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Proceedings of JASFL 2017 第 11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 11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. 11  2017は昨年 10月
8日と � 日に立命館大学（びわこ・くさつキャンパス）で開催された

日本機能言語学会第 2� 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。若手研究者による新しい視点からの発表、テーマを深く

掘り下げた中堅・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、視

覚が言語構造とどのように関連しているかという認知科学的分析、ア

プレイザルの観点から分析した作文評価、テナーとしての読者にどの

ように価値判断を伝達するかという談話分析、科学的な教科書の語彙

文法的分析、文化的な方略と評価がどのように異なるかを明示した談

話分析、視覚的情報がどのように聴覚的情報の理解に関連するかとい

うマルチモダリティーの教育的分析、和歌の英訳が SFL でどのよう
に分析できるかを示した翻訳研究、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、Fred C. C. Peng 博士をお迎えし、‘What Is 

Language and Where Is It Located?’と題して講演していただきました。
Peng 先生は日本における SFL の先駆者のお一人でもあります。今回
の講演では脳科学をわかりやすく解説しながら、言語が脳の局在にあ

るのではなく、コンテクストに沿った「行動としての言語」は脳全体

の機能によって具現化されているということを明示的にご講義してい

ただきました。また今回の Proceedings に特別にご講演内容をまとめ
ていただいたものを寄稿していただきました。 
� 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. 11  2017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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What Is Language and Where Is It Located? 
 
 
 

Fred C. C. Peng 
Department of Neurosurgery and Neurological Institute 

Taipei Veterans General Hospital, Taiwan 
 
 

Abstract 
 

These questions have been the core issue of my concern ever since I got my Ph.D. in 
1963. My answers are now: Language exists in two places: the brain and society. 
However, the purpose is to elaborate the first, leaving the second for another 
occasion, so as to help linguists realize the importance of proper understanding of 
the brain functions of memory and cognition in relation to the production and 
reception of behaviors. 
 
1. My Lecture 
The answer to “What Is Language?” varies, depending on who answers the question 
and to whom the question is asked. Here are some examples. 
 
I. To laypeople: the answer is likely to be:  
(1)  It has words, ways that we string them together and pronounce them to           

communicate ideas. 
(2)  It is a tool to communicate 
(3)  It is written texts, with no distinction from oral language, owing to some 

languages, like Chinese, which have a built-in restriction to make the distinction:  
英語/英文 日語/日文  ?/中文  台語/?  美語/? 
I was asked once by a Chinese from China, 你會不會講中文? Do you speak 
中文? My answer was: 我不會 中文是用寫的. “I can’t. 中文 is for writing”. 

 
II. To linguists: It has ‘lexicon’, ‘syntax’, ‘phonology’, and ‘semantics’. For this 

view, linguists have made three independent definitions as follows: 
(1)  To structural linguists in the forties and fifties, the definition was: A system of   

  arbitrary vocal symbols. This is what I was taught. 
(2)  In the sixties, however, the definition was changed to: An infinite set of   

   sentences, which unfortunately dominated the scene in the Linguistic Society of 
America for two decades, owing to the upcoming trend in MT (Machine 
Translation) because of the Cold War with the then Soviet Union. Chomsky’s 
Syntactic Structures (1957) was an offshoot of the Cold War, making use of the 
methodology in MT headed by Victor Yngvy at MIT.  

(3)  Then came along Michael Halliday in the seventies to propose yet another  
  definition in Systemics, which is: A social-semiological system for making 

meanings in contexts of situation.  
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In general, however, most people make no distinction between language and 
speech or written texts. 

 
III. To medical people: language exists in the brain as a single unit, a thing 

controlled by a center, a notion started by Gall who proclaimed the idea of 
phrenology. This led to the subsequent claims of language centers in the brain, 
as may be explained below.  

(1)  Gall’s idea of phrenology: He claimed that the shape of the human skull 
covering the brain has different locations in each individual varying from one 
to another, which reveal the individual’s personality, intelligence, emotion, and 
language. Although his notion has subsequently diminished, its traces can still 
be found in fortune telling, like palm-reading by Gypsy fortune tellers and 
Chinese fortune-tellers, as well as face-reading (朊䚠) in Taiwan. 

(2)  Broca’s claim of articulate center: It was not until 1861 when Paul Broca, a 
French neuroscientist and later phrenologist, published the first clinical report 
of his observation in a patient, by the name of Leborgne, known otherwise as 
Tan-Tan in the literature, to claim the idea of language being lateralized to the 
left hemisphere, an idea that began to emerge in subsequent medical literature.  

Tan-Tan’s brain was autopsied and taken to a conference in Paris where 
Broca presented the “evidence”. Broca presented his second case report on 
another patient by the name of Lelong to solidify his view of lateralization of 
language to the left hemisphere. And the location of this lateralized language in 
the brain has become known as Broca’s area, any damage to which produces 
language disorders which in aphasiology are therefore termed Expressive 
Aphasia. 

However, Pierre Marie, another French neuroscientist, when he studied 
Tan-Tan’s brain later and Broca’s claim of lateralization of language to the left 
hemisphere on the basis of Tan-Tan’s language pathology and Lelong’s, 
referred to Gall’s ideas mentioned above as “nonsense”. Moreover, in 1906, he 
re-examined Tan-Tan’s brain, which had been kept in formalin at a museum in 
Paris, and declared in SePaine PeGicaOe, 23 May 1906, that “la troisième 
circonvolution frontale gauch ne joue aucun rôle special dans la function du 
langage” (the third, left, frontal convolution plays no special role in the 
function of language).  

(3)  Karl Wernicke: a German neuroscientist, followed up Broca’s line of  
development and published in 1874 his case report in an attempt to modify and 
define a systematic picture of aphasia which later was synthesized by 
Lichtheim to form what has become known in aphasiology as the 
Lichtheim-Wernicke’s Model of Aphasia.  

Wernicke’s patient had a different location of lesion in the brain and his 
resultant aphasia has been known in the literature as Receptive Aphasia for 
which the responsible lesion site is known today as Wernicke’s Area; it is 
supposed to be localized in the posterior one third of the superior gyrus of the 
left temporal lobe. But, interestingly enough, such an area cannot be 
pin-pointed by subsequent researchers as has been reported in the literature. Be 
that as it may, the point I am making is that Wernicke’s case also had an 
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apoplectic episode, and that he made a speculation that the posterior one third 
of the superior gyrus of the left temporal lobe had a pathway to connect 
Broca’s area. It is now known as the Arcuatus Fasciculus. 

But Wernicke’s bold speculation was apparently inspired by Ferrier’s 
publication in 1873, who localized the auditory center in the first temporal 
convolution and speculated that there had to be a pathway which connected the 
auditory center and the third, left, frontal convolution advocated by Broca as 
the site of the faculty of articulate language. The credit of this speculated 
pathway of the Arcuatus Fasciculus should also be given in part to Ferrier. I 
should add that these contributions have subsequently established the lasting 
tradition (albeit incorrectly) of two “language centers” – Broca’s Area and 
Wernicke’s Area – to this date. 

The debates of lateralization of language to the left hemisphere have thus 
come down to focus on the issue of “cerebral dominance” of brain functions 
which is often equated with “cerebral laterality” in neuroscience. To me, the 
equation is wrong. The reason is that the proponents of “cerebral dominance” 
assume that there are language centers in the brain, -- remnant of phrenology in 
my view-- but that they in addition tie together the so-called “language centers” 
to handedness (hand predominance), eye-predominance, ear-predominance, 
and leggedness (leg-predominance).  

The point I am stressing is that once the concept of “language centers” is 
proven erroneous, the issue of “cerebral dominance” evaporates, although 
cerebral laterality remains, because animals also have “handedness”, 
eye-predominance, and ear-predominance. Put differently, the two hemispheres 
are functionally asymmetrical (i.e., different) but interdependent along with the 
peripheral nervous system in the brain stem, and structurally interrelated 
because they are more or less homologous in mirror-image. For this reason, I 
have changed cerebral laterality to cerebral asymmetry. 

The difference between cerebral dominance or cerebral laterality and 
cerebral asymmetry, from my point of view, is this: The former assumes that 
one hemisphere dominates the other, in respect to brain functions for a 
behavior, say, language, to the extent that the dominant hemisphere does all 
the work to the exclusion of the other hemisphere; the latter, on the other hand, 
indicates the sharing of such brain functions between the two hemispheres, 
albeit unevenly, for the expression of behaviors as shown in Figure 1 and 
Figure 2 further below, making use of the various body parts involved for 
production and reception. For this reason, I have chosen to change the 
terminology in favor of cerebral asymmetry. 

 
2. What Is Language in the Brain Like? 
Since, to me, language exists in the brain, I shall now explicate what it is like. First, 
let me point out that in English there are two terms, language and speech, but that in 
French there are three terms, Oa OanJue, Oa SarROe, and Oe OanJaJe� To clarify this 
discrepancy I have divided language as behavior into two aspects: (1) Individual and 
(2) Social, by assigning OanJue and SarROe to the Individual Aspect of language -- 
the brain-- and Oe OanJaJe to the Social Aspect of language --society. 

3



JASFL Proceedings  Vol.11  2017 
 

 4 

As such, let me also point out initially that language in the brain is behavior 
which is memory-governed, meaning-centered, and multifaceted, because sign 
language is now regarded as a language. The idea is to lead linguists to realize the 
importance of proper understanding of how brain functions work in production and 
reception of behaviors. First and foremost, such brain functions make use of body 
parts in order to enable each individual to make proper adjustments to the internal 
and external environment, be they proper or not. 

In other words, I raise the question of whether there is grammar in the brain or 
not. My conclusion is that there is no grammar in the brain, and that Halliday`s 
notion of “grammar brain” is a farce. In particular, I comment on Saussure’s notions 
of OanJue and SarROe as well as his notions of siJniIiant (sound) and siJniIip 
(concept) to point out with illustrations of contradictions that there is no grammar in 
the brain. It is an epistemological artifact conveniently created by linguists and not 
an ontological given. 

For this approach, I introduce a brief description of neuroanatomy of the brain 
and the spinal cord below to pave the way for my theoretical frameworks of 
catalytic mapping for production and coupling for reception; both of them 
illustrate that language in the brain is behavior which depends very much on the 
basal ganglia as the subcortical structures for the extrapyramidal looping to form 
thinking and thoughts.  

What is memory, then? To psychologists, cognition consists of thinking, 
learning, and memory. This is a wrong view, because it puts memory apart from 
cognition as a subordinate, when the brain functions of memory and cognition are 
heads and tails of the same coin, enabling each individual to make proper 
adjustments to the external and internal environments, making use of body parts 
available to each human. My aim is to stress that all behaviors are memory-governed 
in the brain, and that the brain functions of memory and cognition depend very 
much on the brain stem which is constantly telling the cortex what to do for 
production and reception of behaviors. Put differently, language in the brain is 
behavior which is not lateralized to the left hemisphere and music, also behavior, is 
not lateralized to the right hemisphere, as assumed by people who believe in the 
regional differences of brain functions. 

Such erroneous views of regional differences as higher brain functions assume 
that each hemisphere does all the work to the exclusion of the other side. I challenge 
such regional differences on the following grounds: (1) the cranial nerves in the 
brain stem are needed by way of the important pathways called corona radiata 
(including internal capsule) in both hemispheres through the corpus callosum; (2) 
the basal ganglia must take part; and (3) other inner structures as well as the 
peripheral nervous system are also involved. They all contribute important functions 
and play important roles in the realization of behaviors in production and reception. 
Without their contributions, there is no behavior in production and reception from 
the cerebrum alone. 

In so doing, I stress that the brain functions of memory and cognition are not 
confined to the two hippocampi; rather, they are the neurophysiological activities as 
electric impulses which result from the firing of neurotransmitters, transmitting from 
presynaptic neurons to postsynaptic neurons across the synaptic clefts. Therefore, 
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the brain functions of memory and cognition are heads and tails of the same coin, 
owing to the chemical exchange of sodium and potassium, all or nothing, to become 
electric impulses which are the only signals the nervous systems recognize. I thus 
point out that there is no grammar in the brain and emphasize again that grammar is 
the epistemological artifact conveniently created by linguists, and not an ontological 
given. 

For this reason, I quote de Saussure`s idea that when concept unlocks its 
corresponding sound as a psychological phenomenon to form a tightly knit union, 
they are bound together like two sides of a sheet of paper, with concept on the top 
and sound on the bottom, such that you cannot cut the surface without cutting the 
bottom as the same time. See Figure 5 further below. Therefore, there is no grammar 
between the two sides of each union, which are catalytically mapped. However, I 
will show that the sound so mapped must be separated from the concept for 
production by means of the appropriate cranial nerves in the brain stem, so as to 
come out as physical sounds through the vocal apparatus for oral language but 
through the brachial apparatus for sign language. 
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meaning remains in the brain of each speaker/signer. (2) The hearer/viewer must 
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for production and reception, or language in society for bilingualism, as more and 
more Japanese young people marry non-Japanese people and migrant refugees come 
to Japan, albeit not as many as to Europe and USA. 

 
3. A Brief Description of My Theoretical Constructs 
Although I illustrated neuroanatomical slides quoted from a textbook, because of 
copyright restriction, I will not employ such illustrations in writing; only brief 
written descriptions will be provided here. 
 The nervous system is made up of (1) a central nervous system and (2) a 
peripheral nervous system. The former consists of the brain and the spinal cord, each 
being wrapped up by three layers of membranes, called meninges; that is, dural 
matter, arachnoid, and pia matter.  
 The brain has two hemispheres which are homologous but asymmetrical in 
mirror-image. Each hemisphere has five lobes: (1) frontal lobe, (2) temporal lobe, (3) 
parietal lobe, (4) occipital lobe, on the lateral side, and (5) the limbic lobe on the 
medial side. Each lobe is “wrinkled up” to form varying bundles of concentrated 
nerve cells, each one of which is called a gyrus.  
 These gyri of each lobe are covered with layers of the cell bodies of neurons, 
referred to as cortex. The cortex of each lateral lobe is often referred to as neocortex 
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in contrast with the cortex of the limbic lobe as paleocortex. 
4. Language in the Brain Is Behavior Made up of Two Planes 

In this section, I now delve into neuroanatomy and neurophysiology to further 
substantiate my theoretical constructs. However, I should remind the reader that my 
theoretical constructs rest on (1) the primary brain functions which constitute an 
inchoate mass of impulses and, in part, (2) the brain functions of neuromuscular 
coordination in both production and reception which also constitute an inchoate 
mass of impulses.  

Since the former must be connected to the latter in the brain in order to enable 
the individual to make proper adjustments to the internal and external environments 
as behavior for production and reception in varying contexts, I claim that they 
constitute two planes, namely, (1) Content Plane and (2) Expression Plane, the 
physiological functions of which result in behaviors. To these I add a new core 
distinction, viz., Individual Aspect and Social Aspect. They are combined with 
Saussure’s core distinction of Langue and Parole to constitute a matrix as follows:  
 
 

 
Figure 1. Matrix of the two aspects of language and 

Saussure’s langue and parole 
 

The concept embodied in this matrix can be re-constituted into two planes 
schematically as follows: 
 
 

 
Figure 2. The Two Planes of Language in the Brain 

 
 
These two planes are now explained below. 
 
5. Content Plane: An Inchoate Mass of Impulses, Constituting Proto-meanings 
In this section, I delineate the first plane in relation to the second plane on the basis 
of the above-mentioned matrix. Recall that language in the brain has two aspects 
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which are like the two faces of Janus, one looking inward to the nervous system 
while the other looking outward to society. Thus, I claim that the intersections of the 
new core distinction and Saussure’s OanJue constitute the content plane (i.e., I and II) 
in each individual’s primary brain functions, whereas the intersections of the new 
core distinction and Saussure’s SarROe constitute the expression plane (i.e., III and 
IV) in each individual’s brain functions of neuromuscular coordination for both 
production and reception. The interactive connections between the individual’s 
primary brain functions and brain functions of neuromuscular coordination may be 
depicted as follows 

 

 
 

Figure 3. Interactive Connections between Primary Brain Functions  
and Brain Functions of Neuromuscuclar Coordination 

 
 I have also modified Saussure’s speech circuit between members of a dyad in 

a diagram which ostensibly looks similar to the schematic representation illustrated 
above as Figure 3. Since there are significant differences, they are specifically stated 
below. 

 
Figure 4. Modified Saussure’s Speech Circuit between Members of a Dyad. 
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 The major differences between Figure 3 and Figure 4 are the following:  

(1) Figure 3 depicts each dyadic member’s brain functions for production and 
reception resulting from the interactive connections between his/her 
primary brain functions (content plane) and his/her brain functions of 
neuromuscular coordination (expression plane), whereas Saussure’s idea 
(Figure 4) only illustrates the verbal contact between members of a dyad. 
That is, to me the interactive connections are neurophysiological in terms 
of impulses (proto-meanings) for both verbal and nonverbal, but to 
Saussure what goes on in each dyadic member’s brain is psychological, 
constituting thought (or concept) which is an inchoate mass of ideas, and 
what enters the ear or comes of the mouth is physiological, thereby 
resulting in sound which is physical but just as indeterminate.  

(2) To me, there is no grammar (or social-semiological system) in the brain, 
and therefore the interactive connections between content plane (or 
primary brain functions) and expression plane (or brain functions of 
neuromuscular coordination) are made possible directly by impulses 
caused by neurotransmitters which are facilitated by CREB (camp 
Responsive Element Binding) proteins.  
To Saussure, however, “the characteristic role of the language system (i.e., 
OanJue) Yis-à-Yis thought is not to create a material phonic means for the 
expression of ideas, but to serve as the intermediary between thought and 
sound … so that their union necessarily brings about reciprocal 
delimitations of units” (Thibault, 1997). It is this very characteristic role of 
the language system (i.e., grammar) purported by Saussure as the 
intermediary (or, in Hallidayan terminology, social-semiological system) 
between thought and sound that has influenced and dominated the 
contemporary theories of linguistics. 

(3) Figure 3 indicates that there is no intermediary between primary brain 
functions and brain functions of neuromuscular coordination for 
production and reception in each dyadic partner’s brain, and therefore each 
such dyadic partner is at one and the same time a speaker and a hearer (in 
oral language) or a signer and a viewer (in sign language). For this reason, 
there is no left or right sound, when it is uttered or heard, in oral language, 
unless there is a hearing impairment on the part of hearer. But in sign 
language, it makes a difference between a right-handed signer and a 
left-handed signer, especially when two-hand signs are involved; even 
finger-spellings also make a difference, depending on whether the 
finger-spelling system is a one-hand system (as in ASL and JSL) or a 
two-hand system (as in British Sign Language). It follows that what the 
signer sees when he/she signs is the mirror-image of what the viewer sees. 
No such differences exist in oral language between speaker and hearer, 
however. 

(4) Thus, the meanings constructed by speaker or signer are nine times out of 
ten not the same as the meanings reconstructed by hearer or viewer. To 
Saussure, on the other hand, Figure 4 favors speaker at the expense of 
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hearer, without taking into consideration sign language, because it assumes 
that the meaning produced by speaker via the intermediary through 
phonation is the same as the meaning received by hearer via again the 
intermediary but through audition. 

(5) Figure 3 implies that when an impulse (concept or meaning) in the content  
plane is mapped onto its corresponding impulse (sound-image) in the 
expression plane, the catalytic mapping results in a state of language 
potentiation. But there is no such provision in Figure 4. 
 

I have in the preceding sections alluded to: (1) the primary brain functions in 
terms of impulses (proto-meanings) from varying contexts through the interactive 
connections with the brain functions of neuromuscular coordination in both 
production and reception; and (2) the results of contacts in terms of relationships 
between context of situation and context of culture. Therefore, I should explicate 
four terms; namely, mind set, context of culture, thought, and ideology. However, 
I must add that the first three terms overlap and will be used somewhat 
interchangeably. But let me explicate the term thought first in the content plane, so 
as to delineate the others, also in the content plane; my explications serve as the 
foundation on which the term ideology will be based, thereby resulting from them. 

However, I must mention and illustrate that many contexts of situation, which 
are said to be more dynamic and change continuously as time goes by, will 
cumulatively become impulses in each dyadic partner’s primary brain functions (i.e., 
content plane) as background noises.  

These impulses accumulated over time in the content plane are not stationary 
“things” placed in “a box”; rather, they are electrical signals caused by chemical 
substances called neurotransmitters; the transductions of these neurotransmitters 
from one neuron to another are facilitated by the activator CREB protein and/or 
constantly controlled (or checked) by the repressor CREB protein regarding the 
excitatory and/or inhibitory transmissions of impulses. As a result, all impulses in 
the inchoate mass move around constantly, be they fresh and new impulses or 
background noises. 

Many such impulses are fresh, like encountering a new or renewed context of 
situation, but the majority of them are not fresh nor are they newly evoked; that is, 
they have been moving around in the brain for quite some time, ranging from 
childhood to a few years back or several days ago, as part of the “background 
noises”. On the basis of this dynamic nature of context of situation, I have postulated 
the many relationships between context of situation and context of culture, whereby 
context of culture can frequently merge with context of situation to serve as new 
contexts of situation in human behaviors. For this reason, the inchoate mass of 
impulses, of which the content plane is made up, is said to consist of three kinds of 
impulses:  

(1) fresh impulses; 
(2) “background noises”; and  
(3) not so fresh impulses.  
They together constitute thought in each dyadic partner’s brain, on account of 

catalytic mappings. It derives from the contexts of culture through experiences 
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encountered from childhood, of which learning is a part, formal (like schooling) or 
informal (like playing). 

In this sense, thought and context of culture in the primary brain functions 
overlap. That is, not all contexts of culture will become thought. However, the 
former—thought-- pertains to language in the brain (oral, written, or sign), whereas 
the latter – context of culture -- refers to both language in the brain and other 
non-language impulses which stand ready at anytime to serve as new contexts of 
situation in behaviors through experiences. 

The next point that needs to be clarified is the notion of mind set. I define it as 
a set of impulses confined to each dyadic partner’s primary brain functions, 
irrespective of whether it is related to thought or context of culture, without much 
interactive connections with the brain functions of neuromuscular coordination for 
production, albeit not nil connection. However, the formation of a mind set in each 
dyadic partner’s brain is developmental, its impulses being accumulated for a fairly 
long time, even from childhood.   

In this sense, the genesis of a mind set is established more on the interactive 
connections of each dyadic partner’s primary brain functions with the brain 
functions of neuromuscular coordination for reception, that is, more on passive than 
on active behaviors in the brain. Moreover, some individuals may maintain one mind 
set for a life time, because it is so strong that it can lead to destruction, as may be 
evidenced by many suicide bombers in relation to the 9/11 attacks of the World 
Trade Centers and the Pentagon, or the insurgents in Iraq and Afghanistan. Such a 
strong mind set is often “nurtured” by a fanatic religious faith as a part of context of 
culture. 

It is this characteristic nature of mind set that psychiatrists, when treating a 
patient, tend to look into for the patient’s past to determine the source or cause of 
his/her psychiatric problems (or illness), especially the experiences during childhood, 
by asking the patient to talk. It is here that the patient’s impulses in the mind set are 
connected interactively with his/her brain functions of neuromuscular coordination 
for production. 

On the basis of the three terms just explicated, I now consider ideology as the 
hidden dimension of thought and/or context of culture, which must be expressed 
through behaviors, mostly verbal or otherwise, to reflect the dyadic partner’s mind 
set. In other words, ideology is the active behavior of mind set the impulses of 
which may come from the dyadic partner’s thought and/or context of culture, 
especially in relation to the social institutions of politics, religion, or economy, or 
even to theorizing in a discipline, academic or otherwise. In extreme cases, ideology 
can be deadly and destructive, nurtured by a disordered mind set over time. A good 
example was vividly displayed by the suicide bombers in the wars in Iraq and 
Afghanistan. 

In view of the aforementioned, I should emphasize that in the Content Plane 
(the primary brain functions), there are two kinds of impulses: (1) Motoric Impulses 
for production in connection with the brain functions of neuromuscular coordination 
and (2) Sensory Impulses from reception also in connection with the brain functions 
of neuromuscular coordination. The former start with motoric neurons in various 
regions of the cerebrum and the cerebellum and end in the peripheral body parts, 
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while the latter start with sensory neurons from the body parts but end in various 
regions of the cerebrum and the cerebellum. However, between these two types of 
brain structures (i.e., neurons), there are association areas in the cerebrum where 
these two kinds of impulses communicate or interact by relaying from one gyrus to 
another, thereby resulting in either meanings for production or meanings in 
reception. 

These two types of meanings, however, are not exactly identical one-to-one, 
that is, one meaning in reception does not necessarily become the same meaning for 
production, because of the associations areas which also change, modify, and/or 
improve the meanings in reception when such meanings are ready to become the 
meanings for production.  

These brain functions of change, modification, and improvement of meanings 
are the neurophysiological underpinning of my theoretical construct. That is, each 
individual is simultaneously a speaker and a hearer (for oral language) or a signer 
and a viewer (for sign language), and that when the individual as a dyadic partner 
utters an oral passage or gesticulates a sign passage to the other dyadic partner, the 
meanings the producer constructs in his/her brain are nine times out of ten NOT the 
same as the meanings the receiver reconstructs in his/her brain upon hearing 
speaker’s utterances or upon seeing signer’s gesticulations. 

 
5.1. Brain Functions in Production 
With these points in mind, I shall now illustrate how the meanings as impulses for 
production in the content plane are to be sent to the expression plane for catalytic 
mappings. Here, I take it for granted that meanings as impulses for production in the 
content plane are ready to go, through the extrapyramidal loop, for interactions with 
the corresponding sound images, also as impulses, in the expression plane, without 
taking into consideration meanings in reception. Here, for the sake of explicitness, I 
call meanings as impulses for production proto-meanings and the corresponding 
sound images (in the case of oral language) expression images to also include sign 
images (in the case of sign language). This assumption is needed, because meanings 
as impulses for production depend on meanings as impulses in reception which 
come from two sources: 

1. Impulses from instantaneous sensory inputs 
2. A good portion of the background noises which are available on 

demand. 
  During the interactions of the two planes, that is, the interactions of 

proto-meanings and expression images, I postulate that two neurophysiological 
processes take place: 

1. Catalytic Mappings 
2. Binding 

in order to set the stage of language potentiation.  
 Catalytic mapping refers to mapping of each proto-meaning onto each 
corresponding expression (acoustic or gesture) image. Binding refers to the result of 
such catalytic mappings whereby the proto-meanings so mapped changes to 
linguistic meanings and each corresponding expression image changes to a sound 
image or a sign image when binding takes place. The result of binding is the 
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formation of a state of language potentiation in each speaker/signer’s brain. 
 The results of binding are a series of unions as utterances – in the form of 

clusters of impulses – and must be lined up in the extrapyramidal looping, getting 
ready in a state of language potentiation, whether speaker intends to utter and signer 
intends to gesticulate or not for production. If so, then, the series of unions undergo 
the neurophysiological process of separation, so that only sound images go through 
the motor cortex in Figure 6 for exit. If not, the series of unions remain in the 
extrapyramidal looping for the neurophysiological continuation of thinking which 
takes places initially (1) when forming each series of unions and additionally (2) 
when binding occurs to result in each state of language potentiation. 
 

 
Figure 5: Saussure’s Idea of Concept A and Sound B 

 
 

 
Figure 6: Schematic representation of the simplified extra-pyramidal loop 
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Figure 7. Brain Functions in Respect to the Nervous Systems and Language Strata. 

 
Given the explication of Figure 6 above, I should now point out the 

relationships between Figure 6 and Figure 7. The focus is the brain functions of 
Chunking, Sequencing, and Linearization in Figure 7 which take place (1) inside 
Figure 6 where catalytic mapping and binding must occur as well as (2) when the 
results of catalytic mapping – sound images as impulses – after separation from 
linguistic meanings come out of the Motor Cortex A to move to the internal capsule 
for production.  

The former takes shape during language potentiation, whereas the latter 
separates the corticobulbar pathway for oral language and the corticospinal 
pathways for sign language as well as non-language gestures. The corticobulbar 
pathways lead to the appropriate cranial nerves in the brain stem for vocalization – 
where phonetics comes in -- while the corticospinal pathways lead to the spinal 
nerves below the brain stem for gesticulation. 

To illustrate the working of these brain functions in Figure 7, let me cite an 
example of phonetics which is the study of vocal tract shape accompanied by actual 
gestures in production as shown below. 
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Figure 8: Illustrations of Oral and Manual Productions 

 
Take note that in these cartoons, both articulation and gesticulation from the 

speaker/signer are produced more or less together. Nobody would normally 
produce them as Gesticulation – Articulation or Articulation – Gesticulation. Even 
so, the verbal articulation and the manual gesticulation take different pathways, after 
the sound-images and sign-images are separated from their respective linguistic 
meanings in the state of language potentiation. Be that as it may, there are two 
important neurophysiological facts: 

(1) The sound-images must undergo the brain functions as shown in Figure 7, 
as there is more than one union of linguistic meanings and sound-images 
for chunking, sequencing, and linearization, whereas the sign-images need 
not be, although in the first cartoon of Figure 8 both upper limbs are made 
use of. 

(2) The sound-images take the corticobulbar pathways through the internal  
capsule after they are activated by the appropriate cranial nerves in the brain stem. 
The sign images, on the other hand, take the corticospinal pathways, bypassing the 
cranial nerves to go directly through the brain stem to reach the spinal cord after 
decussation of the impulses for each limb; that is, in the second cartoon, only one 
decussation is needed, whereas in the first cartoon, two decussations, one for each 
limb, are needed. 

14
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Figure 8: Illustrations of Oral and Manual Productions 

 
Take note that in these cartoons, both articulation and gesticulation from the 

speaker/signer are produced more or less together. Nobody would normally 
produce them as Gesticulation – Articulation or Articulation – Gesticulation. Even 
so, the verbal articulation and the manual gesticulation take different pathways, after 
the sound-images and sign-images are separated from their respective linguistic 
meanings in the state of language potentiation. Be that as it may, there are two 
important neurophysiological facts: 

(1) The sound-images must undergo the brain functions as shown in Figure 7, 
as there is more than one union of linguistic meanings and sound-images 
for chunking, sequencing, and linearization, whereas the sign-images need 
not be, although in the first cartoon of Figure 8 both upper limbs are made 
use of. 

(2) The sound-images take the corticobulbar pathways through the internal  
capsule after they are activated by the appropriate cranial nerves in the brain stem. 
The sign images, on the other hand, take the corticospinal pathways, bypassing the 
cranial nerves to go directly through the brain stem to reach the spinal cord after 
decussation of the impulses for each limb; that is, in the second cartoon, only one 
decussation is needed, whereas in the first cartoon, two decussations, one for each 
limb, are needed. 
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 Then and only then can speaker/signer’s sound-images and sign-images  
be heard and seen by hearer/viewer. However, hearer-viewer must reconstruct what 
he has heard and seen to reconstruct the meanings speaker/signer constructed in each 
cartoon. 
 
5.2. Brain Functions in Reception 
Hearer/viewer, on the other hand, must reconstruct the meanings of what he has 
heard and seen, a neurophysiological process that requires three steps: (1) 
recognition, (2) identification, and (3) coupling. The first step is to recognize that 
those impulses heard as sound waves come from human voices which are familiar to 
him. The second step is to identify such familiar sounds with the impulses in his 
Expression Plane. (3) Once so identified, hearer/viewer must then couple those 
familiar sounds and signs as impulses with their appropriate impulses in his content 
plane in order to reconstruct his own linguistic meanings. 

At that time, the background noises from his context of culture as I have 
explained must be evoked. Otherwise, a different reconstruction of meaning might 
result. For instance, an American who does NOT speak Japanese may take the 
gesture in the first cartoon to reconstruct the meaning of “something big” but will 
not be able to associate the meaning in his reconstruction with the linguistic 
meanings of speaker’s utterances in Japanese, because he cannot identify the sounds 
heard in Japanese. 

Likewise, the gesture in the second cartoon might be recognized by a 
Taiwanese who does not speak Japanese when he couples its impulses in his content 
plane. But he is likely to reconstruct the meaning of “something weak or inferior or 
small” without being able to associate the meaning in his reconstruction with the 
linguistic meanings of speaker’s utterances in Japanese, because he likewise fails to 
identify the sounds heard in Japanese. 

What I want to emphasize is that each individual’s production depends very 
much on his/her reception spontaneously from varying contexts of situation or over 
time from accumulated contexts of culture. 

 
6. Conclusion 
By now I trust the reader has a fairly good understanding of what language in the 
brain is like. Even so, the task of language in the brain remains large, which requires 
a wide range of cooperative efforts to reveal the whole truth. The reason is that there 
remains the other half of language in society which many sociolinguists have 
already started to tackle. I hope that members of JASFL will join forces in this 
endeavor as a result of my lecture reported in this article. 
 
Reference 
Thibault, P. J. (1997) 5e-reaGinJ Saussure�7Ke 'ynaPics RI SiJns in SRciaO /iIe� 

London: Routledge. 
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絵本の中の「いたずら」：SFL の枠組みで効果を語る 
“Tricks” in Picturebooks: Analyzing and Explaining Their 

Effects in the Framework of SFL  
 
 

早川知江  
Chie Hayakawa 
名古屋芸術大学 

Nagoya University of Arts 
 
 

Abstract 
 

This paper is a part of the multimodal studies on the typical bimodal text, 
picturebooks. Picturebooks are the treasuries of ideas and artistic devices to 
entertain readers. Not only stories are enjoyable, but also pictures contain a variety 
of “tricks” to surprise and amuse readers. This paper explores the ways these 
“tricks” work. To talk about meanings of pictures or visual texts, I introduce the 
systemic functional model of the visual grammar fully explained in Kress and 
Leeuwen (1996). 

First, I classify the “tricks” into four categories: “Hidden Characters” “Hidden 
Ties” “Moving Immovable Things” and “Playfulness without Words”. After that, I 
focus on the “Hidden Characters” only, and, with the help of the visual grammar 
proposed by Kress and Leeuwen, analyze why it is enjoyable for readers to seek a 
hidden character in the classical picturebook, Goodnight Moon. 

The analysis will show that three kinds of meanings, representational, 
interactional, and compositional meanings, all collaborate in the picturebook to i) 
construct readers as observers, ii) create the sense of “peeking” and give observers a 
thrill, iii) liven up the search by making hidden characters less visible, and iv) give 
readers a sense of affinity with hidden characters.  
 
 
1. はじめに�

� 本稿は、絵本の面白さを言語学の枠組みから説明しようとする研究（早川、

2007）の一環である。今回は、絵本のさまざまな面白さの中でも、「絵本の

中のいたずら」と呼ばれるものに注目して、それが何か、どう働くか、なぜ

効果的かを Systemic Functional Linguistics（以下 SFL）の枠組み(Halliday and 
Matthiessen, 2004)から論ずる。 
� そもそも、「絵本の中のいたずら」とは何か。このことばは、次の引用か

ら借用した： 
 

子どもの目をよく知っている画家は、ときどき絵本の中に、いろいろ

17



JASFL Proceedings  Vol.11  2017 

 

 18 

と“いたずら”をするものです。さࡆࡾなく、何かពのあるものを᭩

きこࡴようなことをよくࡾࡸます。ㄞ⪅がẼ࡙かなくともよい。しか

しㄡかẼ࡙くかもしれない。ㄡがẼ࡙くࡔろう。そࢇなことを⪃࠼、

ます。（ᯇࡾく࠾をㄞ⪅にࣥࢧしながら、⛎ᐦのࡸにࡸでにࡾとࡦ

ᒃ、1973: 156） 
 

この引用は、㞧ㄅࠗこどものとも࠘の⦅㞟㛗として㛗ᖺ、⣲ᬕらしい絵本の

ฟしてきた、ᯇᒃ┤Ặのⴭసからとった。このように、絵のࡾをୡに㏦ࠎᩘ

中にࡻࡕっとした「㐟ࡧ」または「いたずら」を㎸ࡴのは、絵本ではよく

ぢられる⌧㇟である。 
では、ලయ的にはどのような「いたずら」があるのか。まࡔศ㢮が༑ศ

が、本稿では以下のࡔ 4 ✀㢮をᥦする： 
 
࣭� 㞃れⓏሙே≀ 
࣭� 㞃れたࡘながࡾ 
࣭� ືく↓⏕≀ 
࣭�（本ᩥにない）㐟ࡧ      

 
4 ␒目の「本ᩥにない㐟ࡧ」はかなࡾ大㞧ᢕなくくࡾで、まࡔ⣽ศできると

ずこの࠼あࡾられる。次⠇では、と࠼⪄ 4 ✀㢮がどのようなものか、1 ずࡘ

 。ᐇをぢながら⡆༢に説明していくࡘ
 
2. 絵本の中のいたずら 
2.1 㞃れⓏሙே≀ 

㞃れⓏሙே≀とは、本ᩥでは言ཬされない࣮ࢱࢡࣛࣕ࢟が㢖⦾に絵にⓏሙ

する、といういたずらである。ᐇとして、Helen Cooper による Pumpkin Soup
という絵本の一㒊を説明する。このసရは、⊧とࣜࢫとࣝࣄがேබの絵

本で、したがってᙜ↛、ࡰすてのࢪ࣮࣌の絵にこの 3 ே（3 ༉）がᥥか

れる。ところがよくぢると、この絵本には、この 3 ே以እに⥅⥆的にฟてく

る࣮ࢱࢡࣛࣕ࢟がいる。それは、᭱ึに 3 ேの家のእほをᥥいたࢪ࣮࣌の中

で、ᕥ下にᥥかれたࣕࢳ࣎࢝⏿のࣕࢳ࣎࢝にっているのே組（ࢺࣈ࢝

 。である（࣌のࡻࡕとっࡩとࡱのようなᙧをした、のっࣝࢱ࣍のようなࢩ࣒
このたࡕは、ࡈくᑠさくしかᥥかれて࠾らず、本ᩥでも一ᗘもそのᏑᅾ

が言ཬされることはない。にもかかࢃらず、よくぢると絵本のあらࡺるとこ

ろに㢦をฟす。かのࢪ࣮࣌を☜かめてみると、⊧とࣜࢫがいなくなったࣜ

ࡾでも、よくぢるとྑ下に、まるで᥈し≀のあ࣮ࣥࢩの⏿ࣕࢳ࣎࢝を᥈すࢫ

かを♧၀するように、ചのඛでどこかをᣦしたࢬ࣮࣏でᥥかれている。3 ே

が႖ვする࣮ࣥࢩでも、ᕥ下にᥥかれた㟷いࣉࢵ࢝のᶓにいて、⪥に୧ᡭを

ᙜてて「うるさい」というࢬ࣮࣏をしている。また、⾲⣬でも、ࣃࢢࣂ

をしているጼが、ᑠさくᥥき㎸まれࢫࣥࢲてࡏࢃの₇ዌにྜࣝࣄをᙎくࣉ

ている。 
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大ேは絵本をㄞࡴとき、ࡘいࡅࡔ࣮࣮ࣜࢺࢫにẼをྲྀられて、絵をよくぢ

ないが、子どもはこうした㐟ࡧにすࡄにẼ࡙く。そして「あ、またぢࡅࡘた」

と言って႐ࡪものである。 
 
2.2 㞃れたࡘながࡾ 

㞃れた⧅がࡾとは、絵の中にᥥき㎸まれた」ᩘのものどうしが、何らかの

（本ᩥで言ཬされない）㛵ಀࡘࡸながࡾをもࡘというሙྜをいう。ᐇとし

て、⟄㢗子 స࣭ᯘ明子 絵のࠗはじめてのࡘ࠾かい࠘の一㒊をぢてみる。

これは、「みいࢇࡷࡕ」が࠾ẕさࢇに㢗まれて、はじめて∵ஙを㈙いに⾜く

ヰである。 
この≀語で、みいࢇࡷࡕがࡘ࠾かいの㏵中、㐩のともࢇࡷࡕにうሙ面

がある。ぢ㛤きయで⏫ෆのᵝ子をಠ▔Ẽにᤊ࠼たᵓᅗで、下の᪉にᑠさ

くᥥき㎸まれたみいࢇࡷࡕとともࡅࡔࢇࡷࡕでなく、࿘ࡾの㏻ࡸࡾ家、さら

には❆を㏻して家ࠎのෆ㒊のᵝ子までぢてྲྀれるようにᥥかれている。その

⏫ෆの一ゅ、ሟのୖに、ࡈくࡈくᑠさくࢥࢿࣛࢺがᥥかれている。このⅬ

では、⫼ᬒの一㒊として、目❧たずにᑠさくᥥき㎸まれているࡔࡅࡔが、こ

のᚋ、みいࢇࡷࡕが㏵中で㌿ࡾࡔࢇしࡘࡘも↓に࠾ᗑにたどࡾ╔いたሙ面

で、ࡩとᗑのᶓをぢると、⏫ෆᥖ♧ᯈに㏞い⊧ᤚ⣴のᙇࡾ⣬がฟている。こ

こにまさに、さきどのࢥࢿࣛࢺの絵がᥥかれている。これをぢたにㄞ⪅

はึめて、「さっきの⊧は、この㏞子になった⊧ࡔったのか」ということに

Ẽ࡙く。 
このようなᡭの㎸ࡔࢇ「いたずら」は、ึめてㄞࡔࢇにはẼ࡙かないか

もしれないが、何ᗘも⧞ࡾ㏉しㄞࡴうࡕに、何ேかの子どもはᚲずこのࡘな

がࡾをⓎぢする。そうした㞃れたࡘながࡾを᥈すことを、子どもはㄡにもᩍ

 。ようになるࡴᴦし、࠼られずとも⮬ศでぬ࠼
 
2.3 ືく↓⏕≀ 

次に、ືく↓⏕≀とは、⫼ᬒの家ලࡸᑠ≀など、本᮶ືかないはずのもの

が、ࢪ࣮࣌が㐍ࡴにࡘれて（ពᅗ的に）ኚするといういたずらである。ᐇ

として、ᓥ⏣ࡺかసのࠗかばࢇうࡾの࠘ࢦࣛ࢞の一㒊をぢてみる。ࢦࣛ࢞

がኪ、かばࢇの中で╀ࡾにࡘくሙ面である。ₔ画㢼の࣐ࢥࡾがなされたᵓ

ᅗの中で、かばࢇのࢻࢵ࣋にᶓたࢃるࢦࣛ࢞のᶓに、ࢦࣛ࢞の㢦の࢝ࢢ࣐

を㏣っていくにᚑって、⾲࣐ࢥ、がࣉࢵ࢝ࢢ࣐が⨨かれている。このࣉࢵ

をኚ࠼ていく。すなࢦࣛ࢞、ࡕࢃが目を⣽めるとࣉࢵ࢝の中の（ືかない絵

のはずの）㢦も目を⣽め、ࢦࣛ࢞が目を㛢じるとࣉࢵ࢝の中の㢦も目を㛢じ

るというように。このように、本᮶はືかないはずのᑠ≀が、ᣢࡕにྜࢃ

 。られているࡅるといういたずらが࠼て⾲をኚࡏ
ྠじࢪ࣮࣌には、もう一ࡘの「ືく↓⏕≀」がある。それはࢦࣛ࢞がㄞࢇ

でいる㞧ㄅである（ࣝࢺࢱは Weekly Mammal）。ࢦࣛ࢞のᡭの中で㛤かれた

㞧ㄅは、ㄞ⪅のഃからぢると⾲⣬と⾲⣬ࡅࡔがぢ࠼る。⾲⣬は、࠾すࡾࢃ

をした≟の㊊ඖにࣜࣥࢦが㌿がっている絵である。しかしよくぢると、この
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⾲⣬の絵がືいているのである。࣐ࢥが㐍ࡴにࡘれ、ࣜࣥࢦがᕥからྑに㌿

がっていき、そのࣜࣥࢦのືきを㏣うように、≟の目⥺も⛣ືしていく。 
このようなኚは、今までの「いたずら」とྠᵝ、本ᩥでは一ษ説明され

ないところが≉ᚩである。ㄞ⪅が⮬ศでⓎぢするところにこそ、㦫きと႐ࡧ

がある。 
 
2.4 本ᩥにない㐟ࡧ 

᭱ᚋに、本ᩥにない㐟ࡧというのは、ᥥかれたものが、ࡦっか࣭ࡅことば

㐟ࡧなど何らかの「㐟ࡧ」になっているものという、かなࡾ大㞧ᢕなくくࡾ

である。かの「いたずら」と大きく␗なるⅬは、ྠじ絵本ෆのの絵との

㐃⥆ᛶがないということである。࠼ば、᭱ึにぢた「㞃れⓏሙே≀」とい

ういたずらのሙྜ、㸯ࡅࡔࢪ࣮࣌ぢても面白さがศからないが、あࡕこࡕに

ྠじ࣮ࢱࢡࣛࣕ࢟がⓏሙすることで「あ、またこのேいた」という面白さを

⏕みฟすのが≉ᚩࡔった。一᪉の「本ᩥにない㐟ࡧ」は、そのࢪ࣮࣌の絵ࡔ

 。ぢても༑ศに面白いというពで、ูの㡯目としたࡅ
ᐇとして、Oliver Jeffers.のLost and Found.というసရの一㒊をぢてみる。

これは⏨の子とࣥࢠࣥ࣌がேබの≀語で、㏞子になったࣥࢠࣥ࣌を༡ᴟに

㏉してあࡆようとして、⏨の子とࣥࢠࣥ࣌が、ᡭసࡾのࢺ࣮࣎でⱞ㞴の᪑の

ᮎに༡ᴟにたどࡾ╔くという࠾ヰである。その 2 ேが༡ᴟに฿╔する࣮ࣥࢩ

で、絵のྑ➃にᥥかれた┳ᯈが、どうぢても⌧ᐇとかࡅ㞳れている。༡ᴟの

ịのୖに、↥ࠎとࣥ࢜ࢿで⦕ྲྀられた┳ᯈがᤣ࠼ࡅられ、そこには、

「Welcome to the South Pole」とある。ᐇ㝿、༡ᴟにはそࢇな┳ᯈなどないୖ

に、ᩥ面のあっࡅらかࢇとした㝧Ẽさが、これまでの⏨の子とࣥࢠࣥ࣌の大

ෑ㝤とのᑐẚを⏕みฟし、࣮ࣘࣔをឤじさࡏる。また、どこからこの࢜ࢿ

ࣥに㟁Ẽを引いているのかなど、ពᅗ的にㄞ⪅の「ࡘっこみ」をㄏうሙ面で

もある。このような、明☜にはศ㢮しがたいが、絵の中ࡅࡔに、ࡻࡕっとし

た➗いをㄏうようなࢱࢿが㎸まれているሙྜを「本ᩥにない㐟ࡧ」と名

 。たࡅ
 
3. ၥ㢟ᥦ㉳ 
� 以ୖのようなศ㢮にᇶ࡙き、今回ศᯒするㄢ㢟は以下の㏻ࡾである： 
 

これらの、本ᩥにない、すなࡕࢃことばによらない「いたずら」が、

なぜㄞ⪅に面白さをឤじさࡏるのか㸽 
 
� 芸術大学というົඛの㒔ྜで、ᢸᙜしているⱥ語ㅮㄞのᤵᴗで絵本を

用することもከいが、どうしても、「こࢇなものがᥥいてあるよ、面白いࡡ」

で⤊ࢃってしまい、なぜ面白いのか、どう面白いのか、を明☜に説明するこ

とは㞴しい。しかし、絵というグྕを用いて「面白い」という効果が⏕みฟ

されている以ୖ、その組みをศᯒして明♧的に説明するのが言語学のᙺ

ではないかと⪃࠼、今回このㄢ㢟を❧てた。 
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� ≉に本稿は、SFL の画ീศᯒの枠組みのᇶ࡙き、言語以እのグྕ（㸻絵）

が効果を⏕みฟす組みを明らかにする、という࣐࣮ࢸをᥖࡆる。その㝿の

ศᯒ枠組みとして、SFL の枠組みで画ീศᯒの࣒ࢸࢫࢩをࡘくࡾあࡆた、

Kress and Leeuwen (1996)の Reading Images: The Grammar of Visual Design を用

いる。 
 
4. ศᯒࢺࢫࢡࢸ 

ศᯒࢺࢫࢡࢸとしては、Margaret Wise Brown & Clement Hurd సの

Goodnight Moon を用いる。᪥本ではࠗࡸ࠾すみなさいࡘ࠾きさま࠘のࢺࢱ

ࣝでぶしまれている本で、ࡈくᑠさい子どもをᐷかしࡅࡘるためにᥥかれた

絵本である。 
⣬面の㒔ྜୖ、すての✀㢮の「いたずら」にࡘいてศᯒできないため、

本稿では、「㞃れⓏሙே≀」ࡅࡔに注目してศᯒしたい。この絵本のሙྜの

㞃れⓏሙே≀はᑠさな白い࣑ࢬࢿで、これが絵の中に⧞ࡾ㏉しⓏሙする。 
この絵本は、࣮ࣛ࢝で㒊屋యをᥥくࢪ࣮࣌と、㒊屋の中にあるಶࠎのも

の（᳔子ࣝࣈ࣮ࢸࡸなどの家ලୖࣝࣈ࣮ࢸ、ࡸの࠾ࡸࢩࣛࣈかࡺなどのᑠ≀）

をࣉࢵࢬ࣮ࣟࢡでᥥく白㯮のࢪ࣮࣌がに⌧れ、それらの「もの」に㡰

に Goodnight.とᣵᣜしていくࡅࡔの、㠀ᖖにࣝࣉࣥࢩな絵本である。 
この絵本の中で、白い࣑ࢬࢿは࣮ࣛ࢝の絵（㒊屋の中యをᥥいた絵）の

中ࡅࡔににⓏሙし、ᩘከくの家ලࡸᑠ≀がᩓᅾする㒊屋の中に⣮れてᑠさ

くᥥき㎸まれる。それらの絵の中で、この白い࣑ࢬࢿがㄞ⪅の注ពを引くこ

とは、すでにさまざまな絵本研究⪅がᣦしている。࠼ば、以下の℩⏣

(1985: 368-9)がある： 
 

  Ⰽๅࡾぢ㛤きの㒊屋のなかは、しࡔいにあࡕこࡕの明かࡾがῶって、

⏕きものたࡕもしかるきところ࠾さまࡾ、かくれ、ཤっていく。

絵が、ࡺっくࡾくࡾ㏉しでᚤጁなኚを♧していくのである。ᑠさな

ㄞ⪅（ほᐈというきࡔろうか）は [中␎]、ものをよくぢることを

学ࡪ。そしてኚにẼ࡙く。ᑠさな⪅のあいࡔにあって、それはⓎぢ

とい࠼るどのస用をもたらす。ࡔれにみࡏても、ᑠさい子がいࡕば

㰡はそれとなく、㒊屋の∦᪉から㒊。ࡔさきに注ពするのは、ᑠ㰡ࢇ

屋をᶓษっていく。それをᩥ❶はまったく知らࡏはしない。絵がៅ㔜

にさࡆࡾなく♧すࡔࡅࡔから、子どもたࡕが「Ⓨぢ」するのである。

この絵本は、さがし絵㢼、注ព⾲的な㗦い⯆をよ࠾ࡧこす。 
   

この引用にあるように、子どもは何も言ࢃなくてもこのᑠさな࣑ࢬࢿを⮬

ศでぢࡅࡘて⯆をもࡘ。しかしそもそも、こういった㞃れたⓏሙே≀をぢ

ろうか。本稿は、その⌮⏤を、画ࡔるとなぜᎰしいのか、なぜᴦしいのࡅࡘ

ീศᯒのほⅬから明らかにしたい。 
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5. Kress and Leeuwen の枠組み 
5.1 Representational Meaning（ほᛕᵓᡂ的ព） 

ศᯒにධる๓に、Kress and Leeuwen (1996)の画ീศᯒの枠組みをࡈくかい

でぢてみる。Kress and Leeuwenࢇまࡘ は、画ീも言語とྠじように 3 ✀㢮の

ព (representational, interactional, compositional) をもࡘとしている。そのう

ࡕ representational meaning は、言語でいうほᛕᵓᡂ的ព (ideational meaning)、
すなࡕࢃ、ㄡがいࡘどこで何をしているのか、というෆᐜを⾲す。このព

を⏕みฟす࣒ࢸࢫࢩはに㸱ࡘある： 
 

࣭�㐣⛬ᆺ 
㐣⛬ᆺ (Process Type) には、言語とྠじように、Material / Verbal / 
Mental / Relational の༊ูがある。≀㉁㐣⛬（Material Process）がᥥ

かれるሙྜ、ே≀のࢬ࣮࣏などによってືきが⾲される。ᚰ⌮㐣⛬

（Mental Process）のሙྜ、ே≀のど⥺ࡸ⾲などによって、何かを

ぢたࡾឤじたࡾしていることが⾲⌧される。Ⓨ言㐣⛬（Verbal 
Process）のሙྜ、Ⓨ言ෆᐜを⾲すᡭẁとして、いࡺࢃる「ࡩきࡔし」

を用いるという㑅ᢥがされるሙྜもある。㛵ಀ㐣⛬（Relational 
Process）は、「ືき」ではなく、㇟の「あࡾよう」をᥥく。࠼ば、

ᅗ㚷に㍕っているື᳜≀の⣽ᐦ画ࡸ、㟁〇ရのྲྀᢅ᭩に㍕ってい

る〇ရのྛ㒊名⛠の説明ᅗなどがこれにあたる。 
࣭�ືᛶ 

㐣⛬ᆺの㑅ᢥ⫥はさらに、ື的  (Transactional)か㠀ື的 
(Non-transactional) かという㑅ᢥをもࡘ。これは、ືసがᑐ㇟をもࡘ

かどうかの㑅ᢥである。 
࣭�≧ἣせ⣲ 

≧ἣせ⣲ (Circumstance) は、絵のሙྜ、ᥥき㎸まれる⫼ᬒࡸᑠ㐨ල

によって⾲される。 
 
5.2 Interactional Meaning（ᑐே的ព） 
次に Interactional Meaning をぢてみる。これは、言語のᑐே的ព 

(Interactional Meaning)とྠじ㡿ᇦで、ே㛫㛵ಀのᵓ⠏と⥔ᣢに㛵ࢃるពで

ある。このពを⏕みฟし、ㄪᩚする画ീの㈨※として、Kress and Leeuwen
は以下のようなものをᣲࡆている： 

 
࣭�ど⥺ 

ど⥺ (Gaze) は、ᥥかれたே≀が㚷㈹⪅をぢているሙྜ、㚷㈹⪅に

ᑐし何らかの┦స用をồめていることを♧す。࠼ばᗈ࿌のே≀

がこࡕらをぢていたら、その〇ရを㈙って、ということをồめてい

る。 
࣭�㊥㞳  
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画ീෆのே≀がࣉࢵࢬ࣮ࣟࢡでᥥかれたሙྜ、ᥥかれたே≀と㚷

㈹⪅の㊥㞳 (Distance) が㏆いことを⾲し、ࣟࣥࢺࢵࣙࢩࢢ、すなࢃ

㐲くから㌟をᥥいたሙྜ、ᥥかれたே≀と㚷㈹⪅の㊥㞳は㐲くࡕ

なる。 
 ࣝࢢࣥ�࣭

ࢃいては、ಠゅ、すなࡘるゅᗘに࠼ᤊࡕࢃすな、(Angle) ࣝࢢࣥ

らがྥこうをぢ下ろすゅᗘでᥥかれた画ീは、㚷㈹⪅がᥥかࡕこࡕ

れたே≀にᑐしてᙳ㡪ຊ࣭࣮ࣝࣟࢺࣥࢥຊをᣢࡘことをពする。

Ỉᖹのሙྜ、㚷㈹⪅とᥥかれたே≀はᑐ➼であࡾ、そこに௰㛫ព㆑

が⏕まれる。一᪉、௮ゅ、すなࡕࢃこࡕらがྥこうを௮ࡂぢるゅᗘ

でᥥかれた画ീは、ᥥかれたே≀が㚷㈹⪅にᑐしてᙳ㡪ຊ࣭ࢺࣥࢥ

࣮ࣟࣝຊをᣢࡘことをពする。 
 

5.3 Compositional Meaning（ࢺࢫࢡࢸᙧᡂ的ព） 
次に、compositional meaning に⛣る。これは言語でいうࢺࢫࢡࢸᙧᛶ的ព

(Textual Meaning) に┦ᙜし、ሗの組⧊ࡔてに㛵ࢃるពである。 
 

࣭�᪂ᪧሗ 
画ീのሙྜ、᪂ᪧሗ (Given and New) は⨨㛵ಀによって♧され、

画面ᕥに⨨かれたものがᪧሗ、ྑに⨨かれたものが᪂ሗである

ことを♧す。これはᩥᏐࢺࢫࢡࢸの㐍⾜᪉ྥと㛵ಀが῝く、ⱥ語の

ようなᕥからྑに᭩くᶓ᭩き言語のᩥᅪに࠾いてはᕥがᪧでྑが

᪂となる。᪥本語のように⦪にྑからᕥに᭩くሙྜは、㏫になる。 
࣭�⌮と⌧ᐇ 

一⯡的に、画面のୖの᪉に♧された画ീは⌮的またはᢳ㇟的࣓

を⾲し、下の᪉に⨨かれる画ീは⌧ᐇ的またはලయ (Ideal) ࢪ࣮

なࢪ࣮࣓ (Real) をᣢࡘ。 
࣭�᰾と࿘⦕ 

画面の中ᚰが᰾ (Center) となる㔜せሗを⾲し、㐲ざかるど࿘⦕

(Margin)的な、㏣ຍ的࣭⿵㊊的ሗになっていくというഴྥがある。 
 

6. ศᯒ 
6.1 Representational Meaning 

ここからศᯒにධる。➨ 5 ⠇で♧した枠組みにἢって、Goodnight Moon
の中で、白い࣑ࢬࢿがどのようなពをᣢっているかをศᯒする。まず

representational なពに㛵しては、以下のことがࢃかる。 
まず㐣⛬ᆺをศᯒしてみると、࣑ࢬࢿの⾜ືはࢪ࣮࣌によって㐪うことが

ศかる。ලయ的には、࣑ࢬࢿは以下の⾜ືをしているようにᥥかれている： 
 
࣭�Ṍいている（Material Process） 
࣭�ᑐྥきにṌいている（Material Process） 
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࣭�ᗙっている（Material Process） 
࣭�≀ᖸしにⓏっている（Material Process） 
࣭�本Ჴのୖから下をないている（Material/Mental Process） 
࣭�ᬮ⅔のⅆを═めてる（Mental Process） 
 （てはいないMental Process㸨㣗）をないているࡺか࠾�࣭
࣭�❆のእをぢてᛮ⣴にࡅࡩっている（Mental Process） 

 
๓༙はずっと≀㉁㐣⛬ばかࡔࡾが、「本Ჴのୖから下をないている」のⅬ

でኚする。なき㎸ືࡴసは≀㉁的ࡔが、何かをぢ下ろしている、というⅬ

ではᚰ⌮的でもある。そのᚋはずっとᚰ⌮㐣⛬が⥆き、ᬮ⅔のⅆを═めたࡾ、

をࡺか࠾なみにࡕ。するࡾったࡅࡩのእをみてᛮ⣴に❆、ࡾをないたࡺか࠾

ないている࣮ࣥࢩは、࠾かࡺをࡘまみ㣗いしていたら≀㉁㐣⛬ࡔが、ḧしそ

うにぢているࡅࡔなのでᚰ⌮㐣⛬とした。 
� では、これらの㐣⛬ᆺを㑅ᢥしたことで⏕まれた効果は何か。まずᣦす

に㐪うことをしているⅬである。とࡧをめくるたࢪ࣮࣌、が࣑ࢬࢿ、きは

いうことは、ࢪ࣮࣌とࢪ࣮࣌の㛫、ㄞ⪅がぢていない㛫にもこの࣑ࢬࢿがື

き⥆ࡅていることをീさࢪ࣮࣌、ࡏをめくるたࡧに、ᡭにືいているࢿ

。を「たまたま」なきぢしてしまった࣭Ⓨぢしてしまったឤが⏕まれる࣑ࢬ

これがㄞ⪅に、Ⓨぢ⪅としての႐ࡧをឤじさࡏる一ᅉになっているとい࠼る。

また、≀㉁㐣⛬からᚰ⌮㐣⛬のኚによ࣑ࢬࢿ、ࡾはたࡔの「ືく≀」か

ら、「ᚰࡸḧồをもったもの」とኚする。そのことが、⮬ศたࡕとྠじ

「ᚰ」をもったᏑᅾとして、࣑ࢬࢿのぶ㏆ឤを⏕ࢇでいる。 
� ⥆いて、ື的 / 㠀ື的の༊ูでいうと、≀㉁㐣⛬はすて㠀ື的

ືసࡔった（ືసにᑐ㇟がなく、࣑ࢬࢿ⮬㌟がṌいたࡾᗙったࡾする）が、

ᚰ⌮㐣⛬はື的なものがከかった。ࡘまࡾ、═めるᑐ㇟ࡸḧồするᑐ㇟、

たと࠼ば࠾かࡺがᥥかれていた。たࡔしこれは࣑ࢬࢿと「もの」との㛵ࡾࢃ

であࡾ、⏕き≀どうし、すなࡕࢃⓏሙே≀どうしは一ᗘも㛵ࡾࢃあうሙ面が

ない。 
� このことが⏕みฟす効果は何か。 まず、࣑ࢬࢿがᚰ⌮的に何かを═めた

ㄞ⪅以እのものに注ព、ࡕࢃしているのをㄞ⪅がぢている、すなࡾḧしたࡾ

をྥࡅているものに、ㄞ⪅が注ពをྥࡅている、というᵓᅗは、ㄞ⪅を一᪉

的なほᐹ⪅として⨨࡙ࡅる。࣑ࢬࢿはㄞ⪅の᪉をぢることは一ᗘもない。

また、Ⓩሙே≀どうしの㛵ࡾࢃがないということは、Ⓩሙே≀どうしはい

のᏑᅾに注ពをᡶっていないということである。すなࡕࢃㄞ⪅ࡅࡔが࣑ࢬࢿ

のᏑᅾにẼいているというᵓᅗ⏕みฟし、ㄞ⪅にⓎぢ⪅࣭ほᐹ⪅としての

ඃ㉺ឤをឤじさࡏているとい࠼る。 
� ᭱ᚋに≧ἣせ⣲で≉➹すきⅬとしては、⫼ᬒが㠀ᖖに⣽かくᥥき㎸まれ、

ከᩘのࡸ㒊屋の中には家ල、ࡾまࡘ。られるࡆとኚしていくことがᣲࠎ้

ᑠ≀がᏑᅾし、それらがࢪ࣮࣌によって⛣ືする。また、᭶のഴきࡸ㒊屋の

明るさもᑡしずࡘኚࢃっていく。その⤖果、ㄞ⪅にとってはほᐹすきもの

がたくさࢇある≧ἣが⏕みฟされる。その中から≉ᐃのもの（㸻⧞ࡾ㏉し⌧
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れるᑠさな白い࣑ࢬࢿ）をぢࡅࡘるのは㞴しく、この㞴しさが㏫に、ㄞ⪅の

 。でいるࢇ⏕るẼを引きฟす効果をࡸ
 

6.2 Interactional Meaning 
⥆いて、interactional meaning のศᯒに⛣る。まずど⥺に㛵しては、๓⠇の

ືᛶの㒊ศでもᣦした㏻࣑ࢬࢿ、ࡾはỴしてㄞ⪅の᪉をぢず、かのⓏ

ሙே≀とも目をྜࡏࢃない。その⤖果⏕まれるពとしては、࣑ࢬࢿはㄞ⪅

に何もせồしていない。༢に「Ꮡᅾしている」というሗを一᪉的にᥦ౪し

ている。そのことによって、「ㄞ⪅㸻ほᐹ⪅、࣑ࢬࢿ㸻ほᐹᑐ㇟」というᵓ

ᅗを⏕みฟしている。 
次に㊥㞳をぢてみると、かなࡾ引いた࣓ࣛ࢝で㒊屋యがᤊ࠼られ、それ

がࣉࢵࢬ࣮ࣟࢡ、くᑠさくᥥかれている。その効果としてࡈれのものはࡒ

ぶ㏆ឤを⾲すとしたら、ᙜ↛その㏫になる。ࡘまࡾ、≉にㄡにも࣭何にもឤ

⛣ධして࠾らず、㒊屋の中のものはあくまで「ほᐹᑐ㇟」として中❧的に

ᥦ♧される。 
。られている࠼めୖからಠ▔的に㒊屋యがᤊᩳࡸࡸ 、をぢるとࣝࢢࣥ

このことが⏕みฟす効果として、ㄞ⪅は「ほᐹ⪅」であࡾ、㒊屋యにᑐし

 。をもっていることが♧される「ຊ࣮ࣝࣟࢺࣥࢥ」
 
6.3 Compositional Meaning 

᭱ᚋに compositional meaning をศᯒしてみる。᪂ᪧሗ的には、画面ᕥഃ

にືかないもの（≀ᖸし࣭࠾もࡷࡕの家࣭࠾ばあさࢇ）がᥥかれ、ྑഃに、

いろいろとࢬ࣮࣏をኚ࠼るேබ（ࢠࢧ࢘の⏨の子）がᥥかれている。ၥ㢟

の白い࣑ࢬࢿは、ᕥྑと⛣ືし、⨨がᐃまらない。そのᵓᅗがពす

るのは、⏨の子は「ኚࢃらない㒊屋（すなࡕࢃᪧሗ）」にኚをもたらす

もの（すなࡕࢃ᪂ሗ）としてᵓ⠏されている。白い࣑ࢬࢿはሗ的にண 

⬟で、そのことがまさに、᥈すことの႐ࡧを⏕みฟすとい࠼る。すなࡕࢃ、

画面のどこに⌧れるかศからないからこそ、᥈しฟしてࡸろう、というẼᣢ

 。るのであるࡏを㉳こさࡕ
⌮と⌧ᐇ㛵ಀとしては、この絵本のሙྜ、ୖ下の㓄⨨にはあまࡾពが

ないと⪃࠼られる。ᩒ࠼て言࠼ば、ẚ㍑的ୖの᪉にᥥかれたもの（㢼⯪࣭絵

画のධった㢠࣭❆（ኪ✵））が「⌮」で、それ以እのものが「⌧ᐇ」と言

とࢺࢵ࢚ࣝࢩは❆枠によじⓏった࣑ࢬࢿ、るかもしれない。᭱ᚋのሙ面で࠼

してᥥかれ、ኪ✵と一యする、またはኪᬒを「ぢる」⪅になる。ぢる᪉が

ぢられる᪉にᑐしᙳ㡪ຊをもࡘというᑐே的ពとేࡏて⪃࠼ると、᭱ᚋに

ୡ⏺を࣮ࣝࣟࢺࣥࢥ下に࠾くのは࣑ࢬࢿ、すなࡕࢃ白い࣑ࢬࢿこそがᙳの

ᙺである、とさ࠼言࠼る。 
᭱ᚋに、᰾と࿘⦕㛵ಀにࡘいて㏙る。ࢪ࣮࣮࣌ࣛ࢝には≉に「中ᚰ」と

い࠼るものがない。ࡘまࡾ」ᩘの家ල࣭ᑠ≀が㞧↛とᩓらかっている≧ᬒが

ᥥかれ、何が中ᚰということなく、యが「࿘㎶」「ᬒⰍ」を⾲している。

一᪉、白㯮ࢪ࣮࣌ははっきࡾと「中ᚰ」を⾲し、そのときどきでヰ㢟にୖっ
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ているものࡅࡔをᥥいて↔Ⅼしている。その⤖果、ࢪ࣮࣮࣌ࣛ࢝では、中

ᚰを♧さない㞧ከなᬒⰍの中から、࠾目ᙜてのものを「Ⓨぢ」することがồ

められ、ここでもㄞ⪅のࡸるẼを引きฟすᵓᅗが㑅ばれていた。 
 
7. ศᯒのまとめ 
� ここまでのศᯒをまとめると、࣑ࢬࢿをぢࡅࡘることが「႐ࡧ」を⏕ࡴ⌮

⏤は以下のようになるࡔろう： 
 

࣭�ぢࡅࡘにくいᵓᅗ 
中ᚰがなく、ものが⣽かく㞧ከにᥥき㎸まれた⫼ᬒの中で、ண ྍ

⬟な⨨に⌧れる࣑ࢬࢿを、⮬ຊで᥈しฟすところに႐ࡧが⏕まれる。 
࣭�ほᐹ⪅という❧ሙ 

ㄞ⪅にᑐして≉に何もせồしない࣭࣮ࣝࣟࢺࣥࢥຊももたない࣑ࢬࢿ

を、一᪉的にほᐹするという႐ࡧが⏕まれる。 
࣭�Ⓨぢ⪅という❧ሙ 

かのⓏሙே≀がẼに␃めていない、そしてㄞ⪅のᏑᅾにẼいてい

ない࣑ࢬࢿに、⮬ศࡅࡔがẼいているという႐ࡧが⏕まれる。 
 にᑐするぶ㏆ឤ࣑ࢬࢿ�࣭

༢にືき回るࡅࡔでなく、何かをぢࡘめたࡾ、ḧしたࡾする「ᚰ」を

もった࣑ࢬࢿにᑐし、そのᚰ⌮をീする႐ࡧが⏕まれる。 
 

� このように言語学⌮論の枠組みをって画ീをศᯒすることで、༢に「ࢿ

ではなく、なぜ面白いのか、何が効果的な「ࡡが何回もฟてきて面白い࣑ࢬ

のか、ということを明♧的に♧すことができると⪃࠼る。このように、画ീ

にࡘいて言語を用いて説明できるのが、࣮ࢩࣛࢸ࣭ࣜࣝࣗࢪࣅのせࡔとい

 。る࠼
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Abstract 
 
This paper investigates how vision and grammar are interrelated to each other. A 
particular linguistic phenomenon examined here is the so-called null-subject language. 
A number of languages do not overtly express the grammatical subject, making a 
sharp contrast against languages such as English which always require the presence 
of a subject. It is argued here that visualisation of events in the mind helps 
interlocutors to supplement a referent for the grammatical subject in null-subject 
languages. A speaker knows what he/she refers to in speaking or writing, but hearers 
may not be able to trace a referent correctly. The null-subject language is, therefore, 
suited for speakers to express themselves. This point is discussed at length in terms of 
linguistic orientation (Durst-Andersen, 2011).  
 
 
1. Linguistic orientation 
When we hear a story, we internally visualise a scene. This may be apparent from our 
own experience, but it is also shown by an MRI brain scanning. This means that by 
verbally communicating, we are evoking an image in each other’s mind. Whether we 
can have an identical image is highly questionable, and this is what has been discussed 
in cognitive linguistics as prototype or cognitive frame, i.e. the difference is 
influenced by each individual’s personal experience in life (cf. Enfield, 2002; Taylor 
2003; Croft and Cruse, 2004). Nevertheless, when we turn our attention to a functional 
aspect of grammar, visualisation of scenes may be an important feature although this 
has been overlooked in previous research. In his recent study, Durst-Andersen (2011) 
claims that we may be able to classify languages into three groups, e.g. reality, speaker 
and hearer, known as linguistic orientation. According to his approach, each language 
has arranged its grammar to fit one of three orientations. The characteristics described 
so far can be summarised in Table 1. This paper discusses how this classification can 
be studied in terms of visualisation of a scene in mind in communication.  
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Table 1:  Characteristics associated with orientations 
 Reality Speaker Hearer 

Representatives Russian, Chinese, 
etc. 

Bulgarian, 
Japanese, etc. 

English, Danish, 
etc. 

Basic unit Situation Experience Information 
Speaker orientation Third person First person Second person 
Speaker function Reporter Commentator Informer 
Identification mark Aspect 

prominence 
Mood prominence Tense 

prominence 
 

Let us take Russian as an example. Reality orientation mainly deals with ‘here 
and now’ in conversation, which presumes that interlocutors are familiar with their 
visible surroundings. Thus, the grammar in this type distinguishes a physically visible 
and non-visible situation. The Russian examples in (1) illustrate the point in question. 
Both examples in (1) refer to possession, but (1a) with imeti ‘have’ is restricted to a 
case where abstract nouns are involved (i.e. non-visibility), whereas (1b) deals with 
possession with concrete nouns (i.e. visibility). Thus, possession is divided into two 
types according to whether a possessed object is physically visible to naked eyes or 
not. Similarly, the existential clause in Russian forces a change in the case marking in 
the negative clause, e.g. the affirmative clause in (2a) uses the nominative case for an 
NP, but once it is negated, the genitive case has to be used, as in (2b). This change 
also reflects on its grammar’s sensitivity towards visibility, i.e. in a negative clause, it 
is not possible to visualise an object, since its existence is negated. 
 
 Russian 
(1) a. Ya imeju mnenie 

  I have.PRS opinion.ACC 
  ‘I have an opinion.’ (abstract noun) 
 b. U menja jest’ kniga 
  with I.ACC.SG exist.PRS book.NOM 
  ‘I have a book.’ (concrete noun) 

 
 Russian 

(2) a. Byla kniga 
  was book.NOM 
  ‘There was a book.’ 
 b. Ne bylo knigi 
  NEG was book.GEN 
  ‘There was not a book.’ 

 
Russian may be an extreme case of reality orientation, but similar grammatical 

behaviours based on visibility cannot be found in other orientations. In addition, the 
reality orientation does not distinguish a spoken and written register, since a spoken 
one is inherently concerned with ‘here and now’, whereas a written one can transfer 
messages beyond time and space (cf. Toyota, 2009). In another type, speaker 
orientation, a speaker visualises a situation in his/her mind, and the grammar does not 
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have to overtly describe details of situation to others, i.e. grammar describes what is 
thought in a speaker’s head. These languages may use a definite article or a 
demonstrative as a definite article, but the indefinite article is not present (cf. (5) from 
Bulgarian), i.e. the definiteness is used in order to remind a speaker, but not a hearer, 
of a referent. Furthermore, hearer orientation has to describe events in details so that 
hearers can visualise a situation expressed in utterances easily. Both definite and 
indefinite articles are used in order for hearers to signal contextual clues to sort out 
information. It is worth mentioning that hearer orientation may correspond to Hall’s 
(1976) low-context, providing much contextual clues in the grammar. 
 
2. Null-subject languages 
An interesting case involving visibility in orientation is the so-called null-subject 
languages. A decisive characteristic of these languages is, as its terminology suggests, 
that the subject is omissible, but it is important to note that its referent is still visible 
in a speaker’s mind. An example from Japanese can illustrate this type, as 
demonstrated in (3). In (3a), the subject is omitted, and it can refer to any pronouns, 
as the translation suggests, but it can be overtly stated, as in (3b). In addition, the 
expression of the subject can change when it is expressed with a pronoun, its word 
order may change, or the pronoun becomes a verbal affix. For instance, in (4) from 
Hakha Lai (Tibeto-Burman), the pronominal subject is used as a verbal affix. These 
types of language form a sharp structural contrast with those languages that 
obligatorily require the presence of the subject, whether it is a noun, a pronoun or a 
so-called dummy subject (i.e. form words such as it or there in English, without any 
referential contents). 

 
 Japanese 
(3)  a. Soto-ni de-ta 

  outside-to go-PST 
  ‘(I/you/he/she/it/we/they) went out.’ 
 b. Watashi-wa soto-ni de-ta 
  I-TOP outside-to go-PST 
  ‘I went out.’ 
 

 Hakha Lai (Tibeto-Burman, Myanmar, Dryer, 2013) 
(4) a-kal-tsaŋ 

 3SG-go-PRF 
 ‘He has gone.’ 

 
Dryer (2013) analyses a sample of 711 languages in the world and classifies how 

the pronominal subject is expressed. The distribution is shown in Table 2. The most 
common structure has the pronoun as an affix on verbs, as in (4). This type makes up 
ca. 61% of all the data. The null-subject languages make up only 8.6% of the data, 
and this is not a common grammatical pattern cross-linguistically, but it forms an areal 
feature, occurring mainly in East and Southeast Asia and Australia. In previous 
understanding, the nature of null-subject languages was ascribed to a discourse factor, 
i.e. a subject referent is retrievable contextually and there is no need to express it 
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overtly. However, judging from the typological distribution, whether the subject is 
overtly expressed or not may not be so simply a matter of discourse, as discussed here. 
 
Table 2:  Typological patterns of pronominal subject (Source: Dryer, 2013) 

Patterns of expressing pronominal subject Number of 
sample 
languages 

Pronominal subjects are expressed by pronouns in subject 
position that are normally if not obligatorily present 

82 (11.5%)
  

Pronominal subjects are expressed by affixes on verbs 437 (61.5%) 
Pronominal subjects are expressed by clitics with variable host 32 (4.5%) 
Pronominal subjects are expressed by subject pronouns that 
occur in a different syntactic position from full noun phrase 
subjects 

67 (9.4%) 

Pronominal subjects are expressed only by pronouns in subject 
position, but these pronouns are often left out 

61 (8.6%) 

More than one of the above types with none dominant 32 (4.5%) 
Total 711 (100%) 
 

This grammatical pattern is found in both reality and speaker orientation, but the 
system works differently: in reality orientation, interlocutors share a situation in front 
of them and references made concerning such a situation (i.e. here and now) is 
knowable or visible. When it comes to speaker orientation, referents are visible in a 
speaker’s mind, but not necessarily so in a hearer’s. Hearer orientation is excluded, 
since information necessary to decode a message should be grammatically provided 
to hearers as much as possible, and the identity of actor cannot be omitted except for 
some marked constructions such as the passive voice. Thus, for instance, Bulgarian is 
a null-subject language without an indefinite article, but uses a demonstrative as a 
definite article. Consider the examples in (5). In (5b), -ta is a clitic form of the 
demonstrative, functioning as a reminder of referents to speakers, not to hearers. And 
the use and importance of the definite article is also shown in its historical 
development. The common source for the definite article is demonstrative pronouns 
(Heine and Kuteva, 2002: 109-111), e.g. English the is derived from the Old English 
demonstrative se (s.v. OED the dem. a. (def. article) and pron.). 
 
 Bulgarian 
(5) a. kniga ‘a book’ 

 b. kniga-ta ‘the book’ 
 
3. Conclusion 
Visibility or visualisation play an important role in grammatical organisation, and 
vision is not simply a cognitive input. It seems that visualisation in a hearer’s mind 
(i.e. hearer orientation) is a distinct type of grammatical organisation, making a sharp 
distinction against reality as well as speaker orientation. This may explain 
grammatical peculiarities of some languages such as English (Toyota, 2012). Thus, it 
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is expected that vision-related issues can be incorporated into grammar to understand 
functions of human languages better. 
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Abstract 
 
The study describes how persuasive prosodies are expressed through evaluative 
stances that subsume the engagement of expansive and contractive approaches, 
attitude of appreciation, judgement, and affect, and the graduation of force and focus 
on the moves across EFL learner and published abstracts in the field of applied 
linguistics. The Learner-Abstract-Corpus (LAC) was compiled from Taiwanese post-
graduate students’ responses to a timed research abstract writing assessment. The 
Published-Abstract-Corpus (PAC) was compiled from six international journals. The 
results indicated that evaluative stances were frequently found on the results, 
conclusion, and background moves, alongside appreciation-valuation and high force-
quantity devices. On the method and purpose, monologue was often found, alongside 
high force-quantity or particular focus-specificity devices. The LAC findings indicate 
that the higher-proficiency learners often employed evaluative stances within and 
between clauses. The PAC findings revealed that the published writers are skillful at 
cohesively deploying evaluative devices for an intended value, and are more effective 
in terms of accumulating a persuasive effect throughout the abstract.  
 
 
1. Introduction  
In Systemic Functional Linguistics, prosody denotes interpersonal communications 
over clauses or a longer text for better persuasion (Martin, 1992). This persuasive 
prosody has been applied in the evaluative stance analysis (Martin and White, 2005; 
Hood, 2010). Evaluative stance denotes how writers engage readers and present 
graduation of evaluative arguments via rhetorical approaches (Chang and 
Schleppegrell, 2011; Martin and White, 2005). Specifically, in the introductions of 
research articles (RAs), EFL learner writers are often found to use less writer-reader 
engagement (Chang, 2012) and more explicit than implicit evaluative arguments (Xie, 
2016). On the other hand, published writers have been found to use a wider variety of 
evaluative-stance devices in their RAs (Hood, 2010). The findings of the published 
writers’ use of evaluative stance may serve as an exemplar framework that can guide 
EFL learner writers to compose evaluative stances in their RA introductions (Hood, 
2010). Taking abstracts, which are a more condensed RA section, as an example, little 
is known about whether and how EFL learners use evaluative stance to project 
persuasive prosodies of the RA value in this more condensed section as compared to 
published writers. The use of evaluative stance may be conducive to the construction 
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of persuasive prosodies.  
 The study investigates how persuasive prosodies were expressed through the 
evaluative stances on the moves across EFL learner and published abstracts in the 
field of applied linguistics. The evaluative stances subsumed three parts, namely 
engagement of expansive and contractive approaches, attitude of appreciation, 
judgement, and affect, and graduation of force and focus (Martin and White, 2005).  

 
2. Method  
2.1 Overview  
The purpose of the study was twofold: to describe the evaluative stances of 
engagement, appreciation, and graduation expressed in the rhetorical moves in the 
research article abstracts of EFL learners and published writers, and to conjecture the 
extent to which persuasive prosodies were expressed in the abstracts. The research 
procedure included three phases, namely corpora compilation, prior move analysis, 
and evaluative-stance analysis of the two corpora, as detailed below.   

 
2.2 Corpora 
2.2.1 The LASC 
The Learner Abstract sub-Corpora (the LASC). The LASC was compiled from 
Taiwanese EFL post-graduate students’ (including master’s and doctoral students’) 
responses to a timed research abstract writing assessment (Lin et al., 2015). These 
responses were rated using two rating scales, namely the global rhetorical move and 
the local language pattern scales. Six abstracts were randomly selected from each of 
the three sub-corpora (i.e., the high-level, the intermediate-level, and the low-level), 
totaling 18 abstracts.  

 
2.2.2 The PAC  
The Published Abstract Corpus (the PAC). The PAC was compiled from three 
abstracts each from six prestigious international journals, namely RECALL, 
Computer Assisted Language Learning, Language Learning & Technology, the 
International Journal of Corpus Linguistics, the Journal of English for Academic 
Purposes, and Written Communication, totaling 18 abstracts. The major criterion for 
choosing these journals was the abstracts being on the topics of computer assisted 
language learning or English for academic purposes, which were related to the writing 
responses of the EFL learners under investigation. These 18 abstracts in the PAC were 
published from 2014 through 2016.  

 
2.3 Move Analysis 
Second, the move analysis mainly followed the coding scheme of rhetorical moves in 
research articles abstracts proposed by Swales and Feak (2009). The coding scheme 
included a few rhetorical moves, namely purpose (P), method (M), results (R) 
(obligatory moves denoting the study purposes, methodology, and results responding 
to the purposes); background (B) (optional, denoting background information or 
literature review), and conclusion (C) (optional, denoting partial or complete 
conclusion of the study). In addition, while analyzing the moves used across the two 
corpora in the study, a combined move code was created (purpose and method) to 
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better describe the occurrences of rhetorical moves across the two corpora.  
 
2.4 Taxonomies of Evaluative-Stance Analysis  
The evaluative-stance analysis subsumed three parts, including engagement of the 
expansive and contractive approaches, attitude of affect (fewer occurrences in 
research articles), judgement, and appreciation, and graduation of focus and force 
(Martin & White, 2005; Hood, 2010). Figure 1 illustrates the Engagement System 
proposed by Martin and White (2005).  

 

 
 

Figure 1. The Engagement System 
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Figure 2. The Graduation System 

 
  Unlike the engagement and graduation system, there is no clear system 
established for the analysis of attitude (Hood, 2010). The analysis, being exploratory 
in nature, thus mainly drew upon Hood’s (2010) examples of RA introductions, and 
Loi et al.’s (2016) examples of appraisal options in English published RA conclusions. 
A small-scale system of attitude was generated from the devices found in the two 
corpora of the study, as detailed below.  
 

Affect: emotion but excluding motivation (e.g., surprisingly; fond of) 
Judgement: (1) capacity (e.g., skill development, knowledge acquisition, high 
motivation, engagement); (2) character and behavior other than capacity  
Appreciation: (1) composition (e.g., different, difference, opportunity); (2) 
valuation (e.g., helpful, useful, effective, important, difficulty, success, benefit, 
advantage, improvement, disadvantage, limitation) 

 
 When examining rhetorical moves in the RA abstracts, the engagement system 
was applied as a macro-framework, the attitude as the secondary framework, and the 
graduation the final framework (more occurrences and being deemed more trivial than 
the former two devices).  

 
2.5 The Analytical Procedure  
Against the background of the rhetorical moves in research abstracts (Swales and Feak, 
2009), the analytical procedure was mainly implemented by the discourse-semantic 
approach at two levels, the lexico-grammatical, and the co-text (Chang, 2012). On the 
rhetorical moves, each potential device was examined first at the lexico-grammatical 
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 When examining rhetorical moves in the RA abstracts, the engagement system 
was applied as a macro-framework, the attitude as the secondary framework, and the 
graduation the final framework (more occurrences and being deemed more trivial than 
the former two devices).  

 
2.5 The Analytical Procedure  
Against the background of the rhetorical moves in research abstracts (Swales and Feak, 
2009), the analytical procedure was mainly implemented by the discourse-semantic 
approach at two levels, the lexico-grammatical, and the co-text (Chang, 2012). On the 
rhetorical moves, each potential device was examined first at the lexico-grammatical 
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pattern level via Antconc 3.4.4 of concordance inquiry. Then, the device was examined 
at the adjacent co-text level of clauses and inter-clauses.  
 The evaluative-stances were analyzed by two coders, an assistant professor and 
a research fellow in applied linguistics. A Kappa coefficient of 0.7 indicated that the 
inter-coder reliability was substantial (0.61-0.80 substantial; Landis and Koch, 1977).  

 
3. Results and Discussion  
3.1 Across the Two Corpora 
The results indicated that evaluative stances were found to be more likely on the 
results, conclusion, and background moves (by frequency). On the results, the learner 
writers usually adopted the contractive approach to proclaim the endorsement of the 
study results, while the published writers often adopted the expansive approach to 
better accommodate diverse or opposing viewpoints. Also, both types of the writers 
quantified a thing or a process to describe the change in the participants after the study.   
 On the conclusion, the writers generally adopted the contractive approach to 
proclaiming the study value or contributions, while some writers chose the expansive 
approach to entertaining potential alternative views. On the background, both the 
published and learner writers sometimes adopted the expansive approach to 
establishing a research territory. Yet, when moving to the purpose move, the writers 
often adopted the contractive approach. However, if the statements on the background 
were relatively brief, both types of writers often adopted the contractive approach or 
even a monologue. Also, the writers commonly expressed high force of quantity or 
frequency in describing the participant or object of interest.  
 On the purpose, the published writers usually expressed monologue, while the 
learner adopted the expansive. The published writers sometimes specified the study 
scope by highlighting the diverse nature of the participants or objects in question. On 
the method, monologue was often expressed, suggesting methodology is commonly 
stated as a matter of fact. On the purpose, variation in using evaluative stances was 
found across the two corpora, with the LASC sometimes including engagement while 
the PAC often expressed a monologue.   

 
3.2 The Findings of the LASC and the PAC  
3.2.1 The Findings of the LASC  
Particularly on the results, the learner writers often adopted a more contractive 
approach to proclaiming endorsement of the empirical results by the use of “the 
study showed/shows,” and then they expressed a positive valuation of the 
participants/attributes of particular interest. The writers tended to directly describe 
the participants’ change in behavior or attitude, making the description the 
judgement of capacity.  
 
・�//R// The result shows that during [over] the three years student’s desire of 

participation increases. [+j: capacity][contract: proclaim/endorse] Besides, 
the benefits of asynchronous discussion are not limited in English learning. 
[+force: extent] [+appreciation: valuation] All the students agree [+force: 
extent: frequency] that asynchronous discussion helps to improve their 
proficiency in both course and language learning. [+appreciation: valuation] 
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[contract: proclaim/endorse] (I3) 
・�//R// The results show that students’ participation on the mechanism 

increased. [+j: capacity] [contract: proclaim/endorse] In addition [+force: 
extent], the students hold positive attitude toward the mechanism [+j: 
capacity]. Moreover [+force: extent], from the self-evaluation, non-
simultaneous discussion implemented in content-based course did improve 
their learning. [+appreciation: valuation] [monologue] (I5) 
 

 Besides the analysis of a single move, the analysis of a selected research abstract 
is presented below. This higher-proficiency learner writer appeared to adopt a more 
contractive approach to engagement over the moves, along with the use of positive 
appreciation and graduation markers. Particularly on the results move, the writer 
explicitly stated the less significant results by disclaiming, denying, or counter-
arguments, following the more expansive approach to indicating the study 
implications.  
 

 //B//Asynchronous discussion has been considered beneficial in assisting 
content as well as language learning in recent years [+force: quantifying a 
thing] [+appreciation: valuation] [expand: entertain], and has been widely 
adapted in content-based classrooms [+force: scope]. However, conclusive 
evidence of its effects in language learning is still scanty. [-appreciation: 
valuation] [contractive: disclaim: counter] //P+M//The present study, based on 
the three-year classroom-based action research …, aimed to provide concrete 
vision of this technology. [+appreciation: composition] [expand: entertain] ... 
//R//Findings showed that the participants were fond of implementing 
asynchronous discussions in class [+affect], and considered it helpful in 
learning content knowledge and developing critical thinking skills. 
[+appreciation: valuation] [contract: proclaim: endorse].Though the effects on 
language learning were not obvious [-appreciation: valuation], more than half 
of the participant agreed that the discussion improve their ability in 
expressing themselves…[+force: quantifying a thing] [+appreciation: 
valuation] [contractive: disclaim: counter] However, the results did not show 
significance impact [contractive: disclaim: deny] //C//The results of the present 
study yield suggestions …and encourage language teachers to implement this 
technology into not only pedagogical practices but in-depth research. [+force: 
extent] [expand: attribute/acknowledge] (H2) 

 
3.2.2 The Findings of the PAC 
On the purpose and method, monologues were frequently found, suggesting a more 
straightforward description of how the study was conducted. An example is provided 
as follows:  
 
・�//P//This study examines the frequency and usage patterns of linking adverbials 

in Korean students' essay writing in comparison with native English writing. 
[monologue] //M//The learner corpus used in the present study is composed of 
105 essays that were produced by first-year university students in Korea. 
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[+force: quantifying a thing] [monologue] (CALL, 2016) 
 

 On the results, the expansive approach was often found, suggesting a norm of 
acknowledging the fact, and letting the evidence speak for itself in the study. Using 
this expansive approach, the published writers tend to deploy a series of attitude and 
graduation devices to directly promote the value of their study results.  
 Moreover, the expansive that-clause was often found to express positive 
evaluation of the participants or objects via a greater appreciation of a preferred 
feature, or judgement of good behavior/disposition, particularly by using the 
following clauses “the results indicated; the findings suggest.” 
 
・�//R// On the whole our findings suggest that open practice may be an effective 

vehicle for professional development, for enhancing knowledge of technology 
in teaching and for alleviating some specific motivational barriers faced by 
language educators. [+appreciation: valuation] [expansive: entertain] (CALL, 
2014) 
 

 On the conclusion, the expansive approach was sometimes used to consider 
alternative views on potential study contributions.  
 
・�//C//This study suggests that L1 and L2 students experience similar benefits 

offered by game-based strategy practice in an ITS. [+appreciation: valuation] 
Further, the link between game attitudes and overall daily perceptions of 
training may be stronger for L2 students than L1 students. [expansive: 
entertain] [+force: scope; comparison] [expansive: attribute/acknowledge] 
(LLT, 2014) 
 

On the conclusion, monologue was sometimes used for a plain statement of the study 
implications, with stronger force on a preferred feature/phenomenon for an evoked 
positive attitude.  
 
・�//C//The study concludes with a discussion of how knowledge-making practices 

are crafted through particular discourse conventions in order to establish 
one’s insider status within an academic community. [+focus: specificity] 
[+appreciation: composition] [monologue] (JEAP, 2016) 
 

A complete abstract in the PAC demonstrated the multiple encodings of evaluative 
stances, as below.  
・�//P//This study reports on a corpus analysis of …, with the aim of exploring the 

statistically significant difference in ... [+force: quantifying a process: 
frequency] [+appreciation: composition] [monologue] 

・�//M//The key word method extended …, highlights those linguistic domains 
which deserve particular attention. [+focus: specificity] [monologue]  

・�//R// Specifically [+ focus: specificity], it reveals the lexical and grammatical 
categories that occur unusually frequently or unusually infrequently [+force: 
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quantifying a process: frequency] in the English learners’ discourse when 
compared with the language used by the native speakers of English in the 
sample. [expansive: attribute/acknowledge]. 

・�//C//The research findings delineate the pedagogical merit of key domain 

analysis and thus help to inform English as a foreign language teachers and 
materials developers in the design of courses emphasising spoken interaction. 
[+appreciation: valuation] [contractive: proclaim: pronounce]. (RECALL, 
2015) 

 
According to the research abstract above, on the purpose and method, 

monologues were often used to express a more straightforward description of the 
study and how it was conducted. On the results, the expansive approach was found to 
conform to the writing norms that let evidence speak for itself and leave room for 
readers’ alternative perspectives. By this expansive approach, the published writers 
further deployed a series of attitudinal and graduation devices for a direct promotion 
of the value of the study results. For instance, in the expansive that-clause “the results 
indicated that,” the promoting approaches are mainly (1) stating no direct attitude but 
building up a stronger force of quantity/extent or a focal specificity/authenticity to the 
participants or objects of interest (example of RECALL 2015); (2) inscribing positive 
attitude towards the participants or objects via greater appreciation of a preferred 
feature, or judgement of good behavior/disposition (example of CALL 2014). On the 
conclusion, the expansive approach was often used to entertain alternative views on 
the potential study contribution. Monologue was sometimes used for a plain 
description of the study implications, with stronger force on a preferred 
feature/phenomenon, or with an appreciated composition of a feature in a less direct 
way, indicating an evoked positive attitude (example of JEAP 2016). 

 
3.2.3. The Distinguished Features across the Two Corpora  
In the LASC, the use of evaluative stances was found within and between clauses, yet 
was less inter-related over the whole abstract.  
Regarding the results of the PAC, the published writers employed the contractive 
approach, the expansive approach, and monologue to take various stances to embrace 
alternative views, and expressed appreciation of valuation and composition, and the 
force of quantity, extent, and frequency in describing the participants or objects in 
question.  
 On the background move, the published writers were often found to assign 
positive appraisals of a research territory, and then sometimes to explicitly state the 
field’s limited understanding of a particular research topic. The results generally 
correspond to Chang and Schleppegrell’s (2011) findings on the introduction of 
research articles, and shed some light on the evaluation devices used in RA abstracts. 
On the background, the stances can be effectively conveyed, usually by two to three 
clauses. Subsequently, on the purpose move, the writers inscribed appreciation-
valuation or stated appreciation-composition (less direct valuation) on the intended 
research topic, sometimes by a less direct contrast between the topic and the traditional 
practice.  
 On the purpose and method moves, the published writers often expressed 
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was less inter-related over the whole abstract.  
Regarding the results of the PAC, the published writers employed the contractive 
approach, the expansive approach, and monologue to take various stances to embrace 
alternative views, and expressed appreciation of valuation and composition, and the 
force of quantity, extent, and frequency in describing the participants or objects in 
question.  
 On the background move, the published writers were often found to assign 
positive appraisals of a research territory, and then sometimes to explicitly state the 
field’s limited understanding of a particular research topic. The results generally 
correspond to Chang and Schleppegrell’s (2011) findings on the introduction of 
research articles, and shed some light on the evaluation devices used in RA abstracts. 
On the background, the stances can be effectively conveyed, usually by two to three 
clauses. Subsequently, on the purpose move, the writers inscribed appreciation-
valuation or stated appreciation-composition (less direct valuation) on the intended 
research topic, sometimes by a less direct contrast between the topic and the traditional 
practice.  
 On the purpose and method moves, the published writers often expressed 
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monologues, alongside a few force devices to quantify the scope or frequency of the 
process. On the results move, the writers tended to adopt the expansive approach and 
a number of force-quantity devices, being rather consistent with Loi et al.’s (2016) 
findings and revealing some graduation and appreciation devices adopted specifically 
for the RA abstracts.  
 Particularly for the conclusion move, the published writers, addressing general 
English learning issues, tended to express appreciation-valuation to reveal a stark or 
fuzzy contrast between a targeted object or a participant group (the preferred) and the 
counterpart, corresponding to Hood’s (2010) finding on the comparison-contrast 
pattern in the RA introductions in general. However, on the conclusion, when 
addressing the CALL studies that did not involve cross-group comparison, both the 
published and learner writers were less likely to highlight the contrast.  
Table 1 reports on options for realizing rhetorical moves via the evaluation system in 
the published research abstracts in question.  
 
Table 1: Options for Realizing Moves in the Published Research Article Abstracts 

Move Steps 
(corpus-based) 

Engagement 
option 
[linguistic devices] 

Attitude option 
[linguistic devices] 

Graduation option 
[linguistic devices] 

B 
(optiona
l) 

1. State the 
background and 
the importance 
of a research 
topic.  
 
 
 
 
 
 
 
2. Indicate a 
gap/problem in 
the topic.  

Expansive: 
entertaining  
[the present 
perfect] 
 
or 
Contractive: 
proclaim: 
pronounce [the 
present perfect 
leading to] 
 
Contractive: 
disclaim: counter 
[yet, although, 
however, despite] 
Contractive: 
disclaim: deny [the 
present perfect+ 
negation] 

+Appreciation: 
valuation  
[important, successful, 
major, primary, 
success, advantage, 
benefit, increase, 
enhance] 
+Appreciation: 
composition [solution, 
explicit instruction, 
difference, potential 
impact, experienced, 
provide opportunities] 
 
-Appreciation: 
valuation  
[difficult/difficulty, 
disadvantages, 
disadvantaged, not 
enough to help] 
-Appreciation: 
composition 
[challenging task, 
challenge, novice 
writer] 

+Force: quantifying a 
thing; quantifying a 
process: extent: 
frequency 
[a number of, many, 
various, several; 
commonly, 
increasingly common, 
a growing number of, 
prevalent, prevalence, 
all] 
+Force: quantifying a 
thing/scope 
[four/different 
objects].  
-Force: quantifying a 
thing [little, fewer, 
scant] 
 

P State the study 
purposes  

Monologue  +Appreciation: 
Valuation [usefulness, 
explicit to learners; 
increase,] 
+Appreciation: 
Composition 
[effect…on; 
differences…] 

+Force: quantifying a 
thing/quantifying a 
process: scope [two 
different/ distinct] 
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M State the 
context, 
participants/mat
erial, and 
procedure  

Monologue   +Force: quantifying a 
thing; quantifying a 
process: scope [four 
different types] 

R 1.Report on the 
evidence 
responding to 
research 
purposes  
(starting from 
the major 
results) 
 
 
 
 
 
 
 
 
2.Report on 
unsupported/Un
expected results  

Expansive:  
Attribute/ 
Acknowledge 
[the results 
indicated/revealed]  

+Judgement: capacity 
[skill development, 
knowledge acquisition, 
motivation boost] 
-Judgement: 
capacity[difficulty in 
English learning] 
+Appreciation: 
valuation 
[contribution, help, 
enhance, improve;] 
+Appreciation: 
valuation 
[A (the preferred) has 
more/stronger effect 
than B; A rather than 
B ] 
-Appreciation: 
valuation 
[negative effect on] 
-Appreciation: 
composition 
[insufficient, little 
difference, challenge, 
the low likelihood of ] 

+Force: quantifying a 
thing [higher, better, 
more, stronger effect 
on].  
 
 
 
 
 
 
 
-Force: quantifying a 
thing [insignificant, 
no significance, not 
predictive].  

C 
(optiona
l) 

1.Highlight the 
significance/ 
importance of 
the findings 
 
 
 
 
 
 
 
 
2.Implications/li
mitations of the 
findings  

Expansive: 
Attribute  
[the findings 
suggest/may] 

＋Appreciation: 
valuation 
[effective, beneficial, 
relevant,informative, 
consistent, salient to L2 
leaners,]  
+Appreciation: 
valuation (a stark 
contrast in two things 
stating a preferred 
value) [A rather than B 
( a preferred feature); 
better writers 
used …than weaker 
writers] 
+j: capacity[highly bi-
literate, the need to v] 
 
-Appreciation: 
valuation 
[caution against, 
limitation,] 

+Force: quantifying a 
thing/a process: 
extent [/noticeable 
influence] 
+Force: intensifying a 
process [very 
different] 
+Focus: specificity 
[specifically] 
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Note  Hybrid moves 
were identified 
in the corpora: 
/B+P/, /P+M/. 
Their steps and 
evaluative 
devices also 
occurred on the 
hybrid move.  

Identify 
engagement devices 
mainly on main and 
second clauses, 
serving as the 
macro- framework 
of evaluation.  
Key devices: Main 
and subordinate 
clauses, including 
subject and the 
finite.  

+Appreciation: 
valuation 
[effective] 
Key devices: The 
head or modifier of 
various phrases, 
including the noun 
phrase, the adjective, 
and the verb.  
Appreciation devices 
listed are mainly in 
general use; those in 
the PAC. 
Affect devices with 
much lower frequency. 

Graduation devices 
were not always 
counted, when 
overlapping with 
engagement.  
Key devices: the 
head of modifier of 
the adverb phrase, 
the adjective, etc.  
Graduation: fact-
based, by frequency 
and relativeness, 
evoked or less direct 
appreciation.  

 
 
4. Conclusion  
In their RA abstracts, the published writers were found to skillfully encode various 
evaluative devices on the moves. They were more likely to express engagement in the 
results, conclusion, and background moves to open up dialogic space, which thus 
serves as a macro-framework of evaluation. For the detailed evaluation, the writers 
usually expressed direct appreciation-valuation in the conclusion, background, and 
results moves. However, the writers tended to express monologues in the method and 
purpose moves, but with some graduation devices for force-quantity and focus-
specificity of the topic. In so doing, the published writers perhaps attempted to achieve 
an accumulated persuasive effect regarding the study value, mainly by gradually 
building up appreciation-valuation in the background, conclusion, and results moves, 
alongside force-quantity and focus-specificity in the method, results and purpose. 
 Lower-proficiency level EFL learner writers were found to use fewer or a 
narrower range of evaluative devices, often within one or two clauses across the 
moves in their RA abstracts. In terms of the pedagogical implications, it is 
recommended that EFL learners learn the function and importance of evaluative 
devices in RAs, so as use the devices of engagement, attitude, and graduation in their 
RA abstract writing. In so doing, EFL learners are more likely to convey more 
persuasive statements in their RA abstracts in an attempt to promote the study value. 
In this sense, EFL learners may compose RAs which conform more closely to the 
norms of their chosen fields, and thus will more easily become socialized into their 
research community (Swales and Feak, 2009).   
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Abstract 
 

Risk management is not as bound as it once was to particular projects or hazards, but 
has become more concerned with monitoring total states of things and then 
managing them for viability and resilience as much as for gain or prevention of loss. 
Essential points to grasp are that the future is open as well as uncertain, and that 
everything that looks like a risk is also a potential chance, as well as vice versa. 
Linguistically, this seems to be reflected in an increasing tendency to talk of ‘taking’ 
a risk (or a chance) in place of using fixed-attitude expressions like ‘running’, 
‘accepting’, facing’ or ‘avoiding’ a risk. At a practical level, advertising, advice and 
warning texts are also taking more open approaches to readers’ choices for tending 
their situations and interests. In this presentation, I take a close textual view at how 
promotional and advisory online documents invite readers to review their future 
choices by guiding them into self-monitoring roles without too obviously telling 
them what to do or not to do.   
 
 
1. Introduction 
‘Risk’ is on its way to becoming a cross-language term with a standard meaning 
nowadays, so far as its use in risk management is concerned. Risk handling is no 
longer the contractual concern of which party is to ‘bear’ the risks of an undertaking, 
or the calculation of whether it is more prudent to ‘run’ or ‘avoid’ risks. Instead, the 
risk manager takes it as given that risks belong to action taking and that not doing 
anything is as much a risk as doing something. The practical skill of risk 
management, accordingly, is to know how to take risks ‘smartly’. Viewed this way, 
‘taking a risk’ is also another face of ‘taking a chance’. If you try to attain something, 
there is a chance you will succeed and do yourself some good. But as with any kind 
of chance, there is also a risk that you will not succeed, or that success will do you 
less good than you thought. In the uncertainties of action planning, new plus and 
minus outcomes develop unpredictably out of every decision, but the important 
mid-term aim is to grow or gain overall, and if certain older verb-object ‘risk’ 
collocations like ‘run a risk’ or ‘bear a risk’ seem to be in relative decline now this 
may be because they fail to offer a matching ‘chance’ collocation (?‘run a chance’ 
/ ?‘bear a chance’) which might have offered a way round to a communicating 
alternative success story again. 
 When looking at collocation patterns in word corpora, it is tempting to think of 
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collocation links as permanent properties of a word. But if items are traced over 
decades of use in a historical corpus such as COHA, the Corpus of Historical 
American English (COHA), it can be seen that collocations shift over time along 
with everything else. Also, collocations do not hold equally between vocabulary 
items in every context, but more so in particular speech genres, or field registers, or 
use situations. What items occur together in a particular scene of engagement will 
depend on the context of situation for that engagement and on the purposes moving 
it.  
 Pairs of purpose terms that currently co-occur in complementary ways and 
require balancing include: 
 
Table 1: Pairs of purposes that often require balancing in evaluative or deliberative 
discourse:     
 
POSITIVE 

Favours 
Partygoing 
Spend now 

 
Vs 

Obligations 
Hangovers 
Lack later 

 
NEGATIVE 

 
NEGATIVE 

Costs 
Risks 
Precautions 

 
Vs 

Benefits 
Returns 
Protection 

 
POSITIVE 

 
POSITIVEⅠ 

Security 
Work 
All-round skill 

 
Vs 

Freedom 
Home 
Expertise 

 
POSITIVEⅡ 

 
These motives of purpose often begin from more basic positive and negative affect 
reactions that are then socialised into appreciations or conduct judgements (Martin 
and White, 2005: 45). In addition to straight positive versus negative, it is also 
common to find conflicts between rival positive motives, as when freedoms are 
limited for reasons of security. Negative versus negative is rarer, but can occur in 
situations of ‘choosing the lesser evil’. Naturally, the categories in a table like this 
can also overlap. But labels like ‘favours and obligations’ help to add cohesion and 
durability as long as speakers remain receptive to them.  
 I leave these general reflections now, in order to look more closely at the 
middlemost row in the display – the balance between risks and returns. In particular 
I propose to look at balances of risk and return in two texts offering guidance on 
decisions about hazardous outdoor activities. In terms of socio-semiotic activity 
(Halliday and Matthiessen, 2014: 39-40), one of the texts has a ‘recommending’ 
function of ‘advising’ and ‘promoting’ and the other an ‘enabling’ function of 
‘instructing’ and ‘regulating’. They are both also hybrid, however, since they 
concern activities in which the returns from an engagement are not sharply separable 
from the risk. Thus, climbing a mountain in winter offers risks that double as thrills, 
for example. 
   As a first illustration of a hybrid risk and return activity, backed up with some 
appraisal analysis, I cite an old anecdote (Fuller, 1840 [1662]: 419) about the first 
arrival of the courtier Walter Raleigh at the court of Queen Elizabeth Ⅰ, probably in 
1583. According to Fuller, Raleigh left verses of love / ambition below the Queen’s 
apartments: “Fain would I climb, yet fear I to fall”. According to Martin and White’s 
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appraisal categories, “Fain would I climb” shows a value of ‘inclination’ for the 

returns balanced against a value of ‘disinclination’ (“Yet fear I to fall”) for the risks 

(Martin and White, 2005: 51). Raleigh seems to have balanced his motives right, 

since he was not immediately arrested. Instead, the Queen is said to have replied “If 

thy heart fails thee, climb not at all.” Here, “fails thee” seems to be a negative 

‘capacity’ judgement (Martin and White 2005: 54-54) and “Climb not at all” a 

‘rejection’ of Raleigh’s implied ‘offer’ to climb (Halliday and Matthiessen, 2014: 

137). The rejection is not explicit, however, but can be turned round to suggest: “If 

thy heart’s set on it, why fear a wall?” Whether this reply counts as an ‘enabling 

regulation’ (‘Don’t fall!’) or a ‘recommending promotion’ (‘Be bold!’) is hard to see, 

but fertile opaqueness is precisely the point of Fuller’s anecdote.   
    My presentation below begins from evidence of recent changes in use of ‘risk’ 

as a verb and a noun, in particular an increase in the use of ‘take a risk’ and a decline 

in the use of ‘run a risk’ (section 2). I then take this as a way into discussing the 

recent popularity of addressing readers in guidance texts as risk managers. In this 

conferred role, the reader is positioned to be ready to accept risks in some settings 

while avoiding them in others (section 3). Both of the texts examined place the 

reader in just this kind of risk managing role and then clarify the options on offer, in 

the first case by urging a frank policy of acceptance for risks that are not plainly 

unacceptable (“stupid risks”), and in the second case by an appeal to a more 

complex strategy (“smart risk”) on two planes: a primary plane of acceptance as 

before, but controlled this time by a precautionary second plane of avoidance. After 

a run-through of examples in each of the texts focusing on excerpts rich in uses of 

words based on the element risk, I end with statistical tabulations of the risk uses 

(section 4). A startling result is that the proportion of vocabulary items based on risk 

comes to 5.1% of all typographical words for the first text, and 5.2% for the second, 

which seems strangely high, in two unrelated texts, for a noun that is not even all 

that common in ordinary general use. In my conclusion I attempt to account for this 

unexpected find, while also making comments from a longer span viewpoint on four 

or five other points. 
 
2. Ways in which the word risk is used 
2.1 How risk is used as a verb 
Taking the Raleigh anecdote as a context for preliminary made-up examples, risk as 

a verb is common with undertakings [1], misfortunes [2], and potential losses [3]:   
 
[1] Are you willing (/ afraid) to risk this climb? 
[2] Are you willing (/afraid) to risk this fall? 
[3] Are you willing (/afraid) to risk your life? 

(COD, 1995: risk, v. tr., but with different examples) 
 
In the texts we shall be looking at, however, risk as a verb hardly figures. In fact, in 

the risk management field generally there is a notable preference for risk as a noun.  
 
2.2 How risk is used as a noun 
Risk as a noun again occurs with undertakings [1] and misfortunes [2], but less often 

49



JASFL Proceedings  Vol.11  2017 

 

 50 

(and mainly in preposition phrases of the sort at the risk of) with potential losses. A 
more common noun use is with sources of hazard [3], with the risk noun often 
functioning as a predicate:   

 
[1] Will you accept (/Can you avoid) the risk of climbing? 
[2] Will you accept (/Can you avoid) the risk of falling? 
[3] Favour (/Disfavour) can be a risk at court. 

(COD, 1995: risk, Q., but with different examples) 
 
 As risk appears nearly always as a noun in the present text study, I will add a 
few more remarks about patterns of noun use, although they are subjectively made 
and not backed up by full statistics. My main interest here is in a construction usage 
in which risk functions as the object of a positioning or attitude-setting verb. The 
attitudinal verbs ‘accept’ and ‘avoid’ in examples [1] and [2] above are typical, and 
could further be combined into a complementary pair, with ‘accept’ standing for a 
positive attitude to risk and ‘avoid’ for a negative one. Using risk as a verb, this kind 
of value polarity could only be shown implicitly through the choices of objects (‘risk 
this climb’, ‘/ fall’). A desire for more explicitness could thus be one reason why 
people in risk management prefer risk as a noun. 
 There are a dozen or so verbs that are more or less regularly used to place risks 
(as objects) in attitudinal or positional relationships with people (mostly as subjects). 
But the most common two are run and take:  

 
If you rush, you run the risk of crashing your car.  
 
I’ll take the risk of being scolded.  

(Genius English-Japanese Dictionary, 5th Edition, risk) 
 
Fine differences of usage between ‘risk running’ and ‘risk taking’ can be found 
statistically, for example, by seeing which comes more often with a definite article 
or so on. But the difference I wish to focus on now is less subtle and can be seen by 
substituting for the noun risk itself. After take, but not after run, risk can often be 
replaced without much loss of meaning by chance:  
 

If you rush, you *run the chance of crashing your car. 
 

I’ll take the chance of being scolded.  
 
The implication seems to be that when you take a risk, you also take a chance, but 
when you run a risk, you face threats in a more incidental way apart from pursuing 
your primary goal. This also seems to suggest that taking a risk (like taking a 
chance) is generally voluntary, which is not always true for running a risk.  
    Historically, statistics from the Corpus of Historical American English (COHA, 
Oct., 2016) show that the word string < RUN ART RISK> (ART = article) has been 
widely used since the 19th century, with a peak in the 1870s and 1880s. In contrast, < 
TAKE ART RISK > was only half as frequent through most of the 20th century but 
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then went through a growth spurt, overtaking < RUN ART RISK > in the 1990s. 
This shift to ‘risk taking’ may reflect the rising influence of risk management, seeing 
that it is also apparent in other languages. In Japanese, for example, risuku o toru 
(‘take a risk’) is used very similarly in calculated risk taking, even though there are 
some people who insist it can only properly mean ‘take away hazards’. Older 
verb-object collocations like risuku o okosu (‘raise a risk’, ‘cause a risk’) may still 
work in other contexts, but for strategic business or career planning and so on, the 
mainstream usage is now: 
 
 ࠋ࠸࡞ࡇ࡚ࡗࡄࡵࡣ㔠ࡋே (”risuku o totta“) ࡓࡗྲྀࢆࢡࢫࣜ   
   The big money only comes round to people who have taken risks. 

KWWS���NDQHPRFKL�N\RNDVKR�EL]�DUFKLYHV����� 
 
    If this account of recent usage is right, the shift from ‘risk running’ or ‘risk 
raising’ to ‘risk taking’ has to do with a spreading social outlook that a strategic 
decision is not a matter of order or stability at threat, but a branching point leading 
to two (or more) open outcomes. The next step you take for redirecting your world is 
a free choice opening into a new state of things that may be further adjustable, but 
not reversible. The outcome of the choice is contingent on all other moves made by 
all other people. And this is an outlook steadily gaining ground in one field of social 
activity after another (Luhmann, 1991; Sofsky, 2005; Aven, 2014).  
 
3. Risk acceptance and risk avoidance 
Individuals taking open-outcome decisions are guided by rolling accounts of value 
and purpose backed more stably by acquired attitudes. One way in which attitudes 
affect decision taking is through the differential extents to which people will respond 
positively to some types of choices and negatively to others. With regard to risk 
taking, especially when doubled with chance taking, a positive attitude to act can be 
called ‘risk-willingness’, leading towards risk acceptance, while a negative attitude 
can be called ‘risk-averseness’, leading on, or back round, to risk avoidance. Unlike 
attitudes (willingness and averseness), these risk behaviours (acceptance and 
avoidance) are statistically observable (Kahneman, 2011: 278).  
    On the whole, people with a coordinated range of risk taking skills do better in 
life than those who accept (or avoid) risks every time. To return to the Walter 
Raleigh story, a skilled climber is one who accepts the risk of climbing while 
simultaneously avoiding the risk of falling as a complementary precaution. This is 
still only half of the success strategy, however, because in addition he needs also to 
have planned his ascent route, equipment, escape options, alibis, and so on. This 
combining of opposite impulses through the interplay of ‘two systems’ one seeking 
and the other safeguarding (Kahneman, 2011: 20-24) is characteristic of risk 
management, and tracking it, for example, through relative frequencies of positive 
and negative risk vocabulary could be a useful way of describing a non-technical 
social risk management text such as an advice sheet for the safe exercise of a 
strenuous activity.  
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4. Two risk taking advice texts 
4.1 Opening remarks on Text 1 and Text 2   
I now turn to the risk taking advice texts on which this presentation was based. They 
are both designed to argue for a primarily positive attitude to risk-taking, but there 
are differences between them with respect to risk-avoiding safeguards. The texts 
were both accessed online. The access details, in the summer of 2016, were: 
 

Text 1 
    Taylor, Jim, 2015. ‘Take Risks for Athletic Success’. Accessed 13 Aug. 2016. 

 
Text 2 
Provincial Injury Prevention Program, Alberta Health Services, 2015. ‘Smart 
Risk Approach to Preventing Injury’. Accessed 13 Aug. 2016. 

 
Both texts have a number of important characteristics in common which I shall 

take note of first, before moving on to separate descriptions of their main 
differences: 

Characteristics shared by both texts  
1. Both texts are written for specific persuasive purposes. Text 1 is a 

promotion article for a sports psychology course. Text 2 is part of a public 
accident prevention campaign.  

2. They both draw strongly on schematic guidance formulas. Text 1 draws on 
the author’s Prime Performance System: 

Attitudes Ѝ Obstacles Ѝ Training Ѝ Mental Muscles Ѝ Tools 
Text 2 draws on the Smart Risk injury prevention programme: 

Buckle up Ѝ Look First Ѝ Wear the Gear Ѝ Get Trained Ѝ Stay 
Sober 

3. They follow similar risk management frameworks. Risk taking comes with 
upsides and downsides. Risk takers have to attend sometimes to the one, 
sometimes to the other, revising their prospects accordingly (cf. Kahneman 
and Tversky, 1979).  

 
4.2 Remarks on Text 1: ‘Take Risks for Athletic Success’ 
As it is promotional, written in support of the author’s training programme, Text 1 
shows a strong bias to risk-willingness, bringing in risk-averseness only in a token 
way as a corrective against the wildest excesses of bad choice, called ‘stupid risks’:  
 
    …. when I talk about taking risks, I don’t mean taking stupid risks such as 

texting while driving, jumping off the roof of your house, or taking drugs. 
That’s not risk taking, that’s being stupid. Instead, risk taking means pushing 
your limits, getting out of your comfort zone, and confronting failure, so that, 
when the risk pays off, you will experience success as you pursue your athletic 
goals.  

(Taylor, 2015: Section1) 
 
The need for fuller treatment is dispensed with by restricting the examples of ‘stupid 
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risks’ to actions remote from sports training. Presumably ‘taking drugs’ cannot refer 
to muscle-building drugs since taking those would be wrong but not self-evidently 
stupid. Routine training hazards such as injuries are also passed over. The earnest 
discussion is focused on failure of will:  
 
     By avoiding total failure, you don’t have to admit you’re just not good enough, 

which protects your self-identity, self-esteem and goals.    
(Taylor, 2015: Section 2) 

 
It’s a simple choice .... would you rather take risks and succeed or play it safe 
and fail?    

(Taylor, 2015: Section 3) 
 
It is not necessarily a fault that the coverage of ‘risk’ is so narrow. As an 
advertisement, Text 1 foregrounds the most distinctive feature (training of will) in 
the author’s training course. But the disconnection between the ‘stupid risks’ and the 
positive persuasions in the text is real, as can be shown by taking ‘drugs’ in the 
sports sense and rewriting the end as: It’s a simple choice .... would you rather take 
drugs and succeed or play it safe and fail? This is bad ethics but not bad for success, 
suggesting that the discussion has not been developed yet as far as it can reach. 
 Use of vocabulary based on the element risk can be summarised in this text as 
follows:  

 
   Table 2:  Statistics for uses of vocabulary based on the element risk in Text 1 

Text length in words                                   854 
Occurrences of the element risk                           49 

Frequency of occurrence                 ( 49 / 854: )   5.1% 
Occurrences of the element risk   
   As an independent noun      
   As a noun base (as in risk taking) 
   As a verb             
 
   risk as a noun after the verbs: 
      take 25,  define 1,  be 1,  embrace 1 
   risk as a noun before the verbs: 
      be 3,  pay off 2,  become 1,  come 1 
   risk as a noun base before: 
      taking 7,  taker 2 
   risk as a noun after the preposition, etc.: 
      of 2,  given 1 
   risk as a verb, without further elaboration     ( 1 pair: ) 
     ‘To Risk or not to Risk’  (as a section heading)  

49 
38 
7 
2 
 

28 
 
  7 
 
  9 
 
  3 
 
  2  

 
Comments on the Text 1 statistics 
ࠝ1ࠞ36 / 49 of the incidences of risk in this text (73.4%) come with forms of take. 

Well known corpus collocations with run, avoid, accept, face etc. do not 
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occur. 
ࠝ2ࠞThe frequency of occurrence for risk words is 5.1%, close to the frequency 

found for the definite article (the) in general corpora. But risk is a content 

word, ranking in place 3,189 for lemma frequency in the COCA corpus 

(COCA). For it to score so high here suggests that Text 1 is based on a 

formula from the author’s Prime Performance Program.   
 
4.2 Remarks on Text 2: ‘Smart Risk Approach to Preventing Injury’ 
Text 2 inclines to risk-averseness, while affirming risk-willingness in principle as a 

part of growing up. The point of the attached adjective ‘smart’ is to highlight the 

objective of training young people in self-monitoring skills as they grow away from 

parental control. For children, the key to security in outdoor activities is adult 

supervision, but for teenagers the focus changes to risk training, familiarity with 

equipment, and awareness of limitations: 
 
    …. It is important that parent and other adults know the risks and manage them 

for children. …. Teens make decisions involving risk-taking, however, being 

able to assess the risks and their consequences develops as they get older. To 

prevent dangerous risk-taking and injuries, teens must learn how to recognize 

risk, manage risk, and make safe and healthy choices.  
(Provincial Injury Prevention Program, 2015: Section1) 

 
The high frequency of risk words is the same as in Text 1 – six occurrences, or 

eight if ‘them’ (‘manage them’) and ‘their’ (‘their consequences’) are added. But a 

difference is that ‘risk(s)’ follows verbs of either [1] recognition (‘know’, etc.) or [2] 

managing (‘manage’).  
The same characteristics, in lower concentrations, run through the strategy 

outline making up the second section of text. Here it is up to the end of the first 

strategy point: 
 
Smart risk is about “can do” rather than “don’t do”. There are six smart risk 

choices or strategies Albertans can use to reduce their risk of injury while 

continuing to enjoy life. 
Look first 
Look first means think ahead. Understand the risks of an activity and make a 

plan to manage them: before you cross the street, before you ski down a hill, 

before you clirnb a ladder.  
(Provincial Injury Prevention Program, 2015: Section2) 

 
There are four instances of risk, plus ‘them’ (‘manage them’). The reliance on 

pronouns arises from a concern to set up pairs of <recognition Ѝ managing> verbs 

with risks as the object of both. Since the pronoun usually replaces the second risk 

word, the combination ‘manage them’ is characteristic. A further special feature is 

the adjective-noun combination ‘smart risk’, the name of the risk management plan 

being followed in this public guidance text. Although it is an institutional name 

predating this campaign, it is curious that it provides an exact counter-pole to ‘stupid 
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risks’ used in Text 1.  
 As before, the occurrences of the element risk in Text 2 can be set out in a table:  

 
Table 3: Statistics for uses of vocabulary based on the element risk in Text 2 
Text length in words                                   689 
Occurrences (or replacements) of the element risk:            36 

Frequency of occurrence                 ( 36 / 689: )   5.2% 
Occurrences (or replacements) of risk   
   As an independent noun      
   As a noun base (as in smart risk or risk taking) 
   Replaced by a pronoun (e.g., them)             
   (Not counting the organization name SMARTRISK: 2) 
 
   risk as a noun (or replaced) after the verbs: 
      recognize 4,  reduce 3,  manage 2,  take 2 
      assess 1,  have 1,  know 1,  understand 1, 
      recognize and manage 1 
   risk as a noun before the verbs: 
      be 2,  go away 1 
   risk as a noun base: 
      after smart 8,  before taking 4 
   risk replaced by the pronouns: 
      them (after manage) 4,  their (before consequences) 1 

36 
19 
12 
5 

 
 

16 
 
 
 
 3 
 
12 
 
 5 
 

  
Comments on the Text 2 statistics 
ࠝ1ࠞDividing ‘recognize and manage them’ into two halves, words based on risk 

come 7½ times each as nouns (or replacements) after verbs of recognition and 

managing. Together, this accounts for 41.7% (15/36) of risk instances. As in 

Text 1, the familiar corpus collocations with run, avoid, accept, face etc. do 

not figure.    
ࠝ2 Tࠞhe frequency of occurrence for words based on risk (5.2%, in a 689 word text) 

is virtually the same as for Table 1 if pronouns are counted in, or slightly 

lower (4.7%) if they are left out. The reason for the high frequency lies again 

in the formulaic construction. Alberta Province has an archive of materials 

produced on the SMARTRISK formula and it is not rare for passages to be 

reused. The mention of ‘six smart risk choices or strategies’ in the Section 2 

excerpt is a telltale error arising from the fact that the complete formula is for 

six strategy points although only five are used for this particular flyer.   
 
5. Conclusions  
ࠝ1ࠞNo claim is being made here that any specific grammar or genre of risk taking 

exists in English. If it does exist, it is too special to be worth the effort of 

isolating. 
 
ࠝ2ࠞHowever, current talk of risk taking, and certainly risk management, does 
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generally involve a balancing of willingness and averseness as complementary 
motives behind evaluating and decision making. This can clearly be seen in 
persuading and advice giving interactions (subsumed under ‘recommending’ 
in Halliday and Matthiessen, 2014: 36; 40), and, interestingly enough, the 
preparatory discussion for this broad area of ‘speech function’ elaboration 
there does make glancing allusions to ‘meanings at risk’ and ‘wordings at risk’ 
(Halliday and Matthiessen, 2014: 34). As also in situations of politeness, 
doubt, displayed confidence or so on, there is a tendency for words to become 
formulaic, opaque and oblique in risky areas. 

 
ࠝ3ࠞIn the past, I have paid some attention to ‘sureness’, similarly understood as a 

balancing of sureness and doubt. Sureness is the acceptance of a belief in a 
single liberating outcome (‘out of doubt’), and doubt the incapacity for such 
a belief (‘short of sure’). The interdependencies of sureness and doubt and, in 
the present case, risk willingness and risk averseness, can be understood as 
specifically situated modality relations, similar to the better recognised 
relations of necessity and possibility, obligation and permissibility, that 
underlie epistemic and deontic grammar systems.  

 
ࠝ4  ࠞ It was only in 1951, with a model of obligation and permissibility relations on 

analogy with necessity and possibility (von Wright, 1951), that modality 
made a recognised entry as a category of grammar. It would be outlandish 
now, in English, not to distinguish between epistemic varieties 
(modalisations) and deontic ones (modulations) at the least. I believe that in 
future finer modal distinctions will be needed in special discourse areas and 
may even need to be selected ad hoc, perhaps from menus of standard 
modality kits, for specific fields and purposes of application. This is already 
the case in applied risk management, where nobody thinks of balancing the 
potentials and hazards of a health care management plan, for example, on the 
same criteria as used for the pros and cons of opening a factory. In the more 
homely context of public guidance websites considered above, there are also 
clearly strong needs to fit messages of opportunity, risk and hazard 
awareness both to the current administrative context being covered and to the 
existing values and expectations of community common sense.   
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Abstract 
 

The present paper focuses on an aspect of lexicogrammatical and logical syndrome 
in academic science textbooks. For this task, it uses the theoretical framework of 
Systemic Functional Linguistics. Since academic science textbooks deal with 
registers that many of the first year students are not familiar with, it seems 
reasonable to assume that students have difficulty in reading them. To meet the 
demand of science majors, understanding and describing the syndrome is necessary.  

This paper explores the register of academic science textbooks from the 
following perspectives: a) nominalized (incongruent) and congruent expression; b) 
complexity of nominal groups and sentences; c) logical ambiguity and semantic 
leaps caused by grammatical metaphor; d) definitions and taxonomy of terms; and e) 
cohesion. By analyzing Physics, Biology and Chemistry textbooks, it attempts to 
show 1) how the lexicogrammatical and logical features of science textbooks are 
similar to/ different from those of general science illustrated in Halliday and Martin 
(1993); and 2) how these features are similar or different between the three 
disciplines (Physics, Biology and Chemistry).  

The goals of this study are to facilitate students’ learning shift toward 
academics and to help students construct their knowledge of science.  
 
 
1. はじめに 
� 本稿では、選択体系機能言語学(Systemic Functional Linguistics)の理論枠組

みを利用して(Halliday, 1994)、大学の科学分野の基礎授業で使われている教

科書（英語）の語彙文法的特徴、論理展開の特徴について議論する。物理学、

生物学、化学といった科学分野の教科書の英語は学生が大学入学以前にほと

んど接してこなかった言語使用域(register)であるため、科学分野の教科書の

読解は、学生にとって大きな負担となることが多い。その一方で、専門教育

課程との連携から、特定の学問領域に沿った初年次英語教育が求められつつ

ある。理工系、医療系の分野の基礎として、これら理系 3 科目の研究と教育
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のᐇはḞかࡏない。ࡤ࠼、本学ṑ学㒊の 1 年次では物理学、生物学、化

学の基礎がᚲಟ科目として定められ、一㒊では英語が用いられている。 
� いわࡺる科学英語の一⯡的特徴、あるいはල体的な理ᩘ系科目の特徴につ

いては、ࡤ࠼、Halliday and Martin (1993)ࡸ、Martin and Rose (1998)で議論

れている。その୰で、Halliday and Martin (1993)のࡉ Chapters 3-5 では、文法

的ẚ႘を୰ᚰに科学英語の特徴⩌をᣦしている。しかしながら、ᣦࡉれ

ている特徴⩌は、大学生向けの科学分野の教科書にᚲࡎしࡶᙜてはࡲるとは

㝈らない。ࡤ࠼、科学英語では一⯡に、⌧㇟がྡモ化ࡉれるため、ྡモ⩌

のᵓ㐀は」㞧になࡾ、いわࡺる文のᵓ㐀は༢⣧になるとࡉれている(Halliday 
and Martin, 1993: 67)が、化学の教科書では、ྡモ化のẚ⋡がపいためྡモ⩌

のᵓ㐀はあࡾࡲ」㞧ではない一方、⠇」ྜの多用にࡾࡼ文ᵓ㐀は」㞧になっ

ていることが多い。そこで、本稿では、ୗグの㡯目について、英語で書かれ

た大学生向けの物理学、生物学、化学の教科書（ྛ 2 ࡎつ）を分ᯒし、大

学生向けの科学分野の教科書の特徴⩌をᥦ♧する。 
 

a) ⠇ࡈとのྡモ化⾲⌧のᩘと、ྡモ化⾲⌧から「一⮴した(congruent)」
 の⌧ྍ能ᛶ⌧⾲

b) ྡモ⩌の」㞧ࡉと、いわࡺる文の」㞧ࡉ 
c) 文法的ẚ႘の利用（論理㛵ಀの、ྡモ⩌ືࡸモ⩌にࡼるල⌧）にࡼっ

て生じ࠺る、⌧㇟ど࠺しの㛵ಀの᭕ࡉと論理展開の㣕㌍ 
d) 専門用語の定⩏のしかたと࣮࣑ࣀࢯࢡࢱのグ㏙法 
e) ⤖᮰ᛶのあ࠺ࡼࡾ 

 
� 科学英語の一⯡的特徴との␗ྠⅬ㸭ඹ㏻Ⅼࡸ分野にࡼる␗ྠⅬ㸭ඹ㏻Ⅼを

᫂らかにすることで、この研究を学⩦⪅、とࡾわけ大学初年次の学生の学⩦

ᨭの一ຓとしたい。 
 
2. 分ᯒࢺࢫࢡࢸ 
� ୖグ目的のため、分ᯒࢺࢫࢡࢸは、英語で書かれた教科書として大学初年

次の授業で一⯡的に使用ࡉれている以ୗの教科書（ྛ分野 2、ィ 6）と

する。 
 
࠙物理学ࠚ 
Hecht, E. (2011) Schaum’s Outline of College Physics (11th ed.). New York: 
McGraw-Hill Education.  
 
Young, H.D. and R.A. Freedman (2016) University Physics with Modern Physics 
(14th ed.). London: Pearson. 
 
࠙生物学ࠚ 
Sadava, D., D.M. Hillis, H.C. Heller and M.R. Berenbaum (2014) Life: The Science 
of Biology (10th ed.) W.H. Freeman & Company.  
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Mader, S.S. and M. Windelspecht (2014) Inquiry into Life (14th ed.). New York: 
McGraw-Hill Education. 
 
࠙化学ࠚ 
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3. 教科書の語彙文法的分ᯒ 
� 本⠇では、➨ 1 ⠇でᥦ♧した a) ࠥe)の㡯目について、分野ࡈとに教科書

の語彙文法的分ᯒをする。ࡎࡲは、分野ࡈとの特徴がฟている⟠ᡤをᢤ⢋し、

分ᯒを♧したᚋに、分野ࡈとの語彙文法的特徴をࡲとめる。 
 
3.1 物理学の教科書 
� 物理学の教科書は、Halliday and Martin (1993)がᥦ♧している「科学ࢡࢸ

のྡモ化⾲⌧のᩘはࡾしている。⠇あた⾲ࡃࡼの特徴を「ࢺࢫ 1.2 以ୖと、

の 2 科目にẚると㠀ᖖに多い（生物学は 0.2 ᮍ‶、化学は 0.4 程ᗘ）。

 。れているࡉ㏉し(repetition)がに利用ࡾ⧞、た、⤖᮰ᛶについてはࡲ
� 以ୗに♧すࢺࢫࢡࢸ（Text 1）は、「㡢」のᑟ入㒊分の一㒊である。 
�

Text 1 
     The most general definition of sound is a longitudinal wave in a medium. 
Our main concern is with sound waves in air, but sound can travel through any 
gas, liquid, or solid. You may be all too familiar with the propagation of sound 
through a solid if your neighbor’s stereo speakers are right next to your wall.  
     The simplest sound waves are sinusoidal waves, which have definite 
frequency, amplitude, and wavelength. The human ear is sensitive to waves in 
the frequency range from about 20 to 20,000 Hz, called the audible range, but 
we also use the term “sound” for similar waves with frequencies above 
(ultrasonic) and below (infrasonic) the range of human hearing.  

(University Physics with Modern Physics, p. 529)  
（ኴᏐはཎ文࣐࣐） 

 
➨ 1 文の The most general definition of sound is a longitudinal wave in a medium.
は、専門的語彙の定⩏に専門的語彙が利用ࡉれる、ᆺ的な「科学ࢺࢫࢡࢸ」

の定⩏のしかた(Halliday and Martin, 1993)である。この㛵ಀ㐣程⠇（ෆໟ

的࣭ྠ定的）のྠ定⪅である a longitudinal wave in a medium は、一⯡的な語

彙ではなࡃ専門的な語彙であるため、理解するにはࡉらなるㄝ᫂をせする。

longitudinal wave は、ู㡯目で以ୗの࠺ࡼにㄝ᫂ࡉれている。 
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If we give the piston a single back-and-forth motion, displacement and pressure 
fluctuations travel down the length of the medium. This time the motions of the 
particles of the medium are back and forth along the same direction that the 
wave travels. We call this a longitudinal wave.  

(University Physics with Modern Physics, p. 493) 
（ኴᏐはཎ文࣐࣐、ୗ⥺はⴭ⪅にࡼる） 

 
らに、このㄝ᫂⮬体、displacementࡉ と pressure とい࠺専門的な語彙を利用

して書かれているため、それࡒれの語彙に次の࠺ࡼな解ㄝがᚲせになる。 
 

displacement: a change in the position of an object  
pressure: the force per unit area that the fluid exerts on an immersed object is 

called the pressure on the fluid. 
 
れる。これらのࡲつかのྡモ化⾲⌧（ୗ⥺㒊）がྵࡃた、この定⩏にはいࡲ

ྡモ化⾲⌧は、ࡤ࠼次の࠺ࡼに解き開ࡃ(unpack)ことができる。 
 

displacement and pressure fluctuations: displacement and pressure change 
frequently 

a single back-and-forth motion: (the piston) moves back and forth once  
the motions of the particles of the medium: the particles of the medium move  

 
以ୖ、Text 1 の➨ 1 文は、⠇ᵓ㐀としては༢⣧な㛵ಀ㐣程⠇であるが、専門

的な用語をㄝ᫂するためにูの」ᩘの専門用語の理解がᚲせであるⅬで」㞧

である。 
� ➨ 3 文は、ẚ㍑的ᖹ᫆な文ᵓ㐀であるが、そこにはሗ㔞の多いྡモ化⾲

⌧ the propagation of sound through a solid がྵࡲれる。このྡモ化⾲⌧は、

ࡤ࠼ sound travels through a solid の࠺ࡼに解き開ࡃことができる。 
� ➨ 2 ➨ࡎࡲ。れるࡉでは、「㡢」のୗ分㢮がᑟ入ࣇࣛࢢࣛࣃ 1 文の前༙

（ෆໟ的࣭ᒓᛶ的㛵ಀ㐣程⠇）では、᭱ࡶ༢⣧な㡢Ἴとして正ᘻἼ

(sinusoidal wave)がᑟ入ࡉれ、ᚋ༙の⠇で正ᘻἼとᵓᡂせ⣲(definite frequency, 
amplitude, and wavelength)との体㒊分㛵ಀが㛵ಀ㐣程⠇（ᡤ᭷的࣭ᒓᛶ的）

にࡼって♧ࡉれる。次いで➨ 2 文では、㡢がே㛫の⪥に⪺こ࠼る㡢域(the 
audible range)が㛵ಀ㐣程⠇（ෆໟ的࣭ྠ定的）にࡼってᑟ入ࡉれ、ࡉらにそ

れࡶࡾࡼ㧗い࿘Ἴᩘ(ultrasonic)とపい࿘Ἴᩘ(infrasonic)がྠ᱁(apposition)に
➨れる。「㡢」の体文㛵ಀのㄝ᫂が୰ᚰとなるࡉってᑟ入ࡼ 2 ࣇࣛࢢࣛࣃ

では⠇、ྡモ⩌とࡶにẚ㍑的༢⣧なᵓ㐀をしていることがわかる。 
� 次に♧す Text 2 では、「㡢の大きࡉ」がᑟ入ࡉれる。 
 

Text 2 
Loudness is a measure of the human perception of sound. Although a sound 
wave of high intensity is perceived as louder than a wave of lower intensity, the 
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relation is far from linear. The sensation of sound is roughly proportional to the 
logarithm of the sound intensity. But the exact relation between loudness and 
intensity is complicated and not the same for all individuals.  

(Schaum’s Outline of College Physics, p. 257)  
（ኴᏐはཎ文࣐࣐） 

 
➨ 1 文では、「㡢のᙉࡉ」(loudness)がྡモ化⾲⌧にࡼって定⩏ࡉれている。

このሙྜ、⫼ᬒ知㆑なしでは「㡢のᙉࡉ」とは、ே㛫が㡢を知ぬする「大き

のᑻᗘなのか᭕「ࡉ㛗」のᑻᗘなのか、あるいは「ࡉ㧗」のᑻᗘなのか「ࡉ

ࡉがṧる。この᭕ࡉは➨ 2 文で㛫接的に解ᾘࡉれるが、ここでは

intensity が loudness の言い࠼であること理解することが求められる。ࡉら

に、➨ 2 文のᚋ༙では、前༙の⠇が the relation にᅽ⦰ࡉれているとこを理

解することが求められる。 
� ➨ 3 文のෑ㢌 the sensation of sound は、ࡤ࠼ how you feel sound の࠺ࡼに

解き開ࡃことができるが、それ以㝆のྡモ化⾲⌧ the logarithm of the sound 
intensity は専門的知㆑がなけれࡤ解き開ࡃことがᅔ㞴である。 
� 次の Text 3 は、「接ゐຊ」(contact force)の定⩏とୗ分㢮がなࡉれている

⟠ᡤである。 
 

Text 3 
     When a force involves direct contact between two bodies, such as a push 
or pull that you exert on an object with your hand, we call it a contact force. 
Figures 4.2a, 4.2b, and 4.2c show three common types of contact forces. The 
normal force (Fig. 4.2a) is exerted on an object by any surface with which it is 
in contact. The adjective normal means that the force always acts perpendicular 
to the surface of contact, no matter what the angle of that surface. By contrast, 
the friction force (Fig. 4.2b) exerted on an object by a surface acts parallel to 
the surface, in the direction that opposes sliding. The pulling force exerted by a 
stretched rope or cord on an object to which it’s attached is called a tension 
force (Fig. 4.2c). When you tug on your dog’s leash, the force that pulls on her 
collar is a tension force.   

(University Physics with Modern Physics, p. 126)  
（ኴᏐはཎ文࣐࣐） 

 
接ゐຊと、そのୗ分㢮ࡦとつであるᘬᙇຊ(tension force)は、㛵ಀ㐣程⠇

（ෆໟ的࣭ྠ定的）にࡼって定⩏ࡉれ、ᘬᙇຊ以እの 2 つのຊであるᆶ┤ᢠ

ຊ(normal force)とᦶ᧿ຊ(friction force)は物㉁㐣程⠇にࡼって定⩏ࡉれている。

この✀のୗ分㢮には、Text 1 で☜ㄆできた࠺ࡼに、ᆺ的には㛵ಀ㐣程⠇

（ᡤ᭷的࣭ᒓᛶ的）が利用ࡉれるのࡔが、Text 3 では、ᅗのཧ↷をᣦ♧する

ෆᐜの㛵ಀ㐣程⠇（ෆໟ的࣭ྠ定的）が利用ࡉれている。このᣦ♧からࡶわ

かる࠺ࡼに、これら 3 つのຊについては、ᅗをཧ↷した方が理解しࡸすい

研究は、本稿のෆᐜから㐓⬺するため、ᅗのᥖ㍕は愛すࣝࢲ࣮ࣔࢳ࣐ࣝ）

る 1。）。 
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� ここࡲで㏙てきた、物理学の教科書の語彙文法的特徴をࡲとめると次の

 。になる࠺ࡼ
 

a) ⠇ࡈとのྡモ化⾲⌧のᩘはの 2 科目とẚると㠀ᖖに多ࡃ、ྡモ化

⾲⌧を「一⮴した」⾲⌧に解き開ࡃには、専門的知㆑がᚲせなሙྜが

多い。 
b) ྡモ⩌のᵓ㐀は」㞧である一方、⠇ࡸ⠇」ྜはᖹ᫆である。ࡲた、ᇙ

め㎸み⠇は利用ࡉれないഴ向にある。 
c) 文法的ẚ႘の利用にࡼって生じる、⌧㇟ど࠺しの㛵ಀの᭕ࡉを解Ỵ

するには⫼ᬒ知㆑がᚲせである。 
d) 専門用語の定⩏にูな専門用語が利用ࡉれることがある。体㒊分㛵

ಀは㛵ಀ㐣程⠇（ᡤ᭷的）にࡼってグ㏙ࡉれる。 
e) ⤖᮰ᛶについては、⧞ࡾ㏉しがに利用ࡉれている。 

 
 
3.2 生物学の教科書 
� 次いで、生物学の教科書を分ᯒする。生物学の教科書に࠾ける⠇あたࡾの

ྡモ化⾲⌧は 0.2 ᮍ‶で、3 科目୰᭱ࡶᑡない。ࡲた、物理学の教科書とは

␗なࡾ、ྡモ化⾲⌧のみを利用した定⩏はぢられない。したがって、文法的

ẚ႘にࡼって生じ࠺る⌧㇟ど࠺し㛵ಀの᭕ࡸࡉ議論の㣕㌍ࡶ（ᑡなࡃとࡶ

分ᯒࢺࢫࢡࢸには）ぢられない。⤖᮰ᛶについては、に⧞ࡾ㏉しが利用ࡉ

れている。 
� 以ୗに♧す Text 4 は、ཎ᰾⣽⬊(prokaryotic cell)とそのᵓᡂ㒊をᑟ入した

㒊分である。 
�

Text 4 
     Figure 3.3 illustrates the main features of prokaryotic cell anatomy. The 
cell wall, located outside of the plasma membrane, contains peptidoglycan, a 
complex molecule that is unique to bacteria and composed of chains of 
disaccharides joined together by peptide chains. The cell wall acts as a form of 
protection for bacteria. Some classes of antibiotics interfere with the synthesis 
of the peptidoglycans. In some bacteria, the cell wall is further surrounded by a 
gelatinous sheath called a capsule. Some bacteria have long, thin appendages 
called flagella (sing., flagellum), which are composed of subunits of the 
protein flagellin. The flagella rotate like propellers, allowing the bacterium to 
move rapidly in a fluid medium. Some bacteria also have fimbriae, which are 
short appendages that help them attach to an appropriate surface. The capsule 
and fimbriae often increase the ability of pathogenic bacteria to cause disease.  
     Prokaryotes have a single chromosome (loop of DNA and associated 
proteins) located within a region of the cytoplasm called the nucleoid. The 
nucleoid is not surrounded by a membrane. Many prokaryotes also have small 
accessory rings of DNA called plasmids that can be passed from one cell to 
another. The cytoplasm has thousands of ribosomes for the synthesis of 
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proteins. The ribosomes of prokaryotic organisms are smaller and structurally 
different from those of eukaryotic cells, which makes ribosomes a good target 
for antibacterial drugs. In addition, the photosynthetic cyanobacteria have light-
sensitive pigments, usually within a series of internal membranes called 
thylakoids.  

(Inquiry into Life, pp. 45-46) 
（ኴᏐ、ࢡࢵࣜࢱはཎ文࣐࣐、ୗ⥺は➹⪅にࡼる） 

 
ཎ᰾⣽⬊の㒊は、として次の 3 つの方法でᑟ入࣭ㄝ᫂ࡉれる。すなわࡕ、

1) ྠ᱁、2) 㛵ಀ㐣程⠇、3) ᇙめ㎸み⠇である。ࡤ࠼、➨ 2 文ではこれら

がすて使われている。ࡎࡲ、ෑ㢌では、ᇙめ㎸み⠇である located outside 
of the plasma membrane にࡼって The cell wall の⣽⬊ෆでの┦ᑐ的な⨨が♧

れる。⥆いて、containsࡉ を㐣程୰᰾㒊とする㛵ಀ㐣程⠇（ᡤ᭷的࣭ᒓᛶ的）

にࡼって、⣽⬊ቨにはࣥ࢝ࣜࢢࢻࢳࣉ࣌(peptidoglycan)がྵࡲれていること

が♧ࡉれる。ࡉらに、᪂ฟ用語である peptidoglycan はᇙめ㎸み⠇をྵྠࡴ

᱁ a complex molecule that is unique to bacteria and composed of chains of 
disaccharides joined together by peptide chains にࡼってㄝ᫂ࡉれる。ྠじ࠺ࡼ

にして、ཎ᰾⣽⬊の㒊のᑟ入にはෆໟ的㛵ಀ㐣程⠇が、ཎ᰾⣽⬊と㒊の

体㒊分㛵ಀにはᡤ᭷的㛵ಀ㐣程⠇が利用ࡉれている。 
� 生物学の教科書にྡࡶモ化⾲⌧は利用ࡉれるが、前㏙のとࡾ࠾使用⋡はప

➨、ࡤ࠼ことができる。ࡃᐜ᫆に解き開ࡶᬒ知㆑なしで⫼、ࡃ 1 ࣛࢢࣛࣃ

➨ࣇ 3 文と➨ 4 文に利用ࡉれているྡモ化⾲⌧（ୗ⥺㒊）は、次の࠺ࡼに解

き開ࡃことができる。 
 

a form of protection for bacteria: (the cell wall) protects bacteria.  
 
the synthesis of the peptidoglycans: the peptidoglycans are synthesized.  

 
� た、ᘬ用㒊ෑ㢌でࡲ Figure 3.3（本稿ではᥖ㍕しない）がཧ↷ࡉれている

とࡾ࠾、ཎ᰾⣽⬊のᙧࡸ㒊の⨨㛵ಀなどのどぬሗの༑分な理解には、

ᅗの利用がᚲせである。 
� Text 5 は、ගྜᡂ(photosynthesis)がᑟ入ࡉれる⟠ᡤである。 
 

Text 5 
     The energy released by catabolic pathways in almost all organisms (with 
the exception of those living near deep sea vents) ultimately comes from the 
sun. Photosynthesis (literally, “synthesis from light”) is an anabolic process by 
which the energy of sunlight is captured and used to convert carbon dioxide 
(CO2) into more complex carbon-containing compounds. Plants, algae, and 
cyanobacteria live in aerobic environments and carry out oxygenic 
photosynthesis: the conversion of CO2 and water (H2O) into carbohydrates 
(which we will represent as a six-carbon sugar, C6H12O6) and oxygen gas (O2) 
(Figure 10.1). 
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               6CO2 + 6H2O Ѝ C6H12O6 +6O2                 (10.1) 
 
Some kinds of bacteria live in anaerobic environments and carry out 
anoxygenic photosynthesis, in which energy from the sun is used to convert 
CO2 to more complex molecules without the production of O2.  

(Life: The Science of Biology p. 186)  
（ኴᏐはཎ文࣐࣐、ୗ⥺はⴭ⪅にࡼる） 

 
➨ 1 ➨ࣇࣛࢢࣛࣃ 2 文では、ගྜᡂを定⩏するために、ᇙめ㎸み⠇が利用ࡉ

れている。この文を分ᯒすると次の࠺ࡼになる。 
 

Photosynthesis (literally, “synthesis from light”) is an anabolic process [[[ 1 by 
which the energy of sunlight is captured | 2 and used [[to convert carbon 
dioxide (CO2) into more complex carbon-containing compounds]]]]].�  
 

一ぢすると、物理学の教科書とྠじ࠺ࡼに専門的語彙(photosynthesis)が専門

的語彙(anabolic process)にࡼって定⩏ࡉている࠺ࡼにぢ࠼る。しかしながら、

㛵ಀ㐣程⠇のᒓᛶである anabolic process が 2 つのᇙめ㎸み⠇にࡼってㄝ᫂

た、ᚋಟ㣭㒊ࡲ。れているⅬで物理学の教科書のㄝ᫂のしかたとは␗なるࡉ

(qualifier)を㝖いたྡモ⩌のᵓ㐀が」㞧でないⅬࡶ、物理学の教科書との㐪

いとしてᣲࡆられる。 
� ➨ 2 、れている。ここではࡉに、ᇙめ㎸み⠇が利用࠺ࡼじྠࡶでࣇࣛࢢࣛࣃ

次に♧す࠺ࡼに、㓟⣲Ⓨ生ᆺගྜᡂ(anoxygenic photosynthesis)の定⩏にᇙめ

㎸み⠇が利用ࡉれている。 
 
… anoxygenic photosynthesis, [[in which energy from the sun is used to 
convert CO2 to more complex molecules without the production of O2]].  

 
� 次ࡤ࠼れているྡモ化⾲⌧（ୗ⥺㒊）は、ࡉで利用ࢺࢫࢡࢸた、このࡲ

の࠺ࡼに、⫼ᬒ知㆑なしでࡶᐜ᫆に解き開ࡃことができる。 
 

the conversion of CO2 and water (H2O) into carbohydrates (…) and oxygen gas 
(O2): CO2 and water (H2O) are converted into carbonhydrates and oxygen gas 
(O2). 

 
� 以ୖの議論をࡲとめると、次の࠺ࡼになる。 
 

a) ⠇ࡈとのྡモ化⾲⌧のᩘは 0.2 ᮍ‶との 2 科目とẚると㠀ᖖにᑡ

なࡃ、ྡモ化⾲⌧を「一⮴した」⾲⌧解き開ࡃのに、多ࡃのሙྜは専

門的知㆑をᚲせとしない。 
b) ྡモ⩌は、ᇙめ㎸み⠇にࡼるᚋಟ㣭㒊にࡼって」㞧になっている（⠇

」ྜのしかたはᖹ᫆である）。 
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c) 文法的ẚ႘の利用にࡼって生じ࠺る、⌧㇟ど࠺しの㛵ಀの᭕ࡸࡉ論

理展開の㣕㌍はぢられない。 
d) 専門的語彙はにෆໟ的㛵ಀ㐣程⠇とᇙめ㎸み⠇にࡼってᑟ入ࡉれ、

体㒊分㛵ಀがᡤ᭷的㛵ಀ㐣程⠇にࡼってㄝ᫂ࡉれる。 
e) ⤖᮰ᛶについては、⧞ࡾ㏉しがに利用ࡉれている。 

 
 
3.3 化学の教科書 
� ᭱ᚋに、化学の教科書の語彙文法的特徴をぢる。化学の教科書に࠾ける⠇

あたࡾのྡモ化⾲⌧は 0.4 程ᗘである。の 2 科目とྠじ࠺ࡼに、⤖᮰ᛶに

ついては、⧞ࡾ㏉しがに利用ࡉれている。 
� 以ୗに♧す Text 6 では、ඹ᭷⤖ྜ(covalent bond)のㄝ᫂がなࡉれている。

ᘬ用㒊の᭱ᚋに♧した Covalent bond と Molecule の定⩏は、ᐇ㝿は、ྑవⓑ

㒊にู㡯目で書かれたࡶのである。 
 

Text 6 
     How do we describe the bonding in carbon dioxide, water, polyethylene, 
and the many millions of nonionic compounds that make up our bodies and 
much of the world around us? Simply put, the bonds in such compounds are 
formed by the sharing of electrons between atoms (in contrast to ionic bonds, 
which involve the complete transfer of electrons from one atom to another). 
The bond formed when atoms share electrons is called a covalent bond, and 
the group of atoms held together by covalent bonds is called a molecule. A 
single molecule of water, for example, contains 2 hydrogen atoms and 1 oxygen 
atom covalently bonded to one another. We might visualize a water molecule 
using a space-filling model as shown here:  
 

（ᅗは┬␎） 
 
     Recall that according to the octet rule, main group elements tend to 
undergo reactions that leave them with completed outer subshells with 8 
valence electrons (or 2 for hydrogen), so that they have a noble gas electron 
configuration. Although metals and reactive nonmetals can achieve an electron 
octet by gaining or losing an appropriate number of electrons to form ions, the 
nonmetals can also achieve an electron octet by sharing an appropriate number 
of electrons in covalent bonds.  
 
     Covalent bond A bond formed by sharing electrons between atoms.  
     Molecule A group of atoms held together by covalent bonds. 
 

(Fundamentals of General, Organic, and Biological Chemistry, p.105)  
（ኴᏐはཎ文࣐࣐、ୗ⥺はⴭ⪅にࡼる） 
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化学の教科書にࡶ、ྡモ化⾲⌧が利用ࡉれているが、いࡎれࡶ⫼ᬒ知㆑なし

でࡶᐜ᫆に解き開ࡃことができる。ࡤ࠼、次の 2 つのྡモ化⾲⌧（ୗ⥺㒊）

は、この࠺ࡼに解き開ࡃことができる。 
 

the sharing of electrons between atoms: atoms share electrons  
 
the complete transfer of electrons from one atom to another: electrons transfer 
from one atom to another completely  

 
࠾分ᯒした⠊ᅖにࡶとࡃる論理の㣕㌍は（ᑡなࡼた、文法的ẚ႘の使用にࡲ

いては）ぢられない。 
� ᪂ฟの用語の定⩏には、次に♧す࠺ࡼに、㛵ಀ㐣程⠇（ෆໟ的࣭ྠ定的）

が利用ࡉれている（Ἴ⥺㒊が㐣程୰᰾㒊）。 
 
The bond [[α formed xβ when atoms share electrons]] is called a covalent bond, 
and the group of atoms [[held together by covalent bonds]] is called a molecule.  
 
� の 2 つの科目では、ほとんどぢることのない特徴は、」㞧な⠇」ྜにࡼ

るㄝ᫂である。Text 5 の➨ 2 にぢられるࣇࣛࢢࣛࣃ 2 つの文は、Halliday and 
Matthiessen (2004)にしたがって、次の࠺ࡼに分ᯒできる。 
 
� � ➨ 1 文 

α 
’ β1 
 
 
’ β+2 

Recall  
that according to the octet rule, main group elements tend to 
undergo reactions [[that leave them with completed outer 
subshells with 8 valence electrons (or 2 for hydrogen)]],  
so that they have a noble gas electron configuration. 

 
➨ 2 文 

x βα 
 
x β x β1 
x β x β+2 
αα 
α x β 

Although metals and reactive nonmetals can achieve an 
electron octet 
by gaining  
or losing an appropriate number of electrons to form ions,  
the nonmetals can also achieve an electron octet  
by sharing an appropriate number of electrons in covalent 
bonds. 

 
� 次の Text 7 は、ඹᙺຍᛂ(conjugate addition)についてㄝ᫂した⟠ᡤで

ある。Text 7 の➨ 2 -化ྜ物(α,βࣝࢽ࣎ࣝ࢝では、Ș、ș̾㣬ࣇࣛࢢࣛࣃ
unsaturated carbonyl compounds)のㄝ᫂に㛵ಀ㐣程⠇（ෆໟ的࣭ྠ定的）が使

われている。 
 

Text 7 
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Text 7 
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     Conjugate additions occur only when the C=C double bond is 
immediately adjacent to the C=O group. They don’t occur to C=C bonds that 
aren’t conjugated (see the box on p. 501 for an illustration of this).  
     Compounds with double bonds adjacent to a C=O group are known as 
α�β-unsaturated carbonyl compounds. 0DQ\� α�β-unsaturated carbonyl 
FRPSRXQGV�KDYH�WULYLDO�QDPHV��DQG�VRPH�DUH�VKRZQ�KHUH��6RPH�FODVVHV�RI�α�β-
XQVDWXUDWHG�FDUERQ\O�FRPSRXQGV�DOVR�KDYH�QDPHV�VXFK�DV�µHQRQH¶��PDGH�XS�RI�
µHQH¶��IRU�WKH�GRXEOH�ERQG���¶RQH¶��IRU�NHWRQH�� 

(Organic Chemistry, p.499) 
 
➨ 2 ➨ࣇࣛࢢࣛࣃ 2 文で♧ࡉれている࠺ࡼに、Ș、ș̾㣬ࣝࢽ࣎ࣝ࢝化

ྜ物には」ᩘの✀㢮があࡾ、それࡒれ័用ྡがいている。たࡔし、これら

は本文୰に♧ࡉれることはなࡃ、ᅗ（本稿ではᥖ㍕しない）で♧ࡉれるࡔけ

である。 
 
� 以ୖの議論をࡲとめると、次の࠺ࡼになる。 
 

a) ⠇ࡈとのྡモ化⾲⌧のᩘは 0.4 程ᗘであࡾ、ྡモ化⾲⌧を「一⮴した」

 。のに専門的知㆑はᚲせでないሙྜが多いࡃ解き開⌧⾲
b) ྡモ⩌のᵓ㐀は」㞧ではない一方で、」㞧な⠇」ྜにࡼって文がᵓᡂ

 。れているࡉ
c) 文法的ẚ႘の利用にࡼって生じ࠺る、⌧㇟ど࠺しの㛵ಀの᭕ࡸࡉ論

理展開の㣕㌍はぢられない。 
d) 専門用語はにෆໟ的࣭ྠ定的㛵ಀ㐣程にࡼってᑟ入ࡉれる。 
e) ⤖᮰ᛶについては、⧞ࡾ㏉しがに利用ࡉれている。 

 
 
 とめとᚋの展ᮃࡲ .4
� ➨ 3 ⠇で議論した、物理学、生物学、化学の教科書の語彙文法的特徴をࡲ

とめると⾲ 1 の࠺ࡼになる。 
 
⾲ 1：理系基礎科目の語彙文法的特徴⩌ 

 物理学 生物学 化学 
a) ⠇ࡈとのྡモ化⾲⌧のᩘと、

ྡモ化⾲⌧から「一⮴した」⾲

 の⌧ྍ能ᛶ⌧

1.2 程ᗘ㸹 
専門的知㆑を

ᚲせとする 

0.2 ᮍ‶㸹 
ᐜ᫆に⌧ྍ

能 

0.4 程ᗘ㸹 
ᐜ᫆に⌧ྍ

能 
b) ྡモ⩌の」㞧

るࡺと、いわࡉ

文の」㞧ࡉ 

ྡモ⩌： 
 
⠇」ྜ： 

ྡモ化⾲⌧に

 って」㞧ࡼ
ᖹ᫆ 

ᇙめ㎸み⠇に

 って」㞧ࡼ
ᖹ᫆ 

ᖹ᫆ 
 
」㞧 

c) 文法的ẚ႘の利用にࡼって生

じ࠺る、⌧㇟ど࠺しの㛵ಀの᭕

ࡉと論理展開の㣕㌍ 

ᆺ的 㠀ᆺ的 㠀ᆺ的 
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d) 専門用語の定

⩏のしかたとࢱ

のグ࣮࣑ࣀࢯࢡ

㏙法 

定⩏のしかた 㛵ಀ㐣程⠇ ᇙめ㎸み⠇を

㛵ಀ㐣程ࡴྵ

⠇ 

㛵ಀ㐣程⠇ 

専門用語を

使った定⩏ 
ある ある ある 

専門用語の分

㢮 
ୖୗ㛵ಀ 
体㒊分㛵ಀ

（ᡤ᭷的㛵ಀ

㐣程⠇） 
ࣜࢲࣔࢳ࣐ࣝ

 の利用࣮ࢸ

体㒊分㛵ಀ

（ᡤ᭷的㛵ಀ

㐣程⠇） 
ࣜࢲࣔࢳ࣐ࣝ

 の利用࣮ࢸ

本稿では☜ㄆ

できࡎ 

e) ⤖᮰ᛶ ྠじ語の⧞ࡾ㏉し 
 
� いわࡺる科学英語は、ᗈ⠊にわたる言語使用域なので、άື領域、ᙺ㛵

ಀ、ఏ㐩ᵝᘧにᛂじた語彙文法のᩚ理がᚲせである。本稿では、大学生向け

の教科書の語彙文法（の一㒊）を分野ࡈとにᩚ理した。その⤖ᯝ、分野ࡈと

に」㞧ࡉ（㞴しࡉ）の㉁が␗なることがわかった。 
� 物理の教科書では、ྡモ化を୰ᚰとした文法的ẚ႘の理解にὀពがᚲせな

一方で、いわࡺる文の」㞧ࡉは大きࡃ問㢟とならない。生物学の教科書では、

文法的ẚ႘のὀពࡶࡾࡼ、ᇙめ㎸み⠇の理解が問㢟となる。化学の教科書

では、」㞧な⠇」ྜの理解がᚲせとࡉれる。ࡲた、言語以እのఏ㐩ᵝᘧが、

知㆑のᵓ⠏に㔜せなᙺをᯝたしていることࡶ☜ㄆできた（ࣝࢲ࣮ࣔࢳ࣐ࣝ

研究のᚲせᛶ）。 
� ໟᣓ的な教科書研究に向けて、ྡモ化⾲⌧をྵめたྡモ⩌のヲ⣽な分ࡾࡼ

ᯒ、㢟-㢟㏙ᵓ㐀の分ᯒなどの語彙文法的分ᯒにຍ࠼て、ᅗࣇࣛࢢࡸなど

をྵめたࣝࢲ࣮ࣔࢳ࣐ࣝ研究を㐍めることがᚋの課㢟である。 
 
 
ト 
1 大学生向け教科書のࣝࢲ࣮ࣔࢳ࣐ࣝ研究については、ࡤ࠼ Washitake 

(2015)をཧ↷。 
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d) 専門用語の定

⩏のしかたとࢱ

のグ࣮࣑ࣀࢯࢡ

㏙法 

定⩏のしかた 㛵ಀ㐣程⠇ ᇙめ㎸み⠇を

㛵ಀ㐣程ࡴྵ

⠇ 

㛵ಀ㐣程⠇ 

専門用語を

使った定⩏ 
ある ある ある 

専門用語の分

㢮 
ୖୗ㛵ಀ 
体㒊分㛵ಀ

（ᡤ᭷的㛵ಀ

㐣程⠇） 
ࣜࢲࣔࢳ࣐ࣝ

 の利用࣮ࢸ

体㒊分㛵ಀ

（ᡤ᭷的㛵ಀ

㐣程⠇） 
ࣜࢲࣔࢳ࣐ࣝ

 の利用࣮ࢸ

本稿では☜ㄆ

できࡎ 

e) ⤖᮰ᛶ ྠじ語の⧞ࡾ㏉し 
 
� いわࡺる科学英語は、ᗈ⠊にわたる言語使用域なので、άື領域、ᙺ㛵

ಀ、ఏ㐩ᵝᘧにᛂじた語彙文法のᩚ理がᚲせである。本稿では、大学生向け

の教科書の語彙文法（の一㒊）を分野ࡈとにᩚ理した。その⤖ᯝ、分野ࡈと

に」㞧ࡉ（㞴しࡉ）の㉁が␗なることがわかった。 
� 物理の教科書では、ྡモ化を୰ᚰとした文法的ẚ႘の理解にὀពがᚲせな

一方で、いわࡺる文の」㞧ࡉは大きࡃ問㢟とならない。生物学の教科書では、

文法的ẚ႘のὀពࡶࡾࡼ、ᇙめ㎸み⠇の理解が問㢟となる。化学の教科書

では、」㞧な⠇」ྜの理解がᚲせとࡉれる。ࡲた、言語以እのఏ㐩ᵝᘧが、

知㆑のᵓ⠏に㔜せなᙺをᯝたしていることࡶ☜ㄆできた（ࣝࢲ࣮ࣔࢳ࣐ࣝ

研究のᚲせᛶ）。 
� ໟᣓ的な教科書研究に向けて、ྡモ化⾲⌧をྵめたྡモ⩌のヲ⣽な分ࡾࡼ

ᯒ、㢟-㢟㏙ᵓ㐀の分ᯒなどの語彙文法的分ᯒにຍ࠼て、ᅗࣇࣛࢢࡸなど

をྵめたࣝࢲ࣮ࣔࢳ࣐ࣝ研究を㐍めることがᚋの課㢟である。 
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1 大学生向け教科書のࣝࢲ࣮ࣔࢳ࣐ࣝ研究については、ࡤ࠼ Washitake 
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Abstract 
 
In this study, we examine how Chinese Japanese learners share information in contact 
situation of telephone conversation, and how Japanese native speakers evaluate the 
learners’ speech. We also investigate relationship between the learners’ 
communication strategies and the native speaker’ evaluation. Moreover, we discuss 
what kinds of communication strategies the Japanese learners are expected to employ 
in telephone conversation. 

We conducted two types of experiments to collect data. In the first experiment, 
the 14 pairs of Chinese and Japanese speakers are required to talk about the movie 
watched just before the conversation, over the phone in Japanese (Ming, Ito, Wang, 
2016).  In the second experiment, 10 Japanese speakers listened to the initial 14 
conversations and answered questionnaires about the learners’ speech, based on 
Watanabe (2003).  

The result of the correlation analysis between the learners’ linguistic behaviors 
and the natives’ evaluation scores (Watanabe 2003) suggests that the more frequently 
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the learner expresses their opinion and impression, the more they are considered to 
have interlocution competence and to be approachable. Our findings will help to shed 
light on the effectiveness of communication strategies in contact situations. 
 

 
 にࡵࡌࡣ .1
� 母語話者と㠀母語話者ࡀ会話ࡍるሙ㠃ࡣ᥋ゐሙ㠃とࢀࡤるࡀ、母語話者

同ኈの会話とẚ㍑࡚ࡋ、⮬ศࡀఏࡇ࠸ࡓ࠼とࢆⓗ☜にఏࡾࡓࡗ࡞ࢀࡽ࠼、

┦ᡭの話ࢆṇ☜に⪺࡞ࡾࡓࡗ࡞ࢀྲྀࡁᵝ࡞ࠎၥ㢟ࡀⓎ生ࢀࡇࠋ࠸ࡍࡸࡋ

ࡸの語ᙡ、ࡀࢀࡒࢀࡑሙྜ、母語話者と㠀母語話者のࡓࡌ生ࡀのၥ㢟ࡽ

⾲⌧࡛ゝ࠸ࡾࡓ࠼、┦ᡭに⌮ゎの☜ㄆࡸຓࢆồࡍࡾࡓࡵるࡇと࡛༠ຊࡋ

࡚会話ࢆ㐙⾜ࡋよ࠺とࡍるࠋ 
ἣ࡛≦࠸࡞࠼ぢࡀࡾ㌟ࡸ会話┦ᡭの⾲、࡚ᑐ㠃࡛の会話とẚ、ࡓࡲ

会話ࢆ㐍࡞࠸࡚ࡵけ࠸࡞ࡽ࡞ࡤࢀ電話会話ࡣ、㠀母語話者にとࡣ࡚ࡗ㠀ᖖ

に㈇ᢸのるࡶの࡛ࡾ࠶、ୖ⣭者にࡶ࡚ࡗ࡞電話࡛話ࡇࡍとࡣ㞴࠸ࡋとឤ

る（ᒸ本࣭࠸࡚ࢀࡉሗ࿌ࡀとࡇ࠸ከࡶる学習者ࡌ ྜྷ㔝, 1997）ࡽࡀ࡞ࡋࡋࠋ、

電話会話࡛ఱࢆのよ࠺にఏ࠼るࡇとࡀᮃ࠸ࡋࡲのࢆㄪᰝࡲ࠶ࡣ✲◊ࡓࡋ

 ࠋ࠸࡞ࡃከࡾ
� コミュニ࡞࠺のよࡣ電話࡛࡚ࡋ日本語学習者にᑐ、ࡣ࡛✲◊本、࡛ࡇࡑ

ケーション方略ྲྀࢆるࡇとࡀᮃ࠸ࡋࡲのࡇࡍ♧ࢆとࢆ┠ⓗと࡚ࡋ、中国人

日本語学習者ࡀ日本語母語話者との電話会話にお࡚࠸のよ࠺にሗࡾࡸࢆ

ࢆ㇟༳࡞࠺のよࡣ母語話者ࡓ࠸⪺ࢆࡾとࡾࡸのࡑࡓࡲ、るの࠸࡚ࡋࡾྲྀ

ᣢࡘのࢆㄪᰝࡋ、୧者の関係に᳨࡚࠸ࡘウࠋࡓࡋ 
 
2. 方ἲ 
 㞟ࢱーࢹ .2.1
� ศᯒࢹーࢱのྲྀᚓに2、ࡣ࡚ࡗࡓ࠶ 1ࠋࡓࡗ⾜ࢆのᐇ㦂ࡘ の会話ᐇ㦂┠ࡘ

の࡛、ึᑐ㠃同ኈの日本語母語話者と中ࡶࡌ明࣭伊藤࣭⋤（2016）と同、ࡣ

国人日本語学習者ࢆ 2 人 1 ⤌と࡚ࡋ 16 ⤌、ィ 32 人にᐇ㦂にཧຍࡗࡽࡶ࡚ࡋ

ဨ、ࡣ学習者ࠋࡓ 20 ௦のዪᛶ࡛、大学࡛日本語ࢆᑓᨷ࡚ࡋおࡾ、日本語⬟

ຊ᳨ᐃ 1 ⣭（N1）のྜ᱁者࡛ࡇࠋࡓࡗ࠶のᐇ㦂࡛ࡣ、ᐇ㦂ཧຍ者にࢀࡒࢀࡑ

ูᐊにධ࠸ࡽࡶ࡚ࡗ、↓ኌ▷⦅ニ࣓ᫎ⏬（12 ศ⛬ᗘ）の๓༙㒊ศࢆ母語話

者に、ᚋ༙㒊ศࢆ学習者にぢࠋࡓࡏᫎ⏬ࢆぢ⤊ࡓࡗࢃᚋ、電話࡛ᫎ⏬のෆᐜ

に࡚࠸ࡘの会話ࢆ 10 ศࡑ、࠸ࡽࡶ࡚ࡗ⾜のᵝ子ࢆ㘓⏬࣭㘓㡢ࠋࡓࡋ 
2 日本࠸࡞࠸࡚ࡋ者評価ᐇ㦂࡛、会話にཧຍ୕➨ࡓ࠸⏝ࢆ㉁ၥ⣬、ࡣ┠ࡘ

語母語話者 10 ྡ（⏨子学生 6 ྡ、ዪ子学生 4 ྡ）にཧຍ1ࠋࡓࡗࡽࡶ࡚ࡋ ࡘ

┠のᐇ㦂࡛ᚓࡓࢀࡽ 16 ⤌の会話ࢹーࢱのࡕ࠺、㘓㡢≧ែࡀᝏࡓࡗ㸯⤌と

会話㛫ࡓࡗ▷ࡀ 1 ࡁ㝖ࢆ⤌ 14 ⤌ศに࡚࠸ࡘ、会話ᚋ༙࡛、㛫ࢆᘬࡁᘏ

⪺ࢆのࡶࡓࡋ๐㝖ࢆる⟠ᡤ࠸࡚ࡋࢆる会話ࢀእࡽに、ᫎ⏬ෆᐜࡵࡓࡍࡤ

る評価ᑻ࠸࡚ࢀࡉとに、Ώ㒊（2003）࡛ᥦࡈࡃ⪺ࢆの会話㡢ኌࡘ㸯ࠋࡓࡏ

ᗘ࡚࠸⏝ࢆ、評価のᑐ㇟（ᩥἲ⬟ຊࡸㄯ話⬟ຊ࡞）に࡚࠸ࡘ 18 㡯┠、య
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the learner expresses their opinion and impression, the more they are considered to 
have interlocution competence and to be approachable. Our findings will help to shed 
light on the effectiveness of communication strategies in contact situations. 
 

 
 にࡵࡌࡣ .1
� 母語話者と㠀母語話者ࡀ会話ࡍるሙ㠃ࡣ᥋ゐሙ㠃とࢀࡤるࡀ、母語話者

同ኈの会話とẚ㍑࡚ࡋ、⮬ศࡀఏࡇ࠸ࡓ࠼とࢆⓗ☜にఏࡾࡓࡗ࡞ࢀࡽ࠼、

┦ᡭの話ࢆṇ☜に⪺࡞ࡾࡓࡗ࡞ࢀྲྀࡁᵝ࡞ࠎၥ㢟ࡀⓎ生ࢀࡇࠋ࠸ࡍࡸࡋ

ࡸの語ᙡ、ࡀࢀࡒࢀࡑሙྜ、母語話者と㠀母語話者のࡓࡌ生ࡀのၥ㢟ࡽ

⾲⌧࡛ゝ࠸ࡾࡓ࠼、┦ᡭに⌮ゎの☜ㄆࡸຓࢆồࡍࡾࡓࡵるࡇと࡛༠ຊࡋ

࡚会話ࢆ㐙⾜ࡋよ࠺とࡍるࠋ 
ἣ࡛≦࠸࡞࠼ぢࡀࡾ㌟ࡸ会話┦ᡭの⾲、࡚ᑐ㠃࡛の会話とẚ、ࡓࡲ

会話ࢆ㐍࡞࠸࡚ࡵけ࠸࡞ࡽ࡞ࡤࢀ電話会話ࡣ、㠀母語話者にとࡣ࡚ࡗ㠀ᖖ

に㈇ᢸのるࡶの࡛ࡾ࠶、ୖ⣭者にࡶ࡚ࡗ࡞電話࡛話ࡇࡍとࡣ㞴࠸ࡋとឤ

る（ᒸ本࣭࠸࡚ࢀࡉሗ࿌ࡀとࡇ࠸ከࡶる学習者ࡌ ྜྷ㔝, 1997）ࡽࡀ࡞ࡋࡋࠋ、

電話会話࡛ఱࢆのよ࠺にఏ࠼るࡇとࡀᮃ࠸ࡋࡲのࢆㄪᰝࡲ࠶ࡣ✲◊ࡓࡋ

 ࠋ࠸࡞ࡃከࡾ
� コミュニ࡞࠺のよࡣ電話࡛࡚ࡋ日本語学習者にᑐ、ࡣ࡛✲◊本、࡛ࡇࡑ

ケーション方略ྲྀࢆるࡇとࡀᮃ࠸ࡋࡲのࡇࡍ♧ࢆとࢆ┠ⓗと࡚ࡋ、中国人

日本語学習者ࡀ日本語母語話者との電話会話にお࡚࠸のよ࠺にሗࡾࡸࢆ

ࢆ㇟༳࡞࠺のよࡣ母語話者ࡓ࠸⪺ࢆࡾとࡾࡸのࡑࡓࡲ、るの࠸࡚ࡋࡾྲྀ

ᣢࡘのࢆㄪᰝࡋ、୧者の関係に᳨࡚࠸ࡘウࠋࡓࡋ 
 
2. 方ἲ 
 㞟ࢱーࢹ .2.1
� ศᯒࢹーࢱのྲྀᚓに2、ࡣ࡚ࡗࡓ࠶ 1ࠋࡓࡗ⾜ࢆのᐇ㦂ࡘ の会話ᐇ㦂┠ࡘ

の࡛、ึᑐ㠃同ኈの日本語母語話者と中ࡶࡌ明࣭伊藤࣭⋤（2016）と同、ࡣ

国人日本語学習者ࢆ 2 人 1 ⤌と࡚ࡋ 16 ⤌、ィ 32 人にᐇ㦂にཧຍࡗࡽࡶ࡚ࡋ

ဨ、ࡣ学習者ࠋࡓ 20 ௦のዪᛶ࡛、大学࡛日本語ࢆᑓᨷ࡚ࡋおࡾ、日本語⬟

ຊ᳨ᐃ 1 ⣭（N1）のྜ᱁者࡛ࡇࠋࡓࡗ࠶のᐇ㦂࡛ࡣ、ᐇ㦂ཧຍ者にࢀࡒࢀࡑ

ูᐊにධ࠸ࡽࡶ࡚ࡗ、↓ኌ▷⦅ニ࣓ᫎ⏬（12 ศ⛬ᗘ）の๓༙㒊ศࢆ母語話

者に、ᚋ༙㒊ศࢆ学習者にぢࠋࡓࡏᫎ⏬ࢆぢ⤊ࡓࡗࢃᚋ、電話࡛ᫎ⏬のෆᐜ

に࡚࠸ࡘの会話ࢆ 10 ศࡑ、࠸ࡽࡶ࡚ࡗ⾜のᵝ子ࢆ㘓⏬࣭㘓㡢ࠋࡓࡋ 
2 日本࠸࡞࠸࡚ࡋ者評価ᐇ㦂࡛、会話にཧຍ୕➨ࡓ࠸⏝ࢆ㉁ၥ⣬、ࡣ┠ࡘ

語母語話者 10 ྡ（⏨子学生 6 ྡ、ዪ子学生 4 ྡ）にཧຍ1ࠋࡓࡗࡽࡶ࡚ࡋ ࡘ

┠のᐇ㦂࡛ᚓࡓࢀࡽ 16 ⤌の会話ࢹーࢱのࡕ࠺、㘓㡢≧ែࡀᝏࡓࡗ㸯⤌と

会話㛫ࡓࡗ▷ࡀ 1 ࡁ㝖ࢆ⤌ 14 ⤌ศに࡚࠸ࡘ、会話ᚋ༙࡛、㛫ࢆᘬࡁᘏ

⪺ࢆのࡶࡓࡋ๐㝖ࢆる⟠ᡤ࠸࡚ࡋࢆる会話ࢀእࡽに、ᫎ⏬ෆᐜࡵࡓࡍࡤ

る評価ᑻ࠸࡚ࢀࡉとに、Ώ㒊（2003）࡛ᥦࡈࡃ⪺ࢆの会話㡢ኌࡘ㸯ࠋࡓࡏ

ᗘ࡚࠸⏝ࢆ、評価のᑐ㇟（ᩥἲ⬟ຊࡸㄯ話⬟ຊ࡞）に࡚࠸ࡘ 18 㡯┠、య
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ⓗ評価（ࣃー࡞ࢸࣜࢼࢯ）に࡚࠸ࡘ 21㡯┠ࢆ 7ẁ㝵࡛評ᐃࠋࡓࡏࡉ 
 
 ᢳฟとศ㢮ࢱーࢹ .2.2
� ศᯒᑐ㇟とࡓࡋᣦᶆࡣ、会話ࢹーࢱにࡣ࡚࠸ࡘ、明࣭伊藤࣭⋤（2016）と

同ᵝ、ᰗ田（2015）ࢆཧ⪃にⓎ話༢ࢆ༊ษࡾ、Ⓨ話ᶵ⬟ࢆศ㢮ࠋࡓࡋヲ⣽

㈨ᩱ⾲ 6、ࡣ  ࠋ࠸ࡓࢀࡉ↷ཧࢆ
ḟに、Ⓨ話ᶵ⬟ูにྛ㢖ᗘ࠼ᩘࢆ、会話㛫࡛ᶆ‽1、ࡋ ศࡾࡓ࠶の┦

ᑐ㢖ᗘࢆồࠋࡓࡵ会話㛫ࡣ、ෑ㢌のࡘࡉ࠸࠶、⮬己⤂の㒊ศࢆ㝖ࡁ、ᫎ

⏬に関ࡍる話㢟ࡀጞࡓࡗࡲಶᡤࡽ、᭱ᚋのⓎ話ࢃ⤊ࡀる㒊ศ࡛ࡲとࡋ、ື

⏬࣭ 㡢ኌࢸࣀーションࢺࣇࢯ ELAN࡚࠸⏝ࢆᢳฟࠋࡓࡋ明࣭ 伊藤࣭ ⋤（2016）
ሙࡾࡸるሗࡍ母語話者にㄝ明ࢆᫎ⏬のෆᐜࡓに⮬ศのぢࡀ学習者、ࡣ࡛

㠃と、に母語話者ࡀぢࡓෆᐜࢆㄝ明࠸࡚ࡗࡽࡶ࡚ࡋるሗとࡾሙ㠃にศけ

࡚㞟ィࡀࡓࡋ、ᅇࡑࡣの༊ูࠋࡓࡗ࡞ࡋࡣ 
評価ࢹーࢱにࡣ࡚࠸ࡘ、Ώ㒊（2003）ࢆཧ⪃に母語話者の༳㇟評価のඹ㏻

ᅉ子ࢆᢳฟࡍるࡵࡓに、ྛ評ᐃ⤖ᯝࢆ 1Ⅼࡽ 7Ⅼ࡛ࡲにᚓⅬࡑࠋࡓࡋの

ᚓⅬࢆඖにᅉ子ศᯒ࠸⾜ࢆ、ඹ㏻ᅉ子ẖに評価ᚓⅬのᖹᆒ್ࢆ⟬ฟࡋ、ୗ

ᑻᗘᚓⅬとࠋࡓࡋ 
 
3. ⤖ᯝと⪃ᐹ 
3.1 コミュニケーション方略の≉ᚩ 
� 学習者 14ྡのⓎ話ᶵ⬟の 1ศࡾࡓ࠶の┦ᑐ㢖ᗘࢆ⾲ 1にࡲとࠋࡓࡵ 
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⾲ 1: コミュニケーション方略の≉ᚩ（学習者 14 ྡ） 

学

習

者

ID 

会話時

間(秒) 

情報 

要求 

情報 

提供 

共有 

表明 

意味交渉 

情報

の合

成・

加工 

母語

話者

のた

めの

理解

促進 

母語

話者

に対

する

理解

確認 

学習

者の

ため

の援

助要

求 

学習

者自

身の

理解

促進 

C02 590.900 0.102 3.452 0.914 0.910 0.310 0 0.610 1.625 
C03 631.940 0.190 4.652 2.089 0.950 0.480 0 0.100 0.475 
C04 408.980 0 5.868 7.042 1.610 0.150 0.150 0.290 0.147 
C05 572.880 0.105 1.780 0.943 0.630 0.310 0.110 0 0.628 
C06 417.380 0.144 1.294 0.576 0.860 0.290 0.290 0.290 0.288 
C07 566.180 0.106 2.437 2.543 2.230 0.320 0.110 0.210 0.742 
C08 541.720 0.111 2.215 0.443 1.440 0.890 0.440 0 0.665 
C09 538.260 0.446 2.675 4.347 1.000 0.110 0 0 2.675 
C10 334.820 0.358 1.971 0.716 0.360 0 0.180 0.540 1.075 
C11 295.905 0 1.014 1.825 0.610 0 0 0.000 0 
C12 371.320 0.323 3.878 6.786 0.160 0.490 0 0.160 0.970 
C13 448.900 0 2.139 3.208 0.940 0 0.400 0.270 0.134 
C14 555.880 0.108 4.102 5.613 0 0.110 0.110 0 1.619 
C16 440.580 0.272 3.132 3.268 0.680 0.950 0.270 0.270 0.409 
平均 479.689 0.162 2.901 2.880 0.885 0.314 0.146 0.195 0.818 

 
⾲ 1よࡾ、C02ࡣ、の学習者とẚ࡚、学習者⮬㌟の⌮ゎಁ㐍のࡵࡓのⓎ

話ࡀከࠋࡓࡗC04ࡣሗᥦ౪、ඹ᭷⾲明ࡀከࠋࡓࡗC07ࡣ母語話者のࡓ

ࡓのຓせồのࡵࡓ学習者のࡣC08ࠋࡓࡗከࡀのⓎ話ࡵࡓの⌮ゎಁ㐍のࡵ

C16ࠋࡓࡗከࡀሗせồ、ሗのຍᕤ࣭ྜᡂࡣC09ࠋࡓࡗከࡀのⓎ話ࡵ
 ࠋࡓࡗከࡀのⓎ話ࡵࡓる⌮ゎ☜ㄆのࡍ母語話者にᑐࡣ
 
3.2 ༳㇟評価の≉ᚩ 
� ㇟に、Ώ㒊（2013）の評価のᑐࡵࡓるㄪࢆ評価ᑻᗘのᵓᡂ、ࡎࡲ 19㡯
┠とయⓗ評価 21㡯┠ࢀࡒࢀࡑにᅉ子ศᯒࠋࡓࡗ⾜ࢆᅉ子のᢳฟに᭱ࡣᑬ

ἲ࣭ࢫࢡࢵ࣐ࣟࣉᅇ㌿ࠋࡓ࠸⏝ࢆᅉ子㈇Ⲵ㔞ࡀのᅉ子にᑐࡶ࡚ࡋ⤯ᑐ್࡛

0.40ᮍ‶の㡯┠と、のᅉ子とᙜヱᅉ子との㈇Ⲵのᕪࡀ 1.0ᮍ‶の㡯┠ࡀぢ

ࡲ㡯┠๐㝖ࡽᅉ子ศᯒ࡚࠸ࡘ㡯┠にࡓࡗṧ、ࡋ๐㝖ࢆࡽࢀࡑ、ࡵࡓࡓࢀࡽ

࡛の୍㐃のసᴗࡾ⧞ࢆ㏉ࡑࠋࡓࡋの⤖ᯝ、評価のᑐ㇟にࡣ࡚࠸ࡘ 6㡯┠ࡀ๐

㝖ࢀࡉ、᭱⤊ⓗに 13㡯┠ࡀṧ3、ࡾᅉ子ࡀᢳฟࡓࢀࡉ（㈨ᩱ⾲ ⤖のࡇࠋ（7

ᯝにࢀࡒࢀࡑ、࡚࠸ࡘのᅉ子ࢆᵓᡂࡍる㡯┠のෆᐜにᇶ࡙ࡁᅉ子ྡࢆỴᐃ

㸼ࡉ㸺㇏ᐩࢆ㸼、➨୕ᅉ子ࡉ☜㸺ṇࢆ㸺ᑐ話ຊ㸼、➨ᅉ子ࢆᅉ子୍➨、ࡋ

とࠋࡓࡋయⓗ評価にࡣ࡚࠸ࡘ 1㡯┠ࡀ๐㝖ࢀࡉ、Ώ㒊（2013）とࡰ同ࡌ
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⾲ 1: コミュニケーション方略の≉ᚩ（学習者 14 ྡ） 

学

習

者

ID 

会話時

間(秒) 

情報 

要求 

情報 

提供 

共有 

表明 

意味交渉 

情報

の合

成・

加工 

母語

話者

のた

めの

理解

促進 

母語

話者

に対

する

理解

確認 

学習

者の

ため

の援

助要

求 

学習

者自

身の

理解

促進 

C02 590.900 0.102 3.452 0.914 0.910 0.310 0 0.610 1.625 
C03 631.940 0.190 4.652 2.089 0.950 0.480 0 0.100 0.475 
C04 408.980 0 5.868 7.042 1.610 0.150 0.150 0.290 0.147 
C05 572.880 0.105 1.780 0.943 0.630 0.310 0.110 0 0.628 
C06 417.380 0.144 1.294 0.576 0.860 0.290 0.290 0.290 0.288 
C07 566.180 0.106 2.437 2.543 2.230 0.320 0.110 0.210 0.742 
C08 541.720 0.111 2.215 0.443 1.440 0.890 0.440 0 0.665 
C09 538.260 0.446 2.675 4.347 1.000 0.110 0 0 2.675 
C10 334.820 0.358 1.971 0.716 0.360 0 0.180 0.540 1.075 
C11 295.905 0 1.014 1.825 0.610 0 0 0.000 0 
C12 371.320 0.323 3.878 6.786 0.160 0.490 0 0.160 0.970 
C13 448.900 0 2.139 3.208 0.940 0 0.400 0.270 0.134 
C14 555.880 0.108 4.102 5.613 0 0.110 0.110 0 1.619 
C16 440.580 0.272 3.132 3.268 0.680 0.950 0.270 0.270 0.409 
平均 479.689 0.162 2.901 2.880 0.885 0.314 0.146 0.195 0.818 

 
⾲ 1よࡾ、C02ࡣ、の学習者とẚ࡚、学習者⮬㌟の⌮ゎಁ㐍のࡵࡓのⓎ

話ࡀከࠋࡓࡗC04ࡣሗᥦ౪、ඹ᭷⾲明ࡀከࠋࡓࡗC07ࡣ母語話者のࡓ

ࡓのຓせồのࡵࡓ学習者のࡣC08ࠋࡓࡗከࡀのⓎ話ࡵࡓの⌮ゎಁ㐍のࡵ

C16ࠋࡓࡗከࡀሗせồ、ሗのຍᕤ࣭ྜᡂࡣC09ࠋࡓࡗከࡀのⓎ話ࡵ
 ࠋࡓࡗከࡀのⓎ話ࡵࡓる⌮ゎ☜ㄆのࡍ母語話者にᑐࡣ
 
3.2 ༳㇟評価の≉ᚩ 
� ㇟に、Ώ㒊（2013）の評価のᑐࡵࡓるㄪࢆ評価ᑻᗘのᵓᡂ、ࡎࡲ 19㡯
┠とయⓗ評価 21㡯┠ࢀࡒࢀࡑにᅉ子ศᯒࠋࡓࡗ⾜ࢆᅉ子のᢳฟに᭱ࡣᑬ

ἲ࣭ࢫࢡࢵ࣐ࣟࣉᅇ㌿ࠋࡓ࠸⏝ࢆᅉ子㈇Ⲵ㔞ࡀのᅉ子にᑐࡶ࡚ࡋ⤯ᑐ್࡛

0.40ᮍ‶の㡯┠と、のᅉ子とᙜヱᅉ子との㈇Ⲵのᕪࡀ 1.0ᮍ‶の㡯┠ࡀぢ

ࡲ㡯┠๐㝖ࡽᅉ子ศᯒ࡚࠸ࡘ㡯┠にࡓࡗṧ、ࡋ๐㝖ࢆࡽࢀࡑ、ࡵࡓࡓࢀࡽ

࡛の୍㐃のసᴗࡾ⧞ࢆ㏉ࡑࠋࡓࡋの⤖ᯝ、評価のᑐ㇟にࡣ࡚࠸ࡘ 6㡯┠ࡀ๐

㝖ࢀࡉ、᭱⤊ⓗに 13㡯┠ࡀṧ3、ࡾᅉ子ࡀᢳฟࡓࢀࡉ（㈨ᩱ⾲ ⤖のࡇࠋ（7

ᯝにࢀࡒࢀࡑ、࡚࠸ࡘのᅉ子ࢆᵓᡂࡍる㡯┠のෆᐜにᇶ࡙ࡁᅉ子ྡࢆỴᐃ

㸼ࡉ㸺㇏ᐩࢆ㸼、➨୕ᅉ子ࡉ☜㸺ṇࢆ㸺ᑐ話ຊ㸼、➨ᅉ子ࢆᅉ子୍➨、ࡋ

とࠋࡓࡋయⓗ評価にࡣ࡚࠸ࡘ 1㡯┠ࡀ๐㝖ࢀࡉ、Ώ㒊（2013）とࡰ同ࡌ

伊藤、明、鈴木、阪田：電話会話における中国人日本語学習者のコミュニケーション方略と 
母語話者による評価の関係 
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ᵓᡂࡀᚓࢀࡑ、ࡵࡓࡓࢀࡽにೌ࡚ࡗ➨୍ᅉ子ࢆ㸺㐠⏝⬟ຊ㸼、➨ᅉ子ࢆ㸺

ぶࡉࡍࡸࡳࡋ㸼、➨୕ᅉ子ࢆ㸺✚ᴟᛶ㸼とࡓࡋ（㈨ᩱ⾲  ࠋ（8
ḟに、ୗᑻᗘูに、学習者 14 る評価者ࡍにᑐࢀࡒࢀࡑྡ 10 ྡの評価ᚓ

Ⅼのᖹᆒࢆ⾲ 2 にࡲとࠋࡓࡵ 
 
⾲ 2: ༳㇟評価の≉ᚩ（評価者 10 ྡศのᖹᆒ） 

 評価のᑐ㇟ యⓗ評価 

ᖹᆒ ᑐ話ຊ ṇ☜ࡉ ㇏ᐩࡉ 
㐠⏝�

⬟ຊ 
ぶࡳࡋ

 ᴟᛶ✚ ࡉࡍࡸ
C02 5.60 5.00 3.75 4.37 5.56 4.32 4.77 
C03 5.73 4.27 5.40 4.07 5.04 5.15 4.94 
C04 4.61 4.20 3.95 3.48 4.96 3.00 4.03 
C05 5.61 3.87 3.90 4.05 5.70 5.40 4.76 
C06 4.86 3.83 3.75 2.97 4.58 3.80 3.97 
C07 5.07 4.50 3.75 3.78 5.36 4.53 4.50 
C08 5.65 5.37 4.30 5.35 5.48 5.75 5.32 
C09 5.38 4.30 4.05 4.25 5.32 4.58 4.65 
C10 4.95 5.10 4.70 4.79 5.58 4.70 4.97 
C11 4.55 4.63 3.80 4.79 4.96 4.40 4.52 
C12 5.60 5.70 5.15 6.10 5.66 5.90 5.69 
C13 4.29 4.30 3.45 4.27 5.18 3.28 4.13 
C14 5.63 4.60 4.50 4.98 5.44 5.83 5.16 
C16 5.28 4.50 4.30 4.97 5.42 5.45 4.99 
ᖹᆒ 5.20 4.58 4.20 4.44 5.30 4.72  

 
⾲ 2 よ14、ࡾ 人中 C12 ࡀ 6 ᑻᗘのᖹᆒ್୍࡛␒評価ࡀ㧗ࡃ、≉に、ṇ☜ࡉ、

㐠⏝⬟ຊ、✚ᴟᛶのⅬ࡛⚽࡛࡚࠸る୍ࠋ␒పࡓࡗのࡣ C06 ࡛、≉に、ṇ☜

 ࠋࡓࡗࡉᑠࡀのᚓⅬࡉࡍࡸࡳࡋ㐠⏝⬟ຊ、ぶ、ࡉ
� にࡽ明ࢆるの࠶ࡀ関係࡞࠺のよに、評価のᑐ㇟とయⓗ評価にࡽࡉ

ࢆンの㡰┦関ศᯒ࣐ࣆࢫ࡚࠸⏝ࢆのୗᑻᗘᚓⅬࢀࡒࢀࡑ、にࡵࡓるࡍ

 ࠋࡓࡗ⾜
 

⾲ 3: 評価のᑐ㇟とయⓗ評価との┦関（Spearman’s ρ） 
 ホ౯の対㇟ 

対話ຊ ṇ確䛥 ㇏ᐩ䛥 

యⓗホ౯ 㐠⏝⬟ຊ 0.323 0.859** 0.524 

ぶ䛧䜏䜔す䛥 0.503 0.548* 0.329 

✚ᴟᛶ 0.714** 0.487 0.738** 
*. ┦関係ᩘ5 ࡣ% Ỉ‽࡛᭷ព (୧ഃ)  
**. ┦関係ᩘ1 ࡣ% Ỉ‽࡛᭷ព (୧ഃ) 
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⾲ 3 よࡾ、評価のᑐ㇟のᑐ話ຊとయⓗ評価の✚ᴟᛶ、評価のᑐ㇟のṇ☜ࡉ

とయⓗ評価の㐠⏝⬟ຊ、評価のᑐ㇟の㇏ᐩࡉとయⓗ評価の✚ᴟᛶの㛫に

ᙉ࠸ṇの┦関ࢀࡽࡳࡀ、評価のᑐ㇟のṇ☜ࡉとయⓗ評価のぶࡉࡍࡸࡳࡋの

㛫に中⛬ᗘのṇの┦関ࠋࡓࢀࡽࡳࡀ 
௨ୖのࡇとࡽ、評価のᑐ㇟にᑐࡍる評価とయⓗ評価ࢀࡒࢀࡑࡣに関ࢃ

࡚ࡌるၥ㢟にᛂ࠸࡚࠼ᢪࡀ学習者、ࡾ࠶ࡀ㒊ศ࠸࡞࡛࠺ࡑる㒊ศと࠸࡚ࡗ

の㒊ศにὀពࢆᡶࡤ࠼よ࡞␗ࡀ࠸ると⪃ࢀࡽ࠼るࠋࡤ࠼、ᵝ࡞ࠎ語ᙡࢆ

㥑࡚ࡋ話ࡇࡍとࡣ会話に✚ᴟⓗにཧຍ࠸࡚ࡋるとឤࢀࡽࡌるⅬにお࡚࠸ዲ

༳㇟にࡀ࡞ࡘるࡀ、༑ศに࠸方ࢆ⌮ゎ࠸࡞࠸࡚ࡋ語ᙡࡽࡓࡸࡳࡸࡴࢆと

࣐のⅬ࡛ࡉࡍࡸࡳࡋぶࡸると日本語の㐠⏝⬟ຊࢀࢃとᛮ࠸ࡋにஈࡉ☜ṇ࡚ࡗ

 ࠋ࠺ࢁ࠶ᚲせ࡛ࡀὀព࡞༑ศ、ࡵࡓる࠸࡛ࢇࡽࡣࢆる༴㝤࡞とࢫࢼ
 
3.3 コミュニケーション方略と༳㇟評価の┦関 
� 学習者のコミュニケーション方略と母語話者の༳㇟との関㐃ࢆ明ࡽにࡍ

るࡵࡓに、Ⓨ話ᶵ⬟の┦ᑐ㢖ᗘと༳㇟評価のୗᑻᗘᚓⅬ࣐ࣆࢫ࡚࠸⏝ࢆ

ンの㡰┦関ศᯒࠋࡓࡗ⾜ࢆ 
 
⾲ 4: Ⓨ話ᶵ⬟と評価のᑐ㇟との┦関（Spearman’s ρ） 
 

ሗ� �

せồ 
ሗ� �

ᥦ౪ 
ඹ᭷� �

⾲明 

母語

話者

のࡓ

のࡵ

⌮ゎ

ಁ㐍 

母語

話者

にᑐ

るࡍ

⌮ゎ

☜ㄆ 

学習

者の

ࡵࡓ

の

ຓせ

ồ 

学習

者⮬

㌟の

⌮ゎ

ಁ㐍 

ሗ

のྜ

ᡂ࣭�

ຍᕤ 
ᑐ話

ຊ 
0.360 0.415 -0.125 -0.059 0.576* -0.258 -0.407 0.556* 

ṇ☜

 ࡉ
0.212 0.062 -0.077 -0.328 0.102 -0.101 -0.025 0.412 

㇏ᐩ

 ࡉ
0.653* 0.473 0.217 -0.347 0.311 -0.199 -0.231 0.327 

*. ┦関係ᩘ5 ࡣ% Ỉ‽࡛᭷ព (୧ഃ)  
 
⾲ 4 よࡾ、ᑐ話ຊに関ࡣ࡚ࡋ、ሗのྜᡂ࣭ຍᕤのⓎ話㢖ᗘと母語話者にᑐ

、ࡣ࡚ࡋに関ࡉる⌮ゎ☜ㄆのⓎ話㢖ᗘとの㛫に中⛬ᗘのṇの┦関、㇏ᐩࡍ

ሗせồに中⛬ᗘのṇの┦関ࡀぢࠋࡓࢀࡽṇ☜ࡉに関ࡣ࡚ࡋ、≉ᐃのⓎ話ᶵ⬟

との┦関ࡣぢࠋࡓࡗ࡞ࢀࡽ 
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⾲ 3 よࡾ、評価のᑐ㇟のᑐ話ຊとయⓗ評価の✚ᴟᛶ、評価のᑐ㇟のṇ☜ࡉ

とయⓗ評価の㐠⏝⬟ຊ、評価のᑐ㇟の㇏ᐩࡉとయⓗ評価の✚ᴟᛶの㛫に

ᙉ࠸ṇの┦関ࢀࡽࡳࡀ、評価のᑐ㇟のṇ☜ࡉとయⓗ評価のぶࡉࡍࡸࡳࡋの

㛫に中⛬ᗘのṇの┦関ࠋࡓࢀࡽࡳࡀ 
௨ୖのࡇとࡽ、評価のᑐ㇟にᑐࡍる評価とయⓗ評価ࢀࡒࢀࡑࡣに関ࢃ

࡚ࡌるၥ㢟にᛂ࠸࡚࠼ᢪࡀ学習者、ࡾ࠶ࡀ㒊ศ࠸࡞࡛࠺ࡑる㒊ศと࠸࡚ࡗ

の㒊ศにὀពࢆᡶࡤ࠼よ࡞␗ࡀ࠸ると⪃ࢀࡽ࠼るࠋࡤ࠼、ᵝ࡞ࠎ語ᙡࢆ

㥑࡚ࡋ話ࡇࡍとࡣ会話に✚ᴟⓗにཧຍ࠸࡚ࡋるとឤࢀࡽࡌるⅬにお࡚࠸ዲ

༳㇟にࡀ࡞ࡘるࡀ、༑ศに࠸方ࢆ⌮ゎ࠸࡞࠸࡚ࡋ語ᙡࡽࡓࡸࡳࡸࡴࢆと

࣐のⅬ࡛ࡉࡍࡸࡳࡋぶࡸると日本語の㐠⏝⬟ຊࢀࢃとᛮ࠸ࡋにஈࡉ☜ṇ࡚ࡗ

 ࠋ࠺ࢁ࠶ᚲせ࡛ࡀὀព࡞༑ศ、ࡵࡓる࠸࡛ࢇࡽࡣࢆる༴㝤࡞とࢫࢼ
 
3.3 コミュニケーション方略と༳㇟評価の┦関 
� 学習者のコミュニケーション方略と母語話者の༳㇟との関㐃ࢆ明ࡽにࡍ

るࡵࡓに、Ⓨ話ᶵ⬟の┦ᑐ㢖ᗘと༳㇟評価のୗᑻᗘᚓⅬ࣐ࣆࢫ࡚࠸⏝ࢆ

ンの㡰┦関ศᯒࠋࡓࡗ⾜ࢆ 
 
⾲ 4: Ⓨ話ᶵ⬟と評価のᑐ㇟との┦関（Spearman’s ρ） 
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ሗ
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ṇ☜
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㇏ᐩ
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*. ┦関係ᩘ5 ࡣ% Ỉ‽࡛᭷ព (୧ഃ)  
 
⾲ 4 よࡾ、ᑐ話ຊに関ࡣ࡚ࡋ、ሗのྜᡂ࣭ຍᕤのⓎ話㢖ᗘと母語話者にᑐ

、ࡣ࡚ࡋに関ࡉる⌮ゎ☜ㄆのⓎ話㢖ᗘとの㛫に中⛬ᗘのṇの┦関、㇏ᐩࡍ

ሗせồに中⛬ᗘのṇの┦関ࡀぢࠋࡓࢀࡽṇ☜ࡉに関ࡣ࡚ࡋ、≉ᐃのⓎ話ᶵ⬟

との┦関ࡣぢࠋࡓࡗ࡞ࢀࡽ 
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⾲ 5: Ⓨ話ᶵ⬟とయⓗ評価との┦関（Spearman’s ρ） 
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にᑐ
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*. ┦関係ᩘ5 ࡣ% Ỉ‽࡛᭷ព (୧ഃ)  
 
⾲ 5 よࡾ、㐠⏝⬟ຊに関ࡣ࡚ࡋ、母語話者にᑐࡍる⌮ゎಁ㐍のⓎ話㢖ᗘとの

㛫に中⛬ᗘの㈇の┦関、ぶࡉࡍࡸࡳࡋに関ࡣ࡚ࡋ、ሗのྜᡂ࣭ຍᕤに中⛬

ᗘのṇの┦関、✚ᴟᛶに関ࡣ࡚ࡋ、ሗせồに中⛬ᗘのṇの┦関ࠋࡓࢀࡽࡳࡀ 
┦関ศᯒの⤖ᯝࢆゎ㔘ࡍると、௨ୗの㸲Ⅼにࡲとࢀࡽࡵるࠋ 

1. ┦ᡭࡽሗࢆᘬࡁฟ࠺ࡑと㉁ၥࡍると、日本語の▱㆑ࡀ㇏ᐩ࡛、会

話にᑐ࡚ࡋ✚ᴟⓗ࡛࠶ると࠺࠸༳㇟ࢆ࠸ࡍࡸ࠼ 
2. 話のࡌࡍࡽ࠶௨እに⮬ศのពぢࡸឤࢆከࡃ㏙ると、ᑐ話ຊࡀ㧗ࡃ、

ぶ࠸ࡍࡸࡳࡋと࠺࠸༳㇟ࢆ࠸ࡍࡸ࠼ 
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 ࠸ࡍࡸ
4. ┦ᡭࡀ⮬ศの話ࢆ⌮ゎ࠸࡚ࡋる࠺☜ㄆࡾࡓࡋ、ᛂࢆぢࡋࡾࡓ

 ࠸ࡍࡸ࠼ࢆ㇟༳࠺࠸と࠸㧗ࡀると、ᑐ話ຊࡵ㐍ࢆ話ࡽࡀ࡞
 
5. おࡾࢃに 
� 本◊✲࡛ࡣ、学習者の電話会話におけるコミュニケーション方略の࠸方

と会話にཧຍ࠸࡞࠸࡚ࡋ母語話者の༳㇟評価ࢹーࢆࢱ㏻࡚ࡋ、学習者にᑐࡍ

る電話コミュニケーションのᨭに࡚࠸ࡘ⪃ᐹࡀࡓࡁ࡚ࡋ、ᅇࡣᮍ╔ᡭの

会話ཧຍ者（母語話者、学習者とࡶ）の࢛ࣟࣇーࣉࢵンࣅࢱューのෆᐜ

㇟ዲ༳会話┦ᡭࡀコミュニケーション方略࡞࠺のよ、と࡛ࡇるࡍຍࢆ

るの࠸࡚ࡗࢃにఏࡾおᡭ⮬㌟のព㆑ࡋ話、るのࡀ࡞ࡘとにࡇる࠼ࢆ

 ࠋる࠶ᚋのㄢ㢟࡛ࡀとࡇるࡍウ᳨ࢆ
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㈨ᩱ 
 

⾲ 6� 本◊✲࡛ศ㢮に⏝ࡓࡋⓎ話ᶵ⬟のศ㢮（ᰗ田 2015） 
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情報提供   学習者䛜ᣢ䛳䛶䛔る情報䜢母語話者に䛘るⓎ話 

共有表明  ┦䛵䛱 ┦ᡭに⪺䛔䛶䛔る䛣䛸䜢ఏ䛘る㸪ศ䛛䛳た䛸䛔䛖䛣䛸䜢ఏ䛘

る㸪話の進⾜䜢助䛡るⓎ話 

 理解表明 ┦䛵䛱モ௨እのゝ語ᙧᘧ䜢క䛳䛶㸪┦ᡭのⓎ話䜢理解䛧
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促進 
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明確要
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䛔時に㸪┦ᡭにⓎ話䜢明確にする䜘䛖に要求するⓎ話 
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理解促進 
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にゝ䛔䛘た䜚㸪要⣙䛧た䜚㸪ㄝ明䛧た䜚するⓎ話 

ᢎ認 ┦ᡭの᥎ 䜔ၥ䛔䛛䛡に⫯ᐃⓗ㏉⟅䜢䛘るⓎ話 
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理解確認 
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ᛂ要求 自ศのⓎ話に対する┦ᡭのᛂ䜢要求するⓎ話 

学習者の

た め の 援
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Ⓨ話㐙⾜

ᅔ㞴表明 

㐺ษ䛺語䜔表⌧䛜ぢ䛴䛛䜙䛺䛔時に䚸┦ᡭに援助䜢求

めるⓎ話 

情報の 
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意ぢ・ホ౯  共有䛥䜜た情報に対䛧䛶自ᕫの情報䜢理ⓗ・情⥴ⓗに

㛵㐃䛵䛡るⓎ話 
�
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⾲ 7: 評価のᑐ㇟に関ࡍるᅉ子ศᯒの⤖ᯝ（᭱ᑬἲ、ࢫࢡࢵ࣐ࣟࣉᅇ㌿） 
No. ホ౯㡯┠ I II III 
I 対話ຊ    
4 自ศ䛛䜙会話䜢┒䜚ୖ䛢䛶䛔る 0.761 -0.096 -0.019 
7 䝍䜲䝭䞁䜾䜘䛟┦ᡭに話䛧䛛䛡䛶䛔る 0.712 0.110 -0.043 
10 ኌの䛝䛥䜔ฟ䛧᪉䛜ឤ䛨䛜䛔䛔 0.705 -0.138 -0.022 
1 ┦ᡭの㉁ၥ䜢理解䛧䛶䛔る 0.664 0.253 -0.110 
9 自ศの話䜢┦ᡭに理解䛧䛶䜒䜙䛚䛖䛸䛧䛶䛔る 0.618 -0.065 0.086 
2 䛺䛛䛺䛛᪥ᮏ語䛜ฟ䛶䛣䛺䛔時に䠈䛖䜎䛟対ฎ䛧䛶䛔る 0.552 -0.059 0.061 
5 自ศのẼᣢ䛱䜢ୖᡭ䛟表⌧䛧䛶䛔る 0.522 -0.088 0.322 
8 ᛂ⟅䛜ⓗ確䛷䛒る 0.485 0.301 0.050 
II ṇ確䛥    
12 ゝⴥ䜔表⌧の間㐪䛔䛜ᑡ䛺䛔 -0.080 0.912 -0.034 
11 ᩥἲの間㐪䛔䛜ᑡ䛺䛔 -0.084 0.862 -0.032 
6 ᩥのᢚᥭ䠄䜰䜽䝉䞁䝖・䜲䞁䝖䝛䞊䝅䝵䞁䠅䛿, 自↛䛷䛒る 0.070 0.656 0.108 
III ㇏ᐩ䛥    
3 た䛟䛥䜣のゝⴥ䜔表⌧䜢▱䛳䛶䛔る -0.064 0.104 0.994 
13 話の୰に䛒䛺た䛜ឤᚰする䜘䛖䛺ゝⴥ䜔表⌧䛜䛒䛳た 0.144 -0.097 0.476 
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III ㇏ᐩ䛥    
3 た䛟䛥䜣のゝⴥ䜔表⌧䜢▱䛳䛶䛔る -0.064 0.104 0.994 
13 話の୰に䛒䛺た䛜ឤᚰする䜘䛖䛺ゝⴥ䜔表⌧䛜䛒䛳た 0.144 -0.097 0.476 
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⾲ 8: యⓗᑐ㇟に関ࡍるᅉ子ศᯒの⤖ᯝ（᭱ᑬἲ、ࢫࢡࢵ࣐ࣟࣉᅇ㌿） 
No. 評価㡯┠ I II III 
I� 㐠⏝⬟ຊ    
8 እᅜே䜙䛧䛔䞊᪥ᮏே䜙䛧䛔 1.017 -0.150 -0.156 
9 㐪ឤ䛜䛒る䞊㐪ឤ䛜䛺䛔 0.927 0.060 -0.229 
2 ὶᬸ䛷䛺䛔䞊ὶᬸ䛷䛒る 0.911 -0.155 0.056 
4 自↛䇷自↛ 0.871 0.056 -0.084 
1 ୗᡭ䇷ୖᡭ 0.856 -0.054 -0.004 
6 ័䜜䛺䞊័䜜た 0.817 -0.051 0.130 
3 ᮍ⇍䇷成⇍ 0.796 -0.005 0.066 
7 䜟䛛䜚に䛟䛔䞊䜟䛛䜚䜔す䛔 0.690 0.136 0.071 
5 ṇ確䛷䛺䛔䞊ṇ確 0.646 0.093 0.049 
10 ▱ⓗ䛷䛺䛔䞊▱ⓗ 0.528 0.210 0.052 
13 ⑂䜜る䞊ᴦ 0.507 0.312 0.114 
II ぶ䛧䜏䜔す䛥    
16 ኻ♩䛺䞊ᑀ䛺 -0.084 0.809 -0.101 
14 䛺䜜䛺䜜䛧䛔䞊ぶ䛧䜏䛜䛒る -0.044 0.800 -0.125 
11 Ⓝに㞀る䞊ឤ䛨䛜䛔䛔 0.070 0.798 -0.037 
12 話䛧䛶䜏た䛟䛺䛔䞊話䛧䛶䜏た䛔 0.266 0.593 0.115 
15 㠀༠ຊⓗ䇷༠ຊⓗ -0.090 0.504 0.365 
III ✚ᴟᛶ    
17 ෆẼ䇷ෆẼ䛷䛺䛔 -0.181 -0.155 1.011 
18 ᾘᴟⓗ䇷✚ᴟⓗ -0.173 0.215 0.827 
19 ⥭ᙇ䛧䛶䛔る䞊䝸䝷䝑䜽䝇䛧䛶䛔る 0.277 -0.141 0.670 
20 自ಙ䛜䛺䛔䞊自ಙ䛜䛒る 0.362 -0.094 0.662 
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J. F. Obirin University 

 
 

Abstract 
 
This paper challenges the established methodology in second language (L2) 
listening comprehension pedagogy that if students are presented with a spoken text 
accompanied by visuals, the visualization of the texts will support the students’ 
comprehension. It reports on Systemic Functional Linguistics (SFL) research that 
argues that the extent to which the visual mode will support comprehension of the 
linguistic mode will depend on the degree of multimodal text integration between 
the two modes.     
 In order to demonstrate this, this study conducted a multimodal analysis of a 
video resource to investigate to what extent the video supports listening 
comprehension. The SFL analysis shows that the video lacks textual integration 
between the visual mode and the verbal mode at key points in the text. It suggests 
that greater visual/verbal textual integration is essential if multimodal texts such as 
videos are to be used for listening comprehension activities. Moreover, the research 
findings indicate that teachers should conduct a SFL-based multimodal analysis of 
the underlying multimodal textual integration in the L2 materials before assigning a 
classroom task that incorporates such materials to evaluate the potential effects of 
these resources on activities students are expected to perform.  
 
 
1. Introduction  
Bhatia (2006: 281) has suggested that for many teachers working in the classroom 
the main function of visual information is to “fill the deficiency gap left by the 
verbal component”. However, this “compensatory hypothesis” view of how visual 
information functions in the language classroom is being challenged by multimodal 
researchers and practitioners who argue that all the making meaning modes, not 
only words and images but also sound, music, etc., that come together to create one 
overall comprehensible multimodal text are closely connected in complex ways 
(Carey, Bezemer and O’ Halloran, 2016). Moreover, this underlying multimodal 
complexity may affect how multimodal texts are interpreted. Indeed, texts that may 
appear to be relatively simple can contain hidden complexities which may make 
them difficult to understand. One of the roles of multimodal research is to decode 
the underlying complexities of semiotic relationships that constitute the multimodal 
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texts in ways that are meaningful and relevant to classroom teachers (Unsworth, 
2008).  
 One area of multimodal theory that is particularly relevant for language 
teachers is the degree of multimodal integration between the making meaning 
modes that constitute the texts. Texts that are closely integrated, for example the 
image and words repeat the same message, are considered to support linguistic 
comprehension; whereas texts that not directly integrated, for example the image 
and words do not repeat the same message but augment each other in some way, 
may not have a positive effect on comprehension. Liu (2004) suggests that the 
extent to which a multimodal resource supports listening comprehension depends on 
the degree of integration between the modes, students’ proficiency level, and overall 
task difficulty. 
 The goal of this research is to conduct a SFG-based multimodal analysis of a 
video-based listening comprehension task to measure to what extent the multimodal 
textual integration in the task meets the teaching objective of supporting listening 
comprehension. This is an important area of research because, while the digital 
revolution is making multimodal texts such as video commonplace in the classroom, 
as pointed out above, classroom teachers may not be fully aware of the multimodal 
complexities contained within the text.  
 This study focused on listening comprehension because, given the 
aforementioned potential complexity of multimodal texts, it is possible to 
hypothesize that the video may not compensate the listening comprehension task. 
Rather, the video may complicate the task and have an adverse effect on listening 
comprehension.  The listening comprehension activity used in this study is a gap-fill 
task obtained from the World Link Video textbook (Stempleski, 2012), wherein 
students are asked to listen to a dialogue between two participants: Claudia and Sun-
hee. In the dialogue, the participants are watching a baseball game and discussing 
what types of sports they like, how often they do sports, and why they do sports. 
Images from the video and examples of the language items are shown in Appendix.  
 Part 2 of this paper will explain the theoretical model used in the analysis, part 
3 will demonstrate the analysis, and part 4 will illustrate how the findings of the 
analysis can be applied to theories of L2 listening comprehension. Part 5 will 
discuss the questions raised at the presentation, the limitations to the research, and 
suggestions for further research.  
 
2. Systemic Functional Linguistic Principles Used in the Analysis of the Video 
Text  
2.1 Phases and Shots  
The first stage of the multimodal analysis was to use the principles of SFL to 
transcribe the multimodal text. This type of analysis is important because it often 
reveals elements that are hidden by the writer to create a cohesive whole (Unsworth, 
2008). This paper used Baldry and Talbot (2005) system to analyze the texts 
because, as will be demonstrated in the paper, this system is useful for analyzing 
video texts in the language classroom in a practical and meaningful way.  
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 According to Baldry and Talbot (2005: 49), the purpose of a multimodal 
analysis of a video text is to deconstruct the text into blocks of meaning and define 
how these blocks of meaning relate to the overall meta-functional organization of 
the text. The basic making meaning unit of the film text is the ‘phase’. A phase can 
be defined as “…. an intermediate level of analysis which is characterized by a 
relative semiotic homogeneity of selections and combinations of selections from the 
semiotic resource system that are used to realize a particular textual phase.” (Baldy 
and Talbot, 2005: 49). 
 In other words, the meaning making units within the phase are all of a similar 
theme or function. These meaning making units within the phase are called ‘shots’. 
Therefore, each phase is made up of shots which have a similar theme or function. 
Moreover, there is an identifiable transition point from one phase to the next, from 
one block of making meaning unit with a similar theme or function to the next block 
of making meaning unit with a similar theme or function.  
 This system is useful for language teachers because it can easily be related to 
established pedagogical approaches used in teaching writing. The building block of 
textual composition in writing can be seen as the paragraph and sentence, while the 
building blocks of video composition can be seen as the phase and shot. Moreover, 
in the written text, there are clear transitional signposts from one discourse move to 
the next, visual moves such as the indent or full-stop, as well as linguistic moves 
such as conjunctive adverbs. Similarly, in video texts, there are often transitional 
moves from one phase to the next, such as fast cuts, fades, or changes to the 
soundtrack.  
 However, although it is useful, from a language teachers point of view, to think 
of the building blocks of video text as being similar to the written text, there is a 
major difference between the video texts and written texts. In written texts, the static 
nature of the written text allows the reader to navigate the text at their own pace. 
However, in video texts there is a wave-like structure where the video flows at a 
pace dictated by the director. This wave-like structure can complicate the 
understanding of the video text.  
 For the purpose of this discussion, which focuses on L2 listening 
comprehension, the video phases were categorized into three different types: context 
phases which set the scene, dialogue phases that feature the participants talking, and 
event phases that show main changes in action. Examples of the type of shots that 
constitute dialogue phases and events phases are shown in Appendix, and will be 
discussed in more detail in section 3.  
 
2.2 Compositional, Representational, and Interactive Functions 
The multimodal analysis used Kress and Van Leeuwen’s (2006) model for 
analyzing image-based texts to examine each phase of the multimodal text. The 
paper focuses on the three main meta-functions identified by Kress and Van 
Leeuwen, which can be related to Halliday’s ‘trinocular’ (Halliday and Matthiessen, 
2004: 31) perspective on language; that is, the compositional function (related to the 
textual function); the representational function (related to the experiential function); 
and the interactive function (related to the interpersonal function).  
 

87



JASFL Proceedings  Vol.11  2017 

 

 88 

 For the compositional function, this paper focused on the components of 
salience and framing, which refer to the prominence given to one image element 
over another and are achieved through size, frame lines, contrast, the placement of 
images at the center or margins of the frame, etc. For the representational function, 
which analyzes how the participants, processes, and circumstances are portrayed in 
the image, this paper focused on narrative images and concept images. Narrative 
images show an action or an event and can be recognized by "vector," a line that 
connects two or more participants in an image. Concept images, in contrast, 
represent ideas and information and there is no vector that joins participants and 
process in action, rather the participants and process are represented in a fixed state. 
For the interactive meta function, this paper focused on the definitions of images as 
either offer images or demand images. In offer images, the viewer is placed, through 
different types of shots, at a distance from the image. In demand  images, the viewer 
is placed almost face to face with the image text through a close-up shot.  
 The concept of distance is very important in the interactive function as it can be 
used as a making meaning resource in the text (Kress and Van Leeuwen, 2006: 130-
135). For example, in choosing a very close-up demand image, where the viewer is 
face to face with the participants in the image, in contrast to a long shot where the 
viewer is placed at a distance from the participant in the image, the creators of the 
text have increased the value of the elements in the image. In the close-up image, 
the viewer is expected to focus on the face of the speaker, and the viewer is 
expected to be more mentally and emotionally engaged with the sender of the 
information than in the long shot. This is particularly relevant to video texts which 
can easily employ many different types of shots. For example, a video offers a wide 
variety of shots of different degrees of closeness, from maximally close (less than 
head and shoulders) to maximally distant (the human figure occupies less than half 
the height of the image).  
 
2.3 Visual/Verbal Textual Integration 
Two types of multimodal text relations are relevant to the present study. Firstly, 
concurrence where the visual text and verbal text repeat the same message. 
Secondly, complementation where the visual and verbal texts interact to convey 
messages that, while closely related, augment each other rather than repeat the same 
information. Of course, texts combine these multimodal text relations 
simultaneously to create complex messages (Unsworth, 2008: 388). One useful way 
of approaching multimodal text relations is to think of them as moving along an 
incline, with complementation at one extreme of the incline and concurrence at the 
other. At certain positions in the text, the text relations will be very close to 
concurrence, in other positions in the text, the text relations will be closer to 
complementation. For example, in instructions for setting up furniture, there is often 
a visual image to reinforce the written instruction. For some parts, instructions of the 
image may reiterate the words in the text, which would be relationships of 
concurrence; at other parts of the instruction, the visual image may not directly 
repeat the details in the written text, and hence the text moves towards 
complementation.  
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3. Multimodal Analysis of the Video  
3.1 Phase and Shots in the Video Text  
The video is made up of 5 phases. The opening phase, the context phase, is 
composed of one shot that shows the baseball field, game, and players. There are 
two main dialogue phases. The first dialogue phase, shots 2-8, shows the main 
participants discussing sports (see Appendix, Figures 1 and 2), and the second 
dialogue phase, shots 13-15, shows the baseball player inviting Claudia and Sun-hee 
to join the baseball game. There two main event phases, shots 9-12 and 16-17, that 
show the dialogue being interrupted by series of events that will affect the 
discussion (see Appendix, Figure 3).  
 
3.2 Multimodal Analysis of the Dialogue Phases  
The main function of the video is the dialogue between Claudia and Sun-hee, and 
the language items occur in the two dialogue phases. In terms of image composition, 
the salience and framing show the speakers locked into a discussion, emphasizing 
the facial expressions and body movements of the two speakers. In terms of 
representational content, the shots in this phase can be defined as narrative images, 
the narrative event being the discussion and vector being the body and facial 
movements of the two participants.  
 In terms of the interactive content, the image offers information to the viewer, 
with the camera placed at a distance from the viewer; however, the degree of 
distance does change throughout the phases. The camera (shown in Appendix, 
Figure 1) is placed at a medium long shot from the viewer for language items 1, 2, 
5, 6, and 7.  For other language items, the camera pans to different types of shots. 
Figure 2 (Appendix) shows an example for items 4, 8, and 9. where the camera pans 
to a semi-close up that provides a closer shot of the face and mouth than the shot 
displayed in Figure 1. Overall, through a series of medium long shots or semi-close-
ups, the students are given a clear view of the speaker’s body movements and faces 
throughout the dialogue phases.  
 In terms of multimodal text relations between the verbal text and visual text 
with narrative/offer images showing the discussion between the participants, while 
the topic of the dialogue is sporting activities in daily life, the text is made up of 
complementary multimodal text relations. The visual images do not directly reiterate 
the subject matter of the discussion between Claudia and Sun-hee.  
 
3.3 Multimodal Analysis of the Context and Event Phases  
In the context and events phases, viewers are clearly shown the situation where the 
dialogue is taking place and the key events that punctuate the dialogue. The context 
shot is composed of a long shot, which frames the baseball game for the viewers. 
The camera then pans to the first dialogue phase, creating both a clear transition 
from the opening context phase to the dialogue phase and also a clear visual context 
for the discussion.  
 In terms of the representational and interactive content of the event phases, they 
are made up of narrative/offer shots that blend together the series of events that 
surround the discussion. For example, when the baseball is accidentally hit out of 
the game towards the bench where Sun-hee and Claudia are sitting, and the baseball 
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player invites Sun-hee and Claudia to join in the baseball game while retrieving the 
baseball, students can see and hear the ball being shot out of the field, and they can 
see and hear the baseball player inviting Sun-hee and Claudia to join the game. 
Moreover, the visuals illustrate nuances of the dialogue for students. The video 
contains a visual, slapstick joke: Claudia, who claims she is good at sports, clumsily 
falls of the bench. The event shots clearly show not just the visual joke itself, but 
also the expression of surprise on Sun-hee’s face (see Figure 3, Appendix). Thus, in 
terms of the cline of multimodal text relations, comparing the event phase with the 
dialogue phase, in the event phase, the degree of integration between the visual 
mode and the verbal mode move along the line closer to relationships of 
concurrence than in the dialogue phase.  
 
4. The Potential Effects of the Multimodal Text on the Listening 
Comprehension Task 
4.1 Multimodal Support for BUL Listening Comprehension  
The video has the potential to support the students’ comprehension skills, because in 
the context and event phases, the viewers can clearly see images of the situation, 
(the baseball game), the key participants, (the speakers), and the main event, 
(Claudia and Sun-hee sitting on a bench discussing the baseball game). This is 
supported by research which suggests a visual representation of words should have a 
positive effect on comprehension (Gyselinck and Tardieu, 1999). Moreover, Mayer 
(1997) suggests that creating connections between the verbal text, visual material, 
and learners own knowledge allows an integration of different mental systems that 
can support listening comprehension. The video text will clearly support this 
process. 
 Furthermore, the video should support the listening comprehension process 
because it clearly illustrates the top-down-listening (TDL) information in the text. In 
TDL, learners establish an overall conceptual framework of what a speaker is saying 
through piecing together sound cues with non-linguistic information, such as 
awareness of the context and of the situation. This allows learners to achieve general 
understanding, and begin to form a hypothesis about what a speaker is saying. Once 
students have established a general understanding of what is happening in the text, 
they should then perform bottom-up-listening (BUL) tasks. BUL tasks involve 
processing discrete language items according to sounds such as phonemes, blends, 
word segmentation, and phrases, to make sense of a speaker’s dialogue (Vandergirft 
and Goh, 2012).  
 The video, through the context, dialogue, and event phases, clearly shows the 
TDL information allowing students to quickly and easily create a mental picture of 
what is happening. Moreover, it should relieve students of the initial cognitive load 
of imagining the discourse while allowing them to focus directly on the actual 
linguistic information. Overall, this may reduce the difficulty of the task.  
 Moreover, students in the video group, through the use of medium long shots 
and semi-close-ups, are given additional multimodal listening support from lip 
movements, facial expressions, hand gestures, and tone of voice. Multimodal 
information of this kind should support comprehension when combined with speech 
(Clark, 1996; Goldin–Meadow, 2003). Furthermore, the wide variety of shots used 
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in the dialogue phase should help learners perceive the sound as well as hear it. 
Research suggests that the visual information that the mouth displays when 
speaking, that is, the extent to which the lips open or close around the sound, and the 
length of the opening of the lips related to the sound, helps to make dialogues more 
salient for viewers (Wang and Behne, 2008). Finally, Ginther (2002) suggests that 
the visual nature of the speakers’ faces that accompany verbal can support 
comprehension because learners can clearly see where one speech turn begins and 
another ends, which allows them to split the dialogue up into comprehensible units.  
 
4.2 Multimodal Text Relations, Task Difficulty and Their Effect on Listening 
Comprehension  
The multimodal text relations in the video, and the type of the listening 
comprehension task the students are asked to perform suggest that the video may not 
have such a positive effect on listening comprehension that the research outlined in 
4.1 suggests. The listening comprehension task is a BUL gap-fill activity and 
research suggests that BUL listening tasks are more difficult than classroom 
teachers assume. Therefore, in order to complete the task effectively, teachers need 
to give students time and space to focus on the acoustic signal (Field, 2003; Siegel 
and Siegel, 2015).   
 Moreover, Field (2010) points out that a negative feature of gap-fill listening 
comprehension tasks is that such activities do not account for a student’s overall 
proficiency. Students who possess good general English skills can often complete 
blank-fill items based on existing knowledge rather than on new listening 
information. For example, students who have the proficiency to understand the 
overall exchange, in addition to good reading and writing skills, gain support from 
the linguistic context within which the language items are set. In contrast, students 
who do not have this proficiency need direct practice focusing on the acoustic signal 
to complete the task.  
 In the BUL listening task (shown in Figures 1 and 2, Appendix), the majority 
of language items occur in dialogue phases which show shots of Sun-hee and 
Claudia talking. As explained in 3.2, these shots are composed of narrative/offer 
images made up of complementary multimodal text relations. The students 
performing the task are elementary students at the CEFR A1 level, and at this level, 
research suggests, that multimodal relations of concurrence, rather than relations of 
complementation, can support comprehension (Liu, 2004).  
 Furthermore, research shows that task difficulty is an important factor to 
consider when evaluating the effects listening comprehension tasks can have on 
learners (Brunfaut and Reveesz, 2015), and at this level, the task may be difficult for 
students. The gap-fill items that accompany the task practice new language items 
that are taught in the unit, and students are asked to put those language items in 
unfamiliar semantic contexts that may be challenging for the students. Therefore, 
overall, the visual/verbal text relations for these items do not provide additional 
support for language comprehension. Also, the visual text does not compensate the 
verbal text because students of this proficiency level should, according to BUL 
theory, focus on the acoustic signal alone to decipher the language items.  
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 Moreover, research suggests that one of the features of multimodal 
comprehension activities is that the additional multimodal information may have a 
negative impact on comprehension. Students can lose focus on the task or make the 
wrong assumptions about a task because the additional multimodal information can 
hinder comprehension (Liu, 2004). This is relevant to BUL tasks because, from a 
multimodal perspective, students are being asked to perform a complex task. They 
must view, read, write, and listen to complete the BUL task and there is a possibility 
that students will find it difficult to focus on deciphering the acoustic signal. 
Moreover, the wave-like structure of the video, identified in 2.1, makes it very 
difficult for students to control the flow of information. Thus, it is possible to 
hypothesize that students may perform better at the BUL task if they are exposed to 
less multimodal information than the video presents. Classroom-based studies 
should be done to investigate this possibility.  
 
 
5. Discussion: Strengths and Limitations of the Research   
A strength of the research that was brought out in the discussion at the conference 
was that the model of multi-modal textual integration, as outlined by Unsworth 
(2008) and Liu (2004) and reported on in the paper, could make a positive 
contribution to listening comprehension classroom pedagogy in the use of 
multimodal materials in the classroom. The model could make teachers aware of the 
dangers in assuming that multimodal materials will have a positive effect on 
listening comprehension and help teachers and students to analyze the actual effects 
the materials will have on comprehension. This would be a good area for future 
classroom-based research studies.  
 However, it was suggested that the model failed to take into account the 
benefits of video materials on student’s motivation to engage in and complete 
listening comprehension tasks. Comparing listening comprehension tasks using 
video with a listening comprehension task using only a CD, the video allows 
learners to engage more directly in the context and interact more positively with the 
participants than with the CD. Therefore, the effects of video on learner motivation 
and task difficulty needs to be included in the model of multimodal textual 
integration.   
 Another strength of the research suggested by the audience was that it supports 
multi-disciplinary research that has identified one of the weaknesses in the current 
language teaching pedagogy. Namely, it fails to take into account all the modes that 
can contribute to language comprehension in a text. Thus, the attempt to include the 
effect of such factors as changing facial expressions, lip movements, and body-
movements on comprehension was seen as a positive feature of the study. However, 
it was suggested that the model used in the research was extremely limited and 
future research needs to focus on creating more comprehensive models.  
 A final strength of the research that was identified by the audience was the 
focus on BUL and the suggestion that while the video can clearly support TDL 
information, more research needs to be done into how the video can be used to 
support BUL tasks. One suggestion was to use the teacher as a key component in the 
use of video in the listening comprehension process. The teacher can easily 
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manipulate the listening comprehension process to create effective BUL classroom 
activities. For example, teachers can re-play key phases and shots using the subtitle 
tracks to create motivational follow-up activities, such as roleplay or dictation 
exercises that focus directly on the language items the students have difficulty with. 
Further, it was suggested that future research could address how to create new 
multimodal, video-based materials that could directly incorporate motivational 
follow-up activities for the classroom.   
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Appendix 
World Link 1 Video Course Workbook (Stempleski, 2012) © Cengage Publishing 

Figure 1 –Example of Medium Long Dialogue Shots  
 
 

Figure 2 –Example of Semi-Close Up Dialogue Shots 

 Language Items  
1. I’m pretty athletic you know. 
2. How often do you play? 
5. Well, right now I play about 
twice a month. 
6. Roberto plays tennis all the 
time. 
7. Maybe you should play 
tennis with him. 
10. Oh, well in that case we’d 
love to. 
 

 

 

 

Language Items 
 
4. Once in a while  
 
8. Is he really competitive?  
 
9. I’m not all that competitive. 
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Figure 3 –Example of Event Shots  
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和歌の英語訳：６種類の源氏物語の英語訳の比較分析 
English Translation of Waka Poems: Comparative Analysis of 

Six Waka Poems from The Tale of Genji 
 
 

佐々木 真 
Makoto Sasaki 
愛知学院大学 

Aichi Gakuin University 
 
 

Abstract 
 

Translating verbal arts, especially poetry, highly demands on translators’ creativity 
because of such factors as phonological harmony, and lexicogrammatical 
construction. From the phonemic perspective, Jacobson also had a pessimistic view of 
the possibility of translating poetry (Haiti and Mason 1990: 13). However, poems 
may play crucial roles even in prose narratives, as found in Japanese classical novels 
such as The Tale of Genji, a story with the themes of grace and courtly love, which 
was written by Lady Murasaki in the 11th century. This study aims to analyze how 
waka (i.e. “Japanese poem”) have been translated into English in six different 
versions of this Japanese classic over the past 130 years. The analysis reveals two 
strategies in translating waka, i.e., the target-language-oriented and the 
source-language-oriented.  The former is realized through quatrains and triplets with 
alliteration and rhyme, while the latter tries to reconstruct the 5-7-5-7-7 syllabic 
pattern, the standard phonological construction of Japanese waka poems. This study 
also illuminates the aesthetical conversion of poem sounds applying a “Translation 
Harmony Index” (Sasaki 2016) to conclude that Tyler’s translation should be highly 
evaluated among the six translations. 
 
 
1. はじめに 
� 翻訳は起点言語(SL)から目標言語(TL)について、表層的な言語表現の相当
語句に置き換えるものではなく、その背景にある目に見えない文化について

も変換することであり（鳥飼、2013: 3）、 社会的なプロセスである(Hatim and 
Mason, 1990: 3)。Halliday (2001)はCatford(1965)のequivalenceという概念を援
用し、さらに Hasan (1996)の semantic valueと重ね合わせて translation 
equivalenceという概念を提言しながら、翻訳とは様々なランクでの「価値
(value)」の変換だと述べている。翻訳は翻訳の中でも、SLとTLにおいての社
会文化的な依存性が低く、意味的価値に大きな違いがない自然科学分野とは

異なり、言語芸術のように文化的な価値観に大きく依存するものの翻訳は困

難であり、中でも韻文はその難しさの極にあると思われ、Jacobsonは韻文の
翻訳に悲観的な懸念を示している（Hatim and Mason 1990: 13）。しかし、
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Matthiessen (2014: 272)の“translation as the recreation of meaning in context 
through choice — choice in the interpretation of the original text and choice in the 
creation of the translated text.”との見ゎを㐺用すれࡤ、韻文の翻訳は翻訳⪅の語
ᙡ文ἲୖの㐀しࡓものと⪃えることができ、翻訳సရのࡳならࡎ、ཎస

にᑐしても᪂しいゎ㔘ࡸᑂ⨾的な価値観を⏕ࡳฟすことになࢁう。そこで、

ᮏㄽでは源氏物語の᱒ናの᭱ึにฟてくる和歌㸯㤳に㝈ᐃして、その６種類

の英語訳の比較分析を⾜い、和歌の意味ࡸ⨾がのように英訳されているの

かをグ述することで翻訳⪅のゎ㔘ࡸᕤኵについて⪃ᐹする。 
 
2. 源氏物語の英語訳 
� 源氏物語の英語訳は19ୡ⣖に᪥ᮏேのᮎᯇㅬ(Suematsu, 1882)が⾜ࡗて
௨᮶、Waley(1933), Seidensticker(1976), McCullough(1994), Tyler(2006)にຍえて、
Washburn(2015)による➨６の英語訳がฟ∧されࡓ。これࡲでに英語訳が
ฟ∧されている背景には㏆ᖺの᪥ᮏ文化の㛵ᚰと᪥ᮏ文学をᑓ㛛とする

Ḣ⡿◊✲⪅のቑຍがᣲࡆられるだࢁう。 
源氏物語の英語訳◊✲については⥳ᕝ(2010)がໟᣓ的なグ述を示しており、

翻訳の社会的文化的な観点からの知見はSFL◊✲⪅との見ゎと合⮴する㒊分
がከい。ࡓࡲSFLを㐺ᛂしࡓ分析には佐々木(1991)があり、観念ᵓᡂ的࣓ࢱᶵ
⬟の観点からSuematsu, Waley, Seidenstickerの㸱種類について分析している。
Sasaki(1995)はその㸱種類について⠇㛵ಀとの㛵ಀをㄽじている。さらにࡓࡲ
Sasaki(2010)ではSuematsuからTylerࡲでの㸳種類について㸱つの࣓ࢱᶵ⬟か
ら⪃ᐹをຍえているが、和歌はᢅわれていない。 
� Sasaki (2016)はSuematsuからTylerࡲでの㸳種類の᱒ናの❶から和歌だࡅを
ᢳฟし、࣓ࢱᶵ⬟と㡢韻的な分析と⪃ᐹをຍえており、translation harmony 
indexという概念を用いることによࡗて、ࣝࢼࢪࣜ࢜の᪥ᮏ語的な㡢ㄪ的な⨾
しさがのように英語にᫎすることができるかを示している。 
 
3. 分析のᯟ⤌ࡳ 
� ᮏ◊✲では⌮ㄽ的ᯟ⤌ࡳは Halliday (1994)をᇶ♏とする語ᙡ文ἲ、࣓ࢱᶵ
⬟の観点にຍえて、Halliday and Greaves (2008)をཧ⪃とする。ࡓࡲ、㡢韻に
ついては韻文の翻訳におࡅる㡢的≉ᚩの翻訳を示すࡓめに Sasaki (2016)の提
する Translation Harmony Indexによࡗて分析する。語ᙡ的な⠊ࡸ語ᙡ文
ἲの㑅ᢥ⫥の中からྛ翻訳⪅がのような㑅ᢥを⾜ࡗているかをグ述しな

がら、㐣⛬ᆺの比႘的な用ࡸ文ἲ的比႘についてもㄽじていく。さらにಟ

㎡ᵓ㐀についても⪃ᐹする。 
 
 ࢱ࣮ࢹ .4
� は源氏物語の６種類の英語訳の中から᱒ናの❶に現れる᭱ึの和ࢱ࣮ࢹ

歌である「㝈りとて� わかるる㐨の� 悲しきに� いかࡲしきは� なりࡅ

り」の英語訳である。それࡒれの英語訳はୗグの㏻りである。 
Suematsu訳 
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Since my departure for this dark journey, 
Makes you so sad and lonely, 
Fain would I stay though weak and weary, 
And live for your sake only! 

 
Waley訳 

Though that desired at last be come, because I go alone how gladly would I live 
 
Seidensticker訳 

I leave you, to go the road we all must go. 
The road I should choose, if only I could, is the other. 

 
McCullough訳 

kagiritote  Grieved beyond measure 
wakaruru michi no to say farewell and set fourth 
kanashiki ni  on this last journey, 
ikamahosiki wa  gladly would I choose instead 
inochi narikeri  the road of the living. 

 
Tyler訳 

Now the end has come, and I am filled with sorrow that our ways must part: 
The path I would rather take is the one that leads to live 

 
Washburn訳 

Now in deepest sorrow as I contemplate 
Our diverging roads, this fork where we must part 
How I long to walk the path of the living 

 
 
5. 分析と⪃ᐹ 
5.1 表グ 
� 表グでは、英語のリᙧᘧに合わせࡓものと、そうでないものに分ࡅること

ができる。Suematsu訳ではᅄ⾜リ(quatrain)のᙧᘧをとり、A-B-A-Bの⬮韻を
㋃ࢇでおり、Washburn訳では୕⾜リ(triplet)のᙧᘧをとࡗて、㢌韻を㋃ࢇでい
る。୍᪉、McCullough 訳ではᮏேが“This book … is intended for students in 
survey couses…”(McCullough, 1994: ix) と述べているようにᩍ科᭩という性㉁
から 5-7-5-7-7 の༊分がわかるように᪥ᮏ語のロ࣮࣐Ꮠ表グとのᑐᛂ表示と
なࡗている。ࡓࡲWaley, Seidensticker, Tylerは㸰㒊ᵓᡂとなࡗている。 
 
5.2 㡢韻 
5.2.1 㡢ㄪࣘࢺࢵࢽ 
� 㡢ㄪࣘࢺࢵࢽ(tone unit)は㡢のࡲとࡲりでありሗ༢をල現するもので
ある(Halliday and Greaves, 2008:41)。ྛ英語訳を⡿ᅜேのྠに㡢ㄞしてもら
い、その㡢ኌࣝࣇをᅗ 1のように分析し、表㸯のようにࡲとめࡓ。 
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ᅗ 1: Suematsu訳の tone unit 

 
表 1: 㡢ㄪࣘࢺࢵࢽのᩘ 
 Suematsu Waley Seidensticker McCullough Tyler Washburn 
⾜ 1/㒊 1 2 1 3 1 3 2 
⾜ 2/㒊 2 1 3 3 1 2 2 
⾜ 3 2   1  2 
⾜ 4 2   1   
⾜ 5    1   
 
 
表㸯によれࡤ⾜ᩘがከくなるྛ⾜࣭㒊の㡢ㄪࣘᩘࢺࢵࢽはῶる。その極

➃なጼが McCullough 訳であり、ྛ⾜が୍つの㡢ㄪࣘࢺࢵࢽとして、୍つの
の和歌のሗ༢と㐃ࣝࢼࢪࣜ࢜ሗ༢を示している。これはࡓࡗࡲとࡲ

ືするようにしࡓࡓめと⪃えられる。 
 
5.2.2 ⬮ 
� ⬮(foot)は୍つ௨ୖの㡢⠇からなる࣒ࣜࢬ༢であり、ᙉᙅの㡢⠇の⤌ࡳ合
わせによࡗてᵓᡂされる(Brown and Miller, 2013: 174)。⬮で╔目すべきは
Suematsu訳で、4-3-4-3のᬑ㏻ᚊ(common metre)を㋃ࢇでいる。Suematsuがこ
うして英リのᆺ的なᙧᘧに๎ࡗているのは 19 ୡ⣖の英語ㄞ⪅が和歌のᙧ
ᘧを知らないࡓめ、᭱ึの英訳としてཷࡅධれられࡸすいようにしࡓのだࢁ

うと⪃えられる。 
 

Suematsu訳と⬮（ᙉ㡢⠇は大文Ꮠ、⬮のษれ目は㹺で表グ） 
 

SINCE my de-| PARture for | this DARK | JOUR-ney, 
MAKES you so | SAD and | LONE-ly, 
FAIN would I | STAY though | WEAK and | WEA-ry, 
And LIVE | for your SAKE | ON-ly! 

 
5.2.3㡢⠇ 
 㡢⠇についてὀ目すべきは McCulloughと Tylerが 5-7-5-7-7の和歌のᙧᘧを
英語で現しようとヨࡳていることである。McCulloughはṇ☜には 5-7-5-7-6
となࡗているが、Tylerは㡢ㄪࣘࢺࢵࢽの中でそれを現しようとしている。 
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McCullough訳と㡢⠇  㡢⠇合ィ 
 

Grieved be-yond meas-ure 5 
to say fare-well and set fourth 7 
on this last jour-ney,�  5 
glad-ly would I choose in-stead�  7 
the road of the liv-ing. 6 

 
Tyler訳と㡢⠇（㡢ㄪࣘࢺࢵࢽは//、合ィ㡢⠇ᩘを㡢ㄪࣘࢺࢵࢽのୗに表グ） 
 

Now the end has come, //and I am filled with sor-row // that our ways must part:// 
 5  7   5 
The path I would rath-er take // is the one that leads to live 
 7   7 

 
ࡓࡲ Washburn訳ではそれࡒれの⾜が 11㡢⠇というྠᩘの㡢⠇でᵓᡂされて
いる。 
 
Washburn訳 

Now in deep-est sor-row as I con-tem-plate 11 
Our di-verg-ing roads, this fork where we must part 11 
How I long to walk the path of the liv-ing  11 

 
 
5.2.4韻 
リの⨾しさの୍つは㢌韻ࡸ⬮韻にࡳられるẕ㡢ࡸᏊ㡢のㄪ和であるが、そ

の翻訳におࡅる変換は極めて難しいసᴗであり、そのࡓめに Jacobsonは韻文
の翻訳はྍ⬟であると述べている（Hatim and Mason 1990: 13）。しかし、
┤᥋的な翻訳は↓⌮ではあࡗても、その⨾しさの変換を現する᪉ἲがある

のではないか。そこで Sasaki(2016)は和歌とその英訳についてᏊ㡢とẕ㡢に
ついてのようなㄪ和があるかを Translation Harmony Index（௨ୗ、THIと表
グ）というᣦᩘとして表示し、それを翻訳されࡓリにも㐺用することによࡗ

て、ࣝࢼࢪࣜ࢜の㡢韻的ㄪ和の⨾しさが相ᑐ的にのように現されている

かを示そうとしている。THIでは、 和歌のྛ࣮ࣔラのᏊ㡢と語ෆのẕ㡢につ
いて、ྠじ㡢がつあるሙ合に୍つの࣌として࢘࢝ンࢺし、㸯点とする。

そして英訳については語㢌のᏊ㡢とẕ㡢について࢘࢝ンࢺし、それࡒれ࣌

表示ࢺセン࣮ࣃとに点をえる。和歌の点ᩘで翻訳の合ィ点をり、そのࡈ

しࡓものを、そのᣦᩘとする。なお、࣌が㸱つのようにወᩘのሙ合は 0.5
点で換⟬する。和歌と Washburn 訳についてそれࡒれ௨ୗのように示す（Ꮚ
㡢の࣌はୗ⥺、ẕ㡢の࣌はᩳయで表グ）。 
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和歌の harmony points 
 ka gi ri to te   
 wa ka ru ru mi chi no   
 ka na shi ki ni   
 i ka ma ho shi ki wa    
 i no chi na ri ke ri   
     
Ꮚ㡢：[k] 3.5 [t] 1 [r] 2.5 [w] 1 [m] 1 [n] 2 [tʃ] 1 [ʃ] 1 
ẕ㡢：[a] 4.5 [i] 7 [u] 1 [e] 1 [o] 2    
合ィ 28.5 
 
Washburn訳の harmony points 

Now in deepest sorrow as I contemplate    
Our diverging roads, this fork where we must part   
How I long to walk the path of the living    
        

Ꮚ㡢：[w] 1.5 [p] 1 [l] 1   [d] 1   [θ] 1.5  
ẕ㡢：[ɔ]2.5 [i] 2.5 [aʊ] 1.5 [oʊ] 1    
合ィ 13.5 
 
６種類のそれࡒれの英訳についての THIを表 2に示す。この中では Tyler訳
と Washburn 訳のከさが㝿❧ࡗている。ྠじᏊ㡢とẕ㡢ではないものの、そ
れࡒれが㡢のඹ㬆を英語の㡢によࡗて現しようとするヨࡳがこのTHIのᩘ
値によࡗて示されていると言えるのではないだࢁうか 
 
表 2: Translation Harmony Index 

 Harmony points Translation Harmony Index 
和歌 28.5 100% 

Suematsu訳 5.5 19.3% 
Waley訳 5 17.5% 
Seidensticker訳 7.5 26.3% 
McCullough訳 4.5 15.8% 
Tyler訳 11 38.6% 
Washburn訳 13 45.6% 
 
 
5.3語ᙡ文ἲ 
5.3.1語ᩘと㡢⠇ 
それࡒれの英語訳の語ᩘとそのᵓᡂがのようになࡗているのかを㡢⠇

をᇶ‽として分類しࡓものが表 3である。これによるとそれࡒれの英語訳の
中では㸯㡢⠇語がになࡗているが、≉に Seidensticker訳と Tyler訳において
その合が㧗いことがわかる。McCulloughと Tylerは 5-7-5-7-7の㡢⠇を現
しようとしているが、McCulloughは 2㡢⠇語を Tylerよりもከい合で現
しようとし、Tylerは 1㡢⠇語をとしてしている。おそらく Tylerは語ᩘを
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よりከくえる自⏤ᗘをಖてるように 1㡢⠇語を McCulloughよりもከく
 。ていると⪃えられるࡗ

 
表 3: 語ᩘと㡢⠇ 
 1㡢⠇語 2㡢⠇語 3㡢⠇語 合ィ語ᩘ 
Suematsu 22(82%) 5(18%) 0 27 
Waley 13(81%) 3(19%) 0 16 
Seidensticker 22(96%) 1(4%) 0 23 
McCullough 16(70%) 7(30%) 0 23 
Tyler 27(93%) 2(7%) 0 29 
Washburn 21(81%) 3(12%) 2(7%) 26 
 
 
5.3.2⠇」合 
６種類の英訳では㸰ࠥ㸲の⠇によࡗてᵓᡂされている。⠇」合におࡅる」

㞧性を示すᣦ標として Sasaki(2016)は Clause Complex Indexを提している。
これはᚑᒓ⤖合にあるものに㸰点、୪ิ⤖合にあるものに㸯点を換⟬して、

その合ィ点ᩘを⠇のᩘでࡓࡗものである。このᣦ標がከいもの⠇㛵ಀ

が」㞧にあることを示すことができる。表 4ではྛ英訳の⠇のᩘと⠇」合の
ㄽ⌮㛵ಀ、そして Clause Complex Index (CCI)を示す。 

 
表 4:⠇ᩘとㄽ⌮㛵ಀ 
 ⠇ᩘ ⠇」合とㄽ⌮㛵ಀ Clause Complex Index 
Suematsu訳 4 Χ1ȕA1ĮA1ȖA+2 1.25 
Waley訳 3 ΧȕAĮΧȕAĮĮ 1.33 
Seidensticker訳 4 1^=2 

ĮAΧȕ 0.75 

McCullough訳 4 ΧȕĮAȕΧȕ1Aȕȕ+�AĮ 1.25 
Tyler訳 4 1^+2^=3^=4 0.75 
Washburn訳 2 ΧȕAĮ 1 

 
表 4からは Suematsu訳、Waley訳、McCullough 訳が」㞧な⠇」合であり、
Sendensticker訳、Tyler訳、Washburn訳が⡆₩な⠇ᵓᡂであることが示されて
いる。Washburnは⠇のᩘが᭱もᑡないことを⪃えると、この中で᭱も⡆₩な
⠇ᵓᡂであり、McCullough訳はWaley訳よりも CCIの値がᑠさいが、⠇ᩘが
୍つከいことを⪃えると᭱も」㞧なᵓᡂとゎ㔘することができよう。 
 
 ⬟ᶵࢱ࣓ 5.3.3
ᙧᡂ的ࢺクスࢸ、⬟ᶵࢱᶵ⬟、ᑐே㛵ಀ的࣓ࢱᶵ⬟には観念ᵓᡂ的࣓ࢱ࣓

㐣、ࡆりୖྲྀࡳᶵ⬟についてのࢱᶵ⬟があるが、ᮏㄽでは観念ᵓᡂ的࣓ࢱ࣓

⛬ᆺの㑅ᢥと和歌の中の㢟のල現について分析する。㐣⛬ᆺについては表

5 の㏻りとなࡗている。Waley 訳は物㉁㐣⛬だࡅをい、Suematsu 訳、
Seidensticker訳、Tyler訳では物㉁㐣⛬と㛵ಀ㐣⛬の㸰種類だが、McCullough
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訳では㛵ಀ㐣⛬をう௦わりにᚰ⌮㐣⛬とⓎ言㐣⛬を用し、Washburn訳は
物㉁㐣⛬とᚰ⌮㐣⛬のつとなࡗている。 
 
表 5: 㐣⛬ᆺ 
 物㉁㐣⛬ 㛵ಀ㐣⛬ ᚰ⌮㐣⛬ Ⓨ言㐣⛬ 合ィ 
Suematsu 2 2 0 0 4 
Waley 3 0 0 0 3 
Seidensticker 3 1 0 0 4 
McCullough 2 0 1 1 4 
Tyler 2 2 0 0 4 
Washburn 1 0 1 0 2 
 
 
5.3.4㢟と㐣⛬の比႘的用ἲ 
㐣⛬ᆺのい᪉については和歌の㢟をのようにල現化しているか、ࡲ

のように比႘的にわれているかが↔点となそれと㐃ືして㐣⛬ᆺがࡓ

る。この和歌の意味は「には㝈りがあるとはわかࡗているࡅれ、こうし

てูれていく㐨の悲しさにつࡅても、いきࡓいのはṚの᪑㊰ではなく、こ

のをいきࡓい」というものであり、「いかࡲしき」が「⾜きࡓい」と「⏕

きࡓい」のྠ㡢異⩏語となࡗている。そこでこの和歌の㢟とそれがල現さ

れる㐣⛬ᆺはୗグのようなものになるであࢁう。 
 

㢟 1：には㝈りがある（とわかࡗている） 
（ᢞᑕ）㛵ಀ㐣⛬㹜（ᚰ⌮㐣⛬：ㄆ㆑） 
㢟 2：分かれ㐨に᮶ていることが悲しい 
（ᢞᑕ）物㉁㐣⛬㹜ᚰ⌮㐣⛬：ឤ 
㢟 3：Ṛの᪑❧ࡕをしࡓくない（⾜きࡓくない） 
（ᢞᑕ）物㉁㐣⛬㹜ᚰ⌮㐣⛬：ឤ 
㢟 4：⏕きࡓい 
ᚰ⌮㐣⛬：ឤ 
 
それではྛ㢟の㒊分は６種類の英語訳でのように表現されているのだ

ྛ。うかࢁ 㢟についてල現されているものに¥をつࡅて、示してものが表 6
である。この表によると㢟をつල現している Suematsu訳と Seidensticker
訳、Washburn訳と୕つල現している Waley訳、McCullough訳、Tyler訳の㸰
られるが、ල現化している㢟は異なり、ྠ୍なのはࡅプに分࣮ࣝࢢ

Suematsu訳とWashburn訳だࡅである。 
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表 6: 㢟とそのල現 
 㢟 1 㢟 2 㢟 3 㢟 4 
Suematsu  ¥  ¥ 
Waley ¥  ¥ ¥ 
Seidensticker   ¥ ¥ 
McCullough  ¥ ¥ ¥ 
Tyler ¥ ¥  ¥ 
Washburn  ¥  ¥ 
 
 
㢟㸯について表現しているのはWaley訳の Though that desired at last be 

comeと、Tyler訳の Now the end has comeであるが、୧⪅ともに物㉁㐣⛬を
 。ているࡗ
㢟 2は Suematsu訳が my departure for this dark journey makes makes you so 

sad and lonelyという㛵ಀ㐣⛬をい、しかも悲しࡴᑐ㇟が「⚾」ではなく「あ
なࡓ」となࡗており、ど点の変換が見られる。Waley 訳と Seidensticker 訳に
は㢟 2に相当する⟠ᡤはない。McCullough訳では Grieved beyond measure to 
say farewell というᚰ⌮㐣⛬とⓎ言㐣⛬をい、「ูれを述べるという」表現
から分かれ㐨にいることをࡸはり比႘的に示している。Tyler訳では and I am 
filled with sorrow that our ways must partと、㛵ಀ㐣⛬と物㉁㐣⛬を⤌ࡳ合わせ
ており、㛵ಀ㐣⛬をࡗてᚰ⌮≧ែを比႘的に示しているが、物㉁㐣⛬がྵ

。めに、比႘的な表現のᙉさをឤじさせるものではないࡓれているࡲ

Washburn訳では Now in deepest sorrow as I contemplate our diverting road, this 
fork where we must part となࡗており、「悲しい」というᚰ⌮㐣⛬を deepest 
sorrowとして、ྡモ化という文ἲ的比႘がわれている。Washburn訳では୍
種のሗのᅽ⦰が見られ、㐣⛬ᆺの比႘的用ἲをࡗているの訳⪅ࡕࡓに

比べるとᑂ⨾的な༳㇟はᑡなく、ᐈ観的なࢪ࣮࣓を起させると⪃えられ

る。 
㢟 3はWaley訳の because I go alone、Seidensticker訳の I leave you, to go the 

road we all must go、McCullough訳の and set forth on this last journeyが見られ
る。これはらて物㉁㐣⛬で表現されており、比႘的な用ἲは見られない。 
㢟 4はての英語訳に見られる。Suematsu訳とWaley訳では liveという
物㉁㐣⛬をつかࡗているが、そのឤは would というᐃ性にクしている。
McCullough訳ではྠじく物㉁㐣⛬をࡗているが、chooseというືモで、「㐨
の㑅ᢥ」を意味しており、いささか比႘的であり、かつ、和歌の文言を๓㠃

にฟしࡓものと言えるだࢁう。Seidensticker 訳と Tyler 訳では⏕の㐨を
choose, takeで表しているが、the road と the pathをಟ㣭するᇙめ㎸ࡳ⠇なࡗ
ており、㐣⛬そのものとしては㛵ಀ㐣⛬となࡗており、㐣⛬ᆺの比႘的な用

ἲと言えるだࢁう。さらにWashburn訳では walk the path of the livingと、⏕を
ఏえる㒊分をྡモ化で示している。Washburnは㢟 2においてもྡモ化を用
いており、の訳⪅に比べて文ἲ的比႘をከく用いることで⡆₩な表現をし、

その相違を㢧ᅾ化していると⪃えられる。 
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㢟 4については Suematsu訳、Waley訳の liveという、いわࡤ congruent
「୍⮴しࡓ」表現に㏆いものから、さらに Seidensticker訳ࡸ Tyler訳の㛵ಀ
㐣⛬をࡓࡗ、㐣⛬ᆺの比႘的で表現、さらにそれを文ἲ的比႘としてのྡ

モ化をࡓࡗ Washburn 訳というὶれが見られる。୍⮴しࡓ表現から、文ἲ
的比႘というὶれは⣔⤫Ⓨ⏕的にもಶయⓎ⏕的にも見られるものであり、比

႘的な表現をうことでᢳ㇟ᗘがୖがり、さらにሗを㏣ຍできるという

点がある。このような意味のⓎᒎのプロセスを⥲⛠して「意味⏕ᡂ

(semogenesis)」(Matthiessen, 1995:48)というが、このᢳ㇟化が和歌の英語訳に
も⣔ิにἢࡗて見られるというのは、大変⯆味῝く、これがの和歌につ

いても見られるのか、あるいはこの୍㤳についてだࡅの㇟なのかは、ᚋ、

の和歌について分析をしなࡅれࡤならない。もし、このὶれがの和歌に

見られるとすると、このᢳ㇟化がᑂ⨾的なຠᯝを≺うࡓめのものか、あるい

は㡢ㄪ的᧯సの自⏤ᗘをあࡆるࡓめのものか、文య的な⪃ᐹと㆟ㄽの⣒ཱྀ

になるものであࢁう。 
 
5.3.5ಟ㎡ᵓ㐀 
 ಟ㎡ᵓ㐀は意味の中ᚰとなる᰾(nuclear)とಟ㣭㒊となる⾨ᫍ(satellite)によࡗ
てᵓᡂされている(Matthiessen, 1995:55)。ྛ英語訳のಟ㎡ᵓ㐀をᅗ 2からᅗ 7
で示す。ᐇ⥺でᅖࡲれࡓ㒊分が᰾であり、◚⥺でᅖࡲれࡓ㒊分が⾨ᫍである。 
 

     
ᅗ 2: Suematsu訳のಟ㎡ᵓ㐀        ᅗ 3: Waley訳のಟ㎡ᵓ㐀 
 
 

�          
ᅗ 4: Seidensticker訳のಟ㎡ᵓ㐀      ᅗ 5: McCullough訳のಟ㎡ᵓ㐀 
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� � � �  
ᅗ 6: Tyler訳のಟ㎡ᵓ㐀      ᅗ 7: Washburn訳のಟ㎡ᵓ㐀 
 
この英訳の中で⯆味῝いのは McCullough 訳の⾨ᫍのከさと、それとはᑐ↷
的な Tylerの᰾のከさであࢁう。つࡲりMcCullough訳はಟ㣭を重ねて、୍つ
の᰾でそれをཷࡅて᰾となる㒊分の意味を๓㠃にฟしているのにᑐして、

Tylerは⊂❧しࡓ᰾をከくして、それࡒれの㢟に↔点を当てているようにឤ
じられる。ࡓࡲ Washburn 訳は୍つだࡅの᰾࣭⾨ᫍᵓ㐀をྲྀり、ಟ㎡ᵓ㐀の
意味でも⡆⣲化が見られる。ྡモ化と相ಗࡗて、Washburn訳はの訳よりも
ᑂ⨾的な価値がᙅいとឤじさせるせᅉになࡗていると言える。 
 
6. ⤖ㄽ 
� これࡲでの分析をࡲとめてࡳると表 7（㡢韻）と表 8（語ᙡ文ἲ）にࡲと
めることができる。 
 
表 7: 㡢韻分析のࡲとめ 
 ⾜ 㡢ㄪࣘࢺࢵࢽ ⬮ 㡢⠇ 韻(THI) 1㡢⠇語 
Suematsu quatrain 2-1-2-2 common 

metre 
- 19.3% 22(82%) 

Waley 2㒊 1-3 - - 17.5% 13(81%) 
Seidensticker 2 3-3 - - 26.3% 22(96%) 
McCullough 5 1-1-1-1-1 - 5-7-5-7-6 15.8% 16(70%) 
Tyler 2 3-2 - 5-7-5-7-7 38.6% 27(93%) 
Washburn triplet 2-2-2 - 11-11-11 45.6% 21(81%) 
 
表 8: 語ᙡ文ἲ分析のࡲとめ 
 

⠇ CCI 
㐣⛬ᙧ 㢟 文ἲ的比႘ ಟ㎡ᵓ㐀 

 物㉁ 㛵ಀ ᚰ⌮ Ⓨ言 ྡモ 語ᙡ  
Suematsu 4 1.25 2 2 0 0 2 0 0  
Waley 3 1.33 3 0 0 0 3 0 0  
Seidensticker 4 0.75 3 1 0 0 2 0 0  
McCullough 4 1.25 2 0 1 1 3 0 0 ⾨ᫍᚿྥ 
Tyler 4 0.75 2 2 0 0 3 0 0 ᰾ᚿྥ 
Washburn 2 1 1 0 1 0 2 1 1 ⡆⣲ 
 
 
㡢韻の㠃から見てࡳると Suematsu訳は英リのつ๎性に๎ࡗており、言わࡤ目
標言語(TL)ᚿྥということができる。これは᭱ึの翻訳であり、ࡎࡲは᪥ᮏ
文学సရを英語ᅪのㄞ⪅に知らしめるという社会文化的なせᅉがస用して

107



JASFL Proceedings  Vol.11  2017 

�

 108 

いると思われる。୍᪉、McCullough訳と Tyler訳では᪥ᮏ語の 5-7-5-7-7の
現をヨࡳているということから、起点言語(SL)ᚿྥということができる。こ
れも 1990ᖺ௦から 2000ᖺ௦にかࡅて、⤒῭だࡅではなく、ࢵ࣏プࣕࢳࣝ࢝
࣮をきࡗかࡅにしࡓ᪥ᮏ文化のὀ目があり、それが᪥ᮏ文化の᪂しい╔

目点となࡗて、᪥ᮏの和歌の㡢ㄪの現につながࡓࡗと思われる。ࡓࡲತ句

が Haikuとして英語ᅪの言語文化にධり㎸ࡳጞめているということもその୍
ᅉと⪃えられるであࢁう。᭱᪂の Washburn訳は McCullough訳ࡸ Tyler訳に
見られる㡢ㄪを㋃くせࡎ、triplet という英リのᙧをとࡗており、୍見すると
目標言語ᚿྥのᅇᖐを思わせるが、ての㡢⠇を⤫୍するというᡭἲは

Washburnがඛ⾜する翻訳⪅ࡕࡓと୍⥺を⏬す、୍ 種の㐀性をⓎしている

のだとゎ㔘することができる。ࡓࡲ Tyler 訳と Washburn 訳は Translation 
Harmony Index がの訳に比較して㧗く、≉に㡢の㡪きの現をヨࡳている
ということも╔目すべきである。 
� 語ᙡ文ἲの㠃では、⠇ᵓᡂにおࡅる Suematsu 訳、Waley 訳、McCullough
訳の」㞧性と Sendensticker訳、Tyler訳、Washburn訳の᫂ᛌさというᑐ比が
ᣲࡆられる。これはಟ㎡ᵓ㐀とも㛵㐃し、Suematsu訳、Waley訳、Seidensticker
訳、Washburn 訳では᰾と⾨ᫍのᩘに㢧ⴭな違いがないが、McCullough 訳、
Tyler訳ではこれをい分ࡅて、意味のかかり᪉ࡸ㢟のල現に翻訳⪅ࡈとの
のゎ㔘がᇉ㛫見える。ࡓࡲ⠇ᵓᡂとಟ㎡ᵓ㐀の⤌ࡳ合わせは、ᑂ⨾的な価値

をもࡓらすせᅉとなる。≉に Washburn 訳ではࣨᡤのྡモ化による文ἲ的
比႘が見られ、さらにಟ㎡ᵓ㐀も⡆⣲なものである。しࡓがࡗて、これらの

ሗのᅽ⦰とᢳ㇟化、ಟ㎡ᵓ㐀の⡆␎化が Washburn 訳にれのᑂ⨾的
価値観をもࡓらしているか、ၥをᢪかࡊるをᚓない。 
 Tyler 訳は和歌の㡢ㄪの現、㢟のල現化、ಟ㎡ᵓ㐀におࡅる᰾の㍈化
による意味の᫂░化が見られる。さらに THIの値の㧗さを຺すれࡤ、この
和歌の英訳としてもࡗとも価値の㧗いものとุ᩿できるのではないだࢁう

か。 
� ᮏ◊✲ではᑐ㇟となる和歌が୍㤳であるࡓめ、ணഛㄪᰝ的な意味合いがᙉ

い。ᚋᑐ㇟とする和歌のᩘをቑࡸし、ᮏ◊✲で⪃ᐹされࡓ観点にれ

のጇ当性があるかを᳨ドしていくᚲせがあるだࢁう。᭱ᚋに和歌の英訳のࢩ

ス࣮࣡ࢺࢵࢿ࣒ࢸクを示す。のような᪉␎があるかは、この࣮࣡ࢺࢵࢿク

によࡗて᫂示されだࢁう。 
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  ᅗ 8：和歌の英訳ࢩス࣮࣡ࢺࢵࢿ࣒ࢸク 
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‘Thematic choices and shifts -a contrastive analysis in Japanese and English written discourse’ 
 

16:05 – 16:45 研究発表 4  
第 1室（C606号室）  司会: 福田一雄（新潟大学名誉教授） 
南里敬三（大分大学）[発表言語: 日本語] 
「テクスト進化論：絵・言語テクスト分析からの提言」 
 
16:45 – 16:55  休憩  
16:55 – 17:30 総会  � 第 1室（C606号室）        司会: 飯村龍一（玉川大学） 
18:30 – 20:30 懇親会� �   「一根六菜」（参加費 5,000円） 
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10月 9日（日） 
9:30 – 10:00 受付 
10:00 – 10:40 研究発表 1 
第 1室（C606号室）  司会: Virginia Peng（立命館大学） 
Ming-chia Lin (National Academy for Educational Research) [発表言語: 英語] 

 ‘Are there persuasive prosodies on evaluative stances in the research abstracts?’ 
第 2室（C604号室）  司会: ఀ藤⣖子（同志社大学） 

David Dykes（ᅄ日市大学）[発表言語: 英語] 
‘Risks, ‘Stupid Risks’, and ‘Smart Risks’ Keeping Hopes and Fears Manageable’ 

 
10:45 – 11:25 研究発表 2 
第 1室（C606号室）  司会: 佐藤勝之（武庫川女子大学） 
鷲嶽 正道（愛知学院大学）[発表言語: 日本語] 

 「大学⏕ྥࡅ科学分㔝の教科᭩（英語）の語ᙡᩥἲⓗ研究」 
第 2室（C604号室）  司会: David Dykes（ᅄ日市大学） 
Peichin Chang (National Taiwan Normal University) [発表言語: 英語] 
‘Lexical chains and metacognition in writing: An exploratory study’ 

 
11:25 – 11:40 休憩  
11:40 – 12:20 研究発表 3 
第 1室（C606号室）  司会: 南里敬三（大分大学） 
ఀ藤⣖子（同志社大学）明㟘（†南大学大学院⏕）㕥木⣖子（ᖇሯᒣ大学） 
阪田真ᕫ子（同志社大学）[発表言語: 日本語] 
「㟁ヰ会ヰࡅ࠾る中ᅜே日本語学⩦⪅の࣑ࣗࢥニࢣーシࣙン᪉␎ẕ語ヰ⪅ࡼるホ౯の㛵

ಀ」 
第 2室（C604号室）  司会: David Dykes（ᅄ日市大学） 
Peter McDonald（ᱜ⨾ᯘ大学）[発表言語: 英語] 
‘To What Extent Does Visual/Verbal Textual Integration Support L2 Learners’ Listening Comprehension 

in Multimodal Texts?’ 
 
12:20 – 13:30 㣗 
13:30 – 14:10 研究発表 4 
第 1室（C606号室）  司会: ↷屋一༤（香港理工大学） 
佐々木真（愛知学院大学）[発表言語: 日本語] 
「ḷの英語ヂ：㸴✀㢮の※Ặ≀語の英語ヂのẚ㍑分析」 

14:10 – 14:25 休憩  
14:25 – 15:35 ≉ูㅮ₇�  

第 1室（C606号室）� �              司会: 龍城正明（同志社大学） 
≉ูㅮ₇⪅：Dr. Fred C. C. Peng  (Specially Appointed Researcher, Department of Neurosurgery, 
Neurological Institute Taipei Veterans General Hospital, Taiwan) � � � � � � [発表言語: 英語] 

‘What Is Language and Where Is It Located?’  
 
15:35 – 15:45 㛢会の辞 
第 1室（C606号室）�                 日本機能言語学会会長 Virginia Peng（立命館大学） 

The Program of JASFL 2016 
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Dates: October 8 (Sat) and 9 (Sun) 2016 
Venue: Ritsumeikan University, Biwako-Kusatsu Campus (BKC)  
 
October 8 (Saturday) 
12:45 –13:20 Registration 
13:20 – 13:35 Opening Remarks 
Room 1（C606）                   President of JASFL Masa-aki Tatsuki (Doshisha University) 
                     
13:40 – 14:20  Paper Session 1   
Room 1（C606）  Chair: Katsuyuki Sato (Mukogawa Women’s University) 
Chie Hayakawa（Nagoya University of Arts）[To be presented in Japanese] 
‘“Tricks” in Picturebooks: Analyzing and Explaining Their Effects in the Framework of SFL’ 

 
Room 2（C604）  Chair: Kenichi Kadooka (Ryukoku University) 
Ayumi Inako (University of Technology, Sydney) [To be presented in English] 
‘Solidarity work of POLITENESS choice in Japanese: a dual stratal account in a physicist’ tweets after  
3/11 nuclear accident’ 
 

14:25 – 15:05 Paper Session 2 
Room 1（C606）  Chair: Keizo Nanri（Oita University）  
Junichi Toyota (Osaka City University) [To be presented in English] 
‘Visibility, visualisation and grammar in mind: a functional perspective’ 

 
Room 2（C604）  Chair: Masamichi Washitake (Aichi Gakuin University) 
 Ayako Ochi (Ferris University) [To be presented in English] 
‘The interpersonal profile of weather forecast in Japanese and English’ 

 
15:05 – 15:20  Coffee Break  
15:20 – 16:00 Paper Session 3  
Room 1（C606）  Chair: Makoto Sasaki (Aichi Gakuin University) 
Sonya Chik（The Hong Kong Polytechnic University）[To be presented in English] 
‘Thematic choices and shifts -a contrastive analysis in Japanese and English written discourse’ 
 

16:05 – 16:45 Paper Session 4  
Room 1（C606）  Chair: Kazuo Fukuda (Emeritus Professor of Niigata University) 
Keizo Nanri（Oita University）[To be presented in Japanese] 
‘A Text Evolution Theory: From a Viewpoint of an Analysis of Pictorial-Linguistic Texts’ 

 
16:45 – 16:55  Coffee Break  
16:55 – 17:30 AGM  �  Room 1（C606）        Chair: Ryuichi Iimura (Tamagawa University) 
18:30 – 20:30 Reception� �  「一根六菜（IKKON-ROKUSAI 
 
 
October 9 (Sunday) 
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9:30 – 10:00 Registration 
10:00 – 10:40 Paper Session 1 
Room 1（C606）  Chair: Virginia Peng (Ritsumeikan University) 

Ming-chia Lin (National Academy for Educational Research) [To be presented in English] 
 ‘Are there persuasive prosodies on evaluative stances in the research abstracts?’ 
Room 2（C604）  Chair: Noriko Ito (Doshisha University) 
David Dykes (Yokkaichi University) [To be presented in English] 
‘Risks, ‘Stupid Risks’, and ‘Smart Risks’ Keeping Hopes and Fears Manageable’ 
 
10:45 – 11:25 Paper Session 2 
Room 1（C606）  Chair: Katsuyuki Sato (Mukogawa Women’s University) 

Masamichi Washitake (Aichi Gakuin University) [To be presented in Japanese] 
 ‘Lexicogrammatical Analysis of Academic Science Textbooks’  
Room 2（C604）  Chair: David Dykes (Yokkaichi University) 

Peichin Chang (National Taiwan Normal University) [To be presented in English] 
‘Lexical chains and metacognition in writing: An exploratory study’ 
 
11:25 – 11:40 Coffee Break  
11:40 – 12:20 Paper Session 3 
Room 1（C606）  Chair: Keizo Nanri（Oita University） 

Noriko Ito (Doshisha University), Chunxia Ming (Hunan University), Noriko Suzuki (Tezukayama  
University), Mamiko Sakata (Doshisha University) [To be presented in Japanese] 
‘Relationship between Chinese Japanese learners’ communication strategies in telephone  

conversation and their native speakers’ evaluation’ 
Room 2（C604）  Chair: David Dykes (Yokkaichi University) 

Peter McDonald（J. F. Obirin University）[To be presented in English] 
‘To What Extent Does Visual/Verbal Textual Integration Support L2 Learners’ Listening Comprehension 

in  
Multimodal Texts?’ 

 
12:20 – 13:30 Lunch 
13:30 – 14:10 Paper Session 4 
Room 1（C606） Chair: Kazuhiro Teruya（The Hong Kong Polytechnic University） 
Makoto Sasaki (Aichi Gakuin University) [To be presented in Japanese] 
‘English Translation of Waka Poems: Comparative Analysis of Six Waka Poems from The Tale of Genji’ 
 

14:10 – 14:25 Coffee Break 
14:25 – 15:35 Plenary 
Room 1（C606）� �                      Chair: Masa-aki Tatsuki (Doshisha University) 
Guest Speaker: Dr. Fred C. C. Peng  
      (Specially Appointed Researcher, Department of Neurosurgery, Neurological Institute Taipei 
Veterans General Hospital, Taiwan)             [To be presented in English] 

 ‘What Is Language and Where Is It Located?’  
 
15:35 – 15:45 Closing Remarks 
Room 1（C606）�                   Vice President of JASFL Virginia Peng (Ritsumeikan University)  
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Occasional Papers  
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Articles （論文）	
	
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 
 
#,オテ�%ク+ースと��Gyし�テクストE理に��� ..............................................  63 
The Semiotic Base as a Resource in Text Processing Systems�  
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Applying Systemic Functional Grammar to English Education: Evaluating the Writing  
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日本語のU:的機能と「>¢的0*%ト」�The Kyoto Grammarに�る分j�論�  ............  99 
(pp.99-113¯� The Interpersonal Function and the Communicative Unit for Japanese:  
From the Approach of 'The Kyoto Grammar 
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On the Multi-Layer Structure of Metafunctions  ............................................................................  43 
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Scientific Papers, Including ‘Identifying Clauses’  ..........................................................................  81 
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Constructions of Figures  ...................................................................................................................  93 
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『機能言語学研究』およびProceedings of JASFL 
作成と投稿のための規約 

 
 
作成と投稿のための規約 

1.	 使用言語 
日本語または英語 

 
2.	 原稿の種類 
（１）研究論文	 （２）書評・紹介	 （３）研究ノート 

 
3.	 独創性 

投稿原稿は以下の条件を満たす場合にのみ出版の対象として考慮する。 
(1) 著者のオリジナルな著作であること。 
(2)  他の出版物に同時に応募しないこと。 
(3)  他の学会で既に発表した内容のもの（同一の内容のもの、同一のタイトル

のもの、発表言語だけを変えたもの等)、重複発表と見なされるものは受け

付けない。また重複発表と見なされたものは発表後であっても採択の許諾

を取り消すこととする。	

(4) 著作権は各著者に属する。ただし再版の権利は日本機能言語学会に属する。 
 

 
4.	 投稿資格	

投稿は会員にかぎる。ただし共著の場合は筆頭著者が会員であればよい。	
 
5.	 審査方法 

審査の際はすべての原稿は無記名とし、３名の審査員が審査する。 
	

6. 書式と構成	

	

6.1		書式設定とファイル形式	
用紙をB5とし、余白は上下左右各25ミリをとる。使用するワープロソフトは
問わないが、ファイルはMicrosoft Word互換のファイル(docまたはdocxファイ
ル)として保存、投稿する。 

	

6.2		フォント設定と行間	
日本語で書く場合のフォントはＭＳ明朝（11ポイント）、英語で書く場合は
Times New Roman（11ポイント）の文字サイズを用いることとし、シングル
スペースの行間とする。 

	

6.3		語数	
『機能言語学研究』：日本語の場合 22000文字以内、英語の場合 7000語以内
とする。 
Proceedings of JASFL: B5 14ページ以内とする。 
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6.4		Łî	
¹筆する言語にかかわB&、論文ŁîをØ&英語で100字Ų200語にまとめ、
�頭に記Œする。 

 
6.5		タイトル	

日本語で¹筆する場合には英語のタイトルをØ&記Œする。タイトルの表記

法は下記を§考にする。	

	

�：	 日本における�	
Đ論の英語èĸ9の応用	
On Application of SFL to English Education in Japan 

	

6.6 XPシnン構成とāļ	
日本語で¹筆する場合、	XPシnンおよびāļのò�は字下 をする。た

だし、英語で¹筆する場合、XPシnンのò�は字下 （イン^ント）'&、

２āļĚかBイン^ントする。XPシnンのタイトルは左È'とする。また

XPシnンのĕ¬は�１�かB¿めることとする（�Ū�は使用しない）。	

	

	

7.	 §Ċ方法	
§Ċしたすべての文ď（著書、kノグoフ、論文他）は本文|のŕ�な場ßで

明ğすること。(の方法は以下を§Ċすること。 
 

7.1	 ěäÓ用	
原文を(のままÓ用する場合はØ&� �内に�れる。Ó用文がŮ行をőえる
と�は本文の|にâ�'&、�文をイン^ントして本文かB一行Ħけて�り

Šす。 
 
7.2	 著者9の§Ċ方法 

a.	 著者名が本文に記されている場合は、(のě後に出版Ðとページのみ

を (	  )に�れてğす。��Halliday (1994：17) がœべているよ�に…� 
b.	 č定の�ßではなく、より一ĺĘに§Ċする場合は、著者名のě後に

出版Ðのみを (	  ) に�れてğす。��Hasan (1993) はÿのよ�にœべ
ている。すなわ,…� 

c. 著者名が本文|に記œされない場合は、著者名も (	  ) に�れŴ（著者、
Rンh、Ð）のŢで記Œする。� (Martin, 1992)。��	

d.  著者が２名の場合は~�のÀを�れる。� (Birrell and Cole, 1987) 
e. 著者が３名以上の場合は筆頭著者名のみを出し、;かは�他�として

�著者名は出さない。(Smith et al., 1986) 
f. 同$著者の同$Ðの出版物を２�以上§考文ďとして使�場合は、(

れ)れの著作の出版Ðに ‘a’, ‘b’ 等の文字を付記して¤�する。� 
(Martin, 1985a) 

g. 同一�ßに複数の§考文ďを付ける場合には、すべての文ďを１.の

(	  ) 内に�れ、各文ďをXミRロンで¤�る。� (Maguire, 1984; Rowe, 
1987; Thompson, 1988) 
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6.4		Łî	
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7.3 Ĕ語 
同一文ďに２´Ě以ř言¨する場合にもò�の場合と同üにして、 ‘ibid.’, 
‘op.cit.’, ‘loc.cit.’ 等のĔ語は用いない。 

	

8.	 §考文ď 
§考文ďは本文でÓ用・§Ċしたもの、および原稿のć�āśで使用した文ď

すべてをリストにŒ'ること。著者のÀのJルファe\トŢ、同一著者なBば

出版ÐのŢに{べる。 
 

8.1	 書ĭ 
１.の文ďの記œは、著者名、(	  ) に�れて出版Ð、著作名、出版·、出版Ġ、
ØŁなBばページのŢÑに出す。� 記Œ方法は下記の�に��こと。	

	

a.	 ¥著の�： 
 
Êõġ¾�1984)『日本語のシンタPスとÜ±』Ĩ2Ï	÷�：くFしお出版	
 
Halliday, M. A. K. (1994) An Introduction to Functional Grammar 2nd edition. London: 
Arnold. 
 
b.	 共著の�： 
	

ęÍŚÙ、ēħ行  (1992)	 『ºĞ日本語文法』÷�：くFしお出版	
	

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

	

c.	 ¥一Ĳĳ者¶書の�： 
	

Ŧ¸Ā明（Ĳ）�2006)『ことばはđ�ている』÷�：くFしお出版	
	
Christie, F. (ed.) (1999) Pedagogy and the Shaping of Consciousness: Linguistic and 
Social Process. London: Cassell. 
	

d.	 複数Ĳĳ者¶書の�： 
	

�ēĵŝ、ęÍŚÙ（Ĳ）�1989)『日本語のk[リ]K』÷�：くFしお出版	
	
Hasan, R. and Williams, G. (eds) (1996) Literacy in Society. London: Longman. 

	

8.2 şŋの論文 
論文名は�	 �内に�れ、şŋ名は『	 』内に�れ、Ï、¬、ページを記Œす

る。英語の場合はşŋ名をイタリ\Pにし、Ï、¬、ページを記Œする。ただ

し英語の場合、タイトルは(のまま表記する。またĲĳ¶書の一XPシnンを

形成している場合は�	でµ>こととする。	
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�：	

 
Å�Ģ�2007)�文法Ęjタファー}¿めų�	『機能言語学研究』4� 1�20	
 
Ŧ¸Ā明	(2008)��は�と�が�(のjタ機能かBの再考ų,  Proceedings of 
JASFL, 4: 115-149 

	
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.	 ň 

ňはで�るだけŖける。2�してもØŁな場合はĬĈにし、本文のò後、§考

文ďの¡にĴく。 
 
10ũ	¶、表、·¶、グoフ 

これBはすべて本文|ŊÔīßにâ�する。RンbmーターでスOlンしたり、

�ĜçÖしたりする際zť明になBないよ�、文字、数字、ı等は½く、はっ

�りと書いておくこと。 
 
11.	 ùĀ 

著者はĲŞ者かBŔ付されたĲŞąみファイルのùĀ（�稿のみ）をする。	

	
 
12. 原稿å出	

原稿šÁファイルで、Ą付ファイルとしてå出すること。フォーh\トはMS-
Word互換ファイル (.doc, .docx)とする 

	

	

13ũ原稿Ŕ付�	
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. 

	

��	 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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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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