࡳ⤌ࡢࡑࠋࡿ࠶Ⅼ࡛ࡓࡗࡉࢃྜࡳ⤌ࡀࢻព࣮ࣔࡢࡘ࠺࠸⤮文ࠊࡣ

⏕ࢆព࠸࡞ࡏ⾲ࡶ࡛ࡅࡔ⤮࡚ࡋࡑࠊࡶ࡛ࡅࡔ文ࠊ࡛ࡇࡿࡍᕤኵࢆ᪉ࡏࢃ

㛵ಀ࡛࡞ࢇࡀ文⤮ࡢᮏ⤮ࠋࡿ࠶㨩ຊ࡛ࡢ᭱ࡢᮏ⤮ࠊࡀࢁࡇࡿࡏฟࡳ

ពࡢࡣ࡛ࡽ࡞ᮏ⤮ࠊ࡛ࡇࡿࡍศᯒࡽどⅬࡢゝㄒᏛࢆࡿ࠸࡚࠸ࡘࡧ⤖

 ࠋࡿ࠶ⓗ࡛┠ࡢ✲◊ࡢ㐃୍ࡢࡇࠊࡀࡇࡿࡍࡽ᫂ࢆࡳࡃࡋࡍฟࡳ⏕ࢆ
ᅇࡿࡏ⾲࡛⤮ࠊࡣ࣐࣮ࢸࡢព文࡛⾲ࡿࡏព࠺ࡣ㐪ࢆ࠺᥈ࡇࡿ
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ࡇࠋࡓࡗ⾜ࢆᐇ㦂ⓗㄪᰝࠊᚓ࡚ࢆ༠ຊࡢ⏕ⱁ⾡Ꮫࠊࡵࡓࡢࡑࠋࡿ࠶࡛

⤮ࠊᚋࠊࡋࡽ᫂ࢆᚓᡭᚓᡭࡢࢻព࣮ࣔࡢࡘࡢࡇࠊࡾࡼㄪᰝࡢ

 ࠋ࠸ࡓࡆ࡞ࡘࡇࡿࡍࡽ᫂ࢆ༠ຊ㛵ಀࡸ࠸ྜ࠸⿵ࡢ文
ᮏ✏ࠊࡣ早川(2015)࠺࠸ࡁ⥆ࡢ⨨࡙ࡎࡲࠊࡵࡓࡿ࡞ࡅ➨ 2 ⠇࡛ࡢࡑ

ᴫせࢆࡾ㏉ࠋࡿḟ➨ 3 ⠇࡛⤮ࠊ文ࡢពྍࡢ⬟ᛶ࡚࠸ࡘ௬ㄝࢆᥦ♧

➨ࠊࡕࡢࡓࡋ 5ࠊ4 ⠇࡛ࡢࡽࢀࡑ௬ㄝ᳨ࢆドࡓࡗ⾜ࡵࡓࡿࡍㄪᰝ᪉ἲศ

ᯒ⤖ᯝࢆ⤂ࡢࡇࠋࡿࡍㄪᰝࡣ 2 㒊ศ୍ࠊࢀ᪉ࡢㄪᰝ࡛ࠊࡣᏛ⏕ࠊ⤮

ᮏࡅࡔ⤮ࡢぢࠊࡏ文ࢆീ࡚ࡋ᭩ࡢࡑࠋࡓࡗࡽࡶ࡚࠸文ࢆศᯒࠊ࡛ࡇࡿࡍ

ㄪᰝࡢ᪉୍࠺ࡶࠋࡿศࡀఱࡣࡢࡿ࠺ࡋ⾲ࡶ文࡛ࠊࡕ࠺ࡢពࡿࡏ⾲࡛⤮

ศࢆ⤮ࡢࡇࠋࡓࡗࡽࡶ࡚࠸ᥥ࡚ࡋീࢆ⤮ࠊࡏ⪺ࢆࡅࡔ文ࡢᮏ⤮ࠊ㏫ࡣ

ᯒࠊ࡛ࡇࡿࡍ文࡛⾲ࡿࡏពࡣࡢࡿ࠺ࡋ⾲ࡶ࡛⤮ࠊࡕ࠺ࡢఱࡀ᫂ࡽ

ព࠸ࡍࡸࡋ⾲࡛⤮ࠊ࡛ࡇࡿࡍሗ࿌ࢆࡅࡔㄪᰝ⤖ᯝࡢ⪅ᚋࠊࡣ࡛✏ᮏࠋࡿ࡞

࠸ࡃࡋ⾲ࠊពࠋࡿࡵࡲࢆ➨ 6 ⠇࡛ࠊࡣㄪᰝ⤖ᯝࢆࡾ㏉ࠊ࡛ࡇࡿ

i) 文ࠊࡶ⤮ࡶᕤኵࡌྠࡤࢀࡍពࠊࡇࡿࡏ⾲ࡀii) ࢀࡑࡣࢻ࣮ࣔྛࡋࡔࡓ

ࠊࡇࡘࡶࢆពࠖ࠸ࡃࡋ⾲ẚ㍑ⓗࠕពࠖ࠸ࡍࡸࡋ⾲ẚ㍑ⓗࠕࠊࢀࡒ

iii) ⤮ᮏࠕࠊࡣ文࡛ࡣẚ㍑ⓗ⾲࠸ࡃࡋពࠖࡣ࡛⤮ࠕࠊ࡛⤮ࢆẚ㍑ⓗ⾲ࡋ

ព࠸ࡃ ࠊ࡛᭱ࡇࡍ⾲文࡛ࠖࢆ ᑠࡢሗ㔞࡛᭱ࡢຠᯝࢆᣲࠊࡇࡿ࠸࡚ࡆ

ࡢ 3 Ⅼࢆᙇࠋࡿࡍ 
 
2. 早川(2015)ࡢᴫせ 
早川(2015)࡛ࠊࡣḟࡢ⤮ᮏࢆศᯒࡓࡋ㸸 
 

Wanda Gág (1928) Millions of Cats. New York: Puffin Books. ISBN: 
978-0-14-240708-0 
㸦᪥ᮏㄒ∧ ࣡ࣥࢢ࣭࢞ࢲ 文࣭⤮ / ࡇࡶࡶ ࠸ࡋ࠸ヂ ࠗ100 ࡁࡧࢇࡲ

ࡇࡡࡢ 㸧࠘ 
 

ࣟࢡࣀⓑ㯮ࣔࠋࡿ࠸࡚ࡗ㍕ࡀ⤮࡞࠺ࡼࡢࡇࠊࡣࢪ࣮࣌ࡢึ᭱ࡢᮏ⤮ࡢࡇ

ࡣᶓࡢேࠊࢀᥥࡀࢇࡉ࠶ࡤ࠾ࠊࢇࡉ࠸ࡌ࠾ࠊ࡛⤮ࡢ㢼⏬∧ࡢ 1 ᐙࡢ௳

 ࠋࡿ࠶ࡀᇉ᰿ࠊᑠ㐨ࠊⰼቭࡣࡾ࿘ࡢᐙࠋࡿ࠸࡚ࢀᥥࡀ
 㸧㸸ࡿࡼ早川ࡣ㸦㑥ヂࡿ࠶࡛࠺ࡇࠊࡣ文ࡓࢀࡽ࠼ῧ⤮ࡢࡇ
 

Once upon a time there was a very old man and a very old woman. 
㸦᫇ࡓࡋࡲ࠸ࡀࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࢁࡇࡿ࠶㸧 
They lived in a nice clean house which had flowers all around it, except where 
the door was. 
㸦ᙼࡣࡽ⣲ᩛ࡞࠸ࢀࡂࡇ࡞ᐙఫࡢࡑࠊ࡚࠸࡛ࢇᐙࡢࢻࠊࡣ๓௨እࡣ

 㸧ࡓࡋࡲ࠸࡚ࢀࡲᅖⰼࡗࡿࡄ
But they couldn’t be happy 
㸦࡛ࡶᙼࡣࡽᖾࡓࡋ࡛ࢇࡏࡲࡾ࠶ࡣ࡛ࡏ㸧 
because they were so very lonely. 
㸦ࡶ࡚ࡽ࡞ࡐ࡞ᐢࡍ࡛ࡽࡓࡗࡋ㸧 
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文࡛ࠋ࠺ࢁࡔࡿ࠸࡚ࡋ⾲ࢆព࡞࠺ࡼࡢࢀࡒࢀࡑࠊࡣ文⤮ࡢࡽࢀࡇ

ࠊࡣ࡛⤮ࠊࡾ࠶ࠖࡓ࠸࡛ࢇఫᐙࠊ࡚࠸ࡀࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࠕࠊࡣ

ࠊࡣ文⤮ࠊࡽࡔࡢࡿ࠸࡚ࢀᥥࡀᐙࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࡾ㏻ࡢࡑ

୍ぢࡌྠࠕពࠖ࠺ࡼࡿ࠸࡚ࡋ⾲ࢆᛮࠊࡋࡋࠋࡿ࠼⣽ࡃศᯒࠊࡿࡍ

୧⪅ࡢព࡛㔜ࡿ࠸࡚ࡗྜࡾ࡞㒊ศ୍ࡃࡈࡣ㒊࡛ࡢࢇࠊពࡔ⤮ࠊࡣ

 ࠋࡓ࠸࡚ࢀࡉ⾲࡛ࡅࡔ文ࡣ࠸ࡿ࠶ࠊ࡛ࡅ
 Systemic Functionalࠊࡣࡳ⤌論ᯟ⌮ࡓࡗࡢࡿࡍศᯒࢆࡇࡢࡇ

Linguistic㸦௨ୗ SFL㸧࡛ ࡣ࡚ࡋࡳ⤌ศᯒᯟࡢ文ࠊࡣලయⓗࠋࡿ࠶ Halliday 
and Matthiessen (2004)ࡢ Introducing Functional Grammar. 3rd edition ศࡢ⤮ࠊࢆ

ᯒᯟ⤌ࠊࡣ࡚ࡋࡳKress and van Leeuwen (1996) ࡢ Reading Images ࠋࡓ࠸⏝ࢆ

SFLࠊࡶࢀࡎ࠸ࡣ✲◊ࡢࡽࢀࡇ ࡚ࡋᥦࢆ࣒ࢸࢫࢩࡢព࡞ࠎᵝ࡛ࡳ⤌ᯟࡢ

ࡢࡇࠊࡀࡿ࠸ 2 ⾲௨ୗࠋࡿ࠶ࡀᑐᛂ㛵ಀ࡞㔜せࡣ✲◊ࡢࡘ 1 ࡲ࡚ࡋ

 ࠋࡓࡵ
 
⾲ 1: Halliday and Matthiessen (2004) Kress and van Leeuwen (1996)ࡢ◊✲㡿ᇦ 

文ࡢศᯒᯟ⤌ࡳ 
Halliday and Matthiessen (2004) 

 ࡳ⤌ศᯒᯟࡢ⤮
Kress and van Leeuwen (1996) 

Ideational meaning (PROCESS TYPE, 
LOGICO-SEMANTIC RELATION) 

Chap 2. Narrative representation 
Chap 3. Conceptual (Analytical) 
representation 

Interpersonal meaning (POLARITY, 
MODALITY, MOOD etc.) 

Chap 4. Interactive meaning (CONTACT, 
SOCIAL DISTANCE, ATTITUDE) 
Chap 5. Modality 

Textual meaning (THEME, 
INFORMATION STRUCTURE etc.) 

Chap 6. Compositional meaning 
(INFORMATION VALUE, SALIENCE, 
FRAMING) 

 
⾲ 1 Halliday and Matthiessenࠊ࠺ࡼࡍ♧ࡀ ࡢ Ideational meaning ࠊࡣ㡿ᇦࡢ

࠺ࡻࡕ Kress and van Leeuwen ࡢ Narrative representation  Conceptual 
representation ࡿ࠸࡚ࡋࢆఱ࡛ࡇࡀㄡࠕࠊࡶࡽࡕࠊࡋᙜ┦㡿ᇦࡢ ࠸ࠖ

Interpersonal meaningࠊᵝྠࠋࡿ࠸࡚ࡗᢅࢆほᛕⓗពෆᐜ࡞࠺ࡼ࠺ ⤮ࠊࡣ

ࡢ⏬ Interactive meaning ࡸ Modality ព࡞ᑐேⓗࡶࡽࡕࠊࡋᙜ┦㡿ᇦࡢ

Textual meaningࠋ࠺ᢅࢆ࣒ࢸࢫࢩࡍฟࡳ⏕ࢆ ࡢീ⏬ࡣ Compositional meaning
 ࠋ࠺ᢅࢆពࡿࢃ㛵࡚❧⧊⤌ࡢሗࠊࡋᙜ┦
SFLࠊ࠺ࡼࡢࡇ ⏝ᛂࢻព࣮ࣔ࡞ࠎᵝࡴྵࢆീ⏬ࠊࡃ࡞࡛ࡅࡔゝㄒࡣ

୰࡛ẚ㍑ศᯒࡢࡳ⤌ᯟࡓࡋᑐᛂ࠸ࠊࢆࢻ࣮ࣔࡢᩘ「ࡽࢀࡑࠊࡾ࠾࡚ࢀࡉ

ࡀព࡞ほᛕⓗࡿ࠸࡚ࢀࡉ⾲文࡛ࠊࡶ㝿ࡿࡍศᯒࢆᮏ⤮ࠊࡵࡓࡢࡑࠋࡿࡁ࡛

ࡣᑐேⓗពࡿ࠸࡚ࢀࡉ⾲࡛⤮文ࠊࡓࡲࠊࡿ࠸࡚ࢀࡉ⾲ᗘ⛬ࡢࡣ࡛⤮

 ࠋࡿࡁ࡛ࡀࡇࡿࡍẚ㍑ᐜ᫆ࢆࡇࡓࡗ࠸ࠊ࠺ྜࡾ࡞ᗘ㔜⛬ࡢ
早川(2015)࡛ࡢࡇࠊࡣ 3 ࡗ⤠㡿ᇦ࡞ほᛕᵓᡂⓗࠊ≉ࡶ୰࡛ࡢពࡢࡘ

Millions of Catsࠊ࡚ ⾲ࢆᯝ⤖ࡢࡑࠋࡓࡋẚ㍑ࢆ⤮文ࡢ 2  ࠋࡿ㏉ࡾ࡚ࡋ

3
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⾲ 2: 文ࡢ⌧⾲ࡢ⤮ᚓពศ㔝㸦早川 (2015)ࡢ⾲ 5  ᥖ㸧ࢆ
文ࡢᚓពศ㔝 文࣭⤮ࡢᚓពศ㔝 ⤮ࡢᚓពศ㔝 

࣭㛫(CIRCUMSTANCE / 
TENSE)  

࣭ேࡢࡢࡶࡸ㛵ಀᛶ
(PARTICIPANT ROLE)  

࣭౯್࡙ࠕ≉ࠊࡅ⛬

ᗘࠖࠕⰋࡋᝏุࡢࡋ

᩿ࠖ(APPRAISAL)  
࣭ᚰ⌮ᥥ(APPRAISAL)  
࣭ᅉᯝ㛵ಀ

(LOGICO-SEMANTIC 
RELATION) 

 Ꮡᅾࡢࡢࡶ࣭
࣭༢⣧࡞ᒓᛶ 
࣭ືస࣭⛣ື 
࣭ᒓᛶ࣭Ꮡᅾࡢኚ 

࣭᭹࣭እぢ㸭ࡿࡼࢀࡑ

యⓗ༳㇟ (Conceptual: 
Analytical: Exhaustive 
process ) 
㸦࣭ே≀ࡢ㸧࣭ࢬ࣮࣏⾲࣭

ど⥺࣭ࣜࣥࣙࢩࢡ  
(Narrative: Reactional 
Process) 

࣭ேࡢࡢࡶࡸ┦ᑐⓗ⨨࣭

ࡉࡁ (Conceptual: 
Analytical: Exhaustive 
process ) 

࣭㢼ᬒ࣭⫼ᬒ࣭ࡿࡼࢀࡑ

ሙ㠃タᐃ (Conceptual: 
Analytical: Exhaustive 
process ) 

࣭⣔ิⓗኚ 
(Conceptual: Analytical: 
Structured: Temporal)  

㸨」ᩘࡢ⤮ࡢ୪⨨ࡿࡼ 
 

ᕥḍࠊࡀࡢࡓࡋ♧ᑡࡶࡃ࡞ศᯒࡣ࡚࠸࠾ࢺࢫࢡࢸ文࡚ࢀࡉ⾲࡛ࡳࡢ

ࡽࡕࠊࡣ୰ኸࠊពࡓ࠸࡚ࢀࡉ⾲ࡳࡢ࡛⤮ࠊࡀࡢࡓࡋ♧ḍྑࠊពࡓ࠸

ពࡢࡑࠊࡣᣓᘼෆࢀࡒࢀࡑ㸦ࡿ࠶ពศ㔝࡛ࡓ࠸࡚ࢀࡉࢃ⾲ࡶ࡛ࢻ࣮ࣔࡢ

 ࠋ㸧ࡿ࠸࡚ࡋ⾲ࢆᡭẁࡿࡍ⌧ලࢆ
⾲ 2 ࠕࡤ࠼ࠊࡾ㏻ࡿࢀࡽぢ 㸦ࠖࡢࡑ≀ㄒࡘ࠸ࡀ㉳ࡢ࡞ࡇࡓࡗࡇ㸧

᥋ⓗ┤ࢆࢀࡑ࡛⤮ࠊࢀࡉ⾲ࡳࡢ࡛ࡤࡇ࡞࠺ࡼ࠺࠸ࠖࡋࡴࡋࡴࠕࡣ

ࡉ⾲࡛ࡅࡔ文ࡶ㛵ಀᛶࠖࡢࡢࡶࡸேࠕࠊࡶࠋࡓࡗ࡞ࡣ㒊ศࡓࡋ⌧⾲

ேࠕࠊࡣ࡛⤮ࠊࡤ࠼ࠋࡓࢀ ᐙࠕࠖ ேࠕࠊࡾ࠾࡚࠸ᥥࣛࣂࣛࣂࠖࢆ ᐙࠖࠕࡀࠖ

ேࠊᵝྠࠋࡓ࠸࡚ࡋ⾲ࡀࡅࡔ文ࠊࡣ㛵ಀᛶࡢ⪅୧࠺࠸ࠖࡓ࠸࡛ࢇఫࠕ

ᚰࠕࡢ࡞࠸ࡋࡳࡉ࣭࠸ࡋ࡞ࠊࡸࠖࡅ౯್࡙ࠕ࠺࠸࠸ᝏ࠸Ⰻࡀ≀ࡸ

⌮ᥥ Aࠕࠊࡓࡲࠊࠖ ࡽࡔ Bࠖࠕ࡞࠺ࡼࡢᅉᯝ㛵ಀࠖࠊࡶ文࡚ࢀࡉ⾲࡛ࡳࡢ

 ࠋࡓࡗ࡞ࡽࡘぢࡣල⌧ࡢពࡢࡽࢀࡇࡣ࡛⤮ࠊࡾ࠾
㏫ࡓ࠸࡚ࢀࡉ⾲࡛ࡅࡔ⤮ࠊពࡣࢀࡑࠋࡿ࠶ࢇࢁࡕࡶࡶどぬⓗせ⣲

ࡊࢃࡊࢃࢆࢀࡑࠊࢀࡉ⾲࡛ࡅࡔ⤮ࡣ᭹࣭እぢࠖࠕࡢ≀Ⓩሙேࠊࡤ࠼ࠊ࡛

文࡛ࡶ㔜」࡚ࡋᥥࡓࡋሙ㠃ྠࠋࡓࡗ࡞ࡣᵝࠊே࣭ࢬ࣮࣏ࠕࡢ⾲࣭ど

ࣥࣙࢩࢡ࣭ࣜ⥺ ⨨㛵ಀࠕࡢࡋ࠺≀Ⓩሙேࠊࠖ ࠊࡶ࡞㢼ᬒ࣭⫼ᬒࠖࠕࠊࠖ

 ࠋࡓ࠸࡚ࢀࡉ⾲࡛ࡅࡔ⤮
⾲ࠊࡋࡋࠋࡿ࠶ᴫせ࡛ࡢ早川(2015)ࡀ࡛ࡲࡇࡇ 2 ࠊࡣ᪉ࡵࡲ࡞࠺ࡼࡢ

ㄞ⪅ㄗゎྍࡿࡏࡉࡌ⏕ࢆ⬟ᛶࡢࡑࠋࡿ࠶ࡀㄗゎࡢࡇࠕࠊ࡛ࡿࡲࠊࡣព
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࠸࡞ࡏ⾲ࡋ文࡛ࡣ 2ࠊ࡞ࠖ࠸࡞ࡏ⾲ࡋ࡛⤮ࡣពࡢࡇࠕࠖ ࢻ࣮ࣔࡢࡘ

ࡓ᪂ࠊᅇࠋࡿ࠶࡛ࡇࡿ࠼ぢ࠺ࡼࡢࡿࡁ༊ศ࡛ࡾࡁࡗࡣࡀᏲഛ⠊ᅖࡢ

☜᫂࡞࠺ࡼࡢࡑᮏᙜࠊࡣᛶ⬟ྍࡢពࡢ⪅୧ࠊࡉࡲࡣࡢ࠸ࡓࡋㄆ☜

⾲ࠊࡾࡲࡘࠋࡿ࠶࡛࠺ࡢࡿ࠶ࡀ༊ศ࡞ 2 ࠊࡕࢃ࡞ࡍࠊព㡿ᇦࡢᕥḍࡢ

ศᯒࡲࡓࡲࡓࡣ࡛ࢺࢫࢡࢸ文ࡓࡋ⾲ࡀࡳࡢពࡃࡓࡗࡲࡣ࡛⤮ࠊࡣࡢ࠺࠸

ࠊྑ㏫ࠊࡢ࠸࡞ࡁ࡛ࡀࡇࡍ⾲ ḍࡓ࠸࡚ࢀࡉ⾲࡛ࡅࡔ⤮ࠊࡢព㡿ᇦࠊࢆ

文࡛⾲ࡢࡇࠋࡿ࠶࡛ࡇ࠺࠸ࡢ࠸࡞ࡁ࡛ࡣࡇࡍၥ㛵ࠊࡋᅇࠊḟ

⠇ぢࡿ 3  ࠋࡓ࡚❧ࢆ௬ㄝࡢࡘ
 
3. ௬ㄝ 

ᮏ✏࡛ࠊࡣศᯒඛ❧ࠊࡕ⤮ᮏࡿࡅ࠾文ࡢ⤮ពྍࡢ⬟ᛶࠊ࡚࠸ࡘ

௨ୗࡢ 3  㸸ࡿ࡚❧ࢆ௬ㄝࡢࡘ
 

i) 文ࠊࡶ⤮ࡶᕤኵࡌྠࡤࢀࡍពࠕࠋࡿࡏ⾲ࡀ文࡛ࡣ⤯ᑐ࠸࡞ࡏ⾲ពࠖ

 ࠋ࠸࡞ࡋᏑᅾࡣពࠖ࠸࡞ࡏ⾲ᑐ⤯ࡣ࡛⤮ࠕ
ii) ࠕࢀࡒࢀࡑࡣࢻ࣮ࣔྛࠊࡋࡔࡓẚ㍑ⓗ⾲࠸ࡍࡸࡋពࠖࠕẚ㍑ⓗ

ࡋ⾲ࡶ᭱ࠕࡽᴟࡢពࠖ࠸ࡍࡸࡋ⾲ࡶ᭱ࠕࠊࡕᣢࢆពࠖ࠸ࡃࡋ⾲

 ࠋࡿ࠸࡚ࡋᡂࢆ㸦㐃⥆య㸧ࣥࣛࢡࠊ࡛ࡲᴟࡢពࠖ࠸ࡃ
iii) ⤮ᮏࠕࠊࡣ文࡛ࡣẚ㍑ⓗ⾲࠸ࡃࡋពࠖࡣ࡛⤮ࠕࠊ࡛⤮ࢆẚ㍑ⓗ⾲ࡋ

࡚ࡆᣲࢆຠᯝࡢሗ㔞࡛᭱ࡢᑠ᭱ࠊ࡛ࡇࡍ⾲文࡛ࢆពࠖ࠸ࡃ

 ࠋࡿ࠸
 

࠺ࡼࡢࡀ⏕Ꮫࡢⱁࠊࢆពࡓࢀࡉ⾲文࡛ࠊࡵࡓࡿࡵ☜ࢆ௬ㄝࡢࡇ

 ࠋࡓࡋㄪᰝࢆࡿࡍ⌧⾲࡛⤮
 
4. ㄪᰝ᪉ἲ 
ㄪᰝᑐ㇟ྂྡࠊࡣᒇⱁ⾡Ꮫ ࠕⱥㄒ 1 㸦ࠖ早川ᢸᙜ㸧ᒚಟࡢ 1㹼4 ᖺ⏕࡛ࠊ

2ࠊࢆࡕࡓ⏕Ꮫࡢࡇ ᏛࣥࢨࢹᏛ㒊࣭⾡⨾ࠊࡣ᪉୍ࠋࡓࡅศࣉ࣮ࣝࢢࡢࡘ

㒊⏕୍࡛࠺ࡶࠊ᪉ࠊࡣ㡢ᴦᏛ㒊࣭ே㛫Ⓨ㐩Ꮫ㒊⏕࡛ࠋࡿ࠶ 
Millions of Catsࠊࡣ⏕Ꮫ㒊ࣥࢨࢹ࣭⾡⨾ ㄪࡃᥥࢆ⤮࡚࠸⪺ࢆࡅࡔ文ࡢ

ᰝ༠ຊࠋࡓࡗࡽࡶ࡚ࡋ㡢ᴦᏛ㒊࣭ே㛫Ⓨ㐩Ꮫ㒊⏕ࡣ㏫ࠊMillions of Cats
 ࠋࡓࡗࡽࡶ࡚ࡋ༠ຊㄪᰝࡿ࠼⪄ࢆぢ࡚文ࢆࡅࡔ⤮ࡢ
⪺ࡅࡔ文ࠋࡿ࠶࡛ࡾ࠾ࡢḟࡣࡇࡓࡋ࠺ࡼࡋࡽㄪᰝ࡛᫂ࡢࡽࢀࡇ

ࡣពࡿ࠺ࡋ⾲ࡶ࡛⤮ࠊࡕ࠺ࡢពࡿࡏ⾲文࡛ ࠊ࡛ࡇࡿࡏᥥࢆ⤮࡚࠸

ఱࢆ᥈ࠋࡓࡋ࠺ࢁ㏫ࡅࡔ⤮ࠊぢ࡚文ࢆ᭩ࡿࡏ⾲࡛⤮ࠊ࡛ࡇࡿࡏព

ࠊࡕ࠺ࡢ文࡛ࡿ࠺ࡋ⾲ࡶពࡣఱࡀศࠋࡓ࠼⪄ࡿ 
ᮏ✏࡛ࠊࡣ⣬㠃ࡢ㒔ྜୖࠊ文ࢆ⤮࡚࠸⪺ࡅࡔᥥࡓࡏㄪᰝࡢ⤖ᯝࢆࡅࡔ⤂

ࠋࡿࡍ㏫ࡅࡔ⤮ࠊぢ࡚文ࢆ᭩ࡢ࠺ࡓ࠸ㄪᰝ㛵2016ࠊࡣ࡚ࡋ ᖺᗘࠗྡ

ྂᒇⱁ⾡Ꮫ◊✲⣖せ 㸦࠘早川(2016)㸧ᥖ㍕ࠋࡓࡋ 
㈨ᩱࡣ⏕Ꮫࠋࡿࡍ⤂⡆༢ࢆᡭ㡰ࡢㄪᰝࠊࡣࡽࡇࡇ 1 ㉁ၥ࡞࠺ࡼࡢ

⣬ࢆ㓄ᕸࠋࡓࡋ 
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㈨ᩱ 1: ㉁ၥ⣬ 
㸨㉁ၥ⣬ୗ᪉ࢆ⤮ࡢᥥࡃḍࠊࡣ⣬㠃ࡢ㒔ྜୖ┬␎ࠋࡓࡋ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
㈨ᩱ 1 ୰ࠕࡢᡭ㡰ղࠖࠊ࠺ࡼࡿࢃࡽㄪᰝ࡛ࡣⱥㄒཎ文࡛ࠊࡃ࡞ࡣ᪥ᮏ

ㄒ⩻ヂ∧ࢆ࠺ࡢ⏝ࠊࡣࢀࡇࠋࡓࡋᏛ⏕ࡢⱥㄒຊࠊ࡚ࡗࡼㄪᰝ⤖ᯝᙳ

㡪ࡀฟࢆࡇࡿ㜵ࠊࡕࢃ࡞ࡍࠋࡿ࠶࡛ࡵࡓࡄⱥㄒࡀศࡵࡓࡓࡗ࡞ࡽ᭩

 ࠋࡿ࠶࡛⨨ฎࡢࡵࡓࡿࡅ㑊ࢆែ࠺࠸ࠊࡓࡗ࡞ࡁ࡛⤮ࡀෆᐜࡿ࠸࡚ࢀ
ࡇࡿ࠸⏝࡚ࡋࢱ࣮ࢹ✲◊ࢆ⤮ࡢࡓ࡞࠶ࠕࠊࡣ㠃ࡢ㉁ၥ⣬ࡢࡇࠊࡓࡲ

ࡍࡲࡋពྠࡇࡿࡍᥖ㍕論文ࡧཬ ࡣࠕࠊࡾ࠶ࡀ┠㡯ࢡࢵ࢙ࢳ࠺࠸ࠖ

ࡉ⟆ᅇࠊᯝ⤖ࡢࡑࠋࡓࡋ⏝ࡳࡢ⟆ᅇࡢ⏕Ꮫࡓࡗ࠶ࡀࢡࢵ࢙ࢳ࠺ࡢࠖ࠸

ࡕ࠺ࡢ⤮ࡓࢀ 71 ᯛࠋࡓ࠸⏝࡚ࡋࢱ࣮ࢹࢆ⤮ࡢ 
 
5. ศᯒ 

ࡓ࠸࡚ࢀࡲྵ文ࡢᮏෑ㢌㒊⤮ࠊࡎࡲࠋࡿ࠶ศᯒ࡛ࡢㄪᰝ⤖ᯝࡣࡽࡇࡇ

ideational ⾲ࠊࢆព࡞ 3 ࠊࡣḍࡢࡇࠋࡓࡅศせ⣲ࡓࢀࡉ♧ពࠖḍࠕࡢ

ෑ㢌㒊ࡢ文ࡴྵࡀពࠊࡾࡲࡘࠊෑ㢌ࡢ文ࢆヲ⣽ㄞࡀࡇࡢࡽࢀࡇࡴศ

᪥ࡿࡍ⌧ලࢆពࡢࡑࠊࡣḍࡢ᪥ᮏㄒࠖࠕࠋࡿ࠸࡚ࡋ♧ࢆෆᐜ࠺࠸ࠊࡿ

ᮏㄒヂࠕࠊⱥㄒࠖࡢḍࡢࡑࠊࡣពࢆල⌧ࡿࡍⱥㄒཎ文ࠋࡓࡋ♧ࢆ 
 
⾲ 3㸸Millions of Cats ෑ㢌㒊ࡿࢀࡲྵ ideational  ព࡞

ព ᪥ᮏㄒ ⱥㄒ 
1. ≧ἣ㸸㸸㐣ཤ ࡋࡴࡋࡴ Once upon a time 
2. Ꮡᅾ㸸ࡉ࠸ࡌ࠾
 ࢇࡉ࠶ࡤ࠾ࠊࢇ

ࡍࡀࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾
 ࡓࡋࡲ࠸࡛ࢇ

there was a (very) old man and a 
(very) old woman 

3. ᒓᛶ㸸ᖺᐤࢇࡉ࠶ࡤ࠾ࠊࢇࡉ࠸ࡌ࠾ ࡾ㸦ㄒ
ᙡ㑅ᢥ㸧 

old 

4. Graduation ࡶ࡚㸦ࡓࡗࡋ㸧 very (old) 
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5. Ꮡᅾ㸸ᐙ ࠼࠸ a house 
6. 㛵ಀᛶ㸸࡛ࢇࡍ
 ࡓ࠸

ࡲ࠸࡛ࢇࡍ࠼࠸…ࡣࡾࡓࡩ
 ࡓࡋ

They lived in a …house 

7. ᒓᛶ㸸ࡲࢇࡖࡇ
 ࡓࡋࡾ

   ࡓࡋࡾࡲࢇࡖࡇ

8. ᒓᛶ㸸࡞࠸ࢀࡁ ࡞࠸ࢀࡁ nice clean 
9. Ꮡᅾ㸸ⰼ ࡓࡋࡲ࠸࡚࠸ࡉࡀ࡞ࡣ which had flowers 
10. ≧ἣ㸸⨨(ⰼ) ࡢࢻࡣ࠼ࡲࡢ࠼࠸๓௨እ

 ࡗࡿࡄ
all around it, except where the 
door was 

11. Ꮡᅾ㸸ࢻ ࢻ the door was 
12. ᒓᛶ㸸ᖾࡋࡣࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ ࡏ

 ࡓࡋ࡛ࢇࡏࡲࡾ࠶ࡣ࡛ࡏࢃ࠶
they couldn’t be happy 

13. ᒓᛶ㸸ࡋࡳࡉ
 ࠸

ࡋࡧࡉ㸧ࡶ࡚㸦ࡣࡾࡓࡩ
 ࡍ࡛ࡢࡓࡗ

they were (so very) lonely 

14. Graduation ࡶ࡚㸦ࡓࡗࡋࡧࡉ㸧 so very (lonely) 
 
ࡽࢀࡇ 1㹼14 ࠋ࠺ࢁࡔࡓࡋ⾲࡛⤮ࡀ⏕Ꮫࡢఱேࢆ┠㡯ࡢࠊࡕ࠺ࡢពࡢ

⤖ᯝࡣᅗ 1  ࠋࡓࡗ࡞࠺ࡼࡢ
 

 
ᅗ 1㸸⤮࡛⾲ࡓ࠸࡚ࢀࡉ௳ᩘ㸦71 ௳୰㸧 

 
࠸ࡍࡸࡋ⾲࡛⤮ࠊࡣពࡓࡗከࡀᶵࡿࢀࡉ⾲࡛⤮ࠊ࡚࠼⪄༢⣧ࡃࡈ

ពࡿࢀࡉ⾲࡛⤮ࠊᶵࡀᑡࡓࡗ࡞ព࠸ࡃࡋ⾲ࡣ࡛⤮ࠊࡣព࠸ࠊ

ᅗࠊࡕࢃ࡞ࡍࠋࡿ࡞ࡇ࠺ 2 Ꮡᅾ㸧ࡢࠖ࡞ࡣࠕࡸᐙࠖࠕ᪉㸦ୖࡢࣇࣛࢢࡢ

ࡸୗ᪉㸦論⌮㛵ಀࠊព࠸ࡍࡸࡋ⾲࡛⤮ graduation㸧ࡋ⾲ࡣ࡛⤮ࠊ

 ࠋࡿ࡞ࡇ࠺࠸ព࠸ࡃ
ᅗ 1 ࡿ࠶ࡀල⌧ࠕࠊࡀពྛࡓࢀࡉ♧ ࢃࡿࢀศࡾࡁࡗࡣࠖ࠸࡞ࠕࠖ

7
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ࡇࡪ୪㐃⥆ⓗព࠸࡞ᑡࡽព࠸ከࡢᩘ⌧ẚ㍑ⓗලࠊࡃ࡞ࡣ࡛ࡅ

ࡣពࠖ࠸࡞ࡏ⾲ࠕពࠖࡿࡏ⾲ࡶ࡛⤮ࠕࠊࡣពࡓࢀࡉ⾲文࡛ࠊࡽ

ࡃࡋ⾲ẚ㍑ⓗࠊࡽព࠸ࡍࡸࡋ⾲ẚ㍑ⓗࠊࡃ࡞ࡣ࡛ࡅࢃࡿࢀศࡾࡁࡗ

 ࠋࡿศࡀࡇࡿ࠸࡚ࡋᏑᅾ㐃⥆ⓗព࠸
⾲ࠊࡣࡽࡇࡇ 3 ࠸࡚ࢀࡉ⌧ල࠺ࡼࡢ࡛⤮ࡀពࡢࢀࡒࢀࡑࡓࡆᣲ

㔜せࠊ㒔ྜୖࡢ⣬㠃ࠋ࠸ࡓࡁ࠸ぢ࡚ࡘࡃ࠸ࢆᅇ⟅ࡢᡭẁ⌧⾲ࡢࡑࠊࡓ

 ࠋࡃ࠸࡚ࡋㄆ☜ࡳࡢ㡯ࡓࢀࡽぢࡀᛶ≉࡞
 
 㸧ࢻࠊⰼࠊࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࠊල⌧ἲձ㸸Ꮡᅾ㸦ᐙࡿࡼ⤮ࡢ⏕Ꮫە

ពࡢᏑᅾࠖࠕ࡞࠺ࡼࡿࢀࡉ⌧⾲ࠖࡓࡋࡲࡾ࠶ࡀᐙࠕ࠺文࡛ゝࠊࡎࡲ

ࡓࡋࡢ⌧ලࡢᏑᅾࠖࠕࡿࡼ⤮ࠋࡓࡗከࡶ᭱ࡀࢫ࣮ࢣࡓࢀࡉ⾲࡛⤮ࠊࡣ

⾲ࢆᏑᅾ࡛ࡅࡔࢀࡑࠊࡤࡵ㎸ࡁᥥ୰ࡢ⤮ࢆጼࡢࡢࡶࡢࡑࠊ༢⣧࡛㠀ᖖࡣ

ᅗࡤ࠼ࠋࡿࡁ࡛ࡀࡇࡍ 2 ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࠊᐙࠊࡣ࡛⤮ࡢ⏕Ꮫࡓࡋ♧

ࡿ࠸࡚ࡋᏑᅾࡀࡽࢀࡑࠊࢀࡲ㎸ࡁᙧ࡛ᥥࡿ࠼ぢ┠ࡀࠊࢻࡢᐙࠊⰼࠊࢇࡉ

 ࠋࡿࢃ↛░┠୍ࡀࡇ
 

 
ᅗ 2㸸ᐙࠊࢇࡉ࠶ࡤ࠾࣭ࢇࡉ࠸ࡌ࠾ࠊⰼࠊᐙࡢࢻࡢᏑᅾࢆල⌧ࡓࡋ⤮ 

 
 㸧ࡓ࠸࡛ࢇල⌧ἲղ㸸㛵ಀᛶ㸦ఫࡿࡼ⤮ࡢ⏕Ꮫە
ࡃࡋ⾲ࡸࡸࡣ࡛⤮ࠊࡕࢃ࡞ࡍࠊពࡓࡗ࡞ᑡࡀᅇ⟅ࡶࡾࡼᏑᅾࠖࠕ

ࡢᮏ⤮ࡢࡇࠋࡿ࠶㛵ಀᛶ࡛ࠖࠕࡢࡋ࠺≀Ⓩሙேࠊࡣࡢࡓฟࡀᯝ⤖࠺࠸࠸

ሙྜࠊ⪁ኵ፬ᐙࡢ㛫ࠕࠊࡣఫ࠺࠸ࠖࡴ㛵ಀࡀࡇࡿ࠶ࡀ文࡛⾲ࢀࡉ

ฟࠊࡳ࡞ࡕࠋࡿ࡞ᚲせࡀᕤኵࠊࡣࡿࡍ⌧ල࡛⤮ࢆࡇࡢࡑࠊࡀࡓ࠸࡚

୪ᶓ༢ࠊࡀᐙࢇࡉ࠶ࡤ࠾ࢇࡉ࠸ࡌ࠾ࠊࡣ࡛⤮ࡢᮏ⤮ࡿ࠸࡚ࢀࡉ∧

⾲ࡣࡇࡿ࠶ࡀ㛵ಀᛶ࠺࠸ࠖࡴఫࠕ㛫ࡢࡑࠊ࡛ࡢ࡞ࡅࡔࡿ࠶࡚࠸ᥥ࡚

 ࠋ࠸࡞࠸࡚ࢀࡉ⌧
Ꮫ⏕ࡢࡇࠊ࡛⤮ࡢ㛵ಀᛶࡀศ࠺ࡼࡿᥥࡓ࠸࡚ࢀᅇ⟅ࡘࡃ࠸ࢆぢ

ᅗࠊࡎࡲࠋࡿ 3 ࡃᥥ࠺ࡼࡿ࠸ࡀே୰ࡢᐙࠊ࡚ࡋ㏻ࢆ࡞❆ࠊ࠺ࡼࡢ

ࡿ࠸࡛ࢇఫᐙࡢࡑࠊࡣᬑ㏻ࠊࡤࢀ࠸ࡀே㛫ෆ㒊ࡢᐙࠋࡿ࠶ࡀᡭἲ࠺࠸

ἲ⌧⾲࡞ᚩⓗ㇟ࡾࡼࠊࡓࡲࠋࡿ࡞ල⌧ἲ࡞௦⾲ⓗࡀࢀࡇࠊࡵࡓࡿࡍゎ㔘
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ᅗࠊࡿぢࢆ 4 ࠊࡿ୪୰ࡢᐙࢆࡅࡔ㢦ࡢேⓗࣥࢥࠊ࠺ࡼࡢ

ᅗ 5 ᪉ἲࡢ࡞ࠊࡿࡍ♧ᅗࢆࡇࡿ࠸ࡀே୰ࡢᐙ࡛ࢩࢲ࢟ࣇࠊ࠺ࡼࡢ

 ࠋࡿ࠶ࡶ
 
 
 
 
 
 
 
 
 
 

ᅗ 3㸦ᕥ㸧4ࠊ㸦୰㸧5ࠊ㸦ྑ㸧㸸ࠕఫ࠺࠸ࠖࡴ㛵ಀᛶࢆල⌧ࡓࡋ⤮ 
 
 㸧ࡏල⌧ἲճ㸸ᒓᛶ㸦ᖾࡿࡼ⤮ࡢ⏕Ꮫە

࡞ࡍࠊ࠸࡞࠼ぢ┠ࠊࡣࡢ࠸ࡋ㞴ࡀ⌧ලࡽࡉࡾࡼ㛵ಀᛶࠖࠕࡸᏑᅾࠖࠕ

ࢇࡏࡲࡾ࠶ࡣ࡛ࡏᖾࡣኵ፬⪂ࠕࠊሙྜࡢᮏ⤮ࡢࡇࠋ࠺ࢁࡔᒓᛶ࡞ᚰ⌮ⓗࡕࢃ

ࡓࡋ࡛ ࠖࡍ࡛ࡢࡓࡗࡋࡳࡉࡶ࡚ࠕࠊᒓᛶ࠺࠸ᖾࠖࠕࡕࢃ࡞ࡍࠊࠖ

࠺࠸ 2 ぢࢆල⌧ࡢᖾࠖࠕࡎࡲࠋࡿࢀࡉᵓ⠏ࡾࡼ文ࠊࡀᚰ⌮ⓗᒓᛶࡢࡘ

ᅗࠊࡵࡓࡿ࡛⾲ࡣឤࠊ࠼࠸ࡣ࠸࡞࠼ぢ┠᥋┤ࡣᚰࠋࡿࡳ࡚ 6 ࡼࡢ

ẚ㍑ⓗᐜࠊ࡛ࡇࡃᥥࡕࡀࡁࡴࡘ࠺ࡶࡋࠊ࡛ࡁࡘ㢦࠸ᬯࢆࡾࡓࡩࠊ࠺

᫆ࠋࡿࡁ࡛ࡀࡇࡿࡍ⌧⾲ 
 
 
 
 
 
 
 
 
 
 
 

ᅗ 6㸸ࠕᖾ࠺࠸ࠖࡏᚰ⌮ⓗᒓᛶࢆල⌧ࡓࡋ⤮㸦㒊ศ㸧 
 

ࠖ࠸ࡋࡳࡉࠕࠊ࡚ẚᖾࠖࠕࠋ࠺ࢁࡔ࠺ࡣ࠺ࡢࠖ࠸ࡋࡳࡉࠕࡣ࡛

ࡉࠕࠊᐇ㝿ࠋࡿࢀࢃᛮ࠸ࡋ㞴ࡀࡢࡿࡍ⌧ලࠊࡾ࠶ឤ࡛࡞㞧「ࡣࡢ࠺࠸

࠸ࡋࡳ 71ࠊࡣࡓ࠸࡚ࢀࡉ⌧ලࡽ᫂ࡀព࠺࠸ࠖ ௳୰ 7 ࡗ࡞ࡋ௳

 ࠋ࠸ࡓࡳぢ࡚ࢆ࠸࡞ᑡᩘࡢࡑࠋࡓ
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ᅗ 7㸦ᕥ㸧8ࠊ㸦୰㸧9ࠊ㸦ྑ㸧㸸࠺࠸ࠖ࠸ࡋࡳࡉࠕᚰ⌮ⓗᒓᛶࢆල⌧ࡓࡋ⤮ 

 
ᅗࠊࡣᡭἲࡢࡘ୍ 7 ⏬ࡿ࠸ࡢ≀ேࠋࡿ࠶࡛ࡇ࠺ຠᯝⓗࢆᙳ࠺ࡼࡢ

㠃ࡢ୰ᚰࢆࡅࡔ᫂ࠊࡋࡃࡿே≀ࡢ࿘ࡾ㸦ࡢࡇሙྜࡣே≀ࡿ࠸ࡀᐙࡢ࿘ࡾ㸧ࢆ

ᬯࠊ࡛ࡇࡿࡍࡃୡ㛫ࡾྲྀࡽṧࢆࡉࡋࡳࡉ࡞࠺ࡼࡓࢀࡉල⌧࡛ࡀࡇࡿࡍ

ࡘࡀࡅぢศᖾࠖࠕࡿ࡞༢ࡽࡓࡗࡔࡅࡔࡿ࠸࡚࠸ಠࡀ≀ேࠊࡓࡲࠋࡿࡁ

ᅗࠊࡀ࠸࡞ 8 ࡇࡃᥥࢆᵝࡿ࠸࡚ࡗᩓࡀⰼᘚࡶࡋࠊࡏಠ࡛ࡲⰼࠊ࠺ࡼࡢ

ࡋ⏝ἲࡢᙳࠊࡓࡲࠋࡿࡁ࡛⌧ලࢆࡉࡋࡳࡉ࡚ࡏࡉᢞᙳࡉ൹ࡢⰼࠊ࡛

ᅗࠊ௨እࡿࡍࡃᬯࢆ࿘ᅖࠊ࡚ 9 ᵓᅗࡿ࠸࡚ࡧఙࡀᙳ๓ࡢ≀ேࠊ࡞࠺ࡼࡢ

ࠊࡣࡇ࠺࠸ࡿ࠸࡚ࡧఙࡀᙳ๓ࠋࡿࡁ࡛ࡀࡇࡍฟࡋ㔊ࢆࡉࡋࡳࡉࠊࡶ

ࡢࡉࡋࡳࡉࡸࡉᬯࡢࡁ⾜ඛࠊࡾ࠶࡛ࡇ࠺࠸ࡿ࠸࡚ࡅྥࢆ⫼ගࡕࢃ࡞ࡍ

 ࠋࡿ࠸࡚ࡗࡀ࡞ࡘ⌧⾲
㸧ࠖࡓࡗ㸦ᖺྲྀࡶ࡚ࠕࡣ文࡛ࠊࡓࡲ ලࢆᒓᛶࡓ࠸࡚ࢀࡉ⾲࡛⌧⾲࠺࠸

࠸ࠖࡾᖺᐤࠕࠋࡓࡗ࡞ࡽࡘぢࡣᅇ⟅୰ࠊࡣࡿࢀࡽ࠼⪄ࡓࡋ⌧

ࡃࡋ㞴ࡣ⌧ලࢀࡑࠊࡵࡓࡿࡏ⾲࡚ࡗࡼⓑ㧥ࡸࢃࡋࡢ㢦ࠊࡣᒓᛶ⮬య࠺

ࡣࢀࡇࠋࡿ࠶㒊ศ࡛࠺࠸ࠖࡶ࡚ࠕࡣၥ㢟ࠋ࠸࡞ appraisal ࡢ࣒ࢸࢫࢩ

graduation ࠶ព㡿ᇦ࡛ࡿࡍࡾࡓࡵᙅࡾࡓࡵᙉࢆᒓᛶࠊࡾࡓᙜ㒊ศ࠺࠸

㸦appraisalࡿ ࡇࡢ↷ཧࢆ Martin and Rose (2003: 22-65)ࠊࡣ࡚࠸ࡘ࣒ࢸࢫࢩ

ࠋ㸧ゝ ㄒ࡛ࡶ࡚ࠕࠊࡣ ࠊࡀពࡿࡁ࡛⌧⾲ᐜ࡛᫆ࡅࡔ࠺ࢆ༢ㄒ࠺࠸ࠖ

ࢀࡑࠊࡶ࡚ࡏ⾲ࡣࡇ࠺࠸ࠖࡾᖺᐤࠕࡣ࡛⤮ࠊࡾࡲࡘࠋ࠸ࡃࡋ⾲ࡣ࡛⤮

࡞ࠖࡾᖺᐤࡗࡻࡕࠕࡢ࡞ࠖࡾᖺᐤ࠶ࡲ࠶ࡲࠕࡢ࡞ࠖࡾᖺᐤࡶ࡚ࠕࡀ

࠺࠸ࠖࡶ࡚ࠕࡣㄪᰝ࡛ࡢᅇࠋࡿ࠶࡛ࡽ࠸ࡋ㞴ࡣࡇࡿࡍ༊ูࡢ

graduation ࡃࢃࡋࢆ㢦ࠊࡀࡓࡗ࡞ᯝ⤖࠺࠸ࣟࢮࡣᅇ⟅ࡓࡋ⌧ල࡛⤮ࢆ

ࠊࡵࡓࡿࢀࡉ ᥎࠸࡞ࡶࡃ࡞ࡏ⾲ࡣ࡚ࡗࡼ࠺ࡼࡁᥥࠊࡃᥥࡷࡕ

graduation ࡗ࡞ࡣ࡛ࡏᖾࡣ㸦ேࠕࠋ࠸࡞ࢀࡁ࠸ゝࡣ⬟ྍ⌧⾲ࡣ࡛⤮ࡀ

㸧ࠖࡽࡓࡗࡋࡳࡉ㸦ࡽ࡞ࡐ࡞㸧ࡓ ࠊࡶࡓࡋ⌧ලࢆ論⌮㛵ಀ࡞࠺ࡼ࠺࠸

ᅇࡢᅇ⟅ࡢ୰ࡣぢࡓࡗ࡞ࡽࡘ 
 
6. ⤖ᯝࡵࡲ 

᭱ᚋࠊ⠇ 5 ព࠸ࡃࡋ⾲ព࠸ࡍࡸࡋ⾲࡛⤮ࠊࡁᇶ࡙ᯝ⤖ࡢ࡛ࡲ

ᅗࢆ 10 ࠋୖࡓࡳ࡚ࡵࡲᙧࡢࣥࣛࢡ࡚ࡋ ࠊព࠸ࡍࡸࡋ⾲ࡃ⾜

ୗ࠸ࡃࡋ⾲ࡃ⾜ពࠋࡿ࡞ 
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| Ꮡᅾ 
| ≧ἣ㸦⨨㸧 
| 㸦participant  㸧㛵ಀᛶࡢࡋ࠺
| ᒓᛶ 

y ┠ぢࡿ࠼ᒓᛶ ᐈほⓗ࡞ᒓᛶ 
y ┠ぢ࠸࡞࠼ᒓᛶ ほⓗ࡞ᒓᛶ 

| ≧ἣ㸦㸧 
| Graduation 
| 論⌮㛵ಀ㸸⌮⏤ 

ᅗ 10㸸⤮࡛⾲࠸ࡍࡸࡋព࠸ࡃࡋ⾲ពࣥࣛࢡࡢ 
 

ᅗ 10 Ꮡࠕࡿࡏ⾲࡛ࡇࡃᥥ୰ࡢ⤮ࢆጼࡢࡢࡶࡢࡑࠊ࠺ࡼࡿࢀࡽぢ

ᅾࠖࠊࡸⓏሙே≀ࡢࡋ࠺⨨㛵ಀࢆ⣬㠃࡛⌧࡛ࠕࡿࡁ≧ἣ㸦⨨㸧ࠖ ࠊࡣ

࠸ḟࠋࡿ࠼࠸ࡿ࠶ᚓព㡿ᇦ࡛ࡢ⤮ࡾࡲࡘࠊព㡿ᇦ࡞ᐜ᫆ࡀ⌧⾲ࡿࡼ⤮

ࡿࡍᡤ᭷ࠕࠊࡃ࡞ࡣ⨨㛵ಀ࡛࡞ⓗ⌮≀ࠊ࡛ 㛵ಀ࡞ᢳ㇟ⓗࡢ࡞ࠖࡿࡍᒓࠕࠖ

ᛶࠊࡁ⥆ࡀḟⓏሙே≀ࠕࡢᒓᛶࠖࡀ୪ࠋࡪ⠇ 5 ࡢᒓᛶࠖࠕࠊ࠺ࡼࡓぢ

୰࡛ࠕࠊࡶᖾ࡞࠺ࡼࡢࠖࡏ⾲ฟࡿ㸦㸻┠ぢࡿ࠼㸧ᒓᛶࡉࠕࠊࡀ࠺ࡢ

࠸ࡋࡳ graduationࠖࠕࡢୗ᪉ࠋ࠸ࡍࡸࡋ⌧⾲ࡶࡾࡼᒓᛶ࠸࡞࠼ぢ┠࠺ࡼࡢࠖ
㠀ᖖࠕࠊࡀࡓࡗ࡞ࡀල⌧ࡣ୰ࡢᅇ⟅ࡢᅇࠊࡣࠖ⏤⌮論⌮㛵ಀ㸸ࠕ

ࡶ࡚ࡋ࠺ࡼࡢࠕࠊࡇ࠺࠸ࠖࡓࡗ࡞ࡀල⌧࡛ࡢ࠸ࡋ㞴ࡀ⌧ල

ල⌧ࡀྍ⬟ࠖࠊࡵࡓ࠸࡞ࡣ࡛ࡌྠࡣࡇ࠺࠸ᅇࡢㄪᰝࡢ⠊ᅖ࡛ࠕࡣල

ࠕࠗࠋ࠸࡞ࢀษ࠸ゝࡣ࡛ࡲࠖ⬟ྍࡀ⌧ ࠗ࠘ࡓࡗᖺྲྀࡶ࡚ ࡛ࡢ࠸ࡋࡳࡉ

ᖾࠊ࠺ࡼࡢࠖ࠸ࡉࡔࡃ࡚ࡋ⌧⾲࡛⤮ࢆࡇ࠺࠸࠘ࡓࡗࡔࡏ⾲⌧ㄢ㢟ࢆ㝈

ᐃࡓࡋㄪᰝ࡛☜ㄆࠋࡿ࠼⪄ࡔࡁࡿࡍ 
 ࠋࡿ㏉ࡾࢆ௬ㄝࡓࡆᣲึ᭱ࠊ࠼ࡲ㋃ࢆᯝ⤖ࡢࡇ
 

i) 文ࠊࡶ⤮ࡶᕤኵࡌྠࡤࢀࡍពࠕࠋࡿࡏ⾲ࡀ文࡛ࡣ⤯ᑐ࠸࡞ࡏ⾲ពࠖࠕ⤮

 ࠋ࠸࡞ࡣពࠖ࠸࡞ࡏ⾲ᑐ⤯ࡣ࡛
࠺࠸ࠖ࠸࡞ࡏ⾲㸭ࡿࡏ⾲࡛⤮ࡣពࡢ㹼ࠕㄪᰝ࡛ࡢᅇࠊࡋ㛵௬ㄝࡢࡇ

༢⣧࡞ศἲࡣ㛫㐪ࡿ࠶ࠊࡀࡇ࠺࠸ࡿ࠶࡛࠸⛬ᗘ᫂࠼⪄ࡓࡗ࡞ࡽ

ࠖ࠸ࡋࡳࡉࠕࡓࡋᣦࡿ࠶ᚓពศ㔝࡛ࡢ早川(2015)࡛ẚ㍑ⓗ文ࠊࡤ࠼ࠋࡿ

ࡀࡔᑡᩘࠊࡤࢀࡍᕤኵࢆᢏἲࡢ࡞ᙳࠊࡶ࡚࠸ࡘᚰ⌮ᥥ࡞ᚤጁ࡞࠺ࡼࡢ

 ࠋࡓぢࢆࡇࡿ࠶ࡀࡓ࠸࡚ࡏ⾲ࡶ࡛⤮
ṇ☜ࡿࡁ࡛ࠕࠊࡣ㸭࡛ࡢࠖ࠸࡞ࡁ⪅ᢥ୍࡛ࠕࠊࡃ࡞ࡣ㹼ࡢពࡢ⤮ࡣ

ࡁࡿഴྥ࡛ㄒ࠺࠸ࠖ࠸ࡍࡸࡋ⾲ࡀ࠺ࡢ文ࡣពࡢ㸭㹼࠸ࡍࡸࡋ⾲ࡀ࠺

 ࠋ࠺ࢁ࠶࡛
 

ii) ྛ࣮ࣔࠕࠊࢀࡒࢀࡑࡣࢻẚ㍑ⓗ⾲࠸ࡍࡸࡋពࠖࠕẚ㍑ⓗ⾲࠸ࡃࡋ

ពࠖࢆᣢ࠸ࡍࡸࡋ⾲ࡶ᭱ࠕࠊࡕពࠖࡢᴟ࠸ࡃࡋ⾲ࡶ᭱ࠕࡽពࠖ

 ࠋࡿ࠸࡚ࡋᡂࢆ㸦㐃⥆య㸧ࣥࣛࢡࠊ࡛ࡲᴟࡢ
ᅗࢆព࠸ࡃࡋ⾲ព࠸ࡍࡸࡋ⾲࡛⤮ࠊࡋ㛵௬ㄝࡢࡇ 10 ࡛ᐇ㝿ࢡ
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ࡸࡋ⾲ࡶ᭱ࡀ⨨㛵ಀࠖࠕࡸᏑᅾࠖࠕࠊࡣලయⓗࠋࡓࡵࡲᙧࡢࣥࣛ

graduationࠕࠊࡃࡍ 論⌮㛵ಀࠕࠖࡸ ࠋࡿ࠶㐃⥆య࡛࠺࠸ࠊ࠸ࡃࡋ⾲ࡶ᭱ࡀࠖ

ࡓࡗࡓࠊࡣࡢࡓࡋᅇศᯒࠊࡋࡔࡓ 1 ࡢ⤮ᮏࡢ 1 ሙ㠃ࢀࡇࠊ࡛ࡢ࡞ࡅࡔ௨

እࡢព㡿ᇦࡶ࡚࠸ࡘᙜ↛ྠࠊᵝࡢㄪᰝ᳨ࡸドࢆ㔜ࡿࡡᚲせࠋࡿ࠶ࡀ 
 
iii) ⤮ᮏࠕࠊࡣ文࡛ࡣẚ㍑ⓗ⾲࠸ࡃࡋពࠖࡣ࡛⤮ࠕࠊ࡛⤮ࢆẚ㍑ⓗ⾲ࡋ

 ࠋࡿ࠸࡚ࡆᣲࢆຠᯝࡢሗ㔞࡛᭱ࡢᑠ᭱ࠊ࡛ࡇࡍ⾲文࡛ࢆពࠖ࠸ࡃ
⤮ᮏࠊࡣࡢ࠺࠸⤮ࡢ文ᛅᐇ࡛ࠊ文ࡍ⾲ࡀព࠸ࡀࡢࡿ࠸࡚ࡋ⾲࡚ࡍࢆ

ࡊࢃࠊࡣពࡿ࠸࡚ࢀࡉ⾲文࡛ࠊࢁࡋࡴࠋ࠸࡞࡚ࡋỴࡣヂ࡛࠺࠸ࠊࡔ⤮࠸

እぢࡢ≀Ⓩሙேࡿࢃࡤࢀぢࢆ⤮ࠊ㏫ࠋ࠸࡞ࡣᚲせࡍ⾲࡚ࡋ「㔜࡛⤮ࡊࢃ

 ࠋ࠸࡞ࡶᚲせࡿࡍㄝ᫂ࠎ文࡛㛗ࠊ࡚࠸ࡘ࡞
ᐇ㝿ฟ∧ࡿ࠸࡚ࢀࡉ Millions of Cats ࠸ࢆᙺศᢸࡢ文⤮ࡓࡋ࠺ࡑࠊࡀ

ࡢ⪅సࠋ࠸ࡓࡋࡾࡃࡃࡵ⥾ࡢ✏ᮏࠊぢ࡚ࢆࡿ࠸࡚ࡗ⾜ࡃࡲ࠺ Wanda 
Gág ⮬㌟ࡀᥥࠊࢇࡉ࠶ࡤ࠾࣭ࢇࡉ࠸ࡌ࠾ࠊࡣ࡛⤮ࡓ࠸ⰼᅖࡓࢀࡲᐙࡀ୪ิ

ࣗࢽ࠸࡞ࡶ࡛ࡿ࠸࡛ࢇࡋᝒࡶ࡛ࡿ࠸࡚ࡗ➗ࡣ≀ேࠊ࡛ࡳࡢࡿ࠸࡚ࢀᥥ࡚ࡋ

ࣉࣥࢩ࠸࡞ࢀࡽ࠸⏝ࡶຠᯝ࡞Ṧ≉ࡢ࡞ᙳࠋࡿ࠸࡚ࢀ࡛ᥥ⾲࡞ࣝࣛࢺ࣮

ᅗࠊࡣ࡛ࢪ࣮࣌ࡢࡇࠋࡿ࠶࡛⤮࡞ࣝ 10 ࡞ࡍࠊពศ㔝ࡢ᪉ୖࡢࣥࣛࢡࡢ

Ꮡᅾࠕࡢ≀ࡸேࡕࢃ ⨨㛵ಀࠕࡢࡽࢀࡑࠊࠖ 㸦ࠖ㸻ᐙࡀⰼᅖࡿ࠸࡚ࢀࡲ㸧ࢆ

ࠊࡋ⾲࡛⤮㏫ୗ᪉ࡀ⤮ࡢᚓព࡞ศ㔝┠ࠕࡕࢃ࡞ࡍࠊぢ࠸࡞࠼ᒓᛶࠖ

ᒓᛶ࡞ほⓗࠕࡸ ࠕࠖ Graduationࠕࠖ ࡍ⾲ࡃࡣ࡛⤮ࠊࡣ࡞論⌮㛵ಀࠖࠕࠖ

ពᅗࠊࡃ࡞ࡀ文࡛ࠋࡓ࠸࡚ࢀࡉ⾲ࡳࡢࠊࡤ࠼Once upon a time ࣮ࣞࣇ࠺࠸

not happyࠊࢆ࡛ࢬ ࡸ lonely veryࠊࢆ༢ㄒ࡛ᚰ⌮ⓗᒓᛶࡓࡗ࠸ ࡸ so very
ㄒᙡ࡛ࡓࡗ࠸ Graduation becauseࠊࢆ ࠸࡚ࡋ⾲ࢆ᥋⥆モ࡛論⌮㛵ಀ࡞࠺ࡼࡢ

ࡋ࡚ࡗ࡞⤮࡞㞧「ࡶ࡚ࡿࡍ࠺ࡑ⾲࡛⤮ࠊ࡚ࡍࡣពࡢࡽࢀࡇࠋࡿ

 ࠋࡿ࠸࡚ࢀࡉ⌧⾲࡛ࡅࡔ文࠺ࡼࡢࡇࠊࡵࡓ࠺ࡲ
ࡃࡲ࠺ࢆᚓពศ㔝ࡢ文ᚓពศ㔝ࡢ⤮ࠊࡣࡢ࠺࠸ᮏ⤮࠸Ⰻࠊ࠺ࡼࡢࡇ

సࡿㄒࢆࡇࡢࡃከ࡚࠸࡛ࣝࣉࣥࢩࠊ࡛ࡇࡿᐤࡕᣢࢆពࡢ୧᪉ࠊࡋ⏕

ရ࡛ࡿ࠶ゝࠋࡿ࠼ᅇࡢㄪᰝࠊࡀ⤮ᮏࡢ㨩ຊࡢ⌧⾲ࡢࡑࠊ≉Ṧᛶྍ⬟ᛶ

 ࠋ࠺㢪ࢆࡇࡿ࡞ຓ୍ࡿࡍࡽ᫂ࢆ
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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). Writer-
reader 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 (5As) (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 5As, 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 5A introductions to greater persuasion of 5As (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 5As. Among varying sections in 5As, research abstracts, 
being expectedly to be an attractive miniature of the complete 5As (Lin et al., 2015; 
Swales and Feak, 200�), may provide a snapshot of how authorial stances can be 
expressed across the varying sections of 5As. ,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 5A-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 2vervieZ  
The study attempted to describe a construed L2 developmental system in 5A-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 proficiency-
based LASC, which reveals the extent to which L2 learners can select and state key 
elements in the 5A-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 7he corpora 
2.2.1 The Learner Abstract Corpus (the LAC) 
The LAC was compiled from 1�5 abstracts written in response to the 5esearch-
Abstract Writing Assessment (the 5AWA). The 5esearch-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-method-
results-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 sub-
corpora, 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 (5), 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�5 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.� 7he 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 5A 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. 7he 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.�. 7he 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 5A analysis in applied linguistics), with the .appa’s coefficient 0.��.   
 
�. Results and 'iscussion 
�.1 7he 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.    
 
7able 1 7he top � under-e[pressed element standards in each sub-corpus 

 
 ,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 under-
expression 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 

Moves  7he under-e[pressed element standards 7he sub-corpus   
Purpose (P) 1. effects of implementing text-based 

asynchronous discussion;  
2. content-based (nglish course 

The low 
 

 1. content-based (nglish course The intermediate  
 None  The high 
Method (M) 1. participants of 41 college students majoring 

in applied (nglish in 2004, �5 students in 
2005 and 2006;  

2. data of discussion exchanges;  
�. 5-point-Likert-scale questionnaires; group 

interviews 

The low 
 

 1. participants of 41 college students majoring 
in applied (nglish in 2004, �5 students in 
2005 and 2006;  

2. data of discussion exchanges;  
�. 5-point-Likert-scale questionnaires;  

The intermediate  

 1. participants of 41 college students majoring 
in applied (nglish in 2004, �5 students in 
2005 and 2006 

The high  

5esults (5) 1. learners’ (nglish reading and writing ability; 
2. learners’ content comprehension; 
�. learners’ positive perceptions toward 

asynchronous discussion 

The low 
 

 1.  learners’ (nglish reading and writing ability; 
2.  learners’ content comprehension;  

The intermediate  

 1. learners’ (nglish reading and writing ability The high  
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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 7he 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. 
2verall, 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 lower-
level L2 learner writers tend to convey fewer authorial stances. This finding was 
consistent with to previous studies, such that ³>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. 
 
7able 2 7he distribution of authorial stances on the moves in the tZo corpora1	2 

LASC on the moves: >authorial 
stances@ 

PAC on the moves: >authorial 
stances@ 

H1 P>e:e@-M-R>e:a-a@>c:p-e@>c:d-
d@ >e:e@-C 

-(AP15 %-P-M�R>e:a-a@-R>e:a-a@-C>c:p-
p@ >e:e@ 

H2 %>c:p-c@-P-M-R>c:p-e@>e:a-a@-
C>e:e@ 

-(AP14 %-P-M-R>e:a-a@>c:d-d@ -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 5C15 P-M-R>e:a-a@-C>c:p-p@ 
,2 P>e:e@-M-P-M-R>c:p-e@-C>c:p-

p@ 
5C14 P-M-R>e:a-a@>c:d-d@-C>e:e@ 

,� M-P-M-R C15 %-P-M-R>e:a-a@>c:d-c@-C 
,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-

c@ 
LLT14 P-M-R>e:a-a@>c:d-c@-C>e:a-a@>e:e@ 

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:d-

d@-C 
7he LASC � denoting the freTuency 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: a-
a�; 1(c: d-c), �(e: e); C: �(e: e), 2(c: p-p), 1(c: p-e), 1 (e: a-a) 
7he PAC � denoting the freTuency 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: p-
e�; �(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). 
2n 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. 2n 
the purpose move, the L2 learner writers were found to adopt the pattern ³aim to verb.´ 
A possible explanation is that L2 learner writers seem to believe the use of the lexical 
bundle ³aim 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� 
��5��7he results shoZed 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 5As.  

 
E[ample �: +� 
��C��7he 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 5As, 
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 5As 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� 
��5��7he results indicate that corpus design and composition has a much  
greater influence on lexical variation than previously recognized >e[pansive: 
attribute�acNnoZledge@, 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��7he 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 
5(CALL15.  

 
E[ample �: RECALL1� 
��C��7he 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 
2n 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). 2nce 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   The moves in boldface indicates the obligatory one, P-M-R.  
2   The initials of the authorial stances are detailed below: e-a-a, expansion: attribute-

acknowledge; 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 
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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 Reading Topics  Genre of  
the Reading  

Pedagogic Tasks for    
Summary Writing 

1 Guidance    

2 
The Uses of Genetics 
 

Research 
report 

Pre-instructional 
summary-writing task (baseline) 

3 How to write a summary  
Analysis of the selected 
summaries on the “Uses of 
Genetics” in Week 2 

4 
Hirofumi Yamashita’s 
Three Star Vegetables 

Magazine 
Column  

Paraphrasing practice (i) 
Acknowledge/Clarify 

5 
What is COP 17? 
 

Magazine 
Column 

Paraphrasing practice (ii): 
Summarize/Organize 

6 What is TPP? 
Newspaper 
Article 

Paraphrasing practice (iii): Shift 
level of abstraction 

7 
TPP & Domestic 
Agriculture 

Newspaper 
Article 

Paraphrasing practice (i), (ii), and 
(iii) 

8 
 

Disappearance of 
Wildlife 

Science 
Textbook 

Summarizing practice (i): The 
target readers are those who have 
little background knowledge on 
the topic. 

9 Photosynthesis 
Science 
Textbook 
 

Analysis of the selected 
summaries on “Disappearance of 
Wildlife” in Week 8 

10 Evolving animals  
Science 
Textbook 
 

Summarizing practice (ii) The 
target readers are those experts 
who have certain background 
knowledge on the topic. 

11 
Species Diversity of 
Mammals 

Research 
Report  

Analysis of the selected 
summaries on “Evolving animals” 
in Week 10 

12 
Bio-Diversity 
 

Research 
report 

Summarizing practice (iii): Using 
reporting verbs and 
acknowledging the author of the 
original source 

13 DNA Testing  
Research 
report 

Analysis of the selected 
summaries on “Bio-Diversity” in 
Week 12 
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14 Wrap up   
 

15 Biotechnology & 
Genetic Engineering  

Research 
report  

Post-instructional 
summary-writing task 
 

 
 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 

 
 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 

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?  
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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> n <verb + the risk> n 
there is a risk 
pose a risk 
have a risk 
present a risk 

186 
74 
25 
19 

there is the risk 
pose the risk 
have the risk 
present the risk 

37 
4 

18 
0 

accept a risk 
face a risk 
take a risk 
run a risk 

1 
8 

210 
22 

accept the risk 
face the risk 
take the risk 
run the risk 

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 =ϸexpected value loss (c. 1700-) 
                Ϲprobability of undesirable event (c. 1900-)   
                  Ϻ consequences and probability (c. 1980-)   

For engineering-based   
scientists:         Risk =ϸexpected value loss (c. 1700-) 

              Ϲprobability of undesirable event (c. 1900-)   
                     Ϻ consequences and probability (c. 1980-)   
                     ϻ consequences and uncertainty (c. 2010-)  

For business leaders:   Risk =ϸexpected value loss (c. 1700-) 
                     Ϲuncertainty (c. 1900-)   

For economists:       Risk =ϸexpected value loss (c. 1700-) 
                     Ϲobjective 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 (㺿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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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: 
 
z 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. 

z Psychological causality: Bobby amazed everyone when he played the piano. He 
surprised them. They didn’t think he could do it. 

z 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. 

z 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 

z 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. 

z 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. 

 
 

 ࡵࡌࡣ .1
ࢸ㸦CoS㸧ࢺࢫࢡࢸࣥࢥࡢἣ≦ࠊ࡚࠸࠾ᶵ⬟ゝㄒᏛ⌮論ࢡࢵ࣑ࢸࢫࢩ

ࡣ᪉୍ࠋࡿ࠸࡚ࢀศࡘࡀሙ❧࡚࠸ࡘ㛵ಀࡢᡂ㸦㐣⛬㸧⏕ࢺࢫࢡ CoS
 ,ሙ࡛㸦Halliday, 1978; Halliday & Hasan❧ࡍ࡞ࡳࡿ࠶እࡢᡂ⏕ࢺࢫࢡࢸࢆ
1985; Hasan, 1996㸧୍࠺ࡶࠊ᪉ࡣ CoS ❧ࡍ࡞ࡳࡿ࠶ෆഃࡢᡂ⏕ࢺࢫࢡࢸࢆ

ሙ࡛ࡿ࠶㸦Martin, 1985, 1986, 1992, 1997㸧ࠊࡽࡀ࡞ࡋࡋࠋHalliday㸦1978㸧
ࡣ CoS ᡤ⟠ࡿࢀࡉゎ㔘ࡿ࠸࡚࠼ࡽ࡚ࡋ㒊୍ࡢ⛬ᡂ㐣⏕ࢺࢫࢡࢸࢆ

ࢫࢡࢸࡢࡑ࡚ࡗࡓ࠶ࡿࡍศᯒࢆࢺࢫࢡࢸࠋ㸦南里, 2014, 2015㸧ࡿ࠶ࠎከࡀ

ࡽෆᐜࡿ࠶࡚࠸᭩ࢺ CoS CoSࠊࡾ㝈ࡿ࠸࡚ࡗࢆ᪉ἲࡿࡍ㢮᥎ࢆ ࢡࢸࡣ

ࠊࡎࡽᣊࡶࡿࢀࡽ࠼⪄ࡿ࠶ጇᙜ࡛ࡀ᪉ࡿ࠼⪄ࡍ࡞ࢆ㒊୍ࡢᡂ⏕ࢺࢫ

Halliday㸦1978㸧ࡀ CoS ࡋ࠺య୍ࡣࡢࡍ࡞ࡳࡿ࠶እࡢᡂ⏕ࢺࢫࢡࢸࢆ

 ࠋ࠺ࢁࡔࡢ࡞࡚
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Martin ࡣ 1980 ᖺ௦ࢺࢫࢡࢸࡀ࣮ࢠࣟ࢜ࢹ⏕ᡂࡢ※Ἠ࡛ࡢࡿ࠶❧ሙ

ࠊࡀࡿ࠸࡚ࡋⓎ⾲㸦Martin, 1985㸧ࢆࣝࢹᡂࣔ⏕ࢺࢫࢡࢸࡢᚿྥ࣮ࢠࣟ࢜ࢹࡽ

ᚋࡢࡑ Martin㸦1997㸧ࢺࢫࢡࢸࢆ࣮ࢠࣟ࢜ࢹࡣ⏕ᡂࣔࡽࣝࢹ๐㝖ࡋ࡚ࡋ

CoSࠋ࠺ࡲ ࢜ࢹࢆ࣒ࢸࢫࢩಙ᮲ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡧᶒຊศ㓄୪ࡿࡅ࠾

ࡢࡑࠊࡀࢁࡇࠋࡔཎᅉࡀࡢࡓࡋࢇࡓ◚ࡀ⩏ᐃࡓࡋࡿ࠶࡛࣮ࢠࣟ ideology
ࡀ Martin & Rose㸦2003㸧࡛άࢺࢫࢡࢸࠊࡶࡑࡶࡑࠋࡿ࠶࡛ࡢࡿ࠸࡚ࡋ⏕ᡂ

࣮ࢠࣟ࢜ࢹࠋࡿ࠶ࡀ⌮↓ࡇࡿࡳ࡛ࡳࡢྰᶒຊᚿྥࢆព⾲ฟࡢ⪅

ࡵồࡀࡇࡿ࠼ᤊࢆព⾲ฟࡢ⪅ᡂ⏕ࢺࢫࢡࢸᴫᛕ࡛࡞ໟᣓⓗࡗࡶࡾࡼ

 ࠋ࠸࡞ࡣ࡛ࡢࡿ࠸࡚ࢀࡽ
ᮏ✏࡛ࡣ CoS ᡂ⏕ࢺࢫࢡࢸᵓ㐀ࢺࢫࢡࢸࢆ㛵ಀࡢ⪅ᡂ⏕ࢺࢫࢡࢸ

ព⾲ฟ✵㛫ࡢ⪅ 1㸦௨ୗࠕព⾲✵㛫 㸧ࠖࡢ㛵ಀ㝈ᐃୖࠊ࡚ࡋグࡘㄢ㢟

ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡀᵓ㐀ࢺࢫࢡࢸ㸦1㸧ࠋ࠸ࡓ࠸⾜ࢆᥦ࡞࠺ࡼࡢḟ࡚ࡋᑐ

グ᠈୰࡚ࡋ࣐࣮࢟ࢫࡢᏑᅾࡿ࠸࡚ࡋ㝈ࢺࢫࢡࢸࡣࢀࡑࡾ⏕ᡂ㐣⛬ࡢෆഃ

グ㘓ࡀᵓ㐀ࡢࡑ㸦2㸧ᙜヱព⾲✵㛫ࠊࡋࡋࠋࡿ࠶࡛ࡁࡍゎ㔘ࡿ࠶

ࡿ࠶࡛↛ᙜࡀ⏝ࡢᵓ㐀ࡢࡑ࡚ࡗࡓᙜᡂ⏕ࢺࢫࢡࢸࠊࡾ࠾࡚ࡋᏑᅾ࡚ࡋ

ᙉࡃಙࡿ࠸࡚ࡌேࡢࡑࡀព⾲✵㛫ࡿ࠸ሙྜࢺࢫࢡࢸࡢࡑࠊᵓ㐀ࢺࢫࢡࢸࡣ

⏕ᡂࡢእࠋࡿࢀࡽ࠼⪄ࡿ࠶㸦3㸧ࢺࢫࢡࢸ⏕ᡂ⪅ࡣព⾲ฟࠊ࡚ࡗࡓ࠶

2ࠖࣥࣙࢪࣅࠕ࡚ࡗࡓ࠶ᡂ⏕ࢺࢫࢡࢸࠊࡣ࠸ࡿ࠶ ࢪࣅࡢࡇࠊࡾ࠾࡚ࡗᣢࢆ

࠸࣮ࢠࣟ࢜ࢹࡳࡢሙྜࡓࡋࡔฟࡳ⏕ࢆ⪅ࡿ⿕ࢆ┈ᙜࡀࣥࣙ

⌮ㄆ知ᚰᚲ↛ⓗࡣᐃࡢ࣐࣮࢟ࢫ㸦4㸧ࠊᑦࠋࡿ࠶㐺ษ࡛ࡀࡢ࠺ࢆ⌧⾲࠺

Ꮫⓗ❧ሙࢡࢵ࣑ࢸࢫࢩࠊ࡛ࡢࡿ࡞ࡇࡿࢆᶵ⬟ゝㄒᏛࡣㄆㄆ知ᚰ⌮Ꮫ

ⓗ❧ሙࡢಟṇࢆ㏕ࠋ࠺ࢁࡔࡿ࡞ࡇࡿࢀࡽ 
ୖグ 4 Ⅼࢆ㉥文Ꮠࣥࣙࢩࢵࣇ㞧ㄅ CanCamࠊJJࠊViviࠊRay ࡢ 2015 ᖺ 9

᭶ྕࡢศᯒ㸦㞧ㄅయࡢグᵓᡂศᯒࠊ࠸ᥦᆺグ⩌ࡢᵓ㐀ศᯒ㸧ࢆ㏻

 ࠋࡿࡍᥦ࡚ࡋ
 
 ศᯒᡭ㡰ࢱ࣮ࢹ .2

᪤㏙ࡓ㏻ࠊࡾᮏ✏࡛ศᯒࠊࡣࡢࡿࡍࢆJJࠊCanCamࠊViviࠊRay ࡘᅄࡢ

㉥࡛༳ࡤࡋࡤࡋࡀࢦࣟࡢ㞧ㄅྡࠋࡿ࠶ㄅ࡛ࣥࣙࢩࢵࣇ㉥文Ꮠ⣔ࠖዪᛶࠕࡢ

ๅࡀࡇࡿࢀࡉከྡࡓࢀࡽࡅࡘ࡛ࡇ࠸๓ࡀࡔ㸦ྜྷᮧ, 2010㸸940㸧ࡽࢀࡇࠊ

㉥文Ꮠ⣔ࣥࣙࢩࢵࣇㄅ18ࠊࡣ ṓࡽ 20 ௦ᚋ༙ࡢ࡛ࡲዪᛶ㸦ዪᏊ⏕ࡲࠊ

ᑓࠊ㞧ㄅ࡛㸦Assist Ad Systems, 2004-2012㸧ࡿࡍᒙࢺࢵࢤ࣮ࢱࢆOL㸧ࠊࡣࡓ

ᒓࣔࡸࣝࢹㄞ⪅ࣔࢆࣝࢹࠊ࡚ࡋၟࣝࣞࣃရ࣓ࢫࢥࠊ࣮ࣜࢧࢭࢡࠊ

ၟရࡢ㉎㈙ࡍಁࢆ㞧ㄅ࡛ࠋࡿ࠶ 
ᮏ✏࡛ࢺࢫࢡࢸࠊࡣᵓ㐀ࢺࢫࢡࢸࡀ⏕ᡂࡢෆእ࠺࠸ၥ࠸㸦๓⠇ࡢ 3

Ⅼࡢᥦࡢึ᭱ࡕ࠺ࡢ 2 Ⅼ㸧4ࠊࢆ ㄅࡿ࠸࡚࠸⏝ࡀ 2 ✀㢮ࢺࢫࢡࢸࡢᵓ㐀㸦㞧

ㄅᵓ㐀࠸ᥦᆺグ⩌ࡢᵓ㐀㸧ࢺࢫࢡࢸࡀ⏕ᡂ⪅㸦ࡣ࠸ࡿ࠶ 4 ㄅࡢ⦅㞟

⪅㸧ࡢࣥࣙࢪࣅࡢୗ㐀ࡀࡇࡿ࠼⪄ࡿ࠸࡚ࢀࡉጇᙜࡢ࠺どⅬ

ࡿ࠼⪄ࡽ  ࠋ3
4ࠊࡎࡲ ㄅࡢ⦅㞟⪅ୖࢺࢵࢿࢆࣥࣙࢪࣅࡢබ㛤ࡿ࠸࡚ࢀࡉሗࢆᇶྠ

ᐃࡢࡑࠋࡿࡍᚋ4ࠊ ㄅᥖ㍕ࡿ࠸࡚ࢀࡉグࢆ 8 ✀㢮ศ㢮ࠊࡋ㞧ㄅయࡀ
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ᵓ㐀㸦㞧ㄅᵓ㐀㸧ࡢᙜ࡚㞧ㄅయࢆⅬ↔ࡿ࠸࡚ࡗ࡞グ㓄ิ࡞࠺ࡼࡢ

4ࠊᐃᚋྠࡢ㞧ㄅᵓ㐀ࠋࡿࡍᐃྠࢆ ㄅᥖ㍕ࡿ࠸࡚ࢀࡉグ㸦⩌㸧ࡢ୰࡛┠

ḟ࡛᭱ࡶ࡛ࢺ࢛ࣥࣇ࡞ࡁ⤂ࡿ࠸࡚ࢀࡉグ⩌㸦௨ୗࠕ≉㞟グ ゝཬ㸧ࠖ

ᑐேᶵ⬟ⓗࡢࡋぢฟࢆࡢࡿ࠸࡚ࡗ࡞ᵓ㐀࡞࠺ࡼࡢࡀࢀࡑࠊࡆୖࡾྲྀࢆ

≉ᚩ↔Ⅼࢆᙜ࡚ྠᐃࠋࡿࡍ㸦௨ୗࠊ≉㞟グࡢᵓ㐀ࠕࢆ࠸ᥦᆺグᵓ

㐀ࠖࡪ㸧ࡽࢀࡇࠋ✀㢮ࡢᵓ㐀㸦㞧ㄅᵓ㐀࠸ᥦᆺグ⩌ᵓ㐀㸧ࢆ

ྠᐃࡓࡋᚋࡢࡇࠊ✀㢮ࡢグᵓ㐀ࡀ⦅㞟⪅㸦ࢺࢫࢡࢸ⏕ᡂ⪅㸧ࣥࣙࢪࣅࡢ

ጇᙜࠋࡿࡍウ᳨࠺ጇᙜࡀࡇࡿ࠼⪄ࡿ࠶࡛ࡢࡶࡓࢀࡉ㐀࡚ࡗࡼ

࠸࡞ጇᙜ࡛ࠊࢀࡽ࠼⪄ࡿ࠶ෆഃࡢᡂ⏕ࢺࢫࢡࢸࡣᵓ㐀ࢺࢫࢡࢸࠊࡤࡽ࡞

⤊ࡀウ᳨ࡢࡇࠋࡿ࡞ࡇࡿ࠶እഃࡢᡂ⏕ࢺࢫࢡࢸࡣᵓ㐀ࢺࢫࢡࢸࡤࡽ࡞

タࡢࡑࠊࡁㄝࢆⅬࡢࡇࡿࡍタᐃࢆࣥࣙࢪࣅ⛬ᡂ㐣⏕ࢺࢫࢡࢸࠊ࡚ࡗࢃ

ᐃࡢ࣮ࢠࣟ࢜ࢹࡣタᐃࢆࡇ࠸࡞ࡣ࡛ࡌྠ論ࠋࡿࡌ 
 
 ศᯒࢱ࣮ࢹ .3
3.1. 4 ㄅࣥࣙࢪࣅࡢ 

ᒣᮧ㸦2007㸸25㸧ၟࣝࣞࣃࠊࡣရࠕࡣ࣮ࢨࢲࣥࣕࢳ࣮࣐ࡢᾘ㈝⪅㸦㈈

㈌ࢆᾘ⪖ࡿࡍே㸧࡛ၟࣝࣞࣃࠊࡃ࡞ࡣရࠗࡿࡍ⏝╔ࢆ⏕ά⪅࠘ࡢどⅬ❧

⦆ࡿࡓ⪅ᡂ⏕ࢺࢫࢡࢸࠋࡿ࠸࡚㏙ࠖ࠸࡞ࡽ࡞ࡤࢀࡅ࡞ࡽࢆ࠸ࠊ࡚ࡗ

㞟⪅ࢺࢵࢤ࣮ࢱࡣᒙࡀᏑᅾࡿࡍព⾲✵㛫࡛ࡢ㞧ㄅ⦅㞟⪅ࡇࡿࡍྜ➇

ࢆᛶ⮬⊃ࡶࡽࡀ࡞ࡾࠖࢆ࠸࡚ࡗ❧どⅬࡢ⪅ά⏕ࠕࡶࢀࡎ࠸ࠊࡀࡿ࡞

ฟ࠺ࡑヨࠋࡿ࠸࡚ࡳࠊࡤ࠼CanCam20ࠕࡣ ௦࣭ാࡁዪᏊࠖࢺࢵࢤ࣮ࢱ

Japaneseࠕࠊᙜ࡚ࢆ ሗ࣓ࢫࢥ࣭ࣥࣙࢩࢵࣇࡃࡍ㐀ࢆᏊࡢዪࠖ࠸࠸ࢃ

ࠊࣛࡃ࡞࡛ࡅࡔ  ,㸦ᑠᏛ㤋ࡘᣢࢆࣥࣙࢪࣅ࠺࠸ࡿࡍⓎಙࡶሗࣝࢱࢫࣇ
2015㸧ࢹ࣮ࢥࡢࡑ࡚ࡋࡑࠋሗࡣࡿࢸࣔ࠸ࡽࡃ࠸ࡿࡎࠕ࡚ࡋ᭹ࠖࢆᥦ

ࣝࢱࢫࣇࣛࡾ࡞ே♫ࡽ⏕ᏛࠕࡣJJࠋ㸦ᚋ⸨, 2015㸧࠺࠸ࡿ࠸࡚ࡋ

ࡓࡗࢃኚࡀ 25 ṓࠖࠕࠊࡋࢺࢵࢤ࣮ࢱࢥࢆࡢព㆑ࡶ㧗ࠊࡃ⤖፧࡚ࡋ

ࡿ࠸࡚࠼⪄࠸ࡓࡅ⥆ࢆࡶ ࡋࢆࠖ࠸ྜࡁ࡞➼ᑐᛶ⏨ࡶࡾࡼᜊឡࠕࠖ

ࡿࡆ✌ࠕ࠸ࡓ JJ ࠺࠸ࡿࡍⓎಙࢆሗࠖࣝࣗࢪ࢝࠼ேぢࠕ࣮ࠖࣝ࢞

㸦WWD, 2014㸧ࠋViviࡀࢀࡷࡋ࠾ࡃࠕࡣዲࠕ࡛ࠖࡁ௦ࡿࡍࢻ࣮ࣜࢆ

ዪࡢᏊࠖᑐ࡛࣮ࠖࣁ࣮࣑ࠕࠊࡋࡶኚࣥࣙࢩࢵࣇࢻࣥࣞࢺࡿࡍ

ሗࢆⓎಙ࠺࠸ࡿࡍ㸦Ships Mag, n.d.㸧᭱ࠋᚋ Rayࠊࡣ᪥ᮏᅜࡢዪᏊ⏕

࣓ࢫࢥࡸࢹ࣮ࢥ࡞ࠎᵝ࠺ࢁ࠶࡛࠺ᛮ࠸ࡓࡳ࡚ࡋࡵࡓࡀࡽᙼዪࠊ㇟ᑐࢆ

ሗࢆᥦ౪ࠕࡋ⮬ศࢫ࣮ࣗࢹࣟࣉᛂ࡚ࡋࣥࣙࢪࣅࢆࡇࡿࡓࠖࣥࢪ࣐࢞ᥖ

グୖࠊ௨ୖࠋ♫, 2015㸧ࡢ㸦፬ࡿ࠸࡚ࡆ 4 ㄅࡶࢀࡣ 20 ௦ࡢዪᛶࠕ

ࡀࣥࣙࢪࣅࡢ㞧ㄅ≉᭷ࡢࢀࡒࢀࡑࣥࣙࢪࣅ୰᰾ⓗ࠺࠸࠺⾜ࢆᥦࡢࠖ࠸

ຍࢆࣥࣙࢪࣅࡓࢀࡉᣢࡽࢀࡇࠊࡾ࠾࡚ࡗ」ྜⓗࡀࣥࣙࢪࣅ㞧ㄅᵓ㐀ཬࡧ

 ࠋࡿࡍゎ㔘ࡣ࡛✏ᮏࠊࡿ࠸࡚ࢀࡉ⌧ල࡚ࡋ㏻ࢆᥦᆺグ⩌ᵓ㐀࠸
 
 ศ㢮ࢺࢫࢡࢸ .3.2

ࡢୗグࡣグࡢ୰ࢱ࣮ࢹ 8  ࠋࡿ࠶࡛⬟ྍࡀࡇࡿࡍศ㢮ࡘ
㸦㸯㸧 ᗈ࿌㸸ᗈ࿌௦⌮ᗑࢆ㏻࡚ࡋᥖ㍕ࡓࢀࡉᛮࡿࢀࢃᗈ࿌ࠊࡣ࠸ࡿ࠶ࠋ≉
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ᐃၟࡢရ୍ရࡢ㉎㈙ุࡿ࠸࡚ࡋಁࢆᐃࡿࢀࡉᗈ࿌㸦グ㸧ࡋࡔࡓࠋ

 ࠋࡓ࠸㝖ࡣᗈ࿌࣎ࣛࢥࠊᗈ࿌ࣉࢵࢱ
㸦㸰㸧 ࣥࣙࢩࢵࣇグ㸦F グ㸧㸸ၟࣥࣙࢩࢵࣇရ ࡿ࠸࡚ࡋࢆ⤂ࡢ4

ุᐃࡿࢀࡉグࠋ 
㸦㸱㸧 ࣓ࢫࢥグ㸦C グ㸧㸸ၟ࣓ࢫࢥရࡢ⤂ุࡿ࠸࡚ࡋࢆᐃࡿࢀࡉグ

ࠋ 
㸦㸲㸧 ᑠ≀グ㸸ᑠ≀ࡢ⤂ุࡿ࠸࡚ࡋࢆᐃࡿࢀࡉグࠋ 
㸦㸳㸧 ࢺࣥ࣋グ㸦E グ㸧㸸ࣞ࡞ࢡ࣮ࣃࢺ࣓ࣥࢬ࣮࣑ࣗࡸࣥࣛࢺࢫ

ゼၥࡁࡍሙᡤࢆ⤂ࡿ࠸࡚ࡋグࠋ 
㸦㸴㸧 ዪᛶグ㸸㸦㸧ዪᛶࢆ⤂ࡿ࠸࡚ࡋグࠋ 
㸦㸵㸧 ⏨ᛶグ㸸㸦㸧⏨ᛶࢆ⤂ࡿ࠸࡚ࡋグࠋ 
㸦㸶㸧 ࡢࡑࡢグ㸸ୖグ௨እࡢグࠋ 
 
 㑅ᐃࡢグࣥࣙࢪࣅ .3.3

ࡣࡎࡲ 4 ㄅࡀࣥࣙࢪࣅࡢᙳ㡪ࢁࡇࡿࢀࡽ࠼⪄ࡿ࠸࡚ࡋぢ࡚ࠋ࠺ࡼࡳ⾲

1 ࡓࡋ⤂๓⠇ࡣࢀࡇࠋ࠸ࡓࡁࡔࡓ࠸ぢ࡚ࢆ 8 ࡵ༨㞧ㄅయࡀグࡢࡘ

࡚ࡋᏐయ࠸⃰ࡣ್ᩘࡿ࡞ࢠ࢝5㸦ࠋࡿ࠶࡛ࡢࡶࡓࡋ♧ࡈ㞧ㄅࢆྜࡿ

ࡿ࠸࡚ࡋࡿࡍ⤂ࡶࣝࢱࢫࣇ㸧ࣛࠋࡿ࠶ CanCam ⤂≀ேࠊᑠ≀グࡣ

グࡀከࡢࡑࠊࡃศ࣓ࢫࢥ࣭ࣥࣙࢩࢵࣇグࡢฟ⌧㢖ᗘࡀప࠸࡚ࡗ࡞ࡃ

࠼ኚࢆ࠸ࡢዪᛶࡶࡽά㠃⏕࡛ࡇࡪᏛࢆ᪉ࡁ⏕ࡢ⪅ࡸ㉎ධࡢ≀ᑠࠋࡿ

ࡿ࠼ຍࣥࣙࢪࣅࢆ❧⮬ࡢዪᛶࠋࡿ࠶࡛࠺ࡼࡢⓎ࠺࠸ࡃ࠸࡚ JJ ࢵࣇࡣ

ࡢዪᛶࠋ࠸࡞ࡣグ㍕ࡢᛶグ⏨ࠊࡃ㧗ࡀฟ⌧㢖ᗘࡢዪᛶグࡧグཬࣥࣙࢩ

ࡋࡶⓎࡢ࠸࡞ࡣᚲせࡿࡍ⤂ࢆ࠼⪄ࡢᛶ⏨࡚ࡗࡓ࠶ࡍᣦ┠ࢆ❧⮬

ࡘᣢࢆࣥࣙࢪࣅ࡞࣮ࣁ࣮࣑ࠋ࠸࡞ࢀ Vivi  ࡀฟ⌧㢖ᗘࡢᛶグ⏨࣓ࢫࢥࡣ
㧗ၟࣥࣙࢩࢵࣇࠋ࠸ရᑐၟ࣓ࢫࢥ࡚ࡋရࡣ౯᱁ࡀపࠊࡃ᪂࠸ࡋࢆ࠸స

࡞࣮ࣁ࣮࣑ࠊࡿ࠼⪄ࡿࡃࡀᛶグ⏨ࡇࡑࠋࡿ࠶ࡀᏳ౯࡛༶ຠᛶࡢࡿ

㸦CanCam ࢁࡔ࠸࡞ࡣ࡛ࡢࡿࡍࢳࢵ࣐ࣥࣙࢪࣅ㸧࠸࡞ࡣ㧗⣭ᚿྥ࡛ࡢ

ࡍᣦ┠ࢆࢫ࣮ࣗࢹࣟࣉศ⮬ᒙࢺࢵࢤ࣮ࢱࢆ⏕ዪᏊࠋ࠺ Ray ࡣ JJ ḟࡢ

ࡶグ࣓ࢫࢥࠊࡃ㧗ࡀฟ⌧㢖ᗘࡢグࣥࣙࢩࢵࣇ Vivi ฟ⌧㢖ᗘ࡛࠸ḟ

ῶࢆ≀ᑠࠊࡑࡇࡤࢀ࠶࡛ࢫ࣮ࣗࢹࣟࣉศ⮬ࠋࣟࢮࡣᥖ㍕ࡢᑠ≀グࠋ࠸㧗ࡀ

ࡿࢀࡽ࠼⪄ࡓ࠸ࢆㄅ㠃⤂ࡢရၟ࣓ࢫࢥࠊရၟࣥࣙࢩࢵࣇ࡚ࡋࡽ

࡚࠼ࢆᙳ㡪㑅ᢥࡢ㢮✀ࡢグࡀࣥࣙࢪࣅࡢ⮬⊃㞧ㄅࠊ௨ୖࠋ࠸࡞ࢀࡋࡶ

 ࠋࡔ࠺ࡼࡿ࡞␗ࡀヰࡿ࡞ᵓ㐀ࢺࢫࢡࢸࠊࡋࡋࠊࡀࠋ࠸㧗ࡣᛶ⬟ྍࡿ࠸
  

⾲ 1㸬㉥文Ꮠ 4 ㄅグࡢฟ⌧㢖ᗘ 

 ᗈ࿌ F グ C グ ᑠ≀ E グ ዪᛶ ⏨ᛶ ࡢࡑ 
Can 12.5  32.8  8.6  14.2  3.4  8.2  7.8  12.5  

JJ 11.0  55.3  16.2  0.4  1.3  8.3  0.0  7.5  
Vivi 11.7  39.7  22.2  0.8  4.7  5.4  7.8  7.8  
Ray 13.2  50.2  18.7  0.0  1.3  5.1  4.7  6.8  
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3.3.1. 㞧ㄅᵓ㐀ྠࡢ┦ᛶ 
⣼✚⤫ィἲⴭ⪅ྡࡀࡓࡅ᪉ἲࢆ࡚ࡗ㞧ㄅᵓ㐀ࢆᢳฟࠋࡿࡍ⣼✚⤫ィ

ἲࡣ⌧ᅾぢ࡚࡛ࢇྵࢆࢪ࣮࣌ࡢࡑࡽࢪ࣮࣌ࡿ࠸ 10 ࡢࡑࡾ㐳ࢪ࣮࣌ 10
ࢀࡲྵࡀࢺࢫࢡࢸࡢ㢮✀࡞ࢇ㸧୰ࡪࠖࢺࢵࢽࣘ✚⣼ࠕ㸦௨ୗࢪ࣮࣌

ࡶࡓㄪࡈࢪ࣮࡛࣌ࡲ⾲⣬ࡢ㞧ㄅᮎࡽࢪ࣮࣌ࢺࣥࣟࣇࢆࡿ࠸࡚

࡞࠺ࡼࡢ࡛ࡲࡿ⮳ࢪ࣮࣌ࡢᚋ᭱ࡽඛ㢌ࡢ㞧ㄅࠊࡾࡼࢀࡇࠋࡿ࠶࡛ࡢ

グࡾ⛣ࡢኚࡀࡾࢃ㉳ࡢࡿ࠸࡚ࡗࡇ㸦ࠕࢆࢀࡇ㞧ㄅᵓ㐀ࠖࡿࡍ㸧ࡀどぬ

ⓗࡢࡇࠋࡿࡁ࡛ࡀࡇࡿࢀࡽ࠼ࡽᡭἲࡣࡎࡲࠊ࡚࠸⏝ࢆ 4 ㄅࡢ㞧ㄅᵓ㐀

 ࠋࡿࡳ࡚ࡋᢳฟࢆඹ㏻㡯ࡢ
 
3.3.1.1. 㞧ㄅᵓ㐀 
 ㄅᵓ㐀ྠࢆᐃࡿ࡞ࢠ࡚࢝ࡗࡓ࠶ࡿࡍグࠊࡣᗈ࿌ࣥࣙࢩࢵࣇࠊグ

㸦௨ୗࠕF グ 㸧࣓ࠖࢫࢥࠊグ㸦ࠕC グ 㸧ࠖࠊࡧࡼ࠾ࠊ⾲⣬ࠊ┠ḟࠊ༠ຊᗑࣜ

ࡢ㸦ᚋࡿ࠶࡛࠸ᫍᗙ༨ࠊࢺࢫ 4 ✀㢮ࡢグࡢࡑࠕࡣグ࡚ࠖࡋᮏ✏࡛ࡣ

ศ㢮㸧6ࠋ㞧ㄅࡢ➨ 1 㸦4ࠋ⣬⾲ࡓࡗධࡀࢦࣟࡣࢪ࣮࣌ ㄅࡶ⾲⣬ࢆ➨ 1 ࣮࣌

ḟ௨㝆┠ࠊࢀ⾲ࢪ࣮࣌ᩘࡀᗈ࿌ᚋࡢࡑ㸧ࠋࡿ࠸࡚ࡋࢺ࡚ࣥ࢘࢝ࡋࢪ 2ࠊ1
ࠋࡿࢀ⾲ࡀᗈ࿌ᇦࡢࢪ࣮࣌ᩘࡓࡲ㞧ㄅᮎࠊࡋ⌧ฟࡀᗈ࿌ᥖ㍕ᇦࡢᗘ⛬ࢪ࣮࣌

㸦ࣇࣛࢢ 1 ࡣ JJࡢᗈ࿌ᥖ㍕ᇦࠋࡿ࠸࡚ࡋ♧ࢆ⦪㍈ࡣ 1 ⣼✚ࣘࢺࢵࢽ୰ఱ࣮࣌

࣌ࡿ࡞ᇶⅬࡢࢺࢵࢽࣘ✚⣼ࡣᶓ㍈ࠊࡋ♧ࢆࡿ࠸࡚ࢀࡲྵࡀࢪ࣮࣌ᗈ࿌ࢪ

ᣳᗈ࿌ᇦࡢࡾࢃ⤊ࡵึࡢ㞧ㄅࡢࡇࡣグࡢࠊ㸧࡛ࠋࡿ࠸࡚ࡋ♧ࢆࢪ࣮

ࡣグ࠸㧗ࡢ㢖ᗘ⏕ࡶグ࡛᭱ࡢࡑࠋࡿࡍ⌧ᙧ࡛ฟࡓࢀࡲ F グ࡛ࢀࡑࠊ 

ᅗ ࣇࣛࢢ :1 1㸬JJ ᗈ࿌ 
 

C グࠋࡃ⥆ࡀഴྥࡣ࡚ࡋ F グࡀඛࠊࢀ⾲C グࡀᚋࢆ㏣࠺ᙧࠋࡿࢆ

㸦ࣇࣛࢢ 2 ࣇࣛࢢ 3 ཧ↷ࠋࡇࡢ㸧 
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ᅗ ࣇࣛࢢ :2 2㸬CanCam F࣭C グ 

 

 
ᅗ ࣇࣛࢢ :3 3㸬JJ F࣭C グ 

 
4ࠊ࡚ࡉ ㄅ࡚࠸࠾⣼✚ࣘࢺࢵࢽ୰ 3 ࢆグࡓࡋ⌧㢖ᗘ࡛ฟࡢ௨ୖࢪ࣮࣌

ᣠ4ࠊࢀࡑࠊ࠸ ㄅඹ㏻ࡿࡍせ⣲㸦⾲⣬ࠊ┠ḟࠊ༠ຊᗑࣜࠊࢺࢫ༨࠸㸧ࢆ

㊊ࠊࡍ㹙1㹛࡞࠺ࡼࡢ㞧ㄅᵓ㐀ࡀᢳฟ࡛ࠋࡿࡁ 
 
㹙1㹛⾲⣬㹜ᗈ࿌㹜┠ḟ㹜F グ㹜C グ㹜༠ຊᗑࣜࢺࢫ㹜༨࠸㹜ᗈ࿌ 
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ᮏ✏࡛ࢆࢀࡇࡣ㉥文Ꮠ㞧ㄅ㸦ඹ㏻㸧ࡢ㞧ㄅᵓ㐀ࠋࡍ࡞ࡳ 
 
3.3.2. ࠸ᥦᆺグ⩌ࡢᵓ㐀 
ࢱ࣮ࢹ 4 ㄅᥖ㍕ࡓࢀࡉ≉㞟グ㸦ࡶࢀࡎ࠸ F グ㸧ࠊࡣCanCamࡣ pp.46-55

ࡣJJࠊ pp.44-74 ࡣViviࠊ pp.32-69 ࡣRayࠊ pp.44-76  ࠋࡿ࠸࡚ࢀࡉᥖ㍕
ࡣ㞟グ≉ࡽࢀࡇ 3 ᒙᵓ㐀ࡢࡇࠊࡀࡔࡢࡿ࠸࡚ࡋ࡞ࢆᵓ㐀ྠᐃ࡚࠸࠾ᮏ

ぢࠕࡍ࡞ࢆ୰᰾ࡢᒙ୍➨ࠊࡎࡲࠋࡓ࠸⏝ࢆศᯒࡢࡽほⅬࡢ⬟ᑐேᶵࡣ✏

ฟࠖࡋὀ┠ࡢࡽࢀࡑࠊࡋᑐேⓗᶵ⬟ࠕࡀᥦ♧ ඹ᭷ࠕࠖ ࢀࡢ౫㢗ࠖࠕࠖ

ศ㢮࡛ࡁ✺ࢆࡇࡿࡁṆࠕࠋࡓࡵᥦ♧ࠖࢆࢻ࣮࣒ࡣᣢྡࡿࢀࡽ࠼⪄࠸࡞ࡓ

モ⩌ࡿࡼሗᥦ♧ࢆᣦࠕࠊࡋඹ᭷ࠖࡣ㝞㏙ࡣࡓࡲ㐃యಟ㣭⠇୰ᚰㄒ࠸

౫㢗࣭௧文ࡍಁࢆື⾜ࡢᡭࡳㄞࡣ౫㢗ࠖࠕࠊࡋᣦࢆ♧ሗᥦࡿࢆᙧ࠺

♧ᥦࡢᥦ㛤ጞࠕࡣ♧㸦ᥦࠋࡍᣦࢆࡋಁࡢື⾜ࡢࡽఱࡿࡼ 7 ᥦࡢ≀ேࠕࠊࠖ

♧ 㸦ࠖ᭷ྡே≀ྡࡢ๓ࢆࡳࡢᥦ♧㸧ࡢࣥࣙࢪ࣮ࢣ࢜ࠕࠊᥦ♧ 㸦ࠖ≉ᐃࡢࡲࢆ࠸

ࡢモ⩌࡛ᥦ♧㸧ྡࢆࣥࣙࢪ࣮ࢣ࢜ࡁ࠺ 3 ᇶࡣ三ᒙ➨ࡢࡾ㸧ṧࠋࡿ࠶ࡀ✀

ᮏࠕඹ᭷ࠖࠊࡀࡔ➨三ᒙศᯒ࡛ࡣඹ᭷ࡿࢀࡉሗෆᐜࢆ᭩ࡁฟ࡚ࡋศᯒࢆ⾜

 ࠋࡓࡗ
グୖࠊࡣ࡛ 3 ᒙ࠺ࡼࡢࡀ㐃ᦠࡢࡿ࠸࡚ࡋㄝ᫂ࡶ᭱ࠋࡿࡍࢆ࡞ࡁぢ

ฟࡋ㸦௨ୗࠕぢฟࡋ 㸧ࠖࢆ୰᰾ࡿࡍ➨୍ᒙࡣ≉ᐃࡢᏘ⠇㸦CanCamࡢሙྜ

ࡢ௨እࢀࡑࠊ⛅ࡣ 3 ㄅࡣኟ㸧ࡢࡢ࠸ᥦࡢࡇࠋ࠺⾜ࢆᥦࠕࠊࡣ࠸ᥦ

㛤ጞࡢᥦ♧ࠖࠕࡣࡓࡲࡢ࠸ඹ᭷ࠖࡢᙧࠋࡿࢀࢃ⾜࡚ࡗࢆ➨୍ᒙࡣ⿵㊊

ㄝ᫂ࠋࡃࡘࡀ⿵㊊ㄝ࡛᫂ࡣぢฟࡢࡋ୰ࡿ࠸࡚ࢀࢃࡸࡸࢆ⌧⾲ࡢ࠸ල

㇟ࡓࡋㄝ᫂ࡀࡃ⥆ࠋࡿࢀࡽ࠼➨ᒙࡣᑠぢฟࢆࡋ୰᰾ࠊ࡛ࢺࢵࢽࣘࡿࡍ

➨୍ᒙ࡛ᥦ♧ࡓࢀࡉࡢ࠸ሗࢆ᭦ල㇟ࡓࡋᥦࡢࡇࠋࡿࢀࡉ࡞ࡀ➨

ᒙ࡛ᆺⓗ┿㸦ࣔࡀࣝࢹ≉ᐃࡢࡶࡓࡗࡲࢆࢹ࣮ࢥࡢ㸧ࡀᥦ♧ࠋࡿࢀࡉ

♧ᥦࡢ࠸ࠕࠊࡣࡋᑠぢฟࡢᒙ➨ࡢࡇ ඹ᭷ࡢ࠸ࠕࠊࠖ ࠸ࠕࠊࡣ࠸ࡿ࠶ࠊࠖ

㧗ࡢල㇟ᛶࡶ᭱ࡣ三ᒙ➨ࠋ࠺ྥ三ᒙ➨ࠊᚋࡢࡇࠋࡿࢆᙧࡢ౫㢗ࠖࡢ

ᒓᛶㄝ᫂ࠕࡢရၟࣥࣙࢩࢵࣇࡿ࠸࡚ࡗࡲࡀࣝࢹࣔࠊ࡛ࡇࡇࠊᒙ࡛࠸ 㸦ࠖᙜ

ヱၟࣥࣙࢩࢵࣇရࡢぢࠊ┠ࡓᡭゐࡢ➼ࡾㄝ᫂㸧ၟࠕࠊရヲ⣽ 㸦ࠖၟရྡࠊ౯

᱁ၟࡢࡑࠊရࡀධᡭ࡛ၟࡿࡁᗑྡࢻࣥࣛࣈࡣ࠸ࡿ࠶ྡࡢ㸧ࡀᥦ♧ࠋࡿࢀࡉణ

࡞ࢀࡉሙྜグ㍕ࡿ࠶࡛ࣝࢹࣔ⪅ㄞࡀࣝࢹࣔࡓࡗࡲࢆࢹ࣮ࢥࡣရヲ⣽ၟࠊࡋ

グࡢ⥆ᚋࠊᚋࡓࡋ㐩฿࡛ࡲ三ᒙ➨ࡽᒙ୍➨ࡀグࠋࡔ࠺ࡼ࠸ከࡀሙྜ࠸

 ࠋࡿࡍ㛤ࢆᥦࡢ࠸ࡽᙧ࡛➨ᒙࡓࡋඹ᭷ࢆᒙ୍➨ࡣ
ࡢCanCamࠊࡣ࡛ p.46 ᵓࡢ⩌ᥦᆺグ࠸ࢆグࡿ࠸࡚ࢀࡉᥖ㍕

㐀ࡢㄝ᫂ࠋࡿࡍࢆ㸦ᅗ 5  㸧ࠋࡋࡓࢀࡉ↷ཧࢆ
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2015ࠕࡣᒙ୍࡛➨ࡢグࡢࡇ ᖺ⛅ CanCam ⓗࠗࡿࡃࢱࢵࢮ㸟࠘ࢀࡷࡋ࠾

10 ࠖࢻ࣮࣮࣡࢟ࡢ࠸ᥦࡀጞࢆࡇࡿࡲពࡿࡍ୰ᚰㄒ㸦࣮࣮࣡࢟ࠕ

ࢻ 㸧ࠖࡘࡶࢆぢฟࡢࡇࠋࡿࢀࡽ࠸⏝ࡀࡋぢฟࡢࡋ⿵㊊ㄝ᫂ࠊࡣぢฟ

ࡢࡶࡿࡍ⌧యࢆࠖࡉࡋࡽᏊࡢዪࡢࡵேࠕࡀࠖࢀࡷࡋ࠾ࠕࡓࢀࡽ࠸⏝୰ࡋ

ࡉࡱࡗேࡽ࡞࣮࣡ࣛࣇⰍ⛅ࠕࡣ࡛ࡋᑠぢฟࡢᒙ➨ࡃ⥆ࠋࡿ࠶ࡿ࠶࡛ 2
ቑࡀࠨ�💛�࠸࠸ࢃࠦ࡞ࡋᡂ㸟ࠖ࠺࠸ࡢ࠸ඹ᭷ࡢࡇࠋࡿ࠸࡚ࢀࢃ⾜ࡀ

ᑠぢฟࡣ࡛ࡋ➨୍ᒙ࡛ゝཬࠕࡓࢀࡉேࡢࡵዪࡢᏊࡢࠖࡉࡋࡽⰍࢆ≉ᐃࡿࡍ

 ㊊⿵ࡢᒙ➨ࠋࡿ࠸࡚ࢀࡉ࡞ࡀᥦ࠸࡞ලయⓗࡣࡾࡼᒙ୍➨࡚ࡗࡼࡇ

㹙➨୍ᒙ㸸࠸ᥦ♧㹛2015 ᖺ⛅

CanCamⓗࡿࡃࢱࢵࢮࠕ㸟ࠖࡋ࠾

ࢀࡷ 10 ࢻ࣮࣮࣡࢟ 

㹙➨ᒙ㸸࠸ඹ᭷㹛⛅Ⰽࣛࣇ

ࡉࡱࡗேࡽ࡞࣮࣡ 2 ቑࡋ

 ᡂࡀ”�💛�࠸࠸ࢃࠦ࡞
 

㹙⿵㊊ㄝ᫂㹛ࡣࡎࡲ

365 ᪥ዲ࡞ࡁⰼ

ࡇ 㸟ࢻ࣮ࣔ⛅ࡽ

࣮࢟࢝ࡣ┠ὀࡢ⛅ࡢ

࣮ࢱࢫ࣐ࠊ࣮ࣅࢿࡸ

ࡢ࡞ࣥ࢘ࣛࣈࠊࢻ

ேࡱࡗ㓄Ⰽࡵࣞ࢟ࠋ

ࠊ࡛ࡲࣝࣗࢪ࢝ࡽ

⚽ࡶࡢ࠸ᗈࡀᖜࡾࡩ

㐓࡛ࠋࡍƈࠋ 

┿ࢹ࣮ࢥࡿࡼᥦ 

➨三ᒙ㹙ၟရᒓᛶㄝ᫂㹛ኟࢵࣞࣇࡣ࡛ࡲ

ࡣ⛅ࠊࡅࡓࡗࡔ␒ᐃࡀ࣮࢚ࣟ࡞ࣗࢩ

ࣝ࢝ࢩࣛࢡࠊࢀࡷࡋ࠾↛᩿ࡀ࣮ࣥࢺࡵ

ࢺࢵࣇᆅ࡛⏕ࡿ࠶ࡢࡾᙇࠊࡣࣆࣥ࣡࡞

㸤ࡀࣥࣛ࡞ࣞࣇ㝿❧ࠋࡍࡲࡕ㹙ၟရ

ヲ⣽㹛࣡ࣥࢫ࣮ࣆ㻃13,200㸦snidel ࢿ࣑ࣝ

᪂ᐟ 2 ᗑ㸧ࠋ…ࢢࢵࣂࠊ 

㹙⿵㊊ㄝ᫂㹛ࡣ⛅ࡢࡇࡼ࡛ࡲ

ࢺࡀࡉࡋࡽᏊࡢዪࡢࡵேࡶࡾ

 ۼࢩࢨ࢟ࡢࢺࣥࣞ

ᅗ 5㸬࠸ᥦᆺグࡢᵓ㐀㸦CanCam, p.46  グᵓᡂ㸧ࡢ

72

JASFL Proceedings Vol.10 2016



南里㸸ࢺࢫࢡࢸᵓ㐀ࢺࢫࢡࢸ⏕ᡂ⪅ࡢ㛵ಀࡿࡄࡵࢆࡢࡘㄢ㢟 

 

 73 

 
ㄝ᫂ࡿ࡞ࡽࡉࠊࡣⰍࡢලయ㸦࣮࢟࢝ࠕ ࣮ࣅࢿࠕࠖ ࢻ࣮ࢱࢫ࣐ࠕࠖ ࢘ࣛࣈࠕࠖ

ࣥ 㸧ࠖࢻ࣮ࣔࣥࣙࢩࢵࣇ㸦ࣝࣗࢪ࢝ࠕࡽࠖࡵࣞ࢟ࠕ 㸧ࠖࡢලయࡀ

三ᒙ➨ࠋࡿࢀࡉ♧ᥦࡀ┿ࡢࣝࢹࣔࡓࡗࡲࢆࢹ࣮ࢥࡢᐃ≉࡛ࡇࡇࠊࢀࡉ࡞

ࡿ࠸᮶࡚ࡀࣝࢹࣔࠊࡾࡲࡘࠊヲ⣽ሗࡢࢹ࣮ࢥࡿ࠸࡚ࡗࡲࡀࣝࢹࣔࡢࡇࡣ

ྲྀࡘࡎࡘࡦࡀရၟࣥࣙࢩࢵࣇࡢࢹ࣮ࢥᚋࡢࡑࠊࢀࡉᥖ㍕ࡀᒓᛶࡢࢹ࣮ࢥ

ධᡭࡀရၟࡢࡑࠊ౯᱁ࠊ㸧➼ࠖࢫ࣮ࣆࣥ࣡ࠕ㸦ྡ࣮ࣜࢦࢸ࢝ရၟࠊࢀࡽࡆୖࡾ

ㄅྠࡣࢀࡀ࡞ࡢ三ᒙ➨ࡽᒙ୍➨ࡢࡇࠋࡃ⥆ྡࡢᗑࡿࡁ࡛ p.48㸦≉㞟グ

ඛ㢌ࡢぢ㛤ࡁ 2 p.48ࠊࢀࡉᢎ⥅㸧ࢪ࣮࣌ࡃ⥆ࢪ࣮࣌ ᥖ㍕ࡢ F グࡣ➨

ᒙࡢᑠぢฟࡽࡋ࠸ᥦࡀ㛤ࠋྠࡿ࠸࡚ࢀࡉ ᵝࡢグᵓᡂࡣ pp.49-55 

 ࠋࡿ࠸࡚ࢀࡉ⏝᥇ࡶ࡚࠸࠾
ࡣᵓᡂࡢ⩌ᥦᆺグ࠸ࡢࡇ 3 ㄅࡢ≉㞟グࠊJJ㸦pp.43-74㸧ࠊVivi

㸦pp.31-62)ࠊRay㸦pp.44-76)࡛ࡢࡇࠋࡿ࠸࡚ࢀࡽ࠸⏝ࡶ 3 ㄅࡢ≉㞟ྕึ᭱ࡢ

⾲ࢆศᯒ⤖ᯝࡢ࡛ࡲ三ᒙ➨ࡽᒙ୍➨ࡢ 2  ࠋ࠸ࡓ࠸ཧ↷㢪࡛ࡢࡿ࠸࡚ࡵࡲ

⾲ 2㸬 3ㄅࡢ࠸ᥦᆺグࡢ➨୍ᒙࡽ三ᒙࡢ࡛ࡲᵓ㐀 

 JJ㸦pp.43-44㸧 Vivi㸦pp.32-34㸧 Ray㸦pp.44-46) 

➨୍ᒙ 

㹙࠸ඹ᭷㹛ࣝࣗࢪ࢝

ኟ᭹ࡵ࠸ࢀࡁࠕࡢࡕ⫱  ࠖ
㹙࠸ᥦ♧㹛ኟࠊὶ⾜ࡗ

ࢃࡿࡲࡀࡢࡶࡿ࠸࡚

᭹⚾ࣝࣜࡢ࡞ࢇࡳĵࡾ
SHOW 

㹙࠸ඹ᭷㹛┿ኟࡢ

ࡋឡ”╔ᅇྍࣥࣗ࢟“

 אࣝࢺࢵࣟࢫࣝࣇ

➨ᒙ 
㹙࠸ඹ᭷㹛“࠸࠸ዪ࡞”
௦⾲ㄞ⪅ࡢኟ᭹ࢀࡁࠕࡣ

 ࢻ࣮࣮࣡࢟ࡀࠖࡵ࠸

㹙ேࡢᥦ♧㹛▼ཎࡳࡉ

  ࢇࡉ
 ࡕ࠸ࠊࡿ࠸࠵ࡩ

㹙ࡢ࠸ඹ᭷㹛ࡳ࠸

ᅇ╔ࢳࢵࢫࡢࢇࡎ

ࡋ 60 days 

 
  ኟࢸࣟࣅ࣊ࡢ᭹ 10

㹙୰㛫ᒙ㹛 

➨ᒙ

⿵㊊ㄝ

᫂ 

ࡷࡋ࠾ࠊࡣኟࡿ࡞╔ⷧ

ࡀࡁᘬ⥺ࡢࡁᡭᢤࢀ

㞴ࡿ࡞ࡃࡋᏘ⠇࠾ࡿࡺࠋ

ࠊࡅࡔὶ⾜୰ࡀࢀࡷࡋ

 Ǝࢡࣛࠦ

࢛ࣇࡃࡱࡗேࠕ

 ࠖࢻ࣮࣮࣡࢟ࡀ࣐࣮ࣝ
UV ࣮࢝ࡢ⣲ᮦࢣ

ࡍࡸࡋᗘㄪ⠇ ࡸࢹ

ࣈࣥࢩ࡞ࢶࣕࢩ࠸

ࣝ but ᶵ⬟ⓗ࡞

ࣉࢵࣥࣛࢆ࣒ࢸ
… 

┿ ᭷ ᭷ ᭷ 

➨三ᒙ 

㹙ၟရᒓᛶゎㄝ㹛ࣥ࣋

ࢳ࢘࢞ࡣ᪥ࡢྖࡢࢺ

ࠋࡃࡍࡸࡁື࡛ࢶࣥࣃࣙ

㹙ၟရヲ⣽㹛Tops:Pulette 
Pants: Stunning Lure Bag: 
Furla Pumps:VII XII 
XXX 

㹙ၟရᒓᛶゎㄝ㹛ࡳࣞࢪ

࣒ࢸࡢ㛗⦪࡞࠸ࡓ

࡛ࡅࡔࢀࡑࠊࡿࢀධࢆ

ேࡃࡱࡗぢࠊ࡛ࡢࡿ࠼

㊊ඖࢧ࡞ࣝࣗࢪ࢝ࢆ

࠸ࢃࡶ࡚ࡋࣝࢲࣥ

㹙ၟရヲ⣽㹛…ࠋࡡࡍ࡛࠸

㹺㻃34000ࢪࣞࢢࣥࣟ
㸦WON HUNDRED㸧… 

㹙ࣥࣙࢪ࣮ࢣ࢜ᥦ

♧㹛ᛴ࡞ே࡛᫂᪥

ࢨࢹࡢࢀࡀࡇ࠶ࡽ

ࡇࡿࡍື␗ㄢࣥ

㹙ၟရヲ⣽㹛…

6.900࣮ࣇ࣮ࣟ 

㸩⛯/RANDA㹙ၟရ

ᒓᛶゎㄝ㹛⣽ࣛࢺࢫ

ࠊ࡛ࢶࣥࣃࡢࣉ

㊊㛗ࡶ㠐࡛ࡇࢇࡓ

 ࠋ
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ࡿࡍᙧᡂࢆ୰㛫ᒙ࡚ࡋᤄධࢆࡋᑠぢฟࡽࡉ㛫ࡢ三ᒙ➨ᒙ➨ࠊ࠾࡞

ሙྜ࡛ࡢࡿ࠶ࡶࡅຍࠋࡃ࠾࡚࠼ 
࡛ࣥࣙࢩࢡࢭࡢḟࠊࡀࡓࡳヨࢆᐃྠࡢᵓ㐀ࢺࢫࢡࢸࡢ✀㢮࡛ࡲࡇࡇ࡚ࡉ

ྰࡢࡶࡓࢀࡉ㐀ୗࡢࣥࣙࢪࣅࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡀᵓ㐀ࡢࡘࡢࡇࡣ

 ࠋࡿࡳ࡚ࡌ論࡚࠸ࡘ
 
 㛵ಀࡢࣥࣙࢪࣅᵓ㐀ࢺࢫࢡࢸ .3.3.3

ᵓ㐀ࡀ㞧ㄅయࠊࢀ࠶࡛ࡢࡶࡢ࠸ᥦᆺグ⩌ࢺࢫࢡࢸࠊࢀ࠶࡛ࢀࡑࡢ

⏕ᡂ⪅ࡢグ᠈ࡢ୰知㆑ࡢࡑ࡚ࡋᵓ㐀㸦ࡳ⏕ࢆࢀࡑࡣ࠸ࡿ࠶ฟࡍ知㆑㸧ࡀ

ࡔ࠸࡞ࡁ࡛ࡣࡇࡿࡍ⌧ල୰ࢺࢫࢡࢸࢆࢀࡑࡣ⪅ᡂ⏕ࢺࢫࢡࢸࡤࢀࡅ࡞

࣮࢟ࢫࡿࡍ㛵ᵓ㐀ࡢ✀ࡽࢀࡇグ᠈୰ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࠊࡾࡲࡘࠋ࠺ࢁ

ࡽࢀࡇࠊ࡛ୖࡢࡑࠋࡿ࠶࡛ࡇ࠺࠸ࡿ࠶ࡀᚲせࡿ࡚❧ࢆ௬ㄝࡿ࠶ࡀ࣐

ࡽࢀࡇࠊࡿ࠼⪄ࢆ㛵ಀࡢࣥࣙࢪࣅࡢ⪅ᡂ⏕ࢺࢫࢡࢸᵓ㐀ࢺࢫࢡࢸࡢ✀

✀ࢺࢫࢡࢸࡢᵓ㐀ࡀࣥࣙࢪࣅࡣᏑᅾࡿࡍព㆑ෆࢫࢡࢸࠊࢀࡽ࠼⪄ࡿ࠶

ࢺࢫࢡࢸࠊ࡛⬟ྍࡀࡇࡿ࠼⪄ࡓࢀࡽ࠸⏝ࡵࡓࡢฟ⾲ࣥࣙࢪࣅࡣᵓ㐀ࢺ

ᵓ㐀ࢺࢫࢡࢸࡀ⏕ᡂ㐣⛬ࡢෆࡿ࠶ᙇࡣࡇࡿࡍጇᙜᛶࡇࡿ࠶ࡀ

 ࠋࡿ࡞
ࡣ࡛ࢀࡑ Halliday ࡿ࠶እࡢ⛬ᡂ㐣⏕ࢺࢫࢡࢸࡣᵓ㐀ࢺࢫࢡࢸࠊᙇࡢ

 ࠋ࠺ࢁࡔࡢ࡞ࡾㄗࡣࡢ࠺࠸
ࠊࡿ࠸࡚ࡋ⏝ࢆグ⩌ᵓ㐀ࡌྠࡧ㞧ㄅᵓ㐀ཬࡌྠࡀ㉥文Ꮠ㞧ㄅࠊࡎࡲ

ព⾲✵㛫ࡢࡵࡓࡢᥦ࠸ࡿࡼ㉥文Ꮠ㞧ㄅࠊࡣᵓ㐀ࢺࢫࢡࢸࡢ✀ࡢࡇ

ࡍᐃࡿ࠶ᵓ㐀࡛ࢺࢫࢡࢸࡿ࠸࡚ࢀࡉᙜ↛どࡀࡇࡿࢀࡉ⏝ࠊࡣ࡚࠸࠾

ࣂ㞧ㄅ㸦ࡢ㐣ཤࡣ㞧ㄅ⦅㞟⌧ሙࠊ࡚ࡗࡓᙜ㞧ㄅ⦅㞟ࠊࡓࡲࠋࡿࡁ࡛ࡀࡇࡿ

ࡃ㞴ീࡶࡇࡿ࠶ᡂ✵㛫࡛⏕ࢺࢫࢡࢸࡿࡁ࡛ࢫࢭࢡ㸧࣮ࣂࣥࢼࢡࢵ

ཧࡎ࠼⤯ࢆࡽࢀࡑࠋࡿ࠶᭩࡛ࡢグ㘓ࡢᵓ㐀ࢺࢫࢡࢸࡣ࣮ࣂࣥࢼࢡࢵࣂࠋ࠸࡞

ࢡࢸ࡚ࡋグ㘓ࡣᵓ㐀ࢺࢫࢡࢸࡢ✀ࡓᮏ✏࡛ぢࠊࡽ࡞ࡿࡍࡿ࠸࡚ࡋ⪄

ᡂ⏕ࢺࢫࢡࢸࠊࡾ࠶እ㸧ࡢព㆑ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡣ࠸ࡿ࠶እ㸦ࡢᡂ⏕ࢺࢫ

ࡘ❧ࡾᙜ↛ᡂࡶゎ㔘ࡢࡿ࠶࡛ࡢࡶࡿ࠼ࢆไ㝈࠸ᙉฟ⾲ࣥࣙࢪࣅࡢ⪅

ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡀ㸧࣐࣮࢟ࢫሗ㸦ࡢᵓ㐀ࢺࢫࢡࢸࡢࡑ௬ࠊࡾ࡞ࡇ

グ᠈ࡢෆࡢࡑࠊࡶ࡚ࡋࡓࡗ࠶࡛ࡢࡶࡿ࠶⏝ࡀᐇୖᙉไⓗ࡛ࠊࡤࢀ࠶

Halliday ὶࢺࢫࢡࢸࠊࡢᵓ㐀ࢺࢫࢡࢸࡣ⏕ᡂࡢእ࠺࠸ࠊࡿ࠶ᙇࡶᐈ

ほⓗྜ⌮ᛶࠋ࠺ࢁࡔࡿ࡞ࡇࡿ࠶ࡀ 
࣐࣮࢟ࢫグ᠈୰ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡀࢀࡑࡣᵓ㐀ࢺࢫࢡࢸࠋ࠺ࡼࡵࡲ

ࠊࡽࡀ࡞ࡋࡋࠋࡿ࠶࡛ࡁ࠺ゝࡓࡁฟ࡛⾲ࡀࢀࡑࡑࡇࡤࢀ࠸࡚ࡋᏑᅾ࡚ࡋ

࠶㑅ᢥ࡛࡞↛⮬ࡀ⏝ࡢࡑࠊࢀࡽ࠸⏝࡚࠸࠾ᙜヱព⾲✵㛫ࡀᵓ㐀ࢺࢫࢡࢸ

ࢸࠊሙྜࡿࡍᏑᅾព⾲✵㛫ࡢࡑࡀグ㘓ࡢᵓ㐀ࢺࢫࢡࢸࡢࡑࠊࢀࡽ࠼⪄ࡿ

 ࠋ࠸࡞ࡣၥ㢟ࡣࡇࡿࡍゎ㔘ࡿ࠶እࡢ⛬ᡂ㐣⏕ࢺࢫࢡࢸࡣᵓ㐀ࢺࢫࢡ
 
 ࣮ࢠࣟ࢜ࢹࣥࣙࢪࣅ .3.4

㛫㐪ࡣࡇࡿ࠶࡛ࡢࡶࡿࢀࡉฟࡳ⏕ࢀࡽࡅᶵ࡙ືఱࡣᡂ⏕ࢺࢫࢡࢸ

ࡋᐃࢆ࣮ࢠࣟ࢜ࢹ࡚ࡋᶵືࡢࡑࡣMartin㸦1985, 1992㸧ࠋ࠺ࢁࡔ࠸࡞࠸
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ಙࡢ⪅ᡂ⏕ࢺࢫࢡࢸⓎヰືᶵࡢᶒຊᚿྥࠊࡣෆᐜࡢ࣮ࢠࣟ࢜ࢹࡢࡑࠋࡓ

᮲1997ࠋࡓࡗ࠶࡛࣒ࢸࢫࢩ ᖺ Martin ࠋ࠺ࡲࡋᤞ࡚࡚ࡁྥ⾲ࢆ࣮ࢠࣟ࢜ࢹࡣ

Ⓨゝືࡢᶒຊᚿྥ࠺そࢆᙜヱ♫ࡀಶேⓗಙ᮲ࡣཎᅉࡢᲠ◚࣮ࢠࣟ࢜ࢹ

ᶵࠋࡿࡼࡇࡓࡗࡲࡋ࡚࠼⪄ࡌྠඛ㏙ࡢ㏻ࡣ࣮ࢠࣟ࢜ࢹࠊࡾ Martin 
& Rose㸦2003㸧࡛άࠋࡿࡍάᚋ࣮ࢠࣟ࢜ࢹࡿࡼࣥࢸ࣮࣐ᐃ⩏ࡣ

2010ࠊࡾ࡞㞧ᢕࡾ࡞ ᖺࡢࢁࡈ Martin ᑐேࡢᐃ≉ࡣ⩏ᐃ࣮ࢠࣟ࢜ࢹࡢ

㛵ಀࢆල⌧ࡿࡍᛮ⪃ἲᵝኚࠋ࠺ࡲࡋ࡚ࡋࡾࢃ㸦ヲࡣࡃࡋ南里㹙㏆ห㹛ࢆཧ

ࡀEagleton㸦1991: 7㸧ࠋ࠺ࢁࡔࡢࡿࢃࡀᐃ⩏࡛ఱࡢࡇࠊࡋࡋ㸧ࠋࡇࡢ↷

➼ಙ᮲ࡸ౯್࠸࡞ࡢࡾࢃ㛵ᶒຊࢆ࣮ࢠࣟ࢜ࢹࠋࡿ࠸࡚㏙࠺ࡇ࡚ࡘ

౯࡛࠺࠸࣮ࢠࣟ࢜ࢹࠊ࠺ࡲࡋ࡚ࡋࡿ࠶ゝⴥࢆ࠺ព࡚ࡗ࡞ࡃ࡞ࡀ

ᛮ⪃ἲ㸦Martinࡿࡍ⌧ලࢆᑐே㛵ಀࡢᐃ≉ࡣࢀࡇࠋࠊ࠺ࡲࡋ ࢹࡢ㏆᭱ࡢ

 ࠋࡔࡇࡿ࠼ゝࡶ࡚࠸ࡘᐃ⩏㸧࣮ࢠࣟ࢜
ࢠࣟ࢜ࢹࡢࡳࡽࡀᶒຊࠋࡢ࠸࠸ࡽࡓࡋ⩏ᐃ࠺ࡣ࣮ࢠࣟ࢜ࢹࠊࡣ࡛

࣮ᐃ⩏ࡣ㨩ຊⓗ࡛ࠋࡿ࠶ࡣMartin㸦1985㸧ࡀゝ࣮ࢠࣟ࢜ࢹ࠺ࡼࡓ࠸࡚ࡗ

ࡋࡑࠋ࠸࡞ࢀࡋࡶࡢࡶࡁࡿࢀࡉព⾲ฟάືࡢᶒຊᚿྥࡣࡎࡲࡣ

 ,㸦Marin࠸࡞ࢀࡋࡶࡿ࠶ࡶᚲせࡿ࠸࡚ࡗ≻ࢆぞᶒ࡚࠸࠾ព⾲✵㛫ࠊ࡚
1992: 574㸧ࠊࡋࡋࠋ南里㸦㏆ห㸧ࡣᶒຊࡸぞᶒ≺࣮ࢠࣟ࢜ࢹࡣ࠸ᐃ⩏

南里㸦㏆ห㸧ࠋࡿ࠸࡚ࡅࡆᢞࢆၥ࠸࡞ࡣ࡛ࡢ࠸࡞ࡣⓗ࡛⩏୍➨࡚࠸࠾

୰ࡢ⩏ᐃ࣮ࢠࣟ࢜ࢹࡀࠖࡇࡿࡏࡽ⿕ࢆ┈ᙜ⪅ࠕࠊࡤࢀࡼ

᰾ᤣࠕࡢࡇࠋ࠺࠸ࡔࡁࡿࢀࡽ࠼⪅ᙜ┈ࠖࡇࡿࡏࡽ⿕ࢆ

࣮ࢠࣟ࢜ࢹࡾࡼࡣࢀࡑ࠺⾜ࡤ࠼⾜࡚ࡗᣢࢆᶒຊࡀ⪅ᡂ⏕ࢺࢫࢡࢸࢆ

㏻ࡢḟࡣ⩏ᐃ࣮ࢠࣟ࢜ࢹࡢ南里㸦㏆ห㸧ࠋࡿ࠸࡚࠸ㄝࡿࢀࡉㄆ㆑࡚ࡋ

 ࠋࡔࡾ
 
ࡗἢಙ᮲ࡢࡑࠊࡾ࠶ಙ᮲࡛࡞⬟ྍࡀࡇࡿ࠼ࡁ᭩㝞㏙ࡢࡘࡃ࠸

ᙜ࡚ࡗࡼ⌧ᐇࡢⅭ⾜ࡿࡍ᥎ዡࡀ㝞㏙ࡢࡑࠊࡣ࠸ࡿ࠶ࠊ♧ᥦࡢ㝞㏙ࡓ

࣮ࢠࣟ࢜ࢹࢆಙ᮲࡞࠺ࡼࡢࡇࠊሙྜࡿࢀࡉฟࡳ⏕ࡀ⪅ࡿ⿕ࢆ┈

 ࠋࡿ࠶࡛ࡁࡪ
 
ࠋ࠸࡞ࡁ࡛ࡣࡇࡴ㎸ࡳ⤌ࣝࢹᡂࣔ⏕ࢺࢫࢡࢸࡲࡲࡢࡑࢆ⩏ᐃࡢࡇࠊࡔࡓ

࡚ࡗࡼ⪅ࡿࡍほᐹࢆ⪅ᡂ⏕ࢺࢫࢡࢸࡣᐃุ࣮ࢠࣟ࢜ࢹࡢグୖࠊࡽ࡞ࡐ࡞

ࢸࡣᏑᅾࡢ࣮ࢠࣟ࢜ࢹ࡞࠺ࡼࡢグୖࠋࡿ࠶࡛ࡽࡔࡢࡶࡁࡿࢀࡉ࡞ࡳࡢ

࠶ࡀሙྜ࠸࡞ࡶᅾព㆑୰₯ࠊࡎࡽ࠾࡚ࢀࡉព㆑ࡃ࡚ࡗࡼ⪅ᡂ⏕ࢺࢫࢡ

ࢺࣥࢿ࣮࣏ࣥࢥᚲ㡲ࡢࣝࢹᡂࣔ⏕ࢺࢫࢡࢸࢆࡢࡶࡓࡗ࠸࠺ࡑࠋ࠺ࢁࡔࡿ࠺ࡾ

࣮ࢠࣟ࢜ࢹࡓࢀࡉ⩏ᐃグୖࠊࡣ࡛ࠋ࠸࡞ࡁ࡛ࡣࡇࡿࢀධࡳ⤌࡚ࡋ

௦ࠊ࡛ࡢࡶࡿࢃᚲ㡲ࢺࢫࢡࢸ࡚ࡋࢺࣥࢿ࣮࣏ࣥࢥ⏕ᡂࣔࡳ⤌ࣝࢹධࡽࢀ

ࢵࣞࣉࣥࢥ➼ຎࠕࡢᚰ⌮Ꮫ࣮ࣛࢻࡣ࡛✏ᮏࠋ࠺ࢁࡔࡿ࠶ࡀࡢࡶࡿࢀ

ຎ➼ឤࠋ55㸧-45 :2001 ,ࢫ࣮࢝ࣛࢻ㸦࠺ࡇ࠾࡚ࡵࡃ࠾࡚ࡆᣲࢆࠖࢫࢡ

㔜ࢆⅬࡓࡋᣦࡿ࡞࠸⯙ࡿ࡞ࣈࢩࢵࣞࢢࡢ⪅ࡀൾ⿵ࡢ㐣ᗘࡢ

どࡢ࡚ࡋᥦ࡛ࢺࢫࢡࢸࠋࡿ࠶⏕ᡂࣔࣝࢹᵓ⠏࣮ࣛࢻࡿࡅ࠾ᚰ⌮Ꮫࡢ

 ࠋ࠺ᛮ࠸ࡓࡌ論࡛✏ูࡓࡲࡣ⏝
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ࡿ࠶ⓗ࡛࣮ࢠࣟ࢜ࢹࡀࡢࡿࡏࡽ⿕ࢆ┈ᙜ࡚ࡋᑐ⪅ࠊ࡚ࡉ

ࠊࡽ࡞࠸࡞࡛ࡢࡿ࠸࡚ࡅᶵ࡙ືࢆᡂ⏕ࢺࢫࢡࢸࡶࡘ࠸ࡀ⪄ᛮ࡞࠺ࡼࡢࡑࠊ࡚ࡋ

ᮏ✏࡛ᥦࢺࢫࢡࢸࢆࣥࣙࢪࣅࡓࡋ⏕ᡂࡢᚲ㡲࡚ࡋࢺࣥࢿ࣮࣏ࣥࢥࡢタ

ᐃྜࡣࡢࡿࡍ⌮ᛶࠋࡿࢀࡽ࠼⪄ࡿ࠶ࡀ 
ඛࡢ CanCamࡕ❧ࣥࣙࢪࣅࡢ㏉ࠊࡤࢀ20ࠕࠊࡤ࠼ ௦࣭ാࡁዪᏊࡢどⅬ

࡚ࡗ❧ Japanese ࡢࡇࠊࡀࡿ࠶࡛ࣥࣙࢪࣅࡣࡢ࠺࠸ࠖࡿࢆ࠸࠸࠸ࢃ

ࡿ࠶࡛ࣥࣙࢪࣅࡢⓗ┠ࡀࡇࡍฟࡳ⏕ࢆேࡿ⿕ࢆ┈ᙜࡣࣥࣙࢪࣅ

⪅三➨௬ࠊሙྜࡢ⪅ᚋࠋ࠸࡞ࢀࡋࡶ࠸࡞࡛࠺ࡑࠊࡋࡋࠋ࠸࡞ࢀࡋࡶ

ⓗ࡛ࠖ┠ࡍฟࡳ⏕ࢆேࡿ⿕ࢆ┈ᙜࠕࡀ CanCamࡀ࠸グ⩌ࢆ⦅㞟

ࡣ⪅㞟⦆ࢆពᅗ࡞࠺ࡼࡢࡑࠊ࡚ࡋ論⌮ⓗྍ⬟ᛶࠊࡶ࡚ࡋࡓࡋᙇࡓࡋ

ࡃᣢ࠺࠸ࡓࡗ࡞࠸ࡣ࡚ࡗሙྜࡶᙜ↛ࠋࡿ࠶࡛ࡢࡿ࠺ࡾ࠶⌧ᐇⓗᑐ⟇

ࢸࠊᚋࡢࡑࠊ࡚࠸࠾࡚ࡵㄆࢆᏑᅾࡢࣥࣙࢪࣅ࠸࡞ⓗ࡛࣮ࢠࣟ࢜ࢹࠊࡣ࡚ࡋ

ࡿࡍウ᳨ࢆྰࡿ࠶ⓗ࡛࣮ࢠࣟ࢜ࢹࡀᶵືࡿ࠶ᚋ⫼ࡢᡂ⏕ࢺࢫࢡ

 ࠋ࠺ࢁࡔࢺࢫ࣋ࡀࡢࡿࢆᡭἲ࠺࠸
 
4. ⤖論 

Halliday㸦1978㸧ࡀ㸦እ⏺ࡢ㸧ฟ᮶ࢺࢫࢡࢸࡀࡿࢀࡉ論ࠊࡁࡿࡌ

ࢡࢸࡃᇶ࡙࣐࣮࢟ࢫࡢグ᠈୰ࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡽࡀ࡞ࡇࡢ↛ᙜࠊࡣࢀࡑ

ࡢࡑࠊࡀࡔࠋࡿ࠶࡛ࡎࡣࡿ࠶ゝཬ࡛ࡢᡂ⏕ࢺࢫ Halliday ᡂ⏕ࢺࢫࢡࢸࡣ

᪉୍ࡢࡑࠋࡿ࡞ࡇ࠸࡞ࡽ࡞ࡤࢀࡅ࡞ࡋᐜㄆࢆᏑᅾࡢ⏝ᚰ⌮ⓗసࡿࡅ࠾

ࢆᵓ㐀ࢺࢫࢡࢸࡓࢀࡉᡂ⏕ᐇ㝿࡚࠸࠾ព⾲✵㛫ࡀHalliday㸦1978㸧ࠊ࡛

グ㘓ࡢᏑᅾࡢࡑࠊࡧࡼ࠾ࠊᏑᅾࢆ知ࡿ࠸࡚ࡗከᩘࢺࢫࢡࢸࡢ⏕ᡂ⪅ࡢⓎゝࡢ

Ꮡᅾゝཬࢺࢫࢡࢸࠊࡤࢀࡍࡓ࠸࡚ࡋᵓ㐀ࢺࢫࢡࢸࡣ⏕ᡂࡢእᏑᅾࡿࡍ

࠺࠸ Halliday  ࠋࡿ࠶࡛ࡢࡶࡿࡁ⣡ᚓ࡛༑ศࡣᙇࡢ
⛬ᡂ㐣⏕ࢺࢫࢡࢸࠊࢀ࠶ఱ࡛ࡀ⩏ᐃࡢࡑࠊࡤ࠼ゝ࡚࠸ࡘ࣮ࢠࣟ࢜ࢹ

ᚲ㡲ࡳ⤌࡚ࡋࢺࣥࢿ࣮࣏ࣥࢥࡢධࣟ࢜ࢹࡶࡑࡶࡑࠋ࠸࡞ࡁ࡛ࡣࡇࡿࢀ

ࡢᚲ㡲ࡶព࡛ࡢࡑࠊࡾ࠶ほᐹ⤖ᯝ࡛ࡢ⪅三➨ࡿࡍゎ㔘ࢆࢺࢫࢡࢸࡣ࣮ࢠ

ࢺࢫࢡࢸࠊࡽࡀ࡞ࡋࡋࠋ࠸࡞ࡁ࡛ࡣࡇࡿࢀධࡳ⤌࡚ࡋࢺࣥࢿ࣮࣏ࣥࢥ

⏕ᡂືࡢᶵࡣᚲせ࡛ࠋ࠺ࢁ࠶ᮏ✏࡛ືࡢࡑࡀࣥࣙࢪࣅࡣᶵ㐺௵࡛࠸࡞ࡣ

 ࠋ࠸ࡓࡋㄢ㢟ࡢᚋࡣ論⌮ⓗ᳨ウ࠸⣽ࠋࡓࡋ၀♧
 
 
ト 
1  ᮏ✏࡛ࢺࢫࢡࢸࡣ⏕ᡂ୪ࢺࢫࢡࢸࡧᾘ㈝ࡿ࠸࡚ࢀࢃ⾜ࡀ✵㛫ࠕࢆព⾲ฟ✵

㛫ࠖࠋࡿࡍࡇࡪព⾲✵㛫ࡢヲ࠸ࡋᐃ⩏ࡣ࡚࠸ࡘ南里㸦2014, 2015㸧ࢆ

ཧ↷ࠋࡋࡓࢀࡉ 
2 ᮏ✏࡛ࢺࢫࢡࢸࢆࠖࣥࣙࢪࣅࠕࡣ⏕ᡂᙜ࡚ࡗࡓ┠ᣦ࠺࠸ࡢࡶࡍពྜ࡛࠸⏝

 ࠋࡿࡍࡇࡿ࠸
ࡣ࠸ࡿ࠶ᵓ㐀㸦ࢺࢫࢡࢸ  3 CoS㸧ࢺࢫࢡࢸࡀ⏕ᡂࡢෆእ࠺࠸㆟論ࡣ♫Ꮫⓗ

ࡉ࡞࡚ࡗࡼಶேࡢᐃ≉ࡣᡂ⏕ࢺࢫࢡࢸࠊࡽ࡞ࡐ࡞ࠋ࠸࡞ࡉ࡞ࢆពࡿ࠼⪄

࠸࡞࠼ࡾ࠶ࡣࡇࡿࡍᡂ⏕ࢆࢺࢫࢡࢸࡀ⮬య♫࡞㞟ྜⓗࠊࡎࡽ࡞ࡤࢀࡅ࡞ࢀ

✏ᮏ࡛ࡇࡑ㸧ࠊࡀࡔࡢࡿධ㡿ᇦࡢㄆ知ᚰ⌮Ꮫᚲ↛ⓗࡣ㆟論࡛ࡇࡑ㸦ࠋࡿ࠶࡛ࡽ
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ࡉᵓ㐀ࢀࡉᢞᑕ㞧ㄅㄅ㠃ࡀࣥࣙࢪࣅࡢ⪅ᡂ⏕ࢺࢫࢡࢸࢆᡂ⏕ࢺࢫࢡࢸࡣ࡛

ෆࡢ⪅ᡂ⏕ࢺࢫࢡࢸࡀᵓ㐀ࢺࢫࢡࢸ࡛⛬㐣ࡢࡑࠊࡋࡇࡿ࠼ᤊࢫࢭࣟࣉࡿࢀ

 ࠋࡿࡍࡇ࠺⾜ࢆ㆟論࠺࠸ࡿ࠶⏺እࡿ࠶⏺
4.  ᮏ✏࡛ၟࣥࣙࢩࢵࣇࡣရࠊࢫࢡࢵࢯࠊࢫ࣒ࢺ࣎ࠊࢺࣝ࣋ࠊࢫࣉࢵࢺࠊ࣮ࢱ࢘ࢆ

㠐ࠊཬࢆ࣮ࣜࢧࢭࢡࡧᣦࡣ࣮ࣜࢧࢭࢡࠋࡿࡍࡢࡶࡍḟࢆࡢࡶࡢᣦࡢࡶࡍ

ࣛࢢࣥࢧࠊ㙾║ࠊࢻࣥࣂ࣊ࠊࢱࢵࣞࣂࠊࣥࣆ࣊ࠊࣕࢩ࣮ࣗࢳ࢝ࠊᖗᏊࠋࡿࡍ

ࠊࢢࢵࣂࠊࣝࢢࣥࣂࠊࢺࢵࣞࢫࣞࣈࠊィࠊࢫࣞࢡࢵࢿࠊࢫࣆࠊࢢࣥࣜࣖࠊࢫ

ᣦ㍯ୖࠋグ௨እࡃ࠾➼ࢢࣥࣅࣜࡢ㣭ࠊ≀ࡾᐙලࠊ㣗ჾࡣᮏ✏࡛࡚ࡵࡲࡣᑠ≀

 ࠋࡿࡍࡇࡿࡍศ㢮࡚ࡋ
5.  ⤫ィฎ⌮1ࠊࡣ ࢪ࣮࣌ 1 ✀㢮ࡢグࡢཎ๎࡛⾜1ࠋࡓࢀࢃ ࡑࡣࡓࡲࡘࢪ࣮࣌

グࡿ࠸࡚ࡵ༨ࢆ✚㠃ࡢࡃከࡶ᭱ࡕ࠺ࡢグࡢࡑࠊሙྜࡿ࠶ࡀグࡢ㢮✀ࡢ௨ୖࢀ

ࡢࢪ࣮࣌ࡢࡑࡆୖࡾྲྀࢆグࠋࡓࡋ 
ࢺ࣮ࣜࢺࢫࡃ࡞ࡣ࡛ࡅࡔ㉥文Ꮠㄅࡓࡆୖࡾྲྀ࡛✏ᮏࡣࠖ࠸༨ࠕࠖࢺࢫ༠ຊᗑࣜࠕ .6

⣔ࣥࣙࢩࢵࣇㄅࡶ࡞ᥖ㍕ࠊࡾ࠾࡚ࢀࡉ᪥ᮏࡢዪᛶࣥࣙࢩࢵࣇㄅࡢ≉ᚩࢆ

 ࠋࡓࡳ࡚࠼ຍࢆ⣬ࠖ⾲ࠕࢀࡇࠊࡆୖࡾྲྀ࡚ࡋࡢࡶࡍ࡞
7 ぢฟࡿ࠸࡚ࢀࡽ࠸⏝ࡋ୰ᚰㄒࠊࡀᥦ࣭ᥦฟ࣭⤂ࢆពྡࡿࡍモ㸦ࠊࡤ࠼

ぢᮏࠕ showࠕࠖ ࣉࢵࢬ࣮ࣟࢡࠕࠖ 㸧ࠖࠊࡣࡓࡲ㔜せᗘࡀ㧗ࢆࡇ࠸ព୍ࡿࡍ⯡

ᛶࡢ㧗ྡ࠸モ㸦ࢻ࣮࣮࣡࢟ࠕࠊࡤ࠼ OOTDࠕࠖ 㸧࡛ࠖල⌧ࡿ࠸࡚ࢀࡉሙྜࡢࡑࠊぢ

ฟࠕࡣࡋᥦ㛤ጞࡢᥦ♧ࠖࡢᶵ⬟ࢆᣢࡘศ㢮ࠋࡓࡋ 
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第23回日本機能言語学会秋期大会プログラム 
 
ᮇ㸸2015ᖺ10᭶10᪥㸦ᅵ㸧㹼 10᭶11᪥㸦᪥㸧    
ሙ㸸⋢川Ꮫ 
 

10 ᭶ 10 日㸦ᅵ㸧 
13:00 – 13:40  ཷ   

 

13:40 – 13:55  㛤ࡢ㎡  ➨1ᐊ  ᪥ᮏᶵ⬟ゝㄒᏛ㛗: 㱟ᇛṇ᫂㸦ྠᚿ♫大学㸧 

 

14:00 – 14:40 ◊✲Ⓨ⾲1 ͒  
 ➨1ᐊ ྖ: David Dykes㸦ᅄ᪥ᕷᏛ㸧 

 ᪩ᕝ ▱Ụ㸦ྡྂᒇⱁ⾡大学㸧[Ⓨ⾲ゝㄒ: ᪥ᮏㄒ] 

 ࠖࡿࡍ⤮ࢆ文ࡢព㸸⤮ᮏࡿࡏ⾲文࡛ࠊពࡿࡏ⾲࡛⤮ࠕ 

 

 ➨2ᐊ ྖ: 南里敬三㸦ศᏛ㸧 

 ✄Ꮚࡳࡺ࠶㸦࣮ࢽࢻࢩᕤ⛉大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 
‘Coupling Values with Plutonium: Bonding Orientations on Twitter in the Time of 
Nuclear Crisis’ 

 

14:45 – 15:25  ◊✲Ⓨ⾲2    
 ➨1ᐊ ྖ: David Dykes㸦ᅄ᪥ᕷᏛ㸧  

 Patrick Kiernan㸦᫂大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 
 ‘A Systemic Approach to Multimodal Characterization in Manga’ 
 

15:25 – 15:40  ఇ᠁   

 

15:40 – 16:20  ◊✲Ⓨ⾲3 ͒  
 ➨1ᐊ ྖ: Virginia Peng㸦❧㤋Ꮫ㸧 

 Ming-chia Lin㸦National Academy for Educational Research㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 
 ‘Authorial stance on the move: Published and L2 learners’ research abstracts in applied  
 linguistics’ 
 
16:25 – 17:05  ◊✲Ⓨ⾲4 ͒  
 ➨1ᐊ ྖ: బࠎᮌ┿㸦ឡ知Ꮫ㝔Ꮫ㸧 

 ಖ⏣ᖾᏊ㸦ᕞ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 
‘Systemic Functional approaches to second language acquisition: Toward a 
reconceptualization of written language development’ 
 

17:05 – 17:20  ఇ᠁   

 

17:20 – 18:00  ⥲ ➨1ᐊ  ྖ: 㣤ᮧ㱟୍㸦⋢ᕝ大学㸧 

 

18:30 – 20:30  ᠓ぶ ࠕᅵ㢼⅔ࠖ㸦⏫⏣すཱྀᗑ㸧㸦㈝㸸5,000㸧 
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10 ᭶ 11 日㸦日㸧 
9:30 – 10:00 ཷ   

10:00 – 10:40  ◊✲Ⓨ⾲1    
 ➨1ᐊ ྖ: ゅᒸ㈼୍㸦㱟㇂Ꮫ㸧 
 ᫂▼ᬛᏊ㸦㤶 ⌮ᕤ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 

‘Researching the multimodal representations of the Second World War (WWII) in 
school history textbooks from Japan and Hong Kong (China)’ 
 

 ➨2ᐊ ྖ:ᑠᯘ୍㑻㸦࠾ⲔࡢỈዪᏊᏛ㸧 

 HE Qiuping㸦㤶 ⌮ᕤ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 

 ‘Towards multisemiotic literacy: Coherencedevicesinexplanation-construction’ 
 

10:45 – 11:25  ◊✲Ⓨ⾲2    
 ➨1ᐊ ྖ: ఀ⸨⣖Ꮚ㸦ྠᚿ♫Ꮫ㸧 

 David Dykes㸦ᅄ日ᕷ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 

 ‘Propositions of risk facing and proposals to run risks’ 
 

11:25 – 11:40 ఇ᠁   

 

11:40 – 12:20  ◊✲Ⓨ⾲3    

 ➨1ᐊ ྖ: ⚟⏣୍㞝㸦᪂₲Ꮫྡᩍᤵ㸧 

 ▼ᕝ ᙲ㸦ୖᬛ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 

 ‘Signalling chunking by means of topic and focus: some patterns of text chunking’ 
 

12:20 – 13:30 㣗 

 

13:30 – 14:10  ◊✲Ⓨ⾲4    
 ➨1ᐊ ྖ: బࠎᮌ┿㸦ឡ知Ꮫ㝔Ꮫ㸧 

 ༡㔛ᩗ୕㸦大ศ大学㸧[Ⓨ⾲ゝㄒ: ᪥ᮏㄒ] 

 ㄢ㢟ࠖࡢࡘࡿࡄࡵࢆ㛵ಀࡢ⪅⏘⏕ࢺࢫࢡࢸᵓ㐀ࢺࢫࢡࢸࠕ 

 

14:10 – 14:25 ఇ᠁   
 

14:25 – 15:35  ≉ูㅮ₇   

 ➨1ᐊ  ྖ会: 㱟ᇛṇ᫂㸦ྠᚿ♫大学㸧͒ 

 Prof. John Maher㸦ᅜ㝿ᇶ╩ᩍ大学㸧[Ⓨ⾲ゝㄒ: ⱥㄒ] 

 ‘Language Revival in the British Isles’ 
 
 
15:35 – 15:45 㛢ࡢ㎡ ➨1ᐊ ᪥ᮏᶵ⬟ゝㄒᏛ㛗㸸ࣥࣃ࣭ࢽࢪ࣮ࣂ㸦❧㤋大学㸧 
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The Program of JASFL 2015 
 
 
Date: October 10th (Saturday) – October 11th (Sunday), 2015    
Venue: Tamagawa University (Tokyo, Japan) 
 
 
Oct. 10th (Saturday) 
13:00 – 13:40  Registration   
13:40 – 13:55  Opening Remarks  Room 1 
 President of JASFL Masa-aki Tatsuki (Doshisha University) 
 
14:00 – 14:40  Paper Session 1    
  Room 1 Chair: David Dykes (Yokkaichi University)  

Chie Hayakawa㸦Nagoya University of Arts㸧[To be presented in Japanese] 
‘Meanings Made by Words and Pictures: Visualize Words in Picturebooks’ 
 
Room 2 Chair: Keizo Nanri㸦Oita University㸧 
Ayumi Inako㸦University of Technology, Sydney㸧[To be presented in English] 
‘Coupling Values with Plutonium: Bonding Orientations on Twitter in the Time of Nuclear 
Crisis’ 
 

14:45 – 15:25  Paper Session 2    
  Room 1 Chair: David Dykes (Yokkaichi University) 

Patrick Kiernan㸦Meiji University㸧[To be presented in English] 
‘A Systemic Approach to Multimodal Characterization in Manga’ 

 
15:25 – 15:40  Coffee Break  
 
15:40 – 16:20  Paper Session 3    

Room 1 Chair: Virginia Peng (Ritsumeikan University) 
Ming-chia Lin㸦National Academy for Educational Research㸧[To be presented in 
English] 
‘Authorial stance on the move: Published and L2 learners’ research abstracts in applied 
linguistics’ 

 
16:25 – 17:05  Paper Session 4    
  Room 1   Chair: Makoto Sasaki (Aichi Gakuin University) 

Sachiko Yasuda㸦Kyushu University㸧[To be presented in English] 
‘Systemic Functional approaches to second language acquisition: Toward a 
reconceptualization of written language development’ 

 
17:05 – 17:20  Coffee Break   
 
17:20 – 18:00  AGM  Room 1  Chair: Ryuichi Iimura (Tamagawa University) 
 
18:30 – 20:30  Tofuro㸦Machida㸧(Participation Fee: 5,000 yen) 
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Oct. 11th (Sunday) 
9:30 – 10:00  Registration   
10:00 – 10:40  Paper Session 1    
  Room 1 Chair: Kenichi Kadooka (Ryukoku University) 

Tomoko Akashi㸦The Hong Kong Polytechnic University㸧[To be presented in 
English] 
‘Researching the multimodal representations of the Second World War (WWII) in school 
history textbooks from Japan and Hong Kong (China)’ 
 
Room 2 Chair: Ichiro Kobayashi (Ochanomizu University) 
HE Qiuping㸦The Hong Kong Polytechnic University㸧 [To be presented in English] 
‘Towards multisemiotic literacy: Coherence devices in explanation-construction’ 

 
10:45 – 11:25  Paper Session 2    
  Room 1 Chair: Noriko Ito (Doshisha University) 

David Dykes (Yokkaichi University) [To be presented in English] 
‘Propositions of risk facing and proposals to run risks’ 

 
11:25 – 11:40  Coffee Break   
 
11:40 – 12:20  Paper Session 3    

Room 1 Chair: Kazuo Fukuda (Professor Emeritus, Niigata University) 
Akira Ishikawa㸦Sophia University㸧[To be presented in English] 

 ‘Signalling chunking by means of topic and focus: some patterns of text chunking’ 
 
12:20 – 13:30  Lunch 
 
13:30 – 14:10  Paper Session 4    
  Room 1 Chair: Makoto Sasaki (Aichi Gakuin University) 

Keizo Nanri㸦Oita University㸧[To be presented in Japanese] 
  ‘Two Inquiries about the Relationship between Text Structures and Text Producers’ 
 
14:10 – 14:25  Coffee Break   
 
14:25 – 15:35  Plenary  Room 1  Chair: Masa-aki Tatsuki (Doshisha University) 

Guest Speaker: Prof. John Maher㸦International Christian University㸧 
 [To be presented in English] 
‘Language Revival in the British Isles’ 

  
15:35 – 15:45  Closing Remarks  Room 1 Vice President of JASFL Virginia Peng   
        (Ritsumeikan University) 
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JASFL  
Occasional Papers  
 
Volume 1 Number 1  Autumn  1998 
 

Articles 㸦論文㸧 

 

Thematic Development in Norwei no Mori:  
Arguing the Need to Account for Co-referential Ellipsis  ................................................................  5 
ELIZABETH THOMSON 
 

Synergy on the Page: Exploring intersemiotic complementarity  
in Page-based Multimodal Text  ......................................................................................................  25 
TERRY D. ROYCE 
 
Intonation in English – Workshop  ..................................................................................................  51 
WENDY L. BOWCHER 
 
日本語のࠕ語ࠖに関する୍⪃ᐹ  ...............................................................................................  69 
On the Definition of "Subject" in Japanese 
ሯ⏣ ᾈᜤ HIROYASU TSUKADA 
 
 79  ............................................................................................................  ✰ࡋ௬ㄝのⴠ࣮ࢠロ࢜ࢹ
A Theoretical Pitfall in the Ideology Hypothesis 
南里 敬三 KEIZO NANRI 
 
ㄯヰのᒎ㛤にࡅ࠾るࠕほᛕ構成ⓗ⤖᮰ᛶࠖと᭩グテクストのศ㢮  .........................................  91 
‘Ideational Cohesion’ in Discourse Development and in the Classification of Written Text 
బ⸨ அ KATSUYUKI SATO 
 
ⱥ語にࡅ࠾る⠇の題：㑅ᢥయ⣔機能⌮ㄽにࡅ࠾る࣓ࢱ機能のどⅬࡽの᳨ウ ............. 103 
Theme of a Clause in English: A Reconsideration from the Metafunctional Perspective in Systemic 
Functional Theory  
ᒣཱྀ Ⓩ NOBORU YAMAGUCHI 
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JASFL  
Occasional Papers  
 

Volume 2 Number 1  Autumn  2001 

 

Articles 㸦論文㸧 

 
Linguistic Analysis and Literary Interpretation  ..............................................................................  5 

RICHARD BLIGHT 

 

A Note on the Interpersonal-Nuance Carriers in Japanese  ..........................................................  17 

KEN-ICHI KADOOKA 

 

Schematic Structure and the Selection of Themes  .........................................................................  29 

HARUKI TAKEUCHI 

 

Theme, T-units and Method of Development: An Examination of  
the News Story in Japanese  .............................................................................................................  39 

ELIZABETH ANNE THOMSON 

 

 63  .............................................  ࡚࠸テクストฎ⌮につࡓࡋ⏝をࢀࡑスと࣮࣋クࢵテ࣑࢜ࢭ

The Semiotic Base as a Resource in Text Processing Systems   
ఀ⸨⣖Ꮚ、ᑠᯘ୍㑻、Ⳣ㔝㐨ኵ  NORIKO ITO, ICHIRO KOBAYASHI & MICHIO SUGENO 

 

㑅ᢥయ⣔機能文ἲのⱥ語ᩍ⫱のᛂ⏝：⠇、㐣⛬୰᰾㒊、題のศᯒにࡼる 

స文のホ౯  ........................................................................................................................................  73 

Applying Systemic Functional Grammar to English Education: Evaluating the Writing  

of EFL Students Base on the Analysis of Clause, Process and Theme   
బࠎᮌ┿ MAKOTO SASAKI 

 

日本語のᑐேⓗ機能とࠕఏ㐩ⓗࣘࢵࢽトࠖ̿The Kyoto Grammarにࡼるศᯒヨㄽ̿  ............  99 

(pp.99-113㸧  The Interpersonal Function and the Communicative Unit for Japanese:  

From the Approach of 'The Kyoto Grammar 

⯪本ᘯྐ HIROSHI FUNAMOTO 

 

日ⱥ⩻ヂにࡅ࠾るThemeに関する課題  ........................................................................................ 115 

Thematic Challenges in Translation between Japanese and English   
㛗⨾㤶Ꮚ MIKAKO NAGANUMA 

 

テクストの୰のẕᛶ  ......................................................................................................................  129 

Maternity in Text 

༡㔛ᩗ୕ KEIZO NANRI 
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JASFL  
Occasional Papers  
 
Volume 3 Number 1  Autumn  2004 
 

Articles 㸦論文㸧 

 

Lexicogrammatical Resources in Spoken and Written Texts ..........................................................  5 
Chie HAYAKAWA 
 
On the Multi-Layer Structure of Metafunctions  ...........................................................................  43 
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An Attempt to Elucidate Textual Organization in Japanese  ........................................................  63 
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Scientific Papers, Including ‘Identifying Clauses’  .........................................................................  81 
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 ࠋࡇࡃ࠾࡚࠸᭩ࡾࡁ
 
11. ᰯṇ 

ⴭ⪅ࡣ⦅㞟⪅ࡽ㏦ࡓࢀࡉ⦅㞟῭ᰯࡢࣝࣇࡳṇ㸦ึ✏ࡳࡢ㸧ࠋࡿࡍࢆ 

 
 
12. ཎ✏ᥦฟ 

ཎ✏㟁Ꮚࠊ࡛ࣝࣇῧ࡚ࡋࣝࣇᥦฟࡣࢺࢵ࣐࣮࢛ࣇࠋࡇࡿࡍMS-
Wordࣝࣇ (.doc, .docx)ࡿࡍ 

 

 

13㸬ཎ✏㏦ඛ 
jasfleditor@gmail.com 
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Notes for contributors to Japanese Journal of Systemic Functional 
Linguistics  and  Proceedings  of JASFL 

 

1. Language 

 Manuscripts may be submitted in English or Japanese. 

 

2.  Types of Manuscripts 

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

 

3. Originality 

Manuscripts are considered for publication only on the understanding that they are not 

simultaneously under consideration elsewhere, and that they are the original work of 

the author(s). Any previous form of publication and current consideration in other 

languages are not accepted. If the manuscript has been deemed as the same content 

published before in other books and journals, the validity of selection is eliminated and 

the article is excluded from the journal. Copyright is retained by the individual authors, 

but JASFL is authorized to reprint. 

 

4. Qualification 
 JASFL members are exclusively eligible to contribute to publications; however, 

regarding an article by multiple authors, the main author at least is requested to be a 

JASFL member. 
 
5. Assessment procedures 

Articles are subject to the usual process of anonymous review. Articles are read by 

three reviewers. 

 

6.  Formats 
 

6.1  Document format 
All pages can be created with any word processor under a condition that the file is 

saved as Microsoft WORD format (.doc, .docx) on B5-sized paper, with margins of 

25 mm or 1 inch on every side. 

 

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

 

6.3  The word limit 
Japanese  Journal of Systemic Functional Linguistics:  

 Manuscripts are not allowed to go beyond 7,000 words. 

Proceedings of JASFL:  

 Manuscripts are not allowed to go beyond 14 pages in the B5 format. 

 

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

 

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

 
7. Format for References in the Text 

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

 
7.1 Direct quotation 

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

 
7.2 Reference to an author and more than one authors 

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

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. 
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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 

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

 
11. Proofs 

Authors will be sent proofs for checking and correction. 
 
12. Submission of a manuscript 

A manuscript for submission must be saved as a MS-Word compatible file, and be 
submitted as an attachment file.  

 
13. Correspondence 

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