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E303 COURSE KIT:  PART I & PART II
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The following list totalling 13 items shows the learning/teaching materials required for E303, Part I & Part II. Make sure that you receive all items upon registering in Part I: 
I. ONE COURSE GUIDE

· Course Guide & Course Support Materials [this booklet]



II. FIVE Course Books [all OU publications}  

· Getting Started: describing the grammar of speech and writing



· Getting Inside English: interpreting texts



· Getting Practical: evaluating everyday text



· Getting Down to it: undertaking research 



· Getting to Work: putting grammar  into professional practice



III. ONE Course Reader 

· Applying English Grammar: functional and corpus approaches, Edited by Caroline Coffin,  Anne Hewings,  and Kieran O’Halloran , OU, (2004)  
IV. ONE Readings Booklet 

· English Grammar in Context: Readings Booklet, by Barbara Mayor, OU, 2005.  
V. TWO Set BOOKS [Reference Grammar &Grammar Workbook]
· Longman Student Grammar of Spoken and Written English, Biber, D. Conrad, S. and Leech, G., Pearson Education Limited, 2002.
· The Longman Workbook: Biber, D. Conrad, S. and Leech, G. ,  Longman, 2002


VI. ONE Activities Booklet 

· E303: Corpus Tasks [Booklet], by Martin Wynne and Kieran O,Halloran, OU 2004



VII. TWO CD-ROMs 

· CDR-1: Concordancer  & Corpus CD-ROM 

· CDR-2: Activities CD-ROM 

Preface

Dear Student,

This is an enlarged and updated course guide which you should find quite useful. In fact, it is indispensable to you as it provides you with an overall view of the course.

The E303 Course Guide is the first thing that you should read very carefully before you go to your first tutorial. Of special importance to your starting the course is to know the Course Learning/Teaching Materials. Please make sure that you receive all materials including the two CD-ROMs, which are essential to the language activities and exercises required for most units. 

As you should know by now, E303: English Grammar in Context is now offered as two independent courses:

· First Course: E303A: English Grammar in Context (I)

· Second Course: E303B: English Grammar in Context (II)

However, when you register for E303, you will be given all teaching materials required for Part I and Part II. This is because some teaching material is used for the two new courses. The same is true of the CD-ROMs.

Other aspects of the course that you should know before going to your first tutorial are the following: course requirements; course aims; course learning outcomes; course structure/organization; and course assessment. Details on all these aspects are in this guide (Sections 1-8).

While pursuing this course you will be expected to  have access to a computer with the following minimum specification: Pentium 300MHz, 32 MB RAM memory, Windows 98, Me, 2000 or XP operating system, 4 GB hard disk, 32x CD-ROM, together with a suitable colour monitor. For more details, please go to Section 6 in this guide

Another aspect of the course that you should try to be familiar with before going to your first tutorial is how to use the CD-ROMs that are used in the delivery of the course;

· CDR-1: Concordancer and Corpus CD-ROM. This contains concordancing software and a corpus of texts.

· CDR-2: Activities CD-ROM: This contains the Foundation Grammar package and other interactive activities, together with audio-visual examples

Please try to have a go with CDR-ROMs before you go to your first tutorial.  For simple instructions on how to begin working on this CD, see Section 14.1 in this guide.

There will be a two-hour tutorial every week. We would like to advise you to take an active role in these tutorials. We would also like to advise you to make use of the office hours which your tutor will set aside for meeting with you on individual bases to help you with the course, answer your questions, and give you guidance in preparing your TMAs, particularly in carrying out the research project required  for Part II of the course.  

Finally, we would like to remind you that in marking your TMAs as well as your mid-term and final exams, a certain percentage t of your grade goes to the "content" and another percent goes to "language". The ratio is 70:30 for level-3 courses. This measure should be viewed as a motivation for you to improve you English, which will stand you in good stead in your search for a job after you graduate.  Tutorials and office hours provide excellent opportunities for you to listen to English and most importantly to speak it. It is your duty, therefore, to practice your English by asking and answering questions.

Good luck.

Lewis Mukattash 

Dean of the Faculty of Language Studies

AOU HQ, Kuwait 

February 2008 
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1. Course Descriptor

Course No and title: English Grammar in Context:  Part I and Part II
The course is divided into two equal courses each allocated 8 credit hours (30 points). Furthermore, the course is offered, taught, and assessed as two independent courses.
· E303A: English Grammar in Context Part I
· E303: English Grammar in Context Part II

Course Level: E303A and E303B are level-3 courses 

Credit hours: 16 (8 for each part)
E303: English Grammar in Context is designed for anyone needing an up-to-date framework for describing and analysing the English language as used in the world today. 
The course provides a range of material to anticipate students' different needs and expectations. It combines grammatical description – based on a hands-on approach which draws on computer analysis – with demonstrations of how such analytical techniques can be applied to real-world data and problems. 

The course content is designed to be of broad interest: examples are drawn from, amongst other fields, everyday conversation, fiction, academic writing and the news media. The applications of grammar in professional fields such as translation, teaching, lexicography, and the law are also highlighted. In the process of studying grammar in this way, students can expect to improve their own communicative effectiveness, including their academic writing, and to become a more discriminating reader of other people’s texts.
2. Course Aims  
The overall aim of this course is to show how a knowledge and understanding of English grammar can be applied in practical and useful ways. 
In broad terms, upon completing this course you will acquire:
· an understanding of the major characteristics of English grammar
· skills in grammatical analysis and interpretation in order to gain an insight into how English ‘works’ in real-life contexts
· skills in applying grammatical understanding in order to evaluate and, where appropriate, improve the quality of spoken and written texts.
3. Course Delivery 
This OU-based course was originally designed to be delivered over one academic year. For practical purposes the course is divided into two equal parts each delivered   as an independent course as follows:
 (i) E303A:  English Grammar in Context: Part (I) 
(ii) E303B: English Grammar in Context: Part (II) 
The Relationship between the two parts (E303A & E303B) is as follows: 
:

· E303A is a prerequisite for E303B. This means you cannot register in E303B unless you have passed E303A.
· E303A and E303B are treated as independent courses for purposes of student registration.
· E303A and E303B are treated as independent courses for purposes of assessment. This means that you will be assessed independently for each course and that you have to pass each of the two courses. The marks you earn in each of E303A and E303B will be entered separately onto your transcript. For more details see Section 8 below. 
· Some of the teaching/learning materials used in E303A will also be used in E303B. This means you will receive a complete course kit upon registering in E303A.  See Section 4 below.
4. Course Learning/Teaching Materials 
The following table shows the learning/teaching materials required for E303, totalling 13 items. 
The table further shows:
(i) Materials required for E303A

(ii) Materials required for E303B

(iii) Materials required for both E303A and E303B
In addition, students will be provided at the beginning of each semester with:
1. Course Calendar, and 
2. Assignment Booklet: including titles of TMAs your are required to do during that semester in addition to some guidance on how to do these TMAs
	No
	Category & Number of items
	Title
	E303A
	E303B

	1. 
	ONE COURSE GUIDE

	English Grammar in Context: Part  I and Part II: Course Guide & Course Support Materials [this booklet]
	X
	X

	2. 
	FIVE Course Books 


	1. Getting Started: describing the grammar of speech and writing
	X
	

	3. 
	
	2. Getting Inside English: interpreting texts
	X
	

	4. 
	
	3. Getting Practical: evaluating everyday text
	X
	

	5. 
	
	4. Getting Down to it: undertaking research 
	
	X

	6. 
	
	5. Getting to Work: putting grammar  into professional practice
	
	X

	7. 
	ONE Course Reader 


	Applying English Grammar: functional and corpus approaches, by Coffin, C., Hewings, A. and O’Halloran, K. (2004)  (for use in association with Books 1–4) 
	X
	X

	8. 
	ONE Readings Booklet 
	English Grammar in Context: Readings Booklet, OU, 2005.  (for use with Book 5)
	
	X

	9. 
	TWO Set BookS 

Reference Grammar 
&
Grammar Workbook


	Longman Student Grammar of Spoken and Written English,, Biber, D. Conrad, S. and Leech, G.,  Pearson Education Limited, 2002.

The Longman Workbook: Biber, D. Conrad, S. and Leech, G. ,  Longman, 2002
	X
	X

	10. 
	ONE Activities Booklet 
	E303: Corpus Tasks [Booklet]
	X
	X

	11. 
	TWO CD-ROMs 


	CDR-1: Concordancer  & Corpus CD-ROM 
	X
	X

	12. 
	
	CDR-2: Activities CD-ROM 
	X
	X


5. Course Structure /Organization
E303 is divided into five blocks; each organised around a main textbook with accompanying CD-ROMs and guided readings from the specially-compiled Course Reader and Readings Booklet. The course makes use of a reference grammar book – the Longman Student Grammar of Spoken and Written English (see details in Section 4 above). You are referred to particular sections of this to read during your study of the course books, but it is always available if you want to read more about particular grammatical features. 
The computer-based elements of the course (the Activities CD-ROM and the Concordancer and Corpus CD-ROM) are generally concentrated towards the end of each study unit, so that you can take your books with you and work on them without having a computer nearby, and then do all the computer-based work together in a block later . 
The main content of each of the Blocks is described below.
5.1. E303A
E303 A consists of three blocks: 1, 2, and 3 as described below. 

Block 1   Getting started: describing the grammar of speech and writing
Block 1 of the course introduces you to some basic concepts and skills which will be built on in later parts of the course. The main focus is on how spoken and written English differ. You are introduced to some basic grammatical structures such as clauses and phrases, and you compare how they function in speech and writing. You will become familiar with these concepts through a variety of activities, including interactive exercises on the Activities CD-ROM. The use of audio will enable you to explore how meaning can be realised in sound (for example, through patterns of intonation). You will also be given hands-on practice in learning to explore English grammar via the use of electronic databases, or corpora, using specialised computer software on the Concordancer and Corpus CD-ROM. The Corpus Tasks booklet explains how the Concordancer and Corpus CD-ROM fits into your studies, so it is best to refer to this before using the CD-ROM. You will be systematically introduced to the concordancer in Unit 2.
There are seven units in Block 1, as follows:
Unit 1: Grammar in context 

Unit 2: Corpus and grammatical description

Unit 3: The units of grammar: function and form in spoken / written English

Unit 4: The noun phrase

            Unit 5: The verb phrase

Unit 6: Understanding complexity in and around clauses

Unit 7: Intonation: turning pandas into killers
Block 2   Getting Inside English: interpreting texts
Block 2 of the course continues the exploration of how English grammar varies, focusing in particular on its use in the news media, academic writing and fiction. For example, how are opinions expressed in face-to-face conversation as opposed to, say, newspapers or academic journal articles? Through a mix of readings and hands-on activities you will investigate a wide range of texts, providing you with insight into how written English varies according to the purposes of everyday situations. In particular you learn to interpret systematically the meanings made by texts, by understanding how grammar creates different kinds of social relationships and represents social reality in different ways depending on factors such as who we are communicating with and what our agendas are. You will continue to develop concordancing skills and will compare the results of your own mini-corpora with those of your reference grammar.
There are four units in Block 2, as follows:
Unit 8: Ways of speaking: exploring linguistic variability

Unit 9: Packaging and staging information

Unit 10: Positioning and persuading

Unit 11: The angle on the word
Block 3   Getting Practical: evaluating everyday text
Block 3 continues to explore grammatical variation but focuses increasingly on developing a critical orientation to English use. We take an even closer look at grammatical choices and see that even within particular types of texts, such as novels or newspapers, there is significant grammatical variation which influences how meanings are expressed and importantly, how they are received. Through learning how these choices operate you may be better able to refine your own writing and recognise how other people are using grammar to evoke particular reactions from you. You will be expected not only to describe, interpret and evaluate texts but also to apply your grammatical knowledge and analytical skills as a means of judging and improving the communicative effectiveness of a range of everyday texts.
There are five units in Block 3, as follows: 

Unit 12: Getting interpersonal: the grammar of social roles and relationships

Unit 13: Construing human experience: grammar, representation and point of view

Unit 14: Organising messages

Unit 15: Making a text hang together: the role of lexical cohesion

Unit 16: Making a text hang together: the role of grammatical devices

You will be given extra time for revision and consolidation.
5.2. E303B

E303B consists of two blocks: Block 4 and Block 5 as described below.

Block 4: Getting Down to it: undertaking research 

Block 4 introduces you to research studies on English through grammatical analysis and paves the way for the project work that you undertake later. Thus it moves away from the explicit teaching of grammar to its applications in research settings. Research methods relevant to analysing English in context are highlighted. You will be taken through the stages of designing, conducting and writing up a research project, with examples from actual research. Studies using different methods and in different contexts are analysed in depth to demonstrate different methods and applications. You are encouraged to consider whether alternative methodologies would have been suitable and thereby to build up a critical view of research.
There are five units in Block 4, as follows:

Unit 17: The context of language research 

Unit 18: Designing a research project

Unit 19: Data collection for lexicogrammatical research

Unit 20: Critical linguistic approaches

Unit 21: Evaluating research

Block 5   Getting to Work: putting grammar into professional practice
Block 5 demonstrates how the grammatical principles and skills that you have acquired throughout the course may be applied in many areas of professional life. We draw on the perspectives of practitioners (such as educators and translators) whose daily judgements are underpinned, whether consciously or unconsciously, by grammar. We hope to stimulate your enthusiasm for grammatical analysis by raising your awareness of some of the ways in which grammar may be applied to the practical world of work – for example, how a close analysis of the grammar of witness statements can influence the outcome of criminal trials, or how an interpreter’s awareness of grammar can affect the outcome of diplomatic discussions.
There are four units in Block 5, as follows:

Unit 22: Using grammar to establish the facts

Unit 23: Putting grammar into translation

Unit 24: Putting grammar into the dictionary

Unit 25: Putting grammar into educational practice.

Project
Towards the end of the course, you will be referred to the Project Guide contained within this booklet [See Section 19 below]. This advises you how to plan and carry out a piece of small-scale language research, taking you through the stages of preparing the project proposal, carrying out the research and writing it up.
The relationship between all these components, together with an indicative timetable of study, is illustrated in the table in the Study Calendar in Section 16 of this booklet.
6. Course Requirements 

You will be expected to  have access to a computer with the following minimum specification: Pentium 300MHz, 32 MB RAM memory, Windows 98, Me, 2000 or XP operating system, 4 GB hard disk, 32x CD-ROM, together with a suitable colour monitor (15" capable of displaying 800 × 600 resolution and ‘High Color’ with appropriate video card to support this; TFT/LCD and/or larger monitors are equally suitable), mouse or equivalent, keyboard, printer, sound card, and speakers or headphones.
7. Course Learning Outcomes

Although E303 is delivered in two administratively independent parts, the learning outcomes refer to totality of what you are expected to attain upon completion of Part (II).  Please see details of how learning outcomes are mapped onto the parts of the course (Section   17 below). 

In broad terms, as mentioned at the start of this Course Guide, you will acquire:
· an understanding of the major characteristics of English grammar

· skills in grammatical analysis and interpretation in order to gain an insight into how English ‘works’ in real-life contexts

· skills in applying grammatical understanding in order to evaluate and, where appropriate, improve the quality of spoken and written texts.

More specifically, the course provides opportunities for you to develop and demonstrate the following learning outcomes.

(A) Knowledge and understanding

If you successfully complete the course you will have an understanding of:

1. the major characteristics of English grammar, and how the language may be described and analysed, using appropriate linguistic terminology (based broadly on a functional grammatical model)

2. the nature of linguistic evidence and different methods used in the collection and analysis of language data

3. the relevance of grammar to a range of real-life contexts.

 (B) Cognitive skills

If you successfully complete the course, you will be able to:
1. analyse and describe major grammatical structures in English, using appropriate terminology and specialised software

2. interpret spoken and written linguistic data, showing an understanding of how grammatical forms relate to meaning

3. critically evaluate grammatical evidence, in the light of alternative explanations, arguments and theories

4. construct an extended academic argument, supported by evidence and following academic conventions

5. apply such analysis and description, interpretation, critical evaluation and argumentation to authentic linguistic data beyond the course materials.

(C) Key skills

If you successfully complete the course:
(a)        In relation to the key skill of Communication you will be able to:

1. identify and evaluate the relevance of information from a variety of sources

2. synthesise and organise information and evaluate its significance critically

3. construct a coherent argument, clearly focused on the topic under discussion

4. develop good academic practice in the acknowledgement of source material and presentation of bibliographies

5. present written work to a high standard

6. respond to tutor feedback about improving the effectiveness of written communication

7. develop the skills of independent research.

(b) In relation to the key skill of Application of Number you should be able to:

1. understand, interpret and discuss statistical data in the form of graphs, tables and diagrams.

 (c)  In relation to the key skill of Information Technology you should be able to:

1. understand, interpret and discuss corpus linguistic data with the help of a concordancer.

(D) Practical and/or professional skills

If you successfully complete the course, you will be able to:

1. work independently, scheduling tasks and managing time effectively

2. handle substantial amounts of complex information

3. assess the value of evidence critically (including simple statistical data)

4. make independent judgements

5. construct coherent written arguments, supported by relevant evidence, appropriately referenced

6. plan and undertake small-scale research.
8. Course ASSESSMENT: E303A & E303B 
8.1. English Grammar in Context: Part (I) 

E303A has TWO tutor marked assignments (known as TMAs).  
TMA 01 (related to Block 1 and representing 10% of the overall continuous assessment score (OCAS) will assess your confidence and accuracy in the use of the concordancing software and in the basic description and analysis of grammatical data.
TMA 02 (related to Block 2 and representing 10% of the OCAS) will assess your skills of grammatical analysis in greater depth and at a finer level of sophistication than TMA 01; it will also assess your skills of interpretation.
In addition to the two TMAs, there will be:

1.  One Mid-Term Assessment (MTA),  and 

2.   One 3 hour FINAL EXAM, at the end of the course.
The balance between components of assessment is shown in the following table:  
	Components
	Form of  Assessment &  Marks
	%

	CONTINUOUS ASSESSMENT
	TMAs
(total: 2)
	TMA01
	10
	50%

	
	
	  TMA02
	10
	

	
	  MTA
	30
	

	FINAL ASSESSMENT
	FINAL EXAM
	50
	50%

	GRAND TOTAL
	100
	100%


8.2. English Grammar in Context: Part (II) 
E303B has TWO tutor marked assignments (known as TMAs).  
TMA 01 (related to Block 4 and representing 10% of the OCAS) is a proposal for a small-scale independent research project (which will constitute TMA 02)
TMA 02 (representing 10% of the OCAS) is a small-scale independent research project which will assess you on your application of the four key skills of grammatical analysis/description, interpretation, critical evaluation and argumentation developed during the course, by means of an extended engagement with a body of original data of your own choosing.
In addition to the two TMAs, there will be:

1.  One Mid-Term Assessment (MTA), and 
2.  One 3 hour FINAL EXAMS, at the end of the course.
The balance between components of assessment is shown in the following table : 
	Components
	Form of  Assessment &  Marks
	%

	CONTINUOUS
ASSESSMENT
	TMAs
 (total =  2)
	TMA01
	10
	50%

	
	
	  TMA02
	10 
	

	
	  MTA
	30
	

	FINAL ASSESSMENT
	FINAL EXAM
	50
	50%

	GRAND TOTAL
	100%


Your final course result will depend on your achievements in each component independently. In order to be sure of a pass on the course you need to score at least 40 per cent overall in the continuous assessment component, and, separately, at least 40 per cent in the examination. However, the overall pass mark should be not less than 50 out of 100. 

9. COURSE TUTORIALS, TMAs & EXAMS 
9.1. Tutorials
For each of E303A & E303B there will be a 16 2-hour tutorial sessions as illustrated in the Study Calendar in Section 16 below.

Tutorials are interactive sessions that should not be viewed as traditional lectures.  The main objective of tutorials may be summed as follows:

1. to provide you with opportunities  to practice your  English and hence upgrade your  fluency and improve your  pronunciation and listening capabilities,

2. to enable course tutors to review teaching materials and activities with you and your classmates  [as specified in course Study Calendar] as well as to answer your  queries, and hence have an idea about what you  have and what you haven't learnt.

3. to provide a forum of discussion where you and your colleagues  take a central role, particularly with regard to controversial linguistic issues,

4. to enable you to voice your  opinions with regard to various aspects of the course materials and associated activities.

In addition to weekly tutorials, all tutors have certain weekly office hours (posted on their office doors) where they can meet you  to answer your  questions or explicate the comments they have made on your  TMAs.

9.2. Tutor-Marked Assignments (TMAs) 
These assignments are spread out over the duration of course delivery.  In addition to gauging student progress of study, they serve to invoke and develop investigative and research skills.  TMAs carry 20% of the overall grade of the course. 

9.3. Mid-Term Assessment (MTA) 
MTA is viewed to be another contributor to monitoring the progression of students' achievement.  It carries 30% of the overall grade of the course.  Questions in MTAs typically require short notes/answers/comments: e.g. definitions; exemplification; writing one or two paragraphs, etc.  In other words, they are not of the open-ended essay type.
  

9.4. Final Exams (FEs) 
Final exams are typically of the essay type and are divided into three Sections/Parts each covering one or two blocks/themes of the course as in the table below: Students will be required to answer 3 questions in 3 hours.
	Part
	Questions
	Notes

	A
	1
	- ONE compulsory question, but there might be some option within this question (e.g. defining seven key terms out of 10) 

- The question typically deals with a very important/central topic

	B
	2&3
	- This part consists of 2 questions 

- Students answer one question only. 

- Each question is meant to test a certain block/theme

	C
	4&5
	- This part consists of 2 questions 

- Students answer one question only. 

- Each question is meant to test a certain block/theme


9.5. Communication & Language Accuracy 

Students majoring in English Language and Literature are expected to possess a reasonably high level of proficiency in English.  In writing, they are expected to produce well-written and well-developed essays that are error-free in terms of language accuracy. Students' grades will be lowered if they make grammatical and vocabulary errors as well as errors in writing mechanics (e.g. punctuation, capitalization, spelling) and errors in presentation and paragraphing, etc. 

The table below shows that in marking students' TMAs and other types of written work including final exams, a certain percentage of the mark is determined by the student's ability to write well and observe rules of grammar and writing mechanics
	Course Level
	Courses
	Marks Deducted for Improper Language Use

	Level-1
	A123
	Up to 20%

	Level-2
	A210; U210A; U210B
	Up to 20%

	Level-3
	A319; E300; E303
	Up to 30%


10. How is the course of benefit to me?
E303 English Grammar in Context is designed for anyone needing an up-to-date framework for describing and analysing the English language as used in the world today. Whether you are a native or a non-native speaker of English, the course provides a range of material to anticipate your different needs and expectations. It combines grammatical description – based on a hands-on approach which draws on computer analysis – with demonstrations of how such analytical techniques can be applied to real-world data and problems. Whether English grammar is a topic which fills you with enthusiasm or with apprehension, you should find E303 both intellectually stimulating and practically useful.
Grammar continues to play a significant role in formal education around the world, and can often be the key to academic success or failure. However, conceptions of what is meant by grammar vary widely, and are often based on writing rather than speech, and on prescriptive ideas about what ought to be the case rather than an analysis of how language is actually used. This course helps you to recognise grammar as the chief means of making meaning through language, and to evaluate the relative success of different texts in achieving this goal. If you are involved in the teaching or learning of English, the relevance of the course to you should therefore be obvious. 
However, as pointed out above, the content is designed to be of broad interest: examples are drawn from, amongst other fields, everyday conversation, fiction, academic writing and the news media, and you will learn about the applications of grammar in professional fields such as translation and the law. In the process of studying grammar in this way, you can expect to improve your own communicative effectiveness, including your academic writing, and to become a more discriminating reader of other people’s texts.
If you have a visual impairment, you will find useful accessibility options in the software associated with this course; you are advised to check this out carefully before you make a firm commitment. If you have an auditory impairment, you may experience some difficulty with Unit 7, which deals with phonetics/phonology, but this should not prevent you from deriving benefit from other aspects of the course.
11. Preparing for the Course

If you are not confident in your existing knowledge of grammar, or would like to revise your knowledge, we suggest that you begin by working your way through the Foundation Grammar package on the Activities CD-ROM. This is a series of activities which introduces and gives practice in identifying elements of English grammar. If you are new to studying grammar, you are recommended to work systematically through these exercises as an introduction to the course. If you have completed U210A and U210B The English language: past, present and future, Parts 1 and 2, you may find some of this material familiar. However, you are strongly recommended at least to skim-read the activities as there may be some differences between the terminology you are familiar with and how aspects of grammar are defined or classified in E303.
If you have not previously studied English grammar, the workbook accompanying the reference grammar (Longman Student Grammar of Spoken and Written English) will familiarise you with some of the most basic concepts of grammar, which will be explored throughout the course. In particular we recommend that you read Chapters 2–4 of your reference grammar, and complete the accompanying exercises in the workbook. (For details of both publications, see Section 4 below.)
If you are not confident in your use of CD-ROM software, you may find it best to begin with the Guide to the CD-ROMs. Becoming familiar with the software and CD-ROMs and working on the Foundation Grammar activities will take different people different amounts of time. If you are comfortable using computers and are familiar with grammatical terminology, you may find that you need less study time. However, if you need practice with the computer technology and the grammar exercises, there will be a lot to learn even before embarking on the main course units.
Finally, you may find it useful to start compiling a database of texts which you would be interested in analysing from a grammatical point of view. In particular, you may like to start assembling a corpus of your own writing, including any assignments from previous courses you have taken.
12.  What kind of GRAMMAR?
Because this course is based on an understanding of grammar that has only been possible since the advent of computerised analysis, it is probably unlike any grammar you have studied before. It may therefore be worth explaining very briefly some of the principles that underlie the design of the course.
(a) It is descriptive rather than prescriptive, in other words based on a description of the way people actually speak and write English today, rather than what anyone might think they ought to do, or may have done in the past. More particularly, it is corpus-based, in other words informed by computerised banks of language data or ‘corpora’, which help to give us concrete evidence of contemporary language practices
(b) It describes grammar in terms of its function in addition to its form. For example, there are many ways of requesting someone to leave the room, varying from a polite conditional question such as ‘Would you mind leaving us alone for a few minutes?’ to a direct command – ‘Leave the room immediately!’. A functional approach to grammar is primarily concerned with what we are trying to do through language, and the linguistic means at our disposal to achieve these goals.
(c) The emphasis throughout the course is on how grammar varies according to context: moving in broad terms from how speech in general differs from writing in general (Block 1), to contrasting the way grammar works in different contexts such as conversation, academic writing, fiction and news (Blocks  2 and 3). Finally, we investigate how grammar works in specific professional contexts, including translation and the law (Block 5).
(d) Because the course focuses on grammar in context, we are not just concerned about grammar at the level of the individual sentence or phrase, but rather about whole texts (whether spoken or written) – in other words, grammar at the discourse level. At the same time, there is an increasing awareness amongst linguists of the way in which individual words or ‘lexical items’ contain their own grammatical possibilities and constraints – in other words, their own lexicogrammar. This issue has traditionally been a stumbling block for non-native speakers and translators. For example, if two verbs like ‘face’ and ‘confront’ are given as dictionary equivalents, how is it that English speakers normally only ‘face’ consequences and ‘confront’ fears, or that fears may on occasions be ‘not easily confrontable’ or ‘not amenable to confrontation’ but consequences are never *‘not easily faceable’ or *‘not amenable to facing’. (The asterisk indicates that you are not likely to meet this form in real life, so you are unlikely to see many asterisks in the body of this course.) It is only now, as a by-product of the computerised analysis of language that grammarians and lexicographers are able to categorise the behaviour of words in a comprehensive and systematic way, and are starting to recognise some of the common patterns of lexicogrammatical behaviour. Their discoveries often confound the expectations even of native speakers of English.
(e) Finally, the course focuses heavily on the application of grammar to real-life situations, and hence on the acquisition of useful skills. It is not just a matter of learning content but of learning how to do things – describe, analyse, interpret, argue – and, where appropriate, to apply this knowledge and skill to improving your own communication skills. 
We do not underestimate the time that is needed to acquire new skills, and for this reason have provided plenty of opportunities for you to consolidate your skills in a range of contexts, both print- and CD-ROM-based. It is important that you at least attempt all the activities, as otherwise you will find the assignments and project difficult to complete. It is also the case that skills, perhaps especially computer-based skills, have a tendency to fade when not in use. So, as you work your way through the course, you should expect to recycle skills that you developed earlier. However, we fully believe that your efforts will be rewarded in a deeper understanding of how the English language around you works.
13. Grammatical terminology
As with any specialised field of study, grammar has developed its own technical terminology, or ‘metalanguage’ (a language about language), to allow us to describe and discuss grammatical features in a more precise way.  However, because grammar has been studied for many centuries for a range of different purposes, and in relation to different languages, different traditions have been established, all of which use a slightly different terminology or use the same terms in a slightly different sense. Some terms that you may be familiar with from your previous study of grammar may not appear at all in this course.
Each time a new key term is introduced in the course, you will find that it has been emboldened as well as being indexed at the end of each Book. Occasionally the terms used in the course books do not correspond precisely to the terms used in your reference grammar or in some of the readings – sometimes because a different label has been attached to the same phenomenon, but more often because in different traditions slightly different understandings of terms have emerged. In case you begin to feel overwhelmed by all this complexity, all the key terms that you can expect to encounter in the course books and related material are separately defined in the Glossary [Section 22 below] along, where relevant, with any equivalent or similar terms from different grammatical traditions.
14. Use of Icons
Apart from the use of emboldening, Books 1–5 also use the following marginal icons, to indicate that you need to work with related materials:
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        refers to the Activities CD-ROM
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        refers to the Concordancer and Corpus CD-ROM
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          refers to a reading from the course reader or Readings Booklet
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            refers to use of your reference grammar.
For further details of each of these components, see Section 4 above
15. Guides to CD-ROMS

       15.1. Guide to the CD-ROMS 

       15.2. Guide to CR-1: Concordances 

       15.3. Guide to Grammatical Tags

15.1. Guide to the CD-ROMS 

Introduction 

There are two CD-ROMs: the Activities CD-ROM and the Concordancer and Corpus CD-ROM. 

Activities CD-ROM 

You can use the activities you need to install the software onto your computer. 

Installing the Activities CD-ROM 

1. Put the Activities CD-ROM into the CD-ROM drive.

2. From the Desktop, open My Computer, locate the CD-ROM ('E303 Activities') and open it. 

3. Locate the installer file E303 Activities Installer.exe (the file extension '.exe' may   not be visible as this depends on your Windows settings). Double click on it to start the installation and follow the onscreen instructions. 

4. If you accepted the default at the final window of the installation, the E303 Activities CD-ROM will open on the home page. 

5. Close the Activities CD-ROM until you are ready to work on the first set of activities. 

Running the Activities CD-ROM 

The Activities CD-ROM must be present in your CD-ROM drive when you work on an activity. 

The installer has placed an icon on your Desktop labelled 'E303 Activities' and a shortcut on your Start menu (Start/(All) Programs/E303 Activities). Either double click on the Desktop icon or use the Start menu shortcut to open the Activities CD-ROM when you are ready to carry out an activity. You are directed to the activities from the course books. 

Contents of the Activities CD-ROM 

There are four sections, as you can see from the home page in the screen shot.

· First Section: Foundation Grammar 


If you are new to the study of grammar it is best if you work systematically through the Foundation activities. This will build your confidence and prepare you for the rest of the course, as you will be introduced to identifying elements of English grammar. If you have completed U210A and U210B The English language: past, present and future, Parts 1 and 2, you may find some of this material familiar. However, it is best at least to skim-read the activities as there may be some differences between the terminology you are familiar with and how aspects of grammar are defined or classified in E303. 

· Second Section: Book 1 

Units 1-7 on the CD-ROM correspond to the units in the printed Book 1. In units 1 and 7 of the CD-ROM you will find the audio files and video clips referred to in the corresponding units in Book 1 (you will find them on the individual unit menu pages which you access from the home page). There are other audio files and video clips within some of the activities. 

· Third Section: Book 2 

Units 8-11 on the CD-ROM correspond to the units in Book 2. There are video clips and audio files within some of the activities. 

· Fourth Section: Book 3 

Units 12-16 on the CD-ROM correspond to the units in Book 3. In units 14, 15 and 16 on the CD-ROM you will find the audio files and video clips referred to in Book 3. 

Purpose of the activities 

These activities are to help you learn; they are not for testing purposes. If you get something wrong, you will receive feedback to help you find the right answer. For example, in many activities, a single 'beep' indicates that your answer is incorrect. You can make as many attempts as you like. 
Order in which activities can be carried out 

It is possible to do the activities in any order, but you will probably find it easier to do them in the order given, as they build on each other. 

Special features of the activities

· Instructions: at the top of each activity, there are instructions which tell you what to do. 
· Main activity text: this is the name given to the main area of the screen which is interactive in different ways, depending on the activity type. 

· Different activity types: there are several types, such as 'Highlight certain items' and 'Drag and drop into a small box'. Throughout the CD-ROM each type is programmed in the same way. 

· Help: if you need help to do an activity you can click on the 'Help' button     in the activity. This will open a document which tells you what to do and explains the buttons. You can keep this document open while you do the activity (you can work with two screens) or you can print it out. 

· Buttons: these are very small places on the screen which indicate different functions. The 'Help' button and its function is one example. To make the button 'do' its function, you click on it (or use the Return key on the keyboard). When you click on some buttons you will get a pop-up box. 

· Pop-up boxes: these are small windows which open or 'pop-up' when you click on certain buttons (or use the Return key on the keyboard). Pop-up boxes contain specific information directly relating to the activity you are doing, such as 'Background', 'Text' and 'Feedback'. They can be moved (in order to see material underneath) by clicking anywhere in the box, holding the mouse button down and dragging the box away. Using the keyboard, these boxes can be closed by using the Escape key. 

· Some activities have multi-media components: speaker icons for audio files and hyperlinks for videos. 

· Accessibility options: if you have a visual impairment you will find some options which make the activities more accessible (see details below). Also check the Windows accessibility options and consider changing your Display to 800 by 600 pixels. 

· Mouse or keyboard: you can do the activities using either the mouse or the keyboard. If you prefer the keyboard, you can find keyboard access details via the 'Help' button in the activity. 

Keyboard access 

You can get to and then do the activities using the keyboard. Certain keys are used for specific functions. The Tab key has a very important role to play. 

To reach any button (or listed item on the home page or unit menu pages): use the Tab key repeatedly. Each time you press the key, a button (or listed item) will be highlighted. Stop tabbing when you see the highlighting in the required place. 
Tab order: This is the sequence of buttons (or listed items on the home page or unit menu pages) which you see as you use the Tab key repeatedly. The sequence is particularly clear if you have the 'Tooltips' option switched on, and you can hear the sequence if you have the 'Text-to-speech' option switched on (see the accessibility options below). 
· To make a button 'do' its function: use the Return key. 

· To close a pop-up box: use the Escape key. 

· To scroll: tab, then use the page up and page down keys. 

· To close a video file: tab to the Close button and use the Return key. 

This is the general pattern. However, some activity types have a slightly different pattern. You will find an explanation for each type via the 'Help' button in each activity. 

You can get to the volume control and seek button by using the arrow keys, not the tabbing method. 

Features of the home page and the unit menu pages

	Onscreen 

appearance 
	Button or listed item 


	Purpose of function 


	Tab order 
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	Home page
	To see Foundation Grammar and Books 1-3 units 
	1
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	Accessibility 


	To find options for making the software accessible 
	2
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	Help 


	To find help on the current screen including keyboard access information 
	3
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	Print
	To print the current screen
	4
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	Listed items on the home 

page 


	To get to the Foundation 

Grammar and Books 1-3 

unit menu pages 
	5
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	Listed items on a unit 

menu page 
	To get to an activity 
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	Minimise 


	To convert the program 

into an icon 
	6
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	Exit 
	To leave the program 
	7


The two 'Help' documents on the CD-ROM are reproduced below, to give you an idea of what is to come. 

Highlight certain items 

General points 

· You can do the activity using either the mouse or the keyboard (more details below). 

· If you correctly identify items, they will be highlighted in the appropriate colour. 

· The first word of a phrase is shown in a darker shade. This will help you to see where one phrase ends and another begins.

· Sometimes, if you try to highlight a tricky item, you will see a clue to help you answer. 

· To see your progress, keep an eye on your score at the bottom of the screen. 

Mouse access 

· To highlight an item: click on a label, e.g.  Linking adverbial then click on the item(s) that you wish to associate with that label. 
· To move a pop-up box: click anywhere in the box, hold the mouse button down and drag the box away. 

Keyboard access: 
Make sure the mouse is not pointing in or near the main activity text area. 
· To select a label: use the '1' key on the main keyboard (not the number keypad) to select the first label (the one on the left). To select any other label use the 2, 3, 4, etc. keys. The label will be highlighted when you select it. Alternatively, you can use the Tab key repeatedly until you reach the label you require. 
· To reach an item you wish to highlight: use the arrow keys. The label will not look highlighted now: you can see your label selection by the colour of the thin rectangle near or around the first item in the activity text. 
· To highlight an item: use the spacebar. 
· To select any button: use the Tab key repeatedly. Each time you press the key, a button will be highlighted. Stop tabbing when the button you require is highlighted (see tab order below). 
· To make a button 'do' its function: use the Return key. 
· To close a pop-up box: use the Escape key. 
· To scroll: tab, then use page up and page down keys. 
· To close a video file: tab to the Close button and use the Return key. 
'Highlight certain items' activity type features 

	Onscreen appearance 
	Button or feature 
	Purpose of function 


	Tab order 

or key 
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	Labels 
	To indicate a category and its colour 
	Keys 1 - 8

	[image: image15.png]



	Activity text 
	To identify items associated with each category 
	Arrow 

Keys
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	Unit menu
	To get to other units or other activities in the same unit 
	1
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	Text 
	To read the whole text which the activity is based on 
	2
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	Background 
	To be reminded of relevant grammatical points 
	3
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	Feedback 
	After you have finished the activity, to read comments on the activity and or the answer 
	4
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	Answer
	After you have attempted the activity, to see the correct answer 
	5
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	Score 
	Your current progress is shown automatically 
	6
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	Progress 
	Not applicable in this type 
	7
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	Previous/Next 
	To get to the previous or next screen 
	8/9
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	Restart 
	To clear your work and start again 
	10
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	Accessibility 
	To find options for making the software accessible 


	11
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	Help 
	To find tips on how to do the activity, including specific keyboard access information 
	12
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	Print 
	To print the current screen 
	13
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	Minimise
	To convert the rogram into an icon 
	14
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	Exit 
	To leave the program 
	15


Drag and drop into a large box 

General points 

· You can do the activity using either the mouse or the keyboard (more details below).

· Sometimes, if you click a tricky item, you will see a clue to help you answer. 

· Once you have answered an item correctly, it will turn grey in the main activity text. 

· Your progress is indicated automatically (see below). 

Mouse access 

To answer 

· Click on an item and hold the mouse button down.

· Keep the button down as you drag the item from the activity text, until it is positioned in an appropriate box. 

· Drop the item into the box by releasing your hold on the mouse. 

To move a pop-up box: click anywhere in the box, hold the mouse button down and drag the box away. 

Keyboard access 

Make sure the mouse is not pointing in or near the main activity text area. 

Now follow this sequence: 

· To select a word or group of words: use the arrow keys.

· To place your selected item into the left-hand box: use the '1' key on the main keyboard (not the number keypad) or use the spacebar once.

· To place your selected item into any other box: use the 2, 3, 4 keys or use the spacebar until the item appears in the correct box. 

· To select any button: use the Tab key repeatedly. Each time you press the key, a button will be highlighted. Stop tabbing when the button you require is highlighted (see tab order in the table below). 

· To make a button 'do' its function: use the Return key. 

· To close a pop-up box: use the Escape key. 

· To scroll: tab, then use page up and page down keys. 

To close a video file: tab to the Close button and use the Return key. 

 (See table overleaf for 'drag and drop into a large box' activity type features.)

'Drag and drop into a large box' activity type features
	Onscreen appearance 
	Button or feature
	Purpose of function 


	Tab order 

or key 
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	Activity text 
	To select an item and put it into a large box 


	Arrow and 

number keys 
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	Unit menu
	To get to other units or other activities in the same unit 
	1
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	Text 
	To read the whole text which the activity is based on, or sometimes for relevant contextual information 
	2
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	Background 
	To be reminded of relevant grammatical points 
	3
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	Feedback 
	After you have finished the activity, to read comments on the activity and or the answers 
	4

	[image: image36.png]Answer




	Answer
	After you have attempted the activity, to see the correct answer(s) 
	5
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	Score 
	Your current progress is shown automatically 
	6
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	Progress 
	Not applicable in this type
	7
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	Previous/Next 
	To get to the previous or next screen 
	8/9
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	Restart 
	To clear your work and start again 
	10
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	Accessibility 
	To find options for making the software accessible 
	11
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	Help 
	To find tips on how to do the activity, including specific keyboard access information 
	12
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	Print 
	To print the current screen
	13
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	Minimise
	To convert the program into an icon 
	14
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	Exit 
	To leave the program
	15


Accessibility options details 

1     Select the [image: image47.png]


 button.

2     Tick the box (es) you require (keyboard: tab and spacebar). 

3     Save (keyboard: tab and spacebar).

	Onscreen appearance 
	Option 
	Purpose of function 
	Tab order 

	[image: image48.png]Usge tooltips?





	Tooltips 
	To see a description of a button's function when you hold the mouse pointer over it, or when you use the Tab key.
	1

	[image: image49.png]Use textio speech
conversion?




	Text-to-speech 

conversion
	To turn on/off the text-to-speech engine. When on, the screen is described using a speech synthesiser.
	2


Solving unexpected results 

Video not playing correctly 

If the video does not play at all and you have Windows 95, Windows 98a or Windows NT (first version) you will need to install the Windows Media Player available from the Microsoft website. 

Videos may fail to play or display the first video frame if the screen driver is incompatible with the operating system. Rather than install new drivers, this problem can be overcome by temporarily disabling DirectDraw. Go to Start/Run and type dxdiag in the Run box and then press OK. You will see a dialogue window headed DirectX Diagnostic Tool; click on the Display tab, then click on the Disable option for DirectDraw Acceleration and all other features (this can be reversed when you have finished using the E303 Activities CD-ROM). 

Audio not playing correctly 

If the audio sounds distorted, try switching off the hardware sound acceleration. This is done in a similar way as for video above. In this case, select the Sound tab and slide the acceleration slider fully to the left. 

If you experience a clicking sound when playing videos, check that your audio levels are adjusted correctly in Volume Control. Go to Start/(All) Programs/Accessories/Entertainment/Volume Control; check, for instance, that the TV tuner input (if you have one) is muted. 

With certain non-Intel processors running slower than 350 Mhz and a CD-ROM drive speed of less than 20×, the video controls are irritatingly slow to respond. 

Concordancer and Corpus CD-ROM 

This CD-ROM contains the BNC-OU (British National Corpus-Open University), and the installer for MonoConc Pro and the manuals. 

You will be using MonoConc Pro and the corpus for the first time in Book 1, Unit 2 Corpus and Grammatical Description. Unit 2 explains and discusses concordances and corpora before asking you to use MonoConc Pro and the BNC- OU. You can install the software when you reach that point in the unit. 

Installing the MonoConc Pro concordancer and the manuals 
· Put the Concondancer and Corpus CD-ROM into the CD-ROM drive. 

· From the Desktop, open My Computer, locate the CD-ROM ('E303 Corpus') and open it. 

· Locate the installer file MonoConcProInstall.exe (the file extension '.exe' may not be visible as this depends on your Windows settings). Double click on it to start the installation and follow the onscreen instructions. 

· If you accepted the default at the final window of the installation, MonoConc Pro will open - with a blank screen as no corpus files are loaded. 

· Close MonoConc Pro until you are ready to work on the first set of tasks. 

Running MonoConc Pro 

The CD-ROM contains the BNC-OU and so must be present in your CD-ROM drive when you work on a task. 

The installer has placed an icon on your Desktop labelled 'MonoConc Pro' and a shortcut on your Start menu (Start/(All) Programs/MonoConc Pro/MonoConc Pro). Either double click on the Desktop icon or use the Start menu shortcut to open MonoConc Pro when you are ready to carry out a task. 

Working with MonoConc Pro 
Any changes to settings (e.g. to the number of 'hits' to display) are automatically saved when MonoConc Pro is closed. Therefore the settings from the previous sessions are present when you next open MonoConc Pro. Corpus files are unloaded when MonoConc Pro is closed. Therefore corpus files have to be reloaded (or different ones loaded) when you next open MonoConc Pro. You are directed to the CD-ROM and the Corpus Tasks booklet from the course books. 

BNC-OU files 

The corpus files are on the CD-ROM. On opening the CD-ROM you will see four folders of corpus files: Corpus1, Corpus2, MiniCorpus and Bentley Text. These folders contain other folders and files as shown below
	Corpus 1
	Corpus 2
	Mini Corpus
	Bentley Text

	Speech
	Conversation (Speech)
	Various text files
	Bentley.txt

	Writing
	Academic
	
	

	
	Fiction
	
	

	
	News
	
	


The subfolders in Corpus1 and Corpus2 contain 'tagged' files of the stated genre, e.g. transcripts of spoken texts and conversations in the Speech corpus. 

Manuals

The installation has placed four manuals on your hard disk in the folder C:\(All) Programs\MonoConc Pro (assuming C: is your hard disk). Three are pdf documents so you need Adobe Reader on your computer in order to open them. If you do not have this application installed, ask your IT advisor or helpdesk (see the Course Guide for information about these services). One of the documents is in html and will open in your Web browser. 

You do not need to read these manuals unless directed to do so in the Corpus Tasks booklet (they are supplied mainly for interest). 

'Stop List' 

The installer has placed a file stoplist.txt on your hard disk in the folder C:\(All) Programs\MonoConc Pro. This file is used in certain tasks in Unit 8 and you will be directed to its use from the Corpus Tasks booklet. 

MiniCorpus 

The MiniCorpus folder is alongside the Corpus1 and Corpus2 folders at the top level on the CD-ROM. It contains some text files that you may need for a task in Unit 21. You will be directed to its use in the Corpus Tasks booklet. 

Uninstalling the concondancer and the manuals 

The concordancer program and all its associated files are uninstalled from the Windows Control Panel in the usual manner. Go to Start/Settings/Control Panel. Double click on Add/Remove Programs. When the list has loaded, browse to MonoConc Pro, highlight it and click on the Change/Remove button. Follow the onscreen instructions
15.2. A Brief Guide to CRD1: Concordances
 
	STEP
NO
	ACTION

	RESULT/DESCRIPTION

	1.
	Place CDR-1 into CD-Rom Drive
	 
 

	2.
	From  My Computer  on your desktop click on  E303 Corpus 
	This will give you five options. The last option on the list is: MonoConcProInstallerAOU.

	3.
	Click on MonoConcProInstallerAOU. 
Follow instructions on your pc. 
	Installation will take approx. 1 minute. - - When finished, you will see a window titled MonoConc Pro ( top left-hand corner)

	4.
	Click on File menu. 
	This will give you different options.

	5.
	Click on Load Corpus File(s)
	This gives you a window titled Select Files to Open. 

	6.
	Pull down Select Files to Open menu by clicking on it.
	This  window has 5 options including Corpus 1
 

	7.
	CLICK on Corpus 1
	This gives you two Folders
- Speech   & - Writing

	8.
	Click on   the Writing folder
	You should see a long list of files (in 5 columns)

	9.
	PRESS CTR-L (i.e. hold down the Control Key and press the “A” key at the same time )
	All file names will be HIGHLIGHTED
 

	10.
	CLICK on the OPEN button (Or PRESS the RETURN key)
	- A new small window (titled Corpus Text) will appear inside MonoConc Pro window. It will track the progress of the PROGRAM as it OPENS all of these Files.  
- Wait until this is completed (approx. 1 minute)
- Now you have selected your CORPUS (152 files as you can see in bottom left-hand corner). But you will not be able to read/understand the information inside the small window (i.e. Corpus Text window) because it is computer language/tags. So you must SUPPRESS these tags.

	11.
	MOVER MOUSE to the Corpus Text    menu (at the top of the MonoConc Pro window). Click on the menu and HIGHLIGHT the Suppress option. 
	Another little menu (with 3 options) will appear.
 
 

	12.
	From this little window SELECT Tags    by CLICKING on it. 
 
	- You will see some information that you can read about the text.
- Now you are ready to start searching the Writing Corpus

	13.
	Click on Concordance menu & SELECT BNC Search by clicking on it.
	A new window titled BNC Search appears.
 

	14.
	In the vacant (unshaded) space type (in small letters) the word you wish to investigate  (e.g. drive)
	- A small window (Searching for [drive]) appears tracking the progress of the matches. (approx. 1 minute)
- This will give you 272 matches (examples). 
- Now you can study the examples, look at the various uses of the word drive, etc. 
- You can also do further searches (e.g. what comes before and after the word drive, collocations, frequency counts, etc.).  
- Let us begin with ”what comes after the word drive”

	15.
	Click on  Sort
	You will see a menu with 9  options including 1st Right.

	16.
	Click on  1st Right
	A submenu with 5 options including No Second Sort will appear.

	17.
	Click on  No Second Sort
	The 272 Examples (matches) will be automatically arranged in alphabetical ordering according to the first word that immediately follows drive : e.g.
· drive a …. 

· drive along ….. 

· drive away … 

· drive back …. 

· drive down ….. 

· drive in/into …… 



15.3. Grammatical Tags with Brief Definitions and Clarifications
  
All the 100 million words of the British National Corpus (BNC) have been grammatically tagged: that is, a label is attached to each of them, indicating its grammatical class, or part of speech. All punctuation marks in the corpus are also grammatically tagged (however, the punctuation marks are omitted from all word counts, for example when calculating size of texts). 
Each tag consists of three characters as follows:

(i) Generally, the first two  characters indicate the general part of speech (e.g. AJ for Adjective); 
(ii) The third character is used to indicate a subcategory (e.g. AJS for Superlative Adjective).
 
NOTES: 
1.  When the most general, unmarked category of a part of speech is indicated, in general the third character is 0. (For example, AJ0 is the tag for the most general class of adjectives such as old, beautiful, etc..)
2. Total number of grammatical tags in the BNC Basic Tagset: 61
3. Grammatical Classes and symbols in the table below are arranged in alphabetical ordering except for the last two items (i.e. Nos 60 & 61). See also the list of Ambiguity Tags below. 
 
.
	NO
	CLASS
	SYMBOL
	PART OF SPEECH & EXAMPLES


	1.   
	ADJECTIVES
	AJ0
	Adjective (general or positive): (e.g. good, old, beautiful)

	2.   
	 
	AJC

	Comparative adjective:  (e.g. better, older)

	3.   
	 
	AJS

	Superlative adjective: (e.g. best, oldest)

	4.   
	ARTICLES
 
	AT0
	Article: (e.g. the, a, an, no) [N.B. no is included among articles, which are defined here as determiner words which typically begin a noun phrase, but which cannot occur as the head of a noun phrase.]

	5.   
	ADVERBS
 
	AV0
	General adverb: an adverb not subclassified as AVP or AVQ (see below) (e.g. often, well, longer (adv.), furthest. [Note that adverbs, unlike adjectives, are not tagged as positive, comparative, or superlative. This is because of the relative rarity of comparative and superlative adverbs.]

	6.   
	 
	AVP
	Adverb particle:  (e.g. up, off, out) [N.B. AVP is used for such "prepositional adverbs", whether or not they are used idiomatically in a phrasal verb: e.g. in 'Come out here' and 'I can't hold out any longer', the same AVP tag is used for out.

	7.   
	 
	AVQ
	Wh-adverb (e.g. when, where, how, why, wherever) [The same tag is used, whether the word occurs in interrogative or relative use.]

	8.   
	CONJUNCTIONS
	CJC

	Coordinating conjunction (e.g. and, or, but)

	9.   
	 
	CJS

	Subordinating conjunction: (e.g. although, when)

	10.   
	 
	CJT
	The subordinating conjunction that : [N.B. that is tagged CJT when it introduces not only a nominal clause, but also a relative clause, as in 'the day that follows Christmas'. Some theories treat that here as a relative pronoun, whereas others treat it as a conjunction. We have adopted the latter analysis.]

	11.   
	CARDINALS
	CRD

	Cardinal number:  (e.g. one, 3, fifty-five, 3609)

	12.   
	DETERMINERS
	DPS

	Possessive determiner:  (e.g. your, their, his)

	13.   
	 
	DT0
	General determiner: i.e. a determiner which is not a DTQ (see below). [Here a determiner is defined as a word which typically occurs either as the first word in a noun phrase, or as the head of a noun phrase. E.g. This is tagged DT0 both in 'This is my house' and in 'This house is mine'.]

	14.   
	 
	DTQ
	Wh-determiner:  (e.g. which, what, whose, whichever) [The category of determiner here is defined as for DT0 above. These words are tagged as wh-determiners whether they occur in interrogative use or in relative use.]

	15.   
	EXISTENTIALS
	EX0
	Existential there:  i.e. there occurring in the there is ... or there are ... construction

	16.   
	INTERJECTIONS
	ITJ
	Interjection or other isolate:  (e.g. oh, yes, mhm, wow)

	17.   
	NOUNS
	NN0
	Common noun, neutral for number:  (e.g. aircraft, data, committee) [N.B. Singular collective nouns such as committee and team are tagged NN0, on the grounds that they are capable of taking singular or plural agreement with the following verb: e.g. 'The committee disagrees/disagree'.]

	18.   
	 
	NN1
	Singular common noun:  (e.g. pencil, goose, time, revelation)

	19.   
	 
	NN2
	Plural common noun:  (e.g. pencils, geese, times, revelations)

	20.   
	 
	NP0
	Proper noun: (e.g. London, Michael, Mars, IBM) [N.B. the distinction between singular and plural proper nouns is not indicated in the tagset, plural proper nouns being a comparative rarity.]

	21.   
	ORDINALS
 
	ORD
	Ordinal numeral:  (e.g. first, sixth, 77th, last). [N.B. The ORD tag is used whether these words are used in a nominal or in an adverbial role. Next and last, as "general ordinals", are also assigned to this category.]

	22.   
	PRONOUNS
 
	PNI
	Indefinite pronoun:  (e.g. none, everything, one [as pronoun], nobody) [N.B. This tag applies to words which always function as [heads of] noun phrases. Words like some and these, which can also occur before a noun head in an article-like function, are tagged as determiners (see DT0 and AT0 above).]

	23.   
	 
	PNP
	Personal pronoun:  (e.g. I, you, them, ours) [Note that possessive pronouns like ours and theirs are tagged as personal pronouns.]

	24.   
	 
	PNQ
	Wh-pronoun:  (e.g. who, whoever, whom) [N.B. These words are tagged as wh-pronouns whether they occur in interrogative or in relative use.] 

	25.   
	 
	PNX
	Reflexive pronoun:  (e.g. myself, yourself, itself, ourselves)


	26.   
	POSSESSIVES
 
	POS
	The possessive or genitive marker 's or ':  (e.g. for 'Peter's or somebody else's', the sequence of tags is: NP0 POS CJC PNI AV0 POS)

	27.   
	PREPOSITIONS
 
	PRF
	The preposition of:  Because of its frequency and its almost exclusively postnominal function, of is assigned a special tag of its own.

	28.   
	 
	PRP
	Preposition (except for of): (e.g. about, at, in, on, on behalf of, with)

	29.   
	PUNCTUATION
	PUL

	Punctuation: left bracket - i.e. ( or [

	30.   
	 
	PUN
	Punctuation: general separating mark - i.e.  . , ! ,  : ; -  or ?

	31.   
	 
	PUQ

	Punctuation: quotation mark - i.e. ' or "

	32.   
	 
	PUR

	Punctuation: right bracket - i.e. ) or ]

	33.   
	TO-INFINITIVE MARKER
	TO0
	Infinitive marker to 

	34.   
	UNCLASSIFIED ITEMS
 
	UNC
	Unclassified items which are not appropriately classified as items of the English lexicon. [Items tagged UNC include foreign (non-English) words, special typographical symbols, formulae, and (in spoken language) hesitation fillers such as er and erm.]

	35.   
	VERBS/BE
 
	VBB
	The present tense forms of the verb BE, except for is, 's: i.e. am, are, 'm, 're and be [subjunctive or imperative]

	36.   
	 
	VBD
	The past tense forms of the verb BE: was and were

	37.   
	 
	VBG

	The -ing form of the verb BE: being

	38.   
	 
	VBI

	The infinitive form of the verb BE: be

	39.   
	 
	VBN
	The past participle form of the verb BE: been

	40.   
	 
	VBZ

	The -s form of the verb BE: is, 's

	41.   
	VERBS/DO
	VDB

	The finite base form of the verb DO: do

	42.   
	 
	VDD

	The past tense form of the verb DO: did

	43.   
	 
	VDG

	The -ing form of the verb DO: doing

	44.   
	 
	VDI

	The infinitive form of the verb DO: do

	45.   
	 
	VDN
	The past participle form of the verb DO: done

	46.   
	 
	VDZ

	The -s form of the verb DO: does, 's

	47.   
	VERBS/HAVE
	VHB
	The finite base form of the verb HAVE: have, 've

	48.   
	 
	VHD
	The past tense form of the verb HAVE: had, 'd

	49.   
	 
	VHG

	The -ing form of the verb HAVE: having

	50.   
	 
	VHI
	The infinitive form of the verb HAVE: have

	51.   
	 
	VHN
	The past participle form of the verb HAVE: had

	52.   
	 
	VHZ

	The -s form of the verb HAVE: has, 's

	53.   
	VERBS/MODALS
	VM0
	Modal auxiliary verb: (e.g. will, would, can, could, 'll, 'd)

	54.   
	VERBS/LEXICAL
	VVB
	The finite base form of lexical verbs: (e.g. forget, send, live, return) [Including the imperative and present subjunctive]

	55.   
	 
	VVD
	The past tense form of lexical verbs: (e.g. forgot, sent, lived, returned)

	56.   
	 
	VVG
	The -ing form of lexical verbs: (e.g. forgetting, sending, living, returning)

	57.   
	 
	VVI
	The infinitive form of lexical verbs: (e.g. forget, send, live, return)

	58.   
	 
	VVN
	The past participle form of lexical verbs: (e.g. forgotten, sent, lived, returned)

	59.   
	 
	VVZ
	The -s form of lexical verbs: (e.g. forgets, sends, lives, returns)

	60.   
	NEGATIVE PARTICLE
	XX0
	The negative particle not or n't 

	61.   
	ALPHABETICAL SYMBOLS
	ZZ0
	Alphabetical symbols: (e.g. A, a, B, b, c, d)


 
A List of Ambiguity Tags:
The corpus contains some ambiguous taggings, shown in the form of ambiguity tags such as VVD-VVN, which indicates that the automatic tagger (i.e. the system)  was unable to decide, with sufficient likelihood of success, which was the correct category, VVD (past tense verb) or VVN (past participle), and so left two possibilities for the users to disambiguate.   The following is a list of these tags:
· AJ0-AV0  // AJ0-VVN // AJ0-VVD  // AJ0-NN1 // AJ0-VVG
· AVP-PRP  // AVQ-CJS 
· CJS-PRP // CJT-DT0 //  CRD-PNI
· NN1-NP0 // NN1-VVB // NN1-VVG  // NN2-VVZ 

· VVD-VVN
16. E303 (A & B) STUDY CALENDARS
16.1. E303A STUDY CALENDAR

	Study Weeks & Tutorials
	TEXT

Course Books


	CD-ROM (CDR) &

Corpus Tasks Booklet 
	Readings 

Author & Chapter 
	Set Book

Section No.
	TMAs & MTA

 

	1
	Book 1:  Getting Started : Unit 1
	CDR2: Foundation Grammar Activities;  Activities/Unit 1
	
	
	

	2
	Unit 2


	CDR1: Corpus tasks/Unit 2

CDR2: Activities/Unit 2
	1: (Tognini-Bonelli)
	1.1-1.4

2.1-2.6
	

	3
	Unit 3
	CDR1: Corpus task/Unit 3

CDR2: Activities/Unit 3
	2: Carter

Sections 1-5
	
	

	4
	Unit 4
	CDR2: Activities/Unit 4
	2: Carter,  Section 6 
	4.5 & 4.6
	

	5
	Unit 5
	CDR2: Activities/Unit 5
	4: Martin;  Sections 1-3 
	5.2; 5.8; 5.9 ; 6.6
	

	6
	Unit 6

 &

 Unit 7
	CDR1: Corpus tasks/Unit 6

CDR2: Activities/ Unit 6

CDR2: Activities/Unit 7
	4: Martin

 Sections 3-5
	8.1-8.14; 10.5.2; 13.4;  13.2.5; 13.3.1
	TMA (01)

	7
	Book 2:  Getting Inside English Unit 8 
	CDR1: Corpus tasks/Unit 8

CDR2: Activities /Unit 8
	3: Biber & Conrad
	
	

	8
	Unit 9
	CDR2: Activities / Unit 9
	5: Halliday
	
	

	9
	Unit 10
	CDR1:Corpus tasks /Unit10

CDR2: Activities/Unit 10
	6: Hewings & Hewings
	
	

	10
	Unit 11
	CDR2: Activities/Unit 11
	11:  Goatly
	
	MTA

	11
	Book 3: Getting Practical : Unit 12
	CDR2: Activities/Unit 12
	
	
	

	12
	Unit 13
	CDR2: Activities/Unit 13
	14: Stubbs
	
	

	13
	Unit 14
	CDR2: Activities/Unit 14
	8 : Hewings & Coffin
	
	TMA (02)

	14
	Unit 15 & 

Unit 16
	CDR2: Activities/Unit  15

CDR2: Activities /Unit 16
	
	4.10.3-4
	

	15
	REVISION
	
	
	
	

	16
	FINAL EXAM


16.2. E303B STUDY CALENDAR

	Study Weeks

&

Tutorials
	TEXT

Course Books


	CD-ROM (CDR) &

Corpus Tasks Booklet for CDR1
	Course Readings 

Chapter No. & Author
	Set Book

Section No.
	TMAs & MTAs

No  &Cut-off Date

	1. 
	Introduction
	- Reviewing E303A

- Establishing links between E303A & E303B
	
	
	

	2. 
	Book 4: Getting Down to It

Unit 17
	CDR1: Corpus tasks/ Unit 17
	10:    Francis & Kramer-Dahl 
	
	

	3. 
	Unit 18 
	CDR1: Corpus tasks/Unit 18
	7: Hiller


	
	

	4. 
	Unit 19
	CDR1: Corpus tasks/Unit 19
	
	
	

	5. 
	Unit 20
	
	12 : Koller & Maunter
	
	

	6. 
	Unit 21
	CDR1: Corpus tasks/ Unit 21


	15: O’Halloran & Coffin  & 

14: Stubbs

 Sections 6.8-9 
	
	TMA (01)

end of week 7

	7. 
	
	
	
	
	

	8. 
	Book 5: 

Getting to Work

Unit 22


	CDR1: Bentley Text                                                                                                                                                  
	Readings Booklet

- Coulthard 

-  Craig
	
	

	9. 
	Unit 23
	
	- Bake

-Georgakopoulou
	
	MTA 

(date to be announced)

	10. 
	Unit 24
	CDR1: Corpus tasks/Unit 22
	- Sinclair
- Goldsmith
	
	

	11. 
	
	
	
	
	

	12. 
	Unit 25
	
	- McCarthy & Carte
- Dare & Polias

+

Course Book Extracts 1-13
	
	TMA (02)

end of week 13

	13. 
	
	
	
	
	

	14. 
	REVISION
	
	
	
	

	15. 
	SPECIMEN EXAMINATION PAPER
	
	
	
	

	16. 
	FINAL EXAM




17. Course Curriculum Map: E303A & E303B

T: tutorial; TMA: tutor marked assignment; MTA: mid-term assessment; RP: research project; OH: office hours; F: final exam

	Learning Outcomes
	Part

	
	E303A
	E303B

	(A) Knowledge and understanding  : When you complete your studies for the course, you will have introductory knowledge and understanding of:


	
	

	- the major characteristics of English grammar, and how the language may be described and analysed, using appropriate linguistic terminology (based broadly on a functional grammatical model)
	 T, OH

TMA2,

 MTA,

F
	RP,

MTA, 

F

	- the nature of linguistic evidence and different methods used in the collection and analysis of language data
	T, OH
	T 

OH 

RP

	- the relevance of grammar to a range of real-life contexts.
	T, OH
	 T,

RP,

MTA

	(B) Cognitive skills : When you complete your studies for this course, you will be able to:


	
	

	- analyse and describe major grammatical structures in English, using appropriate terminology and specialised software
	T,

TMA1,

F
	T, 

RP,

OH, 

F

	- interpret spoken and written linguistic data, showing an understanding of how grammatical forms relate to meaning
	T,

TMA2,

F
	T, 

OH,

 RP,

F

	- critically evaluate grammatical evidence, in the light of alternative explanations, arguments and theories
	TMA1,

F, OH
	OH,

RP,

F

	- construct an extended academic argument, supported by evidence and following academic conventions
	TMA2,

F
	OH,

RP,

F

	- apply such analysis and description, interpretation, critical evaluation and argumentation to authentic linguistic data beyond the course materials


	OH
	RP

OH

	(C) Practical and/or professional skills and attributes : When you complete your studies for the course, you will be able to:


	
	

	- work independently, scheduling tasks and managing time effectively
	TMA1,2 
	RP, TMA1, 

	- handle substantial amounts of complex information
	TMA2,

F
	RP, 

	- assess the value of evidence critically (including simple statistical data)
	TMA1,

F
	RP,

F

	- make independent judgements
	TMA2
	RP, TMA1,

	- construct coherent written arguments, supported by relevant evidence, appropriately referenced


	TMA2
	RP

	- plan and undertake small-scale research
	
	 TMA1

 RP

	(D) Key skills: When you have completed the course you will be able to:


	
	

	- Communication
	
	

	- identify and evaluate the relevance of information from a variety of sources
	T, OH, TMA2,

F
	 T,  OH,

RP,

F

	- synthesise and organise information and evaluate its significance critically
	TMA2,

F, T, OH
	RP,

F, T, OH

	- construct a coherent argument, clearly focused on the topic under discussion
	TMA2,

F, T, OH
	RP, TMA1, T, OH

F

	- develop good academic practice in the acknowledgement of source material and presentation of bibliographies


	TMA1,2
	RP, TMA1,

	- present written work to a high standard
	TMA1,2
	- TMA1

- RP

	- respond to tutor feedback about improving the effectiveness of written communication


	TMA1,2 F, 
	TMA1, RP, F

	- develop the skills of independent research.


	
	RP

	· Application of Number
	
	

	- understand, interpret and discuss statistical data in the form of graphs, tables and diagrams.


	
	RP

	- Information Technology


	
	

	- understand, interpret and discuss corpus linguistic data with the help of a concordancer.
	TMA1
	RP




18. General guidance on writing assignments (TMAs)
The notes below give general advice on planning and writing assignments. Some of this may be familiar to you if you have previously studied courses in related areas. If you have had limited experience of academic writing, you should pay particular attention to the advice given here and, if necessary, ask your tutor for help in putting it into practice. Similarly, if the question is not clear to you, contact your tutor in the first instance. He or she should be able to help you sort out any confusion.

More specific guidance is given for each TMA in your Assignment Booklet.
Using the Course Material

Your assignments are meant to provide evidence that you have read, understood and, where appropriate, applied the E303 course materials. You may refer to other relevant sources of evidence if you wish, or as called upon by the question (particularly in relation to E303B TMAs), but your assignments will be assessed primarily on your knowledge, understanding and application of the course materials in addressing the question set. This criterion applies to all of the E303 assignments, even those which require you to apply the knowledge and skills that you have acquired. Whatever the source of your evidence, remember that it is not sufficient simply to reproduce it – you need to use it to advance your argument.

18.2. Structuring and Drafting your Assignments

Because E303 is a course designed to help you develop particular skills, you will be given  [in your Assignment Booklet ] clear guidelines on how to approach each assignment. However, it is still important that you draft your work carefully before committing to the final text. Most writers change things as they write.

In the case of the more discursive assignments in E303B, you need to pay particular attention to the development of your argument – perhaps drawing on what you have learnt about academic writing from your reading of Blocks  1–3 of the course. Some people find it easier to write the introduction last of all, when they know what it is they are introducing. Others prefer to write the introduction first, outlining what they are going to do, and then refer back to it when writing the rest of their answer. In either case, reread the introduction when you have finished writing the assignment to make sure that it does indeed outline the work that you have written.

Structure the main body of your answer carefully, developing ideas and arguments systematically. Try to include ‘signposts’ to help your reader. For example, draw points together at the end of a section, and then indicate how you are going to follow on from these in the next section. Do not be afraid to use subheadings in the final version if you want to. This may be a departure from conventions you are used to. However, headings can help you to structure your argument and to see more clearly where you are in danger of including irrelevant material. 

Finally, remember not to introduce new points in your conclusion.

18.3. Writing Your Assignments

You are expected to write your assignments in English of a standard reflecting honours-level undergraduate study. Your mark will suffer if your TMA is not written in good English (grammar, vocabulary, spelling, writing techniques, etc.). Indeed, the overall standard of your English should be high and this is reflected in the course assessment criteria (see below).

When you have finished your assignment, read it through carefully. Check that it is clear and provides a full answer to the question. If you are unsure about your writing style, you could ask a friend or colleague to read through a draft and tell you of any points that are unclear. At this point you should also check aspects of presentation (spelling, punctuation, verb concord, etc.).

If you feel that you need additional support with academic writing, or if you have any specific difficulties (e.g. with spelling), you should discuss this with your tutor early on in the course and try to work out a way of minimising any problems.
18.4. What Constitutes Plagiarism or Cheating?

If you submit an assignment that contains work that is not your own, without indicating this to the marker (acknowledging your sources), you are committing ‘plagiarism’. This might occur in an assignment when you:

· use a choice phrase or sentence that you have come across

· copy word-for-word directly from a text

· paraphrase the words from a text very closely

· use text downloaded from the Internet

· borrow statistics or assembled facts from another person or source

· copy or download figures, photographs, pictures or diagrams without acknowledging your sources

· copy from the notes or essays of a fellow student

· copy from your own notes, on a text, tutorial, video or lecture, which contain direct quotations.

Plagiarism may occur inadvertently due to inexperience. So read carefully all the course-specific study advice, especially statements concerning plagiarism and how to reference your sources [See Section 18.5 below]..

Where plagiarised material is included in TMAs, tutors are likely to notice the shifts in language competence and style and thus may be aware of the source. Seek their advice on this early on in your study. The temptation to plagiarise may arise from lack of self-confidence or from a lack of understanding about the aims of the assessment and about what is required of you.

TMAs provide a vehicle for assessing your performance during your course and contribute to your overall course result. However, they also assist you in understanding your subject and aid your learning on the course. When you attempt to use the ideas and terms of the course independently, you learn more thoroughly and develop your own writing style. You are likely to perform better in examinations if you have learned how to write your own answers to questions in TMAs. By submitting work that is not your own, you are denying yourself the benefit of this valuable learning strategy. Copying the work of others would be counter-productive to your goal of understanding the course work and to real achievement. Most students will not wish to take such a negative approach to studying, and the University does not tolerate it.

Although you are encouraged to show the results of your reading by referring to and quoting from works on your subject, copying from such sources without acknowledgement is deemed to be plagiarism and will not be accepted by the University. You are encouraged to collaborate with others in studying, but submitted work copied from or written jointly with others is not acceptable, unless collaboration is required in the particular assignment. Therefore in future you will be asked to sign a statement to confirm that all assessment work you have submitted is your own.

Submitting work that has been done by someone else and persistent borrowing of other people’s work without citation are obvious instances of plagiarism and are regarded as cheating. Paying for work from other sources and submitting it as your own is also cheating. It is intellectually dishonest to cheat and thus give one student an unfair advantage over others.
 If a case of plagiarism is proven, this is a serious offence and the Arab Open University disciplinary procedures will be followed. 
18.5. Referencing Conventions

Whether you are quoting directly or simply referring to source material, academic convention requires that you should acknowledge where your information has come from. Always cite your sources in the body of your text, and give references as appropriate at the end. You may find it helpful to take note of the style adopted by the course authors, as well as using the guidance on referencing conventions provided below.
The most commonly used method of referencing, and the one which is adopted in your E303 course texts, is the Harvard System. This involves indicating your source of information briefly in the text with the author’s surname and the date of publication (usually within parentheses), and then providing full details of the publication in a list of references at the end. Please note that if you are quoting material directly, you will need to include the page number(s) with the in-text reference.

Below are three examples of in-text references: the first accompanies a summary of what the author has written; the second and third are alternative ways of referencing a direct quotation.

First Example:

· Firth (1957) was one of the first to argue that language must be interpreted in its context of situation.

Second Example:

· Firth (1957, p. 193) stated that ‘speech events have to be apprehended in their contexts’.

Third Example:

· Firth stated that ‘speech events have to be apprehended in their contexts’ (1957, p. 193).

Frequently you may want to reference the ideas or evidence from scholars other than the coursebook authors themselves, as presented in the course materials. These are known as secondary sources and need to be dealt with in a slightly different way. The important thing to remember is that you need to indicate to your reader the source you have used, as well as crediting the originator of the idea. Therefore you might write, for example:

· Firth (1957, cited in Tognini-Bonelli, 2001) is credited with developing the contextual theory of meaning.

The reference list at the end of your piece of work shows all (and only) those publications to which you have referred in the text. The full references for the two examples above would be:

· Firth, J. R. (1957) Papers in Linguistics 1934–51, Oxford, Oxford University Press.

· Tognini-Bonelli, E. (2001) Corpus Linguistics at Work, Amsterdam, John Benjamins.

This reference enables readers to look up the original source if they wish.

All references, then, come in two parts:

(a) a ‘flag’ in your text providing minimum information to identify the publication referred to

(b) full details in the list of references at the end of your work.

In your final list of references, the author(s), date, title and publication details appear in that order. The titles of books, journals, and magazines should be set in italics (if you are handwriting, then the convention is to use underlining instead of italics); the titles of articles, chapters and journal extracts should be enclosed in inverted commas. For example:

· Biber, D. (1990) ‘Methodological issues regarding corpus-based analyses of linguistic variation’, Literary and Linguistic Computing, vol. 5, no. 4, pp. 257–69.

If you are using electronic material, such as documents from the World Wide Web, these will also need to go in the list of references. They may include as many of the following as are available, with the last two items being essential:

· the author’s surname and initial(s)

· the year of publication (in brackets)

· the title of the document (in inverted commas)

· the publisher

· the website URL

· the date on which the site was accessed.

Here is an example:

Plain English Campaign (2003) ‘Plain English translations’, 
http://www.plainenglish.co.uk/translations.html (accessed 31 July 2003).

You do not need to include a full reference when referring to E303 course materials such as course books or CD-ROMs. In this case, it is acceptable just to list these as follows:

E303 Book 3 Unit 15

E303 Activities CD-ROM Book 3 Unit 13 Activity 2.

18.6. Completing and Submitting your Assignments

When writing your assignment:

· use A4-sized paper
· put your name, registration number  and the assignment question and number at the top of every sheet.

As this course requires you to have access to word-processing technology, you should ideally word-process your answer but, if for any reason this is not possible, handwrite it as clearly as you can. In either case, make sure you leave sufficient space on each page, including wide margins, for your tutor to make comments.

You should hand in your TMA to your tutor by the cut-off date identified in the Assignment Booklet. A standard TMA Cover Form is included in your Assignment Booklet. Attach one of these to each TMA you submit. Please ensure that you complete the TMA Cover Form   correctly. We recommend that you keep a copy of each assignment for reference and as a safeguard against the unlikely event that your submitted TMA is lost in the post.

If you think you may be late in submitting an assignment, consult your tutor as soon as you can (and, in any case, before the submission date).

Posting TMAs and/or tutor comments on OU conferences or other means of public distribution is not permitted.
18.7. Marking and Grading
E303 generic marking criteria

In all the E303 assignments, and in the examination, your work will be assessed according to the following generic marking criteria, which are based on the Learning Outcomes described in above:
· the relevance of your answer to the specific question set
· the extent to which you display knowledge and understanding of the course material
· the extent to which you demonstrate the skills of linguistic analysis and description
· the extent to which you demonstrate critical interpretation and evaluation of linguistic evidence
· the extent to which you construct a persuasive academic argument, well supported by evidence
· the clarity of your expression and your use of academic conventions
·  (particularly in the case of the small-scale research project you are required to do in E303B ) the extent to which you demonstrate the skills of independent study.

In deciding upon the grade awarded to your assignment, your tutor will make use of these generic marking criteria in conjunction with the Marking Grid described below. 
Your tutor’s comments on your TMA Cover Form [see Section 18.8 below], together with annotations on your script; will supply significant information about your performance. When you get your work back, you should read your tutor’s comments carefully, taking note (for the benefit of future assignments and examination preparation) of what seem to be your strengths and weaknesses. The marking criteria chart below should help you with this. 
You should allow yourself the time to reflect on your work in the light of the tutor’s comments and to consider whether some of the advice can be applied to the next assignment. There may be comments that you do not understand or do not agree with. In this event, your tutor will be ready to discuss these with you. The personalised advice that you receive is likely to be one of your most valuable learning resources; do use it.
Marking Grid

	GRADE
	CONTENT
	LANGUAGE & ORGANIZATION

	A


	Excellent answers showing confident and wide-ranging knowledge of core material, good understanding of any relevant theory, and a capacity to address the question in a structural, direct and effective way, thoughtfully and with insight. Originality of thought or ideas from outside the course are an added asset. Examples are to the point. 
	Has an introduction defining plan of essay.

Body divided into several paragraphs

- Conclusion which directly relates arguments to topic.

- Evidence that essay has been edited.

- Error-free grammar & register.

- Wide range of specialized terminology.

	B to B+


	Very good answers showing secure knowledge of course materials. Adopting an analytical approach and providing relevant discussion covering most of the key issues. Distinguished from A answers by being less insightful or by showing less comprehensive knowledge of the course. 
	 First four criteria above maintained

- Demonstrates extensive  grammar control.

- Terminology specialized but   less varied.

	C to C+


	Competent answers reflecting adequate knowledge of the more directly relevant course material and concepts, with reasonable structure and adequate coherence related to the question set.
	- Introduction and/or conclusion  short but still satisfactory. 

- Evidence of editing.

- Less grammar control than above.

- Good range of specialized terminology.

	D


	Answers which omit some concepts /evidence and/or lack coherence /structure, and/or make minor errors while still demonstrating basic understanding. Or Bare pass answers which show awareness of some relevant material and attempt to relate it to the question.
	- Introduction and/or conclusion short but acceptable. 

- no evidence of editing.

- Few grammatical errors that impede communication.

- Above average range of specialized terminology.

- Slightly confused introduction and/or conclusion, but body still fair.
- No evidence of editing.

- Some error types that impede communication.

- Fair range of specialized terminology.

	F


	Bare fail answers which attempt to draw upon relevant material but do not reflect sufficient knowledge of the course and/or neglect the focus required by the question, and/or are incomplete in some important aspects whilst being acceptable in others.
	- No introduction and /or no conclusion.

- Body badly organized or  irrelevant.

- Poor grammar control (extremely limited range of grammar & register).

- Limited or not specialized range of terminology. 




18.8. TMA Cover Form
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19. GUIDE TO DOING A SMALL-SCALE RESEARCH PROJECT:  E303B [TMA 01]
19.1. Project Proposal [E303B]
This assignment relates to your study of Part 4 of E303, and represents 15% of the overall continuous assessment score. It is a proposal for the small-scale piece of research which will form TMA 02.

You should write no more than 1,500 words, excluding references and any appendices. Please indicate at the end of your essay the number of words you have used.

Before you start this assignment, refer to the general guidance on completing and submitting your assignments, as well as the Marking Grid in Section 18 above.

A small-scale research project provides an opportunity for you to apply some of the analytical tools, skills and ideas that you have acquired in the course, to relate them to your own particular interests in grammar and language use, and to give you experience of, and insights into, the realities of conducting research.

In your project proposal you will set out your plan for your project. Your tutor will comment on the appropriateness and feasibility of your plan, which should help you to develop project ideas and improve the quality of your project work and report. You need to be willing to make significant adaptations to your project aims and design in the light of feedback.

Guidance notes on choosing a topic

You are free to choose a topic that interests you from any part of the course
. In order to develop your project topic, you need to:

· identify key questions or issues you wish to investigate

· decide which method or methods will best enable you to collect and analyse appropriate data

· locate any ideas or relevant research in the course material that will support the project

· map out the practical detail and timescale for the project.

This process should help you narrow down from a number of potentially interesting topics to one that is manageable. 
Below is a list of suggestions for your project. These will give you a sense of the scope you should aim for. If you wish, you may choose one of the following sample topics, modifying it and adapting it to make it relevant to your personal or professional interests. Alternatively, you may choose a topic of your own, making sure that it is similar in scope to those listed below. If in doubt, consult your tutor before committing yourself.

· A grammatical analysis of the introductory paragraphs to three pieces of fiction and an evaluation of the effectiveness of each.

· A corpus-based analysis of a set of texts written for personal or professional purposes.

· A grammatical analysis and evaluation of a text (e.g. an academic essay, a media report, a set of technical instructions) with a list of recommendations for improving the text.

· A comparison of two media reports on the same event and a critical discourse analysis suggesting reasons for, and the effects of, the differences.

· A comparison of an extract from a broadcast discussion and a casual conversation on the same topic, highlighting grammatical choices related to the two contexts.

· A corpus-based analysis of the grammatical features of reported speech in the spoken BNC-OU subcorpus.

· An investigation of the use of coordinators in the four BNC-OU subcorpora
· a comparison of two texts that are translations [by two people]  of the same text in the source language (e.g. an Arabic novel or a short story translated into English).

Structure of Project Proposal

Your project proposal should address the following areas, which are discussed in detail below:

· title

· the aims of the investigation

· the rationale and main conceptual themes for the investigation

· a description of the data you intend to collect, and how you intend to collect it

· any ethical issues you have to consider

· the methods you expect to use to analyse the data you collect

· the timetable for the proposed project

· references.

Title

This should be a concise description of your proposed project and should show how the ideas from the course can be related to specific investigations which are of interest and/or practical and immediate value to you, the researcher.

The Aims of the Investigation

Here you will need to set out clearly what you wish to find out through your project work. Project aims are often most effectively expressed in the form of one or more specific investigative questions. When such questions are posed in a suitably clear way, they will help you and your tutor to reach an understanding of the purpose of your project, and help you to evaluate your project when it is completed. These questions need not be formal hypotheses which you aim to prove or disprove; they may just as easily be expressed in exploratory or open-ended terms. 
For the first two example titles given in the preceding section, the project aims might be expressed as:
What does a grammatical analysis of the introductory paragraphs to three pieces of fiction reveal about their effectiveness? Specifically, how do they help the reader enter the fictional world?

What does a corpus-based analysis of a set of academic essays authored by the researcher reveal? In particular, are there patterns of usage regarding the use of ‘it-structures’ and the personal pronoun ‘I’?

It is essential that you formulate your aims clearly at the proposal stage, so that you will be in a position to evaluate the success or otherwise of your project in meeting its aims at the reporting stage (TMA 02).

The Rationale and Main Conceptual Themes for the Investigation

Here you should discuss the significance of the project you are proposing, and your reasons for choosing it. You should discuss these issues in both academic and personal/professional/ practical terms, by answering questions such as:

Why have you chosen this topic to investigate?

What are the relevant analytical tools, ideas and issues in the course material? Identify the main analytical tools in the course materials which lend themselves to your investigation. Locate also any ideas, issues, and related research in the course which support your rationale and may provide help in analysing your data after you have collected it. For example, for the sample project on introductions in fictional writing, relevant areas are likely to include:

the relationship between language form and function

the discussion of fiction in Unit 18

LGSWE corpus findings in the fiction register

the reader chapter written by Hilary Hillier.

Warning: If you have difficulty in relating your rationale to analytical tools, concepts, issues and readings in the course material, you may be trying to pursue a project topic in an area that is not well-supported by the course. You should discuss this difficulty with your tutor before developing your project further.

A Description of the Data 
You should give careful thought to the kinds of data that will best help you to answer your investigative question but which, at the same time, can feasibly be collected in the time available and in the settings to which you will have access. By ‘kinds of data’, we mean, for example:

spoken texts (including audio or video recordings as well as transcriptions) 

written texts

small electronic corpora of spoken and/or written texts

BNC-OU corpus or other available corpora

comments on texts collected for analysis (e.g. from teachers or editors).

Your choice of data is crucial as it will be the basis for your analysis and thus provide the evidence upon which you base your conclusions. For some projects you may wish to collect data that you will not analyse grammatically but that will provide you with an additional perspective on the same phenomenon. For example, in a project involving student essays, it might be useful to collate and analyse the written comments by the tutor/teacher on the students’ work, i.e. their judgement of the quality of the writing. This will give you useful insights into, and possible explanations for, the grammatical patterns that you observe in the data.

The notes below provide general guidance on collecting different types of data. More detailed information about data collection is provided below. 
- Spoken texts: : If you are planning to record and then transcribe some examples of spoken English, you will need to bear in mind that it takes a long time to transcribe spoken language, so you will need to select a very short stretch. You will also need to decide what conventions to adopt when you transcribe the data (see Unit 19).

- Written texts: If you decide to collect unpublished written texts such as student essays, business reports, email correspondence, etc., make sure that you have the permission of the writer(s) and, if necessary, protect their identity by making them anonymous (see the section on ethical issues below). If the texts are from a published source, make sure you note down the precise reference details including the copyright holder.

- Small corpora: In Unit 19 you were given precise instructions on how to compile your own small corpus. Make sure you follow these instructions if you decide to put together your own small collection of texts. 

- BNC-OU corpus or other available corpora:  If you are intending to analyse an existing electronic corpus you will need to give details of how you will obtain it, what it contains, how many words there are, and why it is suitable.
The Ethical Issues you Have to Consider

Depending on your project topic, you should include here some reflection on issues such as data confidentiality, copyright and ways in which you will respect the privacy of individuals and the confidentiality of data relating to them. We recommend that you read the guidelines drawn up by the British Association for Applied Linguistics (BAAL): ‘Recommendations for good practice in Applied Linguistics student projects’. This can be found on the Internet at www.baal.org.uk/ethicsug.htm.
The Methods you Expect to Use to Analyse the Data : 
At this stage you need to indicate what methods you expect to use in analysing the data you collect. We recognise that the methods and focus of the grammatical analysis you eventually select may well be different, because of the nature of the data you actually collect. 

The Timetable for the Proposed Project

Indicate when you are going to collect your data and do your analysis and how long you expect each stage of the project work to take. This will give your tutor an opportunity to evaluate the feasibility of what you are proposing and to try to help you design a project of the right scale.

References

Your project proposal needs to be referenced in the same way as your other pieces of written work on this course (see pages 6–7 above).

19.2. Project Report [E303B]
This assignment is a small-scale independent research project which relates to your study of Block  1–4 of E303, and represents 15% of the overall continuous assessment score (for E303B). It assesses your application of the four skills of grammatical analysis/description, interpretation, critical evaluation and argumentation developed during the course, by means of an extended engagement with a body of original data of your own choosing.

You should write between 4,000 and 5,000 words, excluding references, any appendices and your existing TMA 01 (although some material may legitimately be in common between the two assignments). Please indicate at the end of your assignment the number of words you have used.

Before you start this assignment, refer to the General Guidance on completing and submitting your assignments, as well as the Marking Grid in Section 18 above.

When returning this assignment to your tutor, please also include your original marked TMA 01 (or a clear photocopy), its Cover Form and any other comments from your tutor. Although your project proposal (E303B: TMA 01) does not count towards your final score for TMA 02, it provides vital information for your tutor to judge how you have responded to comments and how the project has developed from the initial proposal stage.

Introduction

This section describes how to carry out and write up your project.

The project is an opportunity for you to examine concepts and issues and to use analytical tools which you have encountered in the course material. By choosing your own investigation, you can relate the work you have done on the course to your own interests in a practical way. Whatever topic you choose to examine, and whatever approach you adopt, it will be essential to support your project work with analytical tools drawn from the E303 course material.

The project report is the second stage in the assessment of your project work. The first part was the project proposal you wrote for TMA 01.  Although the project proposal and project report represents a substantial proportion of your assessed work for the course (30%), you must take care not to be over-ambitious. The project is conducted over a relatively brief period, and results in a report of 4,000–5,000 words. You should approach it as a vehicle for consolidating your understanding of the course material and how grammar works, and for applying that understanding in a practical way. It is not a test of everything you know about grammar, but rather an opportunity for you to demonstrate the use of the new practical analytical skills that you have been acquiring. Try to develop a sense of the scale and scope of the project at an early stage in your planning. You need to plan your project during your study of Block 4 of the course, in order to allow time to collect evidence. Experience has shown us that many problems can arise in data collection, so you should include plenty of extra time. 

Some general advice on carrying out and writing up your project

· Recording and transcribing

If you are investigating spoken language, you will almost certainly need to make audio recordings. The sound quality of recordings is important in language research. For this reason you are recommended, if possible, to use recording equipment with an external microphone. You are strongly advised to pilot your recording techniques. By this we mean that you should try out your data-collecting methods in the setting you are going to use, to see if they work. After making a recording, watch or listen to it carefully. Can you hear and see everything you need to? If not, can you position your equipment differently to improve things or do you need to modify your data requirements? You also need to be aware of the effect of recording equipment on the participants you are recording (see Unit 19 Section 2.3 on the ‘observer’s paradox’).

If you are using the data in an electronic corpus, you will need to transcribe it carefully and also keep notes on the setting and circumstances in which it was recorded. If you are not compiling an electronic corpus, do not transcribe all of the material you record. Tape transcription is exceedingly time-consuming. Listen carefully to all the tape-recorded data, noting significant passages, and only transcribe selectively. 

· Not trying to do too much

Be selective:  Some portions of your evidence may relate more directly to your original research questions than others. You will not be penalised for being selective in the amount of evidence you choose to analyse, provided that this selectivity is explained and justified.

Do not feel you must read beyond the course material to draw conceptual support for your project. You will not be at a disadvantage if you base your project exclusively on E303 material, and you should not put yourself under pressure to conduct literature searches in libraries or to purchase additional books. On the other hand, reading beyond the course material often adds to the rewards of project work. If you do decide to read more widely, you must nevertheless use the course material as the foundation for your analysis.
Guidance notes on undertaking your project

Guidance is provided below on how to conduct the practical phase of your project. The recommended sequence of work is as follows:
· Consider carefully the feedback you received from your tutor about your project proposal (TMA 01).

· Amend and/or add to your proposal in as much or as little detail as you feel necessary in order to begin work on the investigation.

· Collect your data.

· Carry out your analysis.

· Interpret your analysis.

· Reflect on the process.

· Write up your report.

Guidance notes on writing up your project report

We advise you to read these sections now, and to reread them carefully after you have written your report, using them as a checklist.
The word allowances given for each section of this TMA are suggestions only. Their purpose is to give you an indication of roughly how long particular sections should be. Obviously these will vary to some extent depending on your project topic. For instance, if you are using the BNC-OU corpus you will not need to spend very long on the collection of data section. It should be clear from the number of words suggested that the rationale for your study and the analysis of your data will be the most significant sections. Remember to include a word count at the end of the project, before the references and appendices. 

The aims of your investigation (Suggested length of section: approx. 500 words.)
This will be a fuller account of your aims, compared to the one you produced at the proposal stage. It should reflect any changes of direction which have happened since the project proposal was submitted and which were agreed with your tutor.

The rationale for your study (Suggested length of section: approx. 1,000 words.)
This will be a more fully-developed treatment of the sections of the course which underpin your study than the outline version you produced at the proposal stage. Any additional areas of the course that may have become relevant as you proceeded with your research should also be discussed here.

The methods you used to collect your evidence (Suggested length of section: approx. 500 words.)
This, too, will be a somewhat fuller account than was possible at the proposal stage, and will include an explanation of any alterations that became necessary during the conduct of the investigation. 

If you are collecting spoken data or data from individuals, you should describe the circumstances as they actually existed. You should include here any practical difficulties you faced in carrying out your project, so that your tutor may be aware of how it has been shaped by your local circumstances.

If you are analysing already existing electronic corpora, you will need to give details of where you got them from, what they contain, how many words there are, whether they were originally spoken or written, etc. Look at Section 1.4 of your Reference Grammar, as well as Table 1 and the surrounding text of the chapter by Hewings and Hewings in the Course Reader, for an indication of the type of information you need to provide about an electronic corpus. 

Ethical issues  (Suggested length of section: up to 500 words.)
If relevant to your project topic, this section should give details of how you have taken any ethical issues into account, drawing on the guidelines developed by BAAL referred to above.

The analysis of your data (Suggested length of section: approx. 1,000 words.)
You will need to outline any changes in your methods of analysis since your proposal. You should give a clear account and some justification of the ways in which you relate your analysis to your aims and initial questions. You will then need to show clearly how you undertook the analysis, for instance by including text marked up in some way to illustrate your analysis (see, for example, Unit 20). If you are using concordancing tools, you may need to include concordance lines and/or frequency statistics. You will by now be expected to have achieved a reasonable level in linguistic analysis (reflecting the specific learning outcomes of Books 1–4 of the course) and so you need to demonstrate this to your tutor.

Your findings, and how these relate to your aims as well as particular issues in the module (Suggested length of section: approx. 500 words.)
Emphasise what has emerged from your data, the extent to which it answers your research questions and its relationship to grammar in context as discussed in the course material. Present examples from your findings selectively in the report in order to illustrate points or exemplify parts of your argument. Ensure your selection is explained and justified. Lengthy material may be included in an appendix and will not count towards the total number of words, but your tutor will not read such material in detail in order to assess the report.
An evaluation of your work on the project (: approx. 500 words.)
Consider the overall outcome of your project. What did it set out to achieve and how successful was it? What are its shortcomings? You may also consider the kinds of further investigation which could be made to follow up your results or extend the work you have started, as well as the implications of your findings.

References

This should be a full list of all the works you have referred to. It should be set out as exemplified in the section on referencing in Section 18.1. above.

Appendices

It is often useful to send samples of your data, for example transcripts, texts or extensive, detailed analysis, so that your tutor can see how these relate to your findings. However, please remember that your tutor will not have time to study lengthy appendices or other additional material in detail when marking your project. If you are sending any audio or video tapes or computer disks with your project, please include a stamped addressed envelope if you wish them to be returned to you.

Be sure to keep a safe back-up copy or photocopy of your project before posting it off to your tutor.
20. SAMPLE PROJECT SUBMISSION

      20.1. Sample Project Proposal

      20.2. Sample Project Report

      20.3. Sample Appendices 1–9
20.1. Sample Project Proposal 
   
1.  Title

A Grammatical Comparison of Journal Abstracts for Academic Prose in Distinct Contexts: A Systemic Functional Grammar Approach

2.  The aims of the investigation

I hope to find through my project work:
What are the distinctive features of journal abstracts in English speaking contexts? And how far away English journal abstracts in China, where English is a foreign language, are from the norms?

And I would set the project up as indicative, i.e. it may indicate patterns that, in principle, one could follow up with a larger scale or more qualitative study.

3.  The rationale and main conceptual themes for the investigation

As is well known, English is the most dominant foreign language taught in China’s education institutions at all levels. The Chinese believe it is the threshold over which we can step into the international community in hopes of speeding up our modernization drive. For historical (and political) reasons, China used to be isolated from the outside world, which has also impacted negatively in the field of academic research. So in order to promote international academic exchange, many journals published in Chinese have adopted the practice of adding an English abstracts to their Chinese articles. This is taken as an initial step which may finally lead to the publication of whole articles in English. 

Then, are English abstracts in China’s academic journals in line with the established practice in English-speaking countries? The probe into the question is not only of practical relevance in linguistic terms but also of far-reaching significance in terms of English language teaching in China as well as its facilitative role in promoting international academic exchange. Nevertheless, the study of English abstracts in China’s journals remains a territory for systemic in-depth research. The number of journals adopting this practice is increasing, but no research has been done to show whether they have been able to play the expected role, achieving the intended communicative force. So I believe that my research in this field may shed lights on the status quo and reveal some useful guidelines for standardizing linguistically appropriate English abstracts in China’s journals. 

Judging from my research questions, I think I can draw heavily upon the analytical tools, skills and ideas that I have acquired in the course {E303}. First, I think the Systemic Functional Grammar framework can be used as my main tool of research. Second, the skills of linguistic analysis that I have developed in learning this course will also be valuable to make sure that I will be able to use the tools to explore relevant linguistic features of the research data. Third, I can relate some of the main conceptual strands in the course to examining actual language use. More specifically to the last point, I think I can resort to register analysis of Field, Tenor and Mode in my project work. For example, by referring to Unit 1 grammar in context we might be at a better position to identify features of written language. From Unit 2 The units of grammar: function and form in spoken and written English, Unit 3 The building blocks of clauses, and Unit 4 understanding complexity in and around clauses, we would have a better understanding of clause components and clause types as well as their relevance to different functional varieties. Unit 6 ways of speaking-exploring linguistic variability could serve as a useful picture of the register analysis of Field, Tenor and Mode. Some of the key ideas are further developed in the following units. So by referring to Unit 11 getting interpersonal: the grammar of social roles and relationships, we could analyze the linguistic indicators concerning Tenor, and Unit 13 organizing messages: the role of theme would help identify and analyze thematic progressions. And it goes without saying that the Reference Grammar might also be an important resource in the analyzing of the research data and that I might have to draw on other relevant literature in Systemic Functional Grammar.

4.  A description of the data I intend to collect, and how I intend to collect it 

I plan to collect my data - samples of English abstracts for journal articles published in English speaking countries and samples of English abstracts for journal articles in Chinese published in China. My initial plan is to identify 3 to 5 abstracts of English articles whose authors are from English-speaking countries and English abstracts of Chinese articles whose authors are Chinese. I will make sure both kinds of abstracts chosen will specialize in a similar academic domain and have approximate lengths. 

At the moment, I focus my choice on Distance Education in China for English abstracts of articles published in Chinese. This is a journal, as its name suggests, on theories and practice in open and distance learning (ODL) with a readership covering researchers, practitioners and administrators. It is sponsored by China’s Ministry of Education and run by an editing team from China’s Central Radio and Television University - top of the mega-open universities in terms of its enrollment. It is widely regarded by Chinese researchers and practitioners in open and distance learning as the most authoritative journal of its kind in China. This journal has an appendix for English abstracts, which are not provided by authors but translated by a commissioned academic. 

As for abstracts of English articles, I will access the literature database of the International Centre for Distance Learning, located at the UK Open University Web site (http://www-icdl.open.ac.uk). The literature database has a sub-database for journal articles where selected articles are indexed in a standard format in addition to abstracts. The abstracts are either provided by authors or taken from the journals which carry the articles. I will choose journal abstracts to match the abstracts from the Chinese journal. By targeting published abstracts in English speaking countries, I aim to make sure that they are in conformity to the established norm of abstract writing for academic prose.
5.  Any ethical issues I have to consider

Since I will use published data, I will surely acknowledge authorships and sources properly. But since there might be some negative comments on the English abstracts of Chinese articles, I will use them anonymously to protect the privacy of the translator, thus minimizing the possible negative impacts. 

6.  The methods I expect to use to analyse the data I collect

The first step is to analyze the data according to the framework characterizing the main features of the academic writing genre. For example, it would be necessary to identify the staging of text (schematic structure), thematic progression at text level, cohesive devices, process types, participant realizations, lexical density, and clause relations, etc. In other words, there should be a description stage: laying out the categorised data.

The second step is to make a comparison of the findings concerning the data from two distinct sources to see how well they match with each other and to sort out the differences if any. For example, it might be that, in comparison with abstracts of English articles, the English abstracts of Chinese articles lack logical connectors or that their lexical densities are lower or that there are very few complex noun phrases and nominalizations. In other words, there should be a comparison stage: sorting out the differences.

The third step is to relate the findings to the relevant research questions and see if the data fall into the conceptual frameworks proposed. If the data match with the frameworks, we can use the theories to explain the relevant phenomena. For example, by referring to Unit 2 and Unit 3, we could assess the appropriateness of dominant Process types in the English abstracts of Chinese articles. By drawing upon Unit 3 and Unit 7, we might be able to make some assessments as to whether Participants are realised in a way proper to academic writing. By turning to Unit 4, we might deal with clause relations in an informed way. In order words, there should be an explanation stage: applying relevant theoretical frameworks to analysing and explaining the data collected.

The fourth stage is to make a summary of what we can infer, from our small-scale study, about the status quo of English abstracts of Chinese articles in general and areas to be improved if any. Meanwhile, we should also reflect on the limitations of the research method. In other words, there should be an evaluation stage: demonstrating the relevance of this study to actual language use.

7. The timetable for the proposed project

I attempt to schedule the timetable for the proposed project, which will last 4 weeks, as follows:

Week One: conduct a literature review and search for suitable data for analysis and comparison

Week Two: revise the proposal in accordance with the tutor’s advice and start analyzing the data

Week Three: examine and compare the findings 

Week Four: write up the project report

The work might not go exactly as scheduled. In that case, readjustments would be necessary to ensure that it is completed within the length of time allocated for the purpose by the Planner.(Word count: 1511)
20.2. Sample Project Report

A Grammatical Comparison of Journal Abstracts  
for Academic Prose  in Distinct Contexts:

by Junhong Xiao
1. The aims of the investigation 

This project work is about how well Chinese users of English compose texts of academic writing genres, more specifically, English abstracts of Chinese articles published in China’s academic journals. Because none of the course materials directly links to academic writing in English-as-a-foreign-language (EFL) contexts, I think it might prove to be of practical significance to focus my investigation on this field. But it would turn out to be unrealistic and almost impossible for a small project of this kind to conduct a comprehensive survey of the genre as a whole, based on a sum of samples large enough to reveal universal features. Thus the investigation has been narrowed down on the following questions:

What are the distinctive features of journal abstracts in English speaking contexts? And how far away English journal abstracts in China, where English is a foreign language, are from the established norms?

To put it another way, I hope, by drawing upon relevant conceptual frameworks of the module, to find out, firstly, linguistically distinctive features of journal abstracts in Kachru’s Inner Circle (Kachru, 1985), and then examine journals abstracts in Kachru’s Expanding Circle against the ‘norms’ revealed. The Chinese use English for international communication and in fact writing is the most dominant mode of communication in this case. This is why more and more academic journals in China are adopting the practice of composing English abstracts for the Chinese articles they carry, taking this as the first step to integrate into the international academic community. 

My investigation is based on the register analysis in Systemic Functional Grammar. Thus, both the analysis and comparison or contrast are actually undertaken within the framework of Field, Tenor and Mode, with special focus on the experiential and textual domains. More specifically, in addition to generic analysis and comparison, the investigation also covers such linguistic indicators as types of Participant, types of Process, noun phrases and nominalization, grammatical complexity, lexical density, as well as Thematic progression—features which seem to be indicative of written language. And linguistic indicators of the interpersonal domain are also surveyed though in brief terms. In other words, my findings fit in well with the above issues. 

I think that an investigation of this kind, if properly carried out, may not only shed some lights on normative journal abstracts of academic writing, but can also indicate patterns that, in principle, one could follow up with a larger scale or more qualitative study of English journal abstracts to provide evidence to judge writing of the same genre in norm-dependent contexts objectively.
2. The rationale and main conceptual themes for the investigation

English has been the most dominant foreign language taught in China’s education institutions at all levels ever since the 1960s when China broke out its friendly strategic partnership with the former Soviet Union. The first dozen years after the founding of the People’s Republic of China—from 1949 to around 1960—had seen the dominance of Russian in China’s schools. In today’s China, English and computer literacy are universally acknowledged as essential for success in career and so the number of English learners has been increasing at astonishing speed. According to the most recent statistics released by Ms Wu Qidi, Vice Minister of Education, China, at the English Language Teaching (ELT) in China Conference, held in Shanghai in March 2004, there are at the moment more than ten million students in China’s conventional universities who are doing courses in English because it is a compulsory part of their university curricula. If we take into consideration all those who are learning English part time—by correspondence, short-term intensive training or distance learning, the number will be much larger. Even state leaders have reiterated on many formal and informal occasions the importance of English to China’s modernization drive.

The importance that the Chinese attach to English can be interpreted from a historical perspective. New China was isolated from the more developed Western World due to political reasons, especially its confrontation with the new power, the United States of America, though the Chinese have always wanted to keep up with the world’s development in all fields. And as is well known, China has lagged behind in many aspects due to this isolation. The Chinese believe that advancements in science and technology are the most powerful forces to push China forward, integrating it into the international community. Thus academic visits and exchanges are getting more and more popular, and many Chinese academics believe that publishing academic attainments in English is a cost-saving but very effective and mutually beneficial way to get in touch with the outside world. However, it is as yet beyond a large number of Chinese academics to publish in English, so the practice of adding English abstracts to articles published in Chinese is deemed to be a transitional step to bridge the gap in communication in hopes that this will promote international exchange in the academic community.

Nevertheless, the English used by the Chinese is norm-dependent in comparison with the English used in the Inner Circle though there are scholars questioning this argument (for example, Kramsch, 1998). Holding this view, I believe that analysis of English journal abstracts published in English speaking countries can reveal normative features of the genre under study because educated native speakers are norm-providers. In addition, by judging against the normative features English journal abstracts in China—a typical norm-dependent country in terms of the use of English, we would be able to see how well Chinese academic writing in English can achieve its communicative intentions and what remains to be done to ensure the normalization of English abstracts in China’s journals. As a matter of fact, this study would be of significance not only in that it can demonstrate possible tools to assess specific writings but also in that it can be pedagogically relevant to China’s English language teaching and other English-related activities. 

To analyse the findings concerning the above questions, I think I can draw heavily upon the main conceptual strands going through the first four blocks of the course materials. Talking more specifically, I think Unit 6 Ways of speaking—exploring linguistic variability provides the overall framework of register analysis for the study. Unit 2 The units of grammar: function and form in spoken and written English and Unit 3 The building blocks of clauses might serve as one of the main conceptual themes for the Field analysis of Participant and Process. By referring to Unit 1 Grammar in context, Unit 4 Understanding complexity in and around clauses, Unit 7 Packaging and staging information, and Unit 13 Organizing messages: the role of Theme, we can probe into the Mode analysis of lexical density, grammatical complexity, noun phrase and nominalization, and Thematic progression. And Unit 11 Getting interpersonal: the grammar of social roles and relationships can provide insights into my analysis of linguistic indicators concerning Tenor. And it goes without saying that I might have to turn to relevant readings of the course and the reference grammar as well as other references. For example, Butt, et al (2000) might prove to be valuable in interpreting generic structures, and Halliday (1994) might enable me to have a round picture of the Systemic Functional Grammar. In a word, the module can provide us with useful theoretical strands on which we can base our analyses of the findings.

3. The methods I used to collect my evidence

As planned, I collected my data for analysis—samples of English abstracts for journal articles published in English speaking countries and samples of English abstracts for journal articles in Chinese published in China—from the Internet and a Chinese journal respectively. The materials from the Web were taken from the literature database of the International Centre for Distance Learning (ICDL), located at the UK Open University Web site (accessed at http://www-icdl.open.ac.uk). (See Appendix 1 for details) One of the sub-databases is for journal articles where selected articles are indexed in the following aspects, author, author affiliation, material type (in this case, journal article), details (omitted in this sub-database), specific location (where the selected article was published), publication year, abstract, classification (with key words showing domain of research), geographical region (omitted in this sub-database), date entered and accession number. The abstracts are either provided by the authors or taken directly from the journals. To ensure normality, I chose journal abstracts written by authors affiliated with institutions in English speaking countries. The English abstracts of journal articles in Chinese were taken from Distance Education in China (Serial No. 220, No.3 [1], 2004), sponsored by China’s Ministry of Education and run by an editing team from China’s Central Radio and Television University. (Also see Appendix 1 for details) The English abstracts in this journal are not written by the authors themselves but translated by a commissioned academic. 

All the articles are within the research domain of distance and open learning. I targeted this domain partly because I myself am very familiar with it and partly because I have very little access to both Chinese and English articles in other domains that suit this study. And with the limited time allocated to this study, I could but base the analysis and comparison on a very small number of samples. In this case, I identified 4 journal abstracts of English articles from ICDL’s database with a total length of 670 words and 3 Chinese counterparts with a total length of 641 words. 

While choosing the sample journal abstracts, I was not very particular about their linguistic features. Instead, I tried my best to make random choices in linguistic terms. What I focused on was their subject matter and lengths. I think that samples chosen in this way would be able to reveal representative linguistic patterns and thus strengthen my findings. 
4. Ethical issues 

All my data are published for public use; therefore, I do not think there remains the problem of privacy. In addition, I have shown proper respect for their authorships and sources. But since there might be somewhat negative assessments concerning the samples on the Chinese side, I will not mention the name of the translator in an attempt to minimize negative impacts if any.

5. The analysis of my data

The analysis of the data was made in response to the areas to be covered, as outlined in Section 2 above. I will present the analysis starting with generic structure and then linguistic indicators of Field, Mode and Tenor.

· Generic structure

A generic analysis reveals that Texts A, B, C and D
 follow a common generic structure: Topic_ Supporting arguments_ Conclusion. Compared with NS texts, only Text F coincides with NS Texts in schematic structure. (See Appendix 2) Text E does not has a macro-Theme: each of the three paragraphs has its own topic, and Text G is special not in its overall structure but in the concluding element, which takes up a whole paragraph with its own topic further developed. 

Field : First, both types of texts dwell upon a similar domain (subject matter), as pointed out in Section 3 above. As regards vocabulary, NS Texts seem to assume a greater degree of shared specialist knowledge. By comparison, NNS Texts are rather plain in vocabulary with only Text F assuming some shared specialist knowledge on the readers’ side. (See Appendix 3)
When it comes to Participants, we found that of the 80 nominal Participants in NS Texts 63 are non-human and 16 human and 1 a combination of the two (Text A: both students and questions / tutorials) while 72 out of the 74 nominal Participants in NNS Texts are non-human and 2 are human. (See Appendix 4) This is because all NNS Texts are of the nature of reflection on general issues while two of the NS Texts have students as subjects of study and one concerns a system to be used by learners.

The last linguistic indicator of Field is Process type. Here we follow the classification of Processes into Action, Mental, Relating and Saying, as described in Unit 3, instead of adopting a more refined classification by Biber, et al (2002) and Halliday (1994). There are altogether 69 Processes in NS Texts: 30 Relating and 26 Action and 13 Mental. The distribution is uneven across texts, depending on the specific nature of the subject matter. This is also the case of NNS Texts, which contain 55 Processes: 30 Relating, 13 Action, 8 Mental and 4 Saying. (See Appendix 5) The proportion of Relating Processes is higher in NNS Texts than in NS Texts, but that of Action Processes is lower. This is because all NNS Texts are of the nature of reflection on general issues while 2 NS Texts (B and D) report on specific surveys and one (A) on the functions of a system.

Mode : First, the analysis of the lexical density shows that NS Texts has an average lexical density of 55.2% at text level (370 vs 670 words) with an average length of 13.7 words per clause (370 words vs. 27 clauses
) while NNS Texts amount to 52% at text level (344 vs. 641 words) with an average length of 12.3 words per clause (344 words vs. 28 clauses). Therefore,  NS texts are in general slightly denser than NNS Texts though not yet to the statistically significant degree.
Second, regarding noun phrases, we only counted those that act on their own rights as Head. Statistics show that both NS Texts and NNS Texts, again, do not vary significantly in the proportion of noun phrases with modification and ‘bare’ noun phrases. Of the 113 noun phrases in NS Texts, 82 are modified, representing a percentage of 72.6% while 76 out of the 96 noun phrases in NNS Texts have modification, representing a percentage of 79.5%. (See Appendix 6) However, when taking into account the ratio in the total lengths of both types of texts and the ratio in the numbers of noun phrases in them, we found that NS Texts are denser in terms of the number of noun phrases used. The total length of 670 words in NS Texts is 4.5% more than that of 641 words in NNS Texts, but the former have 13.2% more noun phrases than the latter. 

Third, in regard to nominalization, both types of texts are very close to each other: NS Texts contain 28 nominalizations and NNS Texts 23. (Also see Appendix 6) In other words, there are 2.48 nominalizations per 10 noun phrases in NS texts and 2.39 in NNS Texts. But by taking the lengths of both types into account, again, we found that there are 17.2% more nominalizations in NS Texts than in NNS Texts.

Next, we will come to clause types. NS Texts are composed of 27 clause complexes, of which 21 are in the form of one independent clause, 4 have a hypotactic relation and 2 have paratactic relation. In contrast, NNS Texts have 28 clause complexes, of which only 20 are in the form of one independent clause. Of the remaining 8, 5 are hypotactic clause complexes and 3 are paratactic clause complexes. In other words, NNS Texts are grammatically slightly complicated than NS Texts. As for embedding, NS texts have 30 embedded clauses and NNS Texts have 17. (See Appendix 7)

When it comes to Theme, we found that both types of texts are similar in the dominance of thematization of nominalized Things, matching well with their topics, which involve much reflection, as well as with the medium of communication—writing. However, they vary in terms of thematic progression. (See Appendix 8) Texts A and C draw on a ‘zig-zag’ pattern, Text B combines a parallel and a ‘zig-zag’ pattern, and Text D is much more complicated but not erratic: it is indicative of three discernible patterns: parallel, ‘fan’ and ‘zig-zag’. By contrast, of the 3 NNS Texts, Text F is built on a ‘zig-zag’ pattern. Text E does not read coherently although it is based on a parallel and a ‘zig-zag’ pattern. There are two main reasons for its incoherence. First, the ‘parental’ Theme (This paper) for the other ‘descendant’ Themes with which the three paragraphs start (the first part of this paper, the second part of this paper, and the last part) appears in the last clause, resulting in an inverted pyramid thematic pattern. Second, there is obvious discontinuity in interclausal thematic reference; only three clauses form a ‘zig-zag’ reference with their preceding clauses, and several clauses do not seem to be related to their neighbors in thematic reference. As for Text G, Clause 2 reiterates the Theme in Clause 1 and the other clauses suggest a dominant ‘fan’ progression with Clause 6 an exception which forms a ‘zig-zag’ relation with Clause 5. But the problem with Text G is that the Rhemes which serve as Themes in succeeding clauses are sometimes picked up at a long distance, for example, Rheme 3 is picked up at one time by Theme 11 and Rheme 7 by Theme 12! Therefore, the coherence is affected.
Tenor: Following the criteria set up in the course material (Unit 11), we examined the data in the following three aspects. 
The first is concerning personalization/impersonalization. There are only three explicit, direct references to the authors, two in NS Texts (Text A—our; Text B—we) and one in NNS Text F (the author). And there is only one indicator of interaction between the author and the readers in NS Texts (Text B—Successful intervention…should aim to assist the process of informed decision making) while NNS Texts contain several such indicators (Text E— there should be…systems./ a new name should be adopted; Text G—.The construction…has to be based on sound theories/ 6 direct questions in Clause 4 / the construction… should based on…/ Therefore, the existing teaching models should be examined in detail …). As for formality and subjective assessments, both types of texts are rather similar in that there are no indicators of informal language, such as casual or colloquial expressions or contractions, and in that all texts have elements of subjective nature. (See Appendix 9) All in all, it seems that NNS Texts are more personalized than NS Texts.

The second is concerning communicative standing. Our analysis shows that informing / reporting is the primary function performed by the texts though NS Text B and NNS Texts E and G also demonstrate a function of advising.

As regard stance, it seems that there is no significant variation between the texts. They have express a strongly held view with some claims or arguments not very categorically asserted.
6. My findings and how these relate to my aims as well as particular issues in the module

As the analysis in Section 5 above shows, there do emerge some significant findings that can relate to the initial research questions. Again, we will examine them in the same order as they appeared in Section 5.

First, the analysis of generic structure or staging of text shows that the unmarked schematic structure represented by NS Texts is Topic _ Supporting Arguments_ Conclusion. By contrast with this, only one NNS Text (F) coincides exactly with this format. The other two NNS Texts are ‘marked’ in some aspects. Text E lacks a discernible Macro-Theme (Unit 13) and Text G is rather unusual in that its conclusion is elaborated to the extent somewhat incompatible with the inherent characteristic of conciseness of abstract. In other words, Chinese users of English should take care to make sure that English abstracts of articles published in Chinese are in line with the established practice in terms of generic structure.

In regard to Field, my analysis shows that both types of abstracts do not vary significantly. Both are typically written texts because they have ‘abstractions’ as dominant Participants, which are mostly realized by modified noun phrases, and Relating Processes, which set up relationships between things, outnumber other types of Process. These are features of academic writing. (Unit 1 and Unit 3; Butt, et al. 2002:106; Carter, forthcoming) But both types of texts do vary in terms of specialist vocabulary. Academic writing is usually characterized by presence of specialist vocabulary (Unit 6; Halliday, 1989), thus assuming certain extents of shared ‘expertise’ on the readers’ side. In this case study, NNS texts are plain to a degree that laymen would have no difficulty reading them. Whether this is the norm of Chinese abstracts remains unexplored. But since English abstracts of Chinese articles are intended for international readers, they should observe the ‘ground rules’ and be formatted on the established practice of diction.

From the perspective of Mode, both types of texts do not vary greatly, but compared with NS Texts, NNS Texts are as a whole slightly farther away from the written end of the spoken—written continuum when it comes to lexical density, and quantities of noun phrase, nominalization and embedded clauses as well as grammatical complexity (in this case clause relations). (Unit 1, Unit 4 and Unit 7; Halliday, 1989; 1994) As for Thematic progression, NS Texts are formatted on discernible patterns whereas NNS texts, except Text F, are somewhat incoherent. (Unit 13) This might be because the Chinese versions are characterized by shared implicit knowledge which would not cause any difficulty for Chinese readers but which would turn out to be a problem when translated into English literally without making necessary revisions to make up for the lack of shared knowledge on the side of English readers. 

In terms of Tenor analysis, both types of texts are very close to each other in communicative standing and stance. All samples have a primary function of informing / reporting with some accompanied by the function of advising. And they all express a strongly held view with some claims or arguments not very categorically asserted. But NNS Texts seem to be more personalised than NS Texts in that they contain more indicators of interaction between the authors and the intended readers. (Unit 11;Halliday, 2001) An extreme example of this is the occurrence of six direct questions in NNS Text G (These points are:
 (1) Why is research into models needed? 
(2) What does a teaching model mean? What are some possible extensions to a teaching model? (3) What is the relationship between teaching model reform and human resources training reform? 
(4) What roles does ODL play in a new teaching model? 
(5) What are the problems with current research into teaching models?)


7. An evaluation of my work on the project

The above analyses indicate that the project work is on the whole closely related to the initial research questions. Our investigation shows that NNS Texts do not deviate from the ‘norm’ very much at linguistic levels. In other words, deviations are not very linguistically conspicuous though they would be more approximate to NS Texts if there was a further increase in lexical density and the use of noun phrase, nominalization and embedded clauses, which could further decrease grammatical complexity by reducing the number of hypotactic and / or paratactic clause complexes. The differences in the use of specialist vocabulary, Thematic progression pattern, and personalization / impersonalization seem to be related to the different contexts of culture where the two types of texts are situated. This is also echoed by the differences in generic structure. To put it another way, Chinese users of English should take special care with culturally-related variables when composing a piece of English writing because ‘a text is a piece of language in use’, which is sure to be shaped by its context of culture. (Butt, et al. 2000:3); otherwise, the product might be linguistically correct but not generically idiomatic, affecting its communicative force. (Martin, 2001) 

Nevertheless, we should bear in mind that our findings are tentative because they are based on only a few samples. They might be true for these samples but not for the whole genre. Therefore, we cannot jump to any conclusion that is indicative either of the norms of English abstracts or of the status quo of English abstracts of Chinese articles. We would be able to come up with findings indicative of ‘universal’ features if our study were to be based on two corpuses set up in accordance with the same criteria to make sure that they match with each other not only in terms of length but also in the subject matter and that they are analyzed more comprehensively and more ‘scientifically’. In other words, we need to find out not only the normative features of English abstracts, but also those of Chinese abstracts, by drawing upon corpuses of considerable scale. This is essential to a cross-cultural study like this project so that we might interpret the findings both at linguistic levels and extralinguistic levels to make our arguments more convincing and persuasive. 

Despite the fact that this is a small-scale project, I think its findings might still be valuable for Chinese learners / users of English and ELT practitioners. For example, the above sketchy findings, though deduced from a small number of samples, might suggest that ELT in China should not focus on linguistic levels as it does now; it should also orient itself to register theory with special focus on variables concerning the context of culture of the target language (Painter, 2001). Chinese learners have always demonstrated a high level of grammatical competence but have always been considered to be poor in communicative appropriateness. Therefore, I believe that ELT in China should take a socio-cultural perspective to ensure that learners are competent users of English not only linguistically but also communicatively. Another revelation related to the findings is concerning the role of translator. In an EFL context, translation is common practice. However, should we translate word by word and clause by clause? Can a pile of translated English clauses structured in the Chinese model become a coherent and communicatively appropriate piece of English writing? The answer is negative. I think what matters is for a translator to encode the original meanings by following the established practice of the target language both linguistically and generically. So I think an extended project of this kind might prove to be of practical relevance to English language teaching. (Word Count: 4387)
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20.3. Sample Project Appendices 1-9

Appendix 1

Text A

Title: A tutorial supervisor for automatic assessment in educational systems 

Author: Mullier, D. 

Author affiliation: Leeds Metropolitan University, UK 

Material type: Journal article 

Specific location: in International journal on e-learning, vol.2, no.1, January-March 2003, pp.37-49 

Publication year: 2003 

This article reports on work completed on an automated "Tutorial Supervisor" for a hypermedia-based educational system. The Tutorial Supervisor (TS) is an automatic system for grading a student into an ability level in response to the student’s interaction with tutorial questions. Once the student has been graded then a question or tutorial can be selected which is in line with best pedagogic practice. Our TS is able to adapt to both students and questions/tutorials as the system is in use, as opposed to requiring the system to be taken off-line and reprogrammed/trained. The TS’s ability to respond in real-time to a student’s changing ability and how a population of students perceive a particular tutorial or question is brought about by the use of a specialist neural network device that is able to learn and adapt without human intervention. Such an automated system is seen as imperative for multimedia-based educational systems, since it allows the use of adaptive techniques for material presentation with which to challenge and engage the student. (169 words)

Text B

Title: Adults contemplating university study at a distance: issues, themes and concerns 

Author: Bird, J. Morgan, C. 

Author affiliation: Southern Cross University, Australia 

Material type: Journal article 

Specific location: in International review of research in open and distance learning. Vol 4, No. 1, April 2003 

Publication year: 2003 

This study identifies and explores a range of themes, issues and questions that commonly confront adults contemplating enrolment in university, and why they persist. The study focuses particularly on issues facing prospective adult distance education learners. From a range of interviews, six themes were identified including fears, motivation, support from home, academic preparedness, suitability of programs, and identity change.

It is argued that the more effective we become at information provision, guidance and preparation of adult pre-entry open and distance learners, the more likely students will experience a smooth transition to study, thus improving both student satisfaction and retention rates. Successful intervention with prospective distance education learners at this early point should aim to assist the process of informed decision making, which could result equally in an individual deciding not to pursue university study. The findings in this study should be particularly useful for those academics course advisors, student counsellors, teachers in preparatory program and university information and support officers, and others who provide adult distance students with pre-enrolment information and advice. (172)

Text C

Title: Web-enhancing university coursework: an innovative professional development model to support a step-by-step approach towards web-enhancing courses and empowering instructors 

Author: Crawford, C. 

Author affiliation: University of Houston-Clear Lake, USA 

Material type: Journal article 

Specific location: in International journal on e-learning, vol.2, no.1, January-March 2003, pp.5-13 

Publication year: 2003 

University faculty have become a microcosm of technology's impact on society. The distinct delineation between the technological "haves" and the technological "have-nots" has become a point of contention among university faculty. It is time that the technological "haves" share their knowledge and experience with the technological "have-nots" to diminish the growing feelings of resentment and ill will among university faculty. In turn, this collegial sharing of knowledge and experience offers the opportunity to take advantage of the wealth of information available on the World Wide Web (WWW or Web) within university courses. Successful web-enhancing university courses through professional development opportunities for university faculty, is enhanced by a supportive model structure. (110 words)

Text D

Title: Gender differences: are they diminished in online discussions? 

Author: Davidson-Shivers, G.V., Morris, S.B., Sriwongkol, T. 

Author affiliation: University of South Alabama, USA 

Material type: Journal article 

Specific location: in International journal on e-learning, vol.2, no.1, January-March 2003, pp.29-36 

Publication year: 2003 

The purpose of the study was to examine how female and male students (n = 13) participate in web-based discussions in a graduate course. The focus of this examination was to analyze the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester. In addition, the focus was to discover whether there were differences by gender in terms of types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made as well as in the quantity of them. In addition, the students were surveyed about their computer and Internet experience level and attitudes toward the course content, organization and delivery. Results indicated that overall students’ discussions included all substantive and non-substantive categories. For males and females, the greatest amounts of statements were in responding and reacting (2 substantive categories) overall. Results indicated only slight differences in gender with these two categories and tended to balance out over the four weeks. In non-substantive categories, females had slightly greater numbers of chatting and supportive comments than males. The female discussion leaders also showed a slight increase in those same two non-substantive categories than their male counterpart. For this study, gender differences in substantive and non-substantive statements appeared to diminish in both chats and threaded discussion. (219 words)

Text E:
 (Journal abstract in Distance Education in China, Serial No. 220, No.3 (1), 2004)

A Re-examination of the relationship between Open Universities and Modern Distance Education: 

The first part of this paper examines the internal relationship between distance education and open learning. With a comparison between the radio and television universities in China and the Open University in the United Kingdom, this paper points out that openness is the distinctive feature of the radio and television universities. Openness in all dimensions is not only the objective of modern distance education but also its natures. If this modern form of education is to survive and strive, to fully utilize its strengths, and to play an important role in China’s development, openness in all dimensions is essential. 
The second part of this paper discusses a new perspective on quality for open and distance learning (ODL). The criteria for evaluating quality in traditional higher education are based on an elite model and might not be entirely suitable for distance and open universities. In a knowledge economy, the demand for human resources exists at different levels and there are different requirements for different kinds of jobs. Therefore, when providing higher education for the elite or for the masses, there should be two distinctive quality evaluation systems.

The last part points out that the many misconceptions surrounding the ODL in China are due to the misnomer of “radio and television universities”. This paper suggests that a new name should be adopted. (220 words)

Text F :
 (Journal abstract in Distance Education in China, Serial No. 220, No.3 (1), 2004)

A Hierarchical Model for Student and Teacher Interaction

Based on the Conversational Model developed by Laurillarrd (2001), this paper puts forward a model for student and teacher interaction in distance learning. This model consists of three levels: (1) Operational Interaction: the interaction between students and various media; (2) Information Interaction: the interaction between students and the various kinds of information in learning and teaching; and (3) Conceptual Interaction: the interaction between students’ existing concepts and new concepts. These three types of interaction may happen at the same time in the learning process. There exist three forms of information interactions: between students and learning resources, students and teachers, and among students themselves. These three forms complement one another. According to this interaction model, the three levels mentioned above have a hierarchical relationship and the author believes that this best illustrates the nature of distance learning and teaching. (138 words)

Text G:
(Journal abstract in Distance Education in China, Serial No. 220, No.3 (1), 2004)

The Research and Construction of a teaching model for Open and distance learning
The construction of a teaching model for open and distance learning (ODL) has to be based on sound theories. In the construction process, co-operation and collaboration are also needed. This paper first examines the five key points in the pilot program, The Use of Open Education in Human Resources Training Reform, which was carried out by the China Central Radio and Television University and endorsed by the Ministry of Education. These points are: (1)Why is research into models needed? (2)What does a teaching model mean? What are some possible extensions to a teaching model? (3) What is the relationship between teaching model reform and human resources training reform? (4)What roles does ODL play in a new teaching model? (5)What are the problems with current research into teaching models? The proposition here is that the research into and the construction and reform of teaching models are interrelated. The existing problems in research are a lack of rational analysis, integrated studies and applied research.

With the above analysis, this paper points out that the construction of a teaching model should be based on a clear research paradigm, innovative ideas and research and development efforts. With a clear research paradigm, a structure for different teaching activities can be formulated. Besides reforms in teaching models almost always imply a change in idea. Therefore, the existing teaching models should be examined in detail so that policy makers can combine the strengths of these models and integrate them into the practice of ODL. With the results from the pilot program, a number of teaching strategies can be extracted to formulate a basic framework for the construction of a teaching model. Research and development efforts are much needed in this process. (283 words)

Appendix 2 : Generic Structure

	Text
	Staging of text /Schematic structure
	Clause number

	A
	Topic       ∧Supporting arguments        ∧Conclusion 
	1∧2—5∧6

	B
	Topic      ∧Supporting arguments        ∧Conclusion
	1∧2—5∧6

	C
	Topic     ∧Supporting arguments         ∧Conclusion
	1∧2—4∧5

	D
	Topic ∧Supporting arguments            ∧Conclusion
	1∧2—9∧10

	E
	Para.1:Topic ∧Supporting arguments ∧ Conclusion 
	 1∧2—3∧5

	
	Para.2:Topic    ∧Supporting arguments   ∧Conclusion
	5∧6—7∧8

	
	Para. 3: Topic ∧Conclusion
	9∧10

	F
	Topic ∧Supporting arguments ∧Conclusion
	1∧2—5∧6

	G
	Topic ∧Supporting arguments ∧Conclusion
	1—2∧3—6∧7—12 (Para. 2)


Appendix 3: ‘Specialist’ vocabulary

Text A
an automated "Tutorial Supervisor" for a hypermedia-based educational system, interaction, pedagogic, off-line and reprogrammed, a specialist neural network device, multimedia-based, adaptive techniques for material presentation

Text B: 
academic preparedness, suitability of programs, and identity change, information provision, guidance and preparation of adult pre-entry open and distance learners, student satisfaction and retention rates, course advisors, student counselors, preparatory program, information and support officers

Text C: 
web-enhancing university courses, a supportive model structure
Text D: 
substantive (directly related to the topic) and non-substantive (not directly related to content)

Text E:
 openness, 

Text F: 
the Conversational Model, Operational Interaction, Information Interaction, Conceptual Interaction, 

Text G:

Appendix 4 : Participant types (realized by nominal elements and listed in sequence of appearance)
Text A.

Non-human

· This article

· work completed on an automated "Tutorial Supervisor" for a hypermedia-based educational system

· The Tutorial Supervisor

· an automatic system for grading a student into an ability level in response to the student’s interaction with tutorial questions

· a question or tutorial

· Our TS

· both students and questions/tutorials

· the system

· the system to be taken off-line and reprogrammed/trained

· The TS’s ability to respond in real-time to a student’s changing ability and how a population of students perceive a particular tutorial or question

· a student’s changing ability

· how a population of students perceive a particular tutorial or question

· a particular tutorial or question

· the use of a specialist neural network device that is able to learn and adapt without human intervention

· Such an automated system

· it; 

· the use of adaptive techniques for material presentation with which to challenge and engage the student

Human

· a student

· the student

· both students and questions/tutorials
· a population of students

· the student

Text B

Non-human

· This study

· a range of themes, issues and questions that commonly confront adults contemplating enrolment in university, and why they persist

· enrolment in university

· why they persist

· The study

· issues facing prospective adult distance education learners

· six themes

· that the more effective we become at information provision, guidance and preparation of adult pre-entry open and distance learners, the more likely students will experience a smooth transition to study, thus improving both student satisfaction and retention rates

· a smooth transition to study

· both student satisfaction and retention rates

· Successful intervention with prospective distance education learners at this early point

· the process of informed decision making

· which

· an individual deciding not to pursue university study

· university study

· The findings in this study

Human 

· adults contemplating enrolment in university

· they

· prospective adult distance education learners

· we

· students

· adult distance students

Text C

Non-human 

· a microcosm of technology's impact on society

· The distinct delineation between the technological "haves" and the technological "have-nots"

· a point of contention among university faculty

· time that the technological "haves" share their knowledge and experience with the technological "have-nots" to diminish the growing feelings of resentment and ill will among university faculty

· their knowledge and experience

· the growing feelings of resentment and ill will among university faculty

· this collegial sharing of knowledge and experience

· the opportunity to take advantage of the wealth of information available on the World Wide Web (WWW or Web) within university courses

· the wealth of information available on the World Wide Web

· Successful web-enhancing university courses through professional development opportunities for university faculty

· a supportive model structure

Human  

· University faculty

· the technological "haves"

Text D.

Non-human

· The purpose of the study

· to examine how female and male students (n = 13) participate in web-based discussions in a graduate course

· how female and male students (n = 13) participate in web-based discussions in a graduate course

· The focus of this examination

· to analyze the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester

· the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester

· the focus

· to discover whether there were differences by gender in terms of types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made as well as in the quantity of them

· whether there were differences by gender in terms of types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made as well as in the quantity of them

· differences by gender

· Results

· that overall students’ discussions included all substantive and non-substantive categories;

· students’ discussions

· all substantive and non-substantive categories

· the greatest amounts of statements

· Results

· only slight differences in gender with these two categories

· slightly greater numbers of chatting and supportive comments than males

· a slight increase in those same two non-substantive categories than their male counterpart

· gender differences in substantive and non-substantive statements

Human

· female and male students

· the students

· females

· The female discussion leaders; 

Text E.

Non-human

· The first part of this paper

· the internal relationship between distance education and open learning

· this paper

· that openness is the distinctive feature of the radio and television universities

· openness

· the distinctive feature of the radio and television universities

· Openness in all dimensions

· not only the objective of modern distance education but also its natures

· this modern form of education

· its strengths

· an important role

· openness in all dimension

· The second part of this paper

· a new perspective on quality for open and distance learning

· The criteria for evaluating quality in traditional higher education

· the demand for human resources

· different requirements for different kinds of jobs

· higher education

· two distinctive quality evaluation systems

· The last part

· that the many misconceptions surrounding the ODL in China are due to the misnomer of “radio and television universities”

· many misconceptions surrounding the ODL in China

· the ODL in China

· This paper

· that a new name should be adopted.

· a new name
Text F

Non-human

· Laurillarrd (2001)

· this paper

· a model for student and teacher interaction in distance learning

· This model

· three levels

· These three types of interaction

· three forms of information interactions

· These three forms

· one another

· the three levels mentioned above

· a hierarchical relationship

· that this best illustrates the nature of distance learning and teaching

· this

· the nature of distance learning and teaching

Human

· the author

Text G.

Non-human

· The construction of a teaching model for open and distance learning

· co-operation and collaboration

· This paper

· the five key points in the pilot program, The Use of Open Education in Human Resources Training Reform, which was carried out by the China Central Radio and Television University and endorsed by the Ministry of Education

· the China Central Radio and Television University

· the Ministry of Education

· These points

· (1)Why is research into models needed? (2)What does a teaching model mean? What are some possible extensions to a teaching model? (3) What is the relationship between teaching model reform and human resources training reform? (4)What roles does ODL play in a new teaching model? (5)What are the problems with current research into teaching models?;

· research into models

· a teaching model

· some possible extensions to a teaching model

· the relationship between teaching model reform and human resources training reform

· What roles

· ODL

· the problems with current research into teaching models

· The proposition here

· that the research into and the construction and reform of teaching models are interrelated

· the research into and the construction and reform of teaching models

· The existing problems in research

· a lack of rational analysis, integrated studies and applied research

· this paper

· that the construction of a teaching model should be based on a clear research paradigm, innovative ideas and research and development efforts

· the construction of a teaching model

· a structure for different teaching activities

· reforms in teaching models

· a change in idea

· the existing teaching models

· the strengths of these models

· them

· a number of teaching strategies

· a basic framework for the construction of a teaching model

· Research and development efforts

Human 

· policy makers

Appendix 5: Process types (listed in sequence of appearance)
Text A

Relating Process

· reports on

· is

· is

· is

· is brought about

· allows

· is seen as

Action Process

· completed

· grading

· has been graded

· can be selected

· adapt to

· to be taken off-line

· reprogrammed/trained

· respond

· learn

· adapt

· challenge 

· engage

Mental Process

· requiring

· perceive; 

Text B

Relating Process

· confront

· focuses particularly on

· facing

· were identified

· become

· result equally in

· be

Action Process

· explores

· improving

· aim to assist

· provide

Mental Process

· identifies

· contemplating

· persist

· argued

· Experience

· Deciding

· pursue
Text C

Relating Process

· have become

· has become

· is

Action Process

· share

· diminish

· offers

· is enhanced

Text D

Relating Process

· was

· was

· was

· there were

· directly related to

· not directly related to

· indicated

· included

· were

· indicated

· tended to balance out

· had

· showed;

Action Process

· participate

· were drawn

· made

· responding

· reacting

· appeared to diminish

Mental Process

· to examine

· to analyze

· to discover

· were surveyed

Text E

Relating Process

· is

· is

· survive

· strive

· is

· are based on

· might not be

· exists

· there are

· there should be

· are

Action Process

· utilize

· play

· discusses

· providing

Mental Process

· examines

· be adopted

Saying Process

· points out

· points out

· suggests

Text F

Relating Process

· Based on

· puts forward

· consists of

· happen

· exist

· complement

· have

· illustrates

Action Process

· developed by Laurillarrd (2001)

Mental Process

· believes
Text G

Relating Process

· has to be based on

· are

· mean

· are

· is

· are

· is

· are

· are

· should be based on

· imply

Action Process

· was carried out

· endorsed

· play

· can be formulated

· can combine

· integrate

· can be extracted

· to formulate

Mental Process

· are also needed

· examines

· is… needed

· should be examined

· are much needed

Saying Process

· points out

Appendix 6 : Noun phrases and nominalization

Text A

Modified noun phrases

· work completed on an automated "Tutorial Supervisor" for a hypermedia-based educational system

· an automated "Tutorial Supervisor" for a hypermedia-based educational system

· The Tutorial Supervisor

· an automatic system for grading a student into an ability level in response to the student’s interaction with tutorial questions

· an ability level

· the student’s interaction with tutorial questions

· a question or tutorial …which is in line with best pedagogic practice

· best pedagogic practice

· Our TS

· The TS’s ability to respond in real-time to a student’s changing ability and how a population of students perceive a particular tutorial or question

· real-time

· a student’s changing ability

· a particular tutorial or question

· the use of a specialist neural network device that is able to learn and adapt without human intervention

· human intervention

· Such an automated system

· multimedia-based educational systems

· the use of adaptive techniques for material presentation with which to challenge and engage the student

Bare noun phrase

· This article

· the student

· both students and questions/tutorials

· the system

· use

· the system

· a population of students

· it

· the student

Nominalization

· an ability level

· the student’s interaction with tutorial questions

· The TS’s ability to respond in real-time to a student’s changing ability and how a population of students perceive a particular tutorial or question

· the use of a specialist neural network device that is able to learn and adapt without human intervention.

· human intervention

· the use of adaptive techniques for material presentation with which to challenge and engage the student

· material presentation
Text B

Modified noun phrase

· a range of themes, issues and questions that commonly confront adults contemplating enrolment in university, and why they persist

· adults contemplating enrolment in university

· enrolment in university

· issues facing prospective adult distance education learners

· prospective adult distance education learners

· six themes

· support from home

· academic preparedness

· suitability of programs

· identity change

· information provision

· guidance and preparation of adult pre-entry open and distance learners

· a smooth transition to study

· student satisfaction

· retention rates

· Successful intervention with prospective distance education learners at this early point

· this early point

· the process of informed decision making

· university study

· The findings in this study

· those academics course advisors

· student counselor

· teachers in preparatory program

· university information and support officers

· others who provide adult distance students, with pre-enrolment information and advice

· adult distance students

· pre-enrolment information and advice

Bare noun phrase

· This study

· they

· The study

· a range of interviews

· fears

· motivation

· we

· students

· which; 

Nominalization

· enrolment in university

· support from home

· academic preparedness

· suitability of programs

· identity change

· information provision

· guidance and preparation of adult pre-entry open and distance learners

· a smooth transition to study

· student satisfaction

· retention rates

· Successful intervention with prospective distance education learners at this early point

· the process of informed decision making; 

Text C

Modified noun phrase

· University faculty

· a microcosm of technology's impact on society

· The distinct delineation between the technological "haves" and the technological "have-nots

· a point of contention among university faculty

· the technological "haves"

· the technological "have-nots"

· the growing feelings of resentment and ill will among university faculty

· this collegial sharing of knowledge and experience

· the opportunity to take advantage of the wealth of information available on the World Wide Web (WWW or Web) within university courses

· the wealth of information available on the World Wide Web (WWW or Web) within university courses

· the World Wide Web

· university courses

· Successful web-enhancing university courses through professional development opportunities for university faculty

· a supportive model structure

Bare noun phrase

· It

· time

· their knowledge and experience

Nominalization

· technology's impact on society

· The distinct delineation between the technological "haves" and the technological "have-nots"

· a point of contention among university faculty

· the growing feelings of resentment and ill will among university faculty

· this collegial sharing of knowledge and experience

· professional development; 
Text D

Modified noun phrase

· The purpose of the study

· female and male students

· web-based discussions in a graduate course

· The focus of this examination

· the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester

· 4 weeks

· differences by gender

· types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made

· the quantity of them

· their computer and Internet experience level

· attitudes toward the course content, organization and delivery

· students’ discussions

· all substantive and non-substantive categories

· the greatest amounts of statements

· 2 substantive categories

· slight differences in gender with these two categories

· the four weeks

· non-substantive categories

· slightly greater numbers of chatting and supportive comments than males

· The female discussion leaders

· a slight increase in those same two non-substantive categories than their male counterpart

· gender differences in substantive and non-substantive statements

· threaded discussion

Bare noun phrase

· the focus

· the topic

· content

· the students

· Results

· males and females

· Results

· females

· this study

· chats

Nominalization

· the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester

· their computer and Internet experience level; 

· organization and delivery
Text E

Modified noun phrase

· The first part of this paper

· the internal relationship between distance education and open learning.

· a comparison between the radio and television universities in China and the Open University in the United Kingdom

· the distinctive feature of the radio and television universities

· Openness in all dimensions

· the objective of modern distance education

· this modern form of education

· an important role in China’s development

· openness in all dimensions

· The second part of this paper

· a new perspective on quality for open and distance learning (ODL)

· The criteria for evaluating quality in traditional higher education

· an elite model

· distance and open universities

· a knowledge economy

· the demand for human resources

· different levels

· different requirements for different kinds of jobs

· higher education

· two distinctive quality evaluation systems

· The last part

· the many misconceptions surroundings the ODL in China

· the misnomer of “radio and television universities

· the misnomer of “radio and television universities”. 

Bare noun phrase

· this paper

· openness

· its natures

· its strengths

· the elite

· the masses

· This paper

Nominalization

· a comparison between the radio and television universities in China and the Open University in the United Kingdom

· Openness in all dimensions

· openness

· openness in all dimensions

· China’s development

· the demand for human resources
Text F

Modified noun phrase

· the Conversational Model developed by Laurillarrd (2001)

· a model for student and teacher interaction in distance learning

· three levels

· Operational Interaction

· the interaction between students and various media

· Information Interaction

· the interaction between students and the various kinds of information in learning and teaching

· Conceptual Interaction

· the interaction between students’ existing concepts and new concepts

· These three types of interaction

· the same time

· the learning process

· three forms of information interactions between students and learning resources, students and teachers, and among students themselves

· These three forms

· this interaction model

· the three levels mentioned above

· a hierarchical relationship

· the nature of distance learning and teaching

Bare noun phrase

· this paper

· This model

· one another

· the author

· this

Nominalization

· student and teacher interaction in distance learning

· Operational Interaction

· the interaction between students and various media

· Information Interaction

· the interaction between students and the various kinds of information in learning and teaching

· Conceptual Interaction

· the interaction between students’ existing concepts and new concepts; 
Text G

Modified noun phrase

· The construction of a teaching model for open and distance learning

· sound theories

· the construction process

· the five key points in the pilot program The Use of Open Education in Human Resources Training Reform, which was carried out by the China Central Radio and Television University and endorsed by the Ministry of Education

· the China Central Radio and Television University

· the Ministry of Education

· research into models

· a teaching model

· some possible extensions to a teaching model

· the relationship between teaching model reform and human resources training reform;

· roles…in a new teaching model

· ODL

· the problems with current research into teaching models

· The proposition here

· the research into and the construction and reform of teaching models

· The existing problems in research

· a lack of rational analysis, integrated studies and applied research

· the above analysis

· the construction of a teaching model

· a clear research paradigm

· innovative ideas

· research and development efforts

· a clear research paradigm

· a structure for different teaching activities

· reforms in teaching models

· a change in idea

· the existing teaching models

· policy make

· the strengths of these models

· the practice of ODL

· the results from the pilot program

· a number of teaching strategies

· a basic framework for the construction of a teaching model

· Research and development efforts

Bare noun phrase

· co-operation

· collaboration

· This paper

· which

· These points

· this paper

· them

· this process.

Nominalization

· The construction of a teaching model for open and distance learning

· co-operation

· collaboration

· research into models

· the research into and the construction and reform of teaching models

· a lack of rational analysis, integrated studies and applied research

· the construction of a teaching model

· reforms in teaching models

· a change in idea

· the construction of a teaching model

Appendix 7 : Embedded clause
Text A
· completed on an automated "Tutorial Supervisor" for a hypermedia-based educational system

· grading a student into an ability level in response to the student’s interaction with tutorial questions

· which is in line with best pedagogic practice

· requiring the system to be taken off-line and reprogrammed/trained

· the system to be taken off-line and reprogrammed/trained

· to respond in real-time to a student’s changing ability and how a population of students perceive a particular tutorial or question

· how a population of students perceive a particular tutorial or question

· that is able to learn and adapt without human intervention

· with which to challenge and engage the student
Text B

· that commonly confront adults contemplating enrolment in university

· why they persist

· facing prospective adult distance education learners

· that the more effective we become at information provision, guidance and preparation of adult pre-entry open and distance learners, the more likely students will experience a smooth transition to study, thus improving both student satisfaction and retention rates

· which could result equally in an individual deciding not to pursue university study

· an individual deciding not to pursue university study

· who provide adult distance students with pre-enrolment information and advice
Text C

· that the technological "haves" share their knowledge and experience with the technological "have-nots" to diminish the growing feelings of resentment and ill will among university faculty

· to take advantage of the wealth of information available on the World Wide Web (WWW or Web) within university courses
Text D

· to examine how female and male students (n = 13) participate in web-based discussions in a graduate course

· how female and male students (n = 13) participate in web-based discussions in a graduate course

· to analyze the interactions of a mixed gender group in chats and threaded discussions that were drawn from 4 weeks over a semester

· that were drawn from 4 weeks over a semester

· to discover whether there were differences by gender in terms of types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made as well as in the quantity of them

· whether there were differences by gender in terms of types of substantive (directly related to the topic) and non-substantive (not directly related to content) statements made as well as in the quantity of them

· made

· directly related to the topic

· not directly related to content

· that overall students’ discussions included all substantive and non-substantive categories

· than males

· than their male counterpart.
Text E

· that openness is the distinctive feature of the radio and television universities

· evaluating quality in traditional higher education

· that the many misconceptions surrounding the ODL in China are due to the misnomer of “radio and television universities”

· surrounding the ODL in China

· that a new name should be adopted
Text F

· developed by Laurillarrd (2001)

· mentioned above

· that this best illustrates the nature of distance learning and teaching
Text G

· which was carried out by the China Central Radio and Television University and endorsed by the Ministry of Education

· Why is research into models needed?

· What does a teaching model mean?

· What are some possible extensions to a teaching model?

· What is the relationship between teaching model reform and human resources training reform?

· What roles does ODL play in a new teaching model?

· What are the problems with current research into teaching models?

· that the research into and the construction and reform of teaching models are interrelated
· that the construction of a teaching model should be based on a clear research paradigm, innovative ideas and research and development effort
Appendix 8:  Thematic Progression
Text A
Theme 1                                          Rheme1
Theme2                                            (Rheme1)                 Rheme 2
Theme 3                                             (Rheme 2)                   Rheme 3
Theme 4                                             (Theme2                [Rheme1])  Rheme 4
Theme 5                                              (Rheme 4)          Rheme 5
Theme 6                                               (Rheme 5)          Rheme 6
Text B
Theme 1                                                                 Rheme1
Theme2                                                                   (Theme 1)          Rheme 2
Theme 3                                                                   (Rheme 2)         Rheme 3
Theme 4                                                                     Rheme 4
Theme 5                                                                     (Rheme 4)          Rheme 5
Theme 6                                                                      (Theme 1)          Rheme 6

Text C
Theme 1                                                             Rheme1
Theme2                                                             (Rheme1)          Rheme 2
Theme 3                                                             Rheme 3
Theme 4                                                             (Rheme3)          Rheme 4
Theme 5                                                               (Rheme 4)          Rheme 5
Text D
Theme 1                                                             Rheme1
Theme2                                                             (Rheme1)              Rheme 2
Theme 3                                                            (Rheme 1)             Rheme 3
Theme 4                                                            (Rheme1, 2, 3)          Rheme 4
Theme 5                                                            (Rheme 1, 2, 3, 4)       Rheme 5
Theme 6                                                              (Rheme 5)             Rheme 6
Theme 7                                                               (Theme 5)             Rheme 7
Theme 8                                                                (Rheme 5)            Rheme 8
Theme 9                                                                 (Rheme 8)            Rheme 9
Theme 10                                                                (Theme 1)        Rheme 10
Text E
Theme 1                                                            Rheme1
Theme 2                                                             Rheme 2
Theme 3                                                             (Rheme 2)          Rheme 3
Theme 4                                                              (Rheme 3)          Rheme 4
Para. 2
Theme5  
                                                                                          Rheme 5

Theme 6                                                               (Rheme 5)         Rheme 6
Theme7                                                                 Rheme 7
Theme 8                                                               Rheme 8
Theme 9                                                               (Rheme 6)        Rheme 9

Para.3

Theme 10                                                                           Rheme 10

Theme 11                                                        (Theme 1, 5, 10)   Rheme 11
Text F
Theme 1                                                        Rheme 1
Theme 2                                                         (Rheme 1)        Rheme 2
Theme 3                                                          (Rheme 2)       Rheme 3
Theme 4                                                              Rheme 4
Theme 5                                                              (Rheme 4)       Rheme 5
Theme 6                                                            (Rheme1)       Rheme 6
Theme 7                                                             Rheme 7 (Rheme 6)
Text G

Theme 1                                                           Rheme 1


Theme 2                                                            (Theme 1)        Rheme 2
Theme 3                                                              Rheme 3
Theme 4                                                              (Rheme 3)       Rheme 4

Theme 5                                                                Rheme 5
Theme 6                                                          (Rheme 5)       Rheme 6
Para. 2
Theme 7                                                          (summative)      Rheme 7
Theme 8                                                               (Rheme 7)      Rheme 8
Theme 9                                                               (Rheme 7)      Rheme 9 
Theme 10                                                                  Rheme 19
Theme 11                                                               (Rheme 3)    Rheme 11
Theme 12                                                            (Rheme 7)    Rheme 12

Appendix 9: Formulations by which authors make some subjective assessment of, or pass some sort of judgment on, the material being presented

Text A: can be selected / best pedagogic practice / imperative
Text B: the most effective…the most likely / successful / should aim to / useful
Text C: distinct / growing feelings of resentment and ill will / successful / supportive
Text D: greatest amounts / slight differences / tended to / slightly greater / slight increase / appeared to diminish
Text E: the distinctive feature / is essential / might not be entirely suitable / there should be / should be adopted / misnomer
Text F: may happen / best illustrates / believes 
Text G: has to be / should be based / a clear paradigm, innovative ideas / can be formulated / almost always / much needed
21. Specimen Exam Papers 

21.1. E303: Part I Final Examination Sample

INSTRUCTIONS

1. There are THREE parts in this exam paper: A, B , and C. 

2. You are required to answer THREE QUESTIONS as follows: the compulsory question in Part A, one question from Part B, and one question from Part C.
3. We advise you to devote 10 minutes for reading through the whole paper and making the appropriate selection of questions. 

4. The following table shows the structure of the exam, the marks alloted for each part, and the time you are advised to spend on each question

	PART
	Question No
	Marks
	Minutes 

	A
	1
	17
	55

	B
	2
	17


	55



	
	3
	
	

	C
	4
	16


	55

	
	5
	
	

	TOTAL
	
	50
	


5. At the end of the examination, 

-  Make sure that you have answered all required questions  

- Edit your answers paying attention to grammar, punctuation, and spelling 

- Cross out any notes you make which you do not want to be considered.

PART A: Answer question 1.  [17 marks]

Question 1:  

Choose SIX of the following terms and: 
· define them;

· give an illustrative example, or examples, as relevant;

· provide any additional information to help explain them. 

1. speech act

2. modality

3. passive voice

4. collocation

5. features of the spoken mode 

6. prescriptive and pedagogic grammars 

7. features of written texts

8. non-finite clause

PART B: Answer either question 2 or question 3  ( 17marks)

Question 2. 

Study the following two texts carefully and then answer the following questions in essay form.

1. Were the texts originally written or spoken? (interactive vs. non-interactive, spontaneous vs. non-spontaneous). Explain.

2.  In what context/social setting were the texts originally produced? Explain.

3. Explain each extract’s intended audience.

4. Explain the relationship between the speaker/writer and those to whom the text was addressed. For example, were speaker/writer and addressee known to each other? Were they on friendly or familiar terms?

Text 1

Dr. [Jones], he’s very good but as I say we don’t run to a doctor for nothing, y’know what I mean. But we’ve had, had us jabs for flu. I got a lump on the back of my neck so we h… I had to have what was it called? […] Antibiotics, and it must have helped it to burst or … and now of course it’s pretty much gone. And that was it with me.

 (Collins Cobuild Bank of English: subcorpus= brspok/UK)
Text 2

The … hormone estrogen is important for many physiological processes. Prolonged stimulation of breast ductal epithelium by estrogen, however, can contribute to the development and progression of breast cancer, and treatments designed to block estrogen’s effects are important options in the clinic. Tamoxifen and other similar drugs are effective in breast cancer prevention and treatment by inhibiting the proliferative effects of estrogen that are mediated through the estrogen receptor (ER).

(Osborne et al., 2000, pp. 3172-86: quoted in PubMed website, 4 September 2003)

Question 3: 

In construing human experience, grammar is sometimes utilized to highlight or suppress the actor’s role in a given statement through agency and affectedness constructions. Choose two grammar strategies that are utilized by the language user for purposes of emphasizing or de-emphasizing agency. Discuss with examples

PART C: Answer either question 4 or question 5  (16 marks).

Question 4.

 Read the text below and do two tasks: (i) identify eight of the words indicating processes and (ii) name each type of process (relational, mental, etc.):

It was a village like thousands of villages in India. There were no proper roads. The villagers needed running water. The women and girls walked to the river and back with enormous pots of water on their heads. In spite of the poverty, however, the people felt happy. After all, their ancestors had lived in the same way for centuries. And so the people got up when the sun rose and did their daily work in the fields. Then, in the evenings, they chatted in the village square. It appears that they wanted no more than peace of mind .(Text extracted and slightly adapted from Lifelines: OUP, p. 107)

Your answer should be entered onto a table like this one. You do not need to copy the whole text:

	word
	process type

	
	

	
	

	
	


Question 5.
Identify the themes and the marked themes in the following letter to the editor text below:

The recent arrival of illegal immigrants or boat people in northern Australia highlights the urgent need for a national policy. The Customs Department Coastwatch has proved inadequate. Over the last decade there have been numerous government inquiries and a host of scandals and legal claims against the commonwealth involving the tendering process for Coastwatch. Too immediate steps are the tasking of Australian law enforcement organizations to determine the extent to which organized crime is involved in the boat people. Illegal immigrant smuggling organized by criminal syndicates is of great concern to the US authorities and Australia must be fully informed. The Australian Defence Force (ADF) would not require additional resources to perform a surveillance and interdiction role. It already provides assistance to Coastwatch in the form of P3C Orion aircraft and petrol boats, and over the next decade is reportedly spending over $ 2 billion in surveillance hardware. (Text extracted and slightly adapted from E303 Activities CD-Rom, Unit 14)
21.2. E303 Part II:  Final Examination Sample

INSTRUCTIONS

1. There are THREE parts in this exam paper: A, B , and C. 

2. You are required to answer THREE QUESTIONS as follows: the compulsory question in Part A, one question from Part B, and one question from Part C.
3. We advise you to devote 10-15  minutes for reading through the whole paper and making the appropriate selection of questions. 

4. The following table shows the structure of the exam, the marks allotted for each part, and the time you are advised to spend on each question

	PART
	Question No
	Marks
	Minutes 

	A
	1
	17
	55

	B
	2
	17


	55



	
	3
	
	

	C
	4
	16


	55

	
	5
	
	

	TOTAL
	
	50
	


5. At the end of the examination, 

-  Make sure that you have answered all required questions  

- Edit your answers paying attention to grammar, punctuation, and spelling 

- Cross out any notes you make which you do not want to be considered.

PART A: Answer question 1.  [17 marks]

Question 1: 

Undertaking research involves major stages of planning and application. 
List and describe each of the major steps you followed in designing and  conducting your research project for part II of this course.

PART B: Answer either question 2 or question 3  (17 marks).

Question 2
In Unit 25  ( Book 5), in the section : ways of teaching and learning grammar, the writer of the Unit, Chris Candlin, summarizes the contents of R. Batstone's book, Grammar (published by  Oxford University in 1994). Chris Candlin reports that Batstone identifies THREE approaches to the teaching (and by extension, the learning) of grammar. 

Name the three approaches and describe each one. Your answer should not be longer than 300 words.

Question  3 

What are the major categories of dictionaries? List six categories and describe the typical structure of a dictionary meant for people over 18 years of age.

PART C: Answer either question 4 or question 5  (16 marks).

Question 4

What is 'subtitling'? What creates the need for it? What are its types? What differences emerge between the source and target texts in this process? 

Question 5

Unit 23 deals with translation. According to this unit, what makes a 'good' translation?
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22. GLOSSARY: E303 A & B 
 
Introduction

In this glossary you will find definitions of the technical terms used in the course.  They may relate either to traditional or functional approaches to grammar. Unit references are included so that you can check where the terms were first introduced in context. No unit number is given where the term occurs in the CD- ROM or where it is needed to aid the definition of other items. Some terms also appear in your Longman grammar, where you will find additional explanations and examples. Please note that some of the terms found in the Foundation Grammar and in the Corpus Tasks Booklet are not included in this glossary. 
A

· ACTION PROCESS [UNIT 5]:  See MATERIAL PROCESS.

· ACTIVE VOICE [UNIT 5]: In the active voice, the AGENT occurs before the verb as the SUBJECT, and the entity affected by the action occurs after the verb: The police released the driver’s name. Compare PASSIVE VOICE.
· ACTOR [UNIT 11]: In a MATERIAL PROCESS, the actor is the PARTICIPANT that carries out the action: The security guard checked all the baggage. Swallows fly south for winter.
· ADDITION [UNIT 16]:  Adding a piece of information to a list:  This model comes with front and rear seat belts. It also has airbags.
· ADJECTIVE PHRASE [UNIT 5]: A phrase with an adjective as its HEAD: very old, ready for lunch.
· ADJUNCT:  An ADVERB PHRASE, NOUN PHRASE or PREPOSITION PHRASE which contributes some additional (but non-essential) information to the clause. This information may be EXPERIENTIAL  (He walked to the shops), INTERPERSONAL (He probably walked to the shops ) or TEXTUAL (So he walked to the shops)
· ADVERB PHRASE [UNIT 3]: A phrase with an adverb as its HEAD: pretty often, sooner than you think.

· ADVERBIAL GROUP [UNIT 3]: A term that may be used instead of ADVERB PHRASE (though some linguists draw a distinction between them).

· ADVERBIAL LINKER [UNIT 21]:  See LINKING ADVERBIAL.
· AFFECTEDNESS [UNIT 13}:  The degree to which an entity is presented as being acted upon, rather than an active AGENT.
· AGENCY [UNIT 13]: The degree to which an entity is presented as an active AGENT, rather than being acted upon.

· AGENT [UNIT 21]:  The doer of an action.

· AGENTLESS PASSIVE:  See SHORT PASSIVE.

· AMPLIFIER [UNIT 7]: See INTENSIFIER.
· ANAPHORA [UNIT 16]:  The use of a REFERENCE item to refer backwards to something.

· ANAPHORIC REFERENCE: mentioned previously in the text: These apples are delicious Where did you buy them? Sometimes referred to as ‘backward reference’. Compare CATAPHORA (CATAPHORIC REFERENCE).

· ANGLE OF REPRESENTATION [UNIT 11]: The particular way of viewing the world which is conveyed by the grammatical representations in a particular text.

· ANTONYMY [UNIT 15]:  The relationship between items with opposite or contrasting meanings: The essay was too long/too short.
· APPOSITION [UNIT 16]:  A relationship where one piece of information restates or specifies previous information: I need your contact details, either a phone number or e mail address. This is Mr. Robbins, our assistant sales manager.
· ASPECT [UNIT 21]:  A choice in the VERB PHRASE that expresses time meanings, related to whether an action is finished or still in progress: have eaten, was going.

· ASSERTED EVALUATION [UNIT 12]: An EVALUATION which is presented as being open to discussion or argument: The journalist’s remark was ill-informed.  Compare ASSUMED EVALUATION.
· ASSUMED EVALUATION [UNIT 12]:  An EVALUATION which is presented as something which is already accepted, and therefore not open to discussion: We will not respond to the journalist’s ill-informed remark. Compare ASSERTED EVALUATION.
· ATTITUDE [UNIT 10]:  The element of STANCE dealing with the expression of positive, negative or neutral meanings.

· ATTRIBUTIVE ADJECTIVE [UNIT 4]: An adjective functioning as a premodifier before a noun:  special skills, silent prayers.

· AUTHORIAL PRESENCE [UNIT 12]:  The way in which authors of texts construct for themselves a particular presence, identity or persona which they present to their audience. See also PERSONALISATION, COMMUNICATIVE STANDING, STANCE.
· AUTHORSHIP STUDIES [UNIT 22]:  A term that covers both FORENSIC STYLISTICS and LITERARY STYLISTICS.
· AUXILIARY VERB [UNIT 5]: A  CLOSED CLASS  of verbs which specify the way in which the  process of the VERB PHRASE  is to be interpreted: will have applied, was  overtaking , may  believe , is being used.

B

· BACK TRANSLATION [UNIT 23]:  A literal translation which works from the target language back into the source language.

· BEHAVIOURAL PROCESS:  Behavioural processes are midway between MATERIAL PROCESSES and MENTAL PROCESSES. They involve psychological or physiological behaviour experienced by a conscious being: Sorry, I was dreaming. She sighed with despair.

· BENEFICIARY [UNIT 11]:  In a MATERIAL PROCESS, the beneficiary is the PARTICIPANT (normally human) that receives something: Lesley gave the child a toy car.

C

· CATAPHORA (CATAPHORIC REFERENCE) [UNIT 16]:  The use of a REFERENCE item to refer forward to something which follows in the text: What you should do is this: unplug the cable at the back and… Sometimes referred to as ‘forward reference’. Compare ANAPHORA (ANAPHORIC REFERENCE).

· CHANNEL [UNIT 14]:  The physical means by which a message is transmitted, e.g.  telephone, print, email, face to face. Channel is one aspect of MODE.
· CIRCUMSTANCE [UNIT 3]: Circumstances are the elements of a clause that add information about the situation surrounding the PROCESS: how (manner), where (location), when (location in time), why (cause), how long (extent), etc: Luckily we always keep a spare key in the garage.

· CIRCUMSTANCE OF CAUSE:  A type of CIRCUMSTANCE indicating why something happens: The flight was cancelled because of fog.

· CIRCUMSTANCE OF CONTINGENCY: A type of CIRCUMSTANCE indicating the conditions under which something happens: You won’t get in without a security pass.  The train was on time despite the flooding.

· CIRCUMSTANCE OF EXTENT: A type of CIRCUMSTANCE indicating how far or how long something extends: You could run a mile and then stop for five minutes.

· CIRCUMSTANCE OF LOCATION: A type of CIRCUMSTANCE indicating when or where something happens: In 1890, he was living in Paris.

· CIRCUMSTANCE OF MANNER: A type of CIRCUMSTANCE indicating how or by what means something happens: With a calculator you can check your bills easily.

· CIRCUMSTANTIAL DEPENDENT CLAUSE [UNIT 6]: A DEPENDENT CLAUSE which supplies information about the CIRCUMSTANCES: When I arrive, I’ll give you a call. The class was cancelled because the teacher was ill.
· CLASS– SUBCLASS [UNIT 15}:  See HYPONYMY.
· CLASSIFIER [UNIT 4]: An element of the NOUN PHRASE that indicates the class or category of the  HEAD word. It answers the question ‘What type is it?’, and is typically realised by a noun (an oil painting) or an adjective (solar energy).
· CLAUSE [UNIT 3]: A unit of meaning built around a PROCESS. Every clause normally involves one process, one or more PARTICIPANTS, and perhaps also CIRCUMSTANCES. These elements are realised structurally as a VERB PHRASE plus other elements.
· CLAUSE COMPLEX [UNIT 6]; A clause complex is formed when clauses are linked together.  This occurs in two ways: COORDINATION and SUBORDINATION.
· CLEFTING [UNIT 23]:  The use of a grammatical construction where information is broken into two clauses, to provide extra focus to one piece of information. It-cleft: It was his voice that held me. Wh-cleft:  What I want is something to eat. See also PSEUDO- CLEFTING.

· CLOSED CLASS [UNIT 2]: A class of words for which all the members may be listed, and for which new additions hardly ever occur. PRONOUNS, for example, form a closed set. Compare OPEN CLASS.

· COHERENCE [UNIT 15]:  The way in which a text holds together through links in meanings both within a text and in relation to the wider context, including the background knowledge of the listener or reader. Compare COHESION.

· COHESION [UNIT 7]: The way in which a text holds together through grammatical and lexical features which link one part of a text with another.  Compare COHERENCE.

· COHESIVE DEVICE [UNIT 15]:  Grammatical and lexical features which link one part of a text with another.

· COHESIVE TIE [UNIT 15]:  A relationship between different items in a text which are linked to each other through COHESION: What does your husband do?  He’s an electrician.

· CO- HYPONYMY  [UNIT 15}:  The relationship between items which are examples of the same  SUPERORDINATE : Roses and lilies are both popular flowers.

· COLLIGATION [UNIT 23]:  The tendency for two or more words from different grammatical categories to co-occur in the same structural relationship. For example, the verbs want, prefer, intend, refuse and decide colligate with the structure to + infinitive. Also known as ‘grammatical pattern’.
· COLLOCATE [UNIT 2]: Collocates are words which tend to occur together in texts, e.g.  bed and  breakfast, catch and  bus.
· COLLOCATION [UNIT 2]: In general, the tendency for two or more words to occur within a short distance of each other. A collocation is a combination of LEXICAL WORDS which frequently occur together in texts, e.g.:  little + baby, small + amount, make + (a ) + mistake.
· CO- MERONYMY [UNIT 15]:  The relationship between items which are parts of the same whole: A computer consists of a system unit, monitor, keyboard and mouse.

· COMMAND [UNIT 3]: The speech act of asking for GOODS AND SERVICES, associated with IMPERATIVE clauses.
· COMMUNICATIVE FUNCTION [UNIT 25]:  Another term for SPEECH ACT.
· COMMUNICATIVE STANDING [UNIT 12]:  The degree to which writers or speakers present themselves as having the authority to create certain types of meaning, e.g. to inform, evaluate, advise, command.
· COMPARABLE CORPORA [UNIT 23]:  In translation studies, comparable corpora are sets of naturally-occurring texts in two or more languages which are similar in  size, topic, etc. Compare PARALLEL CORPORA.
· COMPARATIVE REFERENCE [UNIT 16]: A type of REFERENCE  involving an expression of comparison: I  don’t mind driving to Reading, but I don’t really want to go any further.

· COMPLEMENT:  This term is used in several different ways. In FUNCTIONAL GRAMMAR it indicates an element which could have been chosen as SUBJECT but was not: He painted the bathroom (compare: The bathroom was painted); or an element which functions to describe the subject:  The chocolates were delicious.

· COMPLEMENT CLAUSE [UNIT 10]: A DEPENDENT CLAUSE controlled by a preceding verb, adjective, noun or preposition: It should be easy to remember.

· COMPUTATIONAL STYLISTICS [UNIT 22]:  A branch of STYLISTICS that uses statistical techniques. Also known as ‘stylometry’ or ‘stylometrics’.
· CONCORD [UNIT 3]: The requirement that the VERB PHRASE in a FINITE CLAUSE agree  with the SUBJECT in terms of number and person: he is vs they  are.
· CONCORDANCE LINE [UNIT 2]: A line of text displayed as the result of a search by a CONCORDANCER.
· CONCORDANCER [UNIT 2]: A computer programme which can search a CORPUS to find and display particular words (or other STRINGS of text.
· CONCORDANCING PROGRAM [UNIT 2]: See CONCORDANCER.
· CONGRUENT [UNIT 9]: A grammatical form is congruent when it encodes experience in  the most natural way, with nouns for PARTICIPANTS, verbs for  PROCESSES , adverbs and PREPOSITION PHRASES for  CIRCUMSTANCES, and CONJUNCTIONS for relations between  processes.
· CONJUNCTION [UNIT 21]:  A type of FUNCTION WORD that connects clauses, phrases or words. Conjunctions are subdivided into COORDINATORS and SUBORDINATORS.
· CONJUNCTIVE ADJUNCT [UNIT 16]:  See LINKING ADVERBIAL.
· CONNECTIVE [UNIT 16]:  See LINKING ADVERBIAL.
· CONSTANT PATTERN / THEME [UNIT 14]:  See REITERATION PATTERN.
· CONSTITUENT [UNIT 3]: Constituents are groupings of words that form the building   blocks of grammar. See also RANK SCALE.
· CONTEXT [UNIT 1]: Context refers to the situation within which language is used. It has both a broad meaning (see SOCIOCULTURAL CONTEXT)and a  narrow meaning (see CO - TEXT).
· CONTEXT OF USE [UNIT 8]: The term used by some linguists to indicate SOCIOCULTURAL CONTEXT .It includes what we are doing (FIELD), who we are communicating with (TENOR), and the nature of the communicative process (MODE).
· CONTRACTION:  The reduction in spelling or pronunciation of a word: isn’t, I’ll, he’s.

· CONTRAST/CONCESSION [UNIT 16]:  A relationship where one piece of information contrasts or conflicts with previous information: She’s only worked here a few months, but  she’s already re-organised the office.
· COORDINATION: Connecting two or more clauses, phrases, words or other  structures with equivalent status: a paper in one hand and  a bill  in the other. You can walk or take a bus.
· COORDINATOR [UNIT 3]: A  FUNCTION WORD used to connect (or coordinate) two or more words, phrases or clauses with equivalent status: and, but, or.
· CO-REFERENCE [UNIT 15]:  The relationship between different items that refer to the same entity:  I don’t think my son can come. The lad’s got his exams next week, and he really needs to study.
· CORPORA [UNIT 2]: Plural form of CORPUS.
· CORPUS [UNIT 2]: A collection of naturally-occurring language data in the form of written and spoken texts.
· CORPUS-BASED GRAMMAR [UNIT 2]: A grammar which is based on the analysis of large amounts of naturally-occurring data.
· CORPUS-BASED SYLLABUS [UNIT 25]:  A syllabus in which grammar and vocabulary learning is derived from the rich language resources provided by a CORPUS.
· CO-TEXT [UNIT 2]: The text that surrounds a particular language item. The term can be used when we want to focus on the immediate linguistic context, rather than the broader SOCIOCULTURAL CONTEXT.
· COUNT NOUN:  See COUNTABLE NOUN.
· COUNTABLE NOUN:  A type of noun that refers to entities that can be counted: a cow, two cows. Also known as a ‘count noun’.
· CRITICAL DISCOURSE ANALYSIS [UNIT 20]: A multidisciplinary approach to text analysis which investigates the way language acts to disseminate particular points of view or ways of thinking within society.
· CRITICAL LINGUISTICS [UNIT 20]:  A term sometimes used to indicate a more narrowly-focused approach to CRITICAL DISCOURSE ANALYSIS.
D

· DECLARATIVE [UNIT 3]: A clause with subject-verb order typically used to make statements: They took the wrong turn. The battery’s running out.
· DEFINING STYLE [UNIT 24]:  The style used in writing definitions (e.g. for dictionaries).

· DEFINING VOCABULARY [UNIT 24]: The limited range of vocabulary used in writing definitions (e.g. for dictionaries).

· DEICTIC [UNIT 3]: Deictic words (from the noun DEIXIS ) are words that point to the situation in which the speaker is speaking, e.g. this, those, here,  then. In a NOUN PHRASE, the DETERMINER has a deictic function.

· DEIXIS [UNIT 18]:  The use of DEICTIC expressions.

· DEMONSTRATIVE [UNIT 4]: The DEICTIC expressions this/these and that/those are known as ‘demonstratives’.
· DEONTIC MODALITY [UNIT 10 ]: The expression of a writer’s or speaker’s judgement about levels of obligation. The Longman Grammar classifies this under ‘personal modal meaning’.

· DEPENDENT CLAUSE [UNIT 6]: A type of clause that cannot stand alone, but is part of another clause: When I arrive , I’ll give you a call. You have to do it even if it hurts. Also known as a ‘subordinate clause’.

· DESCRIBER [UNIT 4]: A describer (or ‘epithet’) is an element of the NOUN PHRASE that describes some attribute or quality of the HEAD word. It answers the question ‘What like?’, and is typically realised by an adjective: this nebulous picture, a blue haziness.

· DESCRIPTIVE GRAMMAR [UNIT 1]: A descriptive grammar aims to describe the way a language is actually used, without making judgements about whether this is good or bad. Compare PRESCRIPTIVE GRAMMAR.
· DETERMINER [UNIT 4]: A  FUNCTION WORD that specifies the kind of REFERENCE a noun has (e.g. definite, indefinite, negative): the walls, those experiences, a  bell, no time.

· DIACHRONIC CORPUS [Unit 19]:  A CORPUS which tries to represent the language over a long time period, in order to enable study of the evolution and change of language.

· DIALECT [UNIT 2]: A variety of language that reflects regional or social background.

· DIALOGIC [UNIT 10]:  A dialogic approach to language recognises that the words we use on any occasion are affected by what other people have said before, and by our expectations about how other people may respond to our words.

· DIALOGUE [UNIT 1]: A communication between two or more people, as opposed to a MONOLOGUE.
· DIRECT SPEECH [UNIT 6]: See QUOTING.
· DISCOURSE ANALYSIS: The analysis of stretches of language or text with a focus on meaning.

· DISCOURSE MARKER [UNIT 2]: A type of INSERT used in conversation. It signals interactively how the speaker plans to steer the dialogue: Now, here’s some…
· DOWNRANK: See RANKSHIFT.

· DUMMY IT: The use of it not for reference, but simply to fill an empty slot in the clause: It was raining.  It’s so easy to fall in love. See also EXTRAPOSITION and IT-CLAUSE.

· DYNAMIC VERB [UNIT 21]: In traditional grammatical terminology, a dynamic verb refers to an action or event:  swim, blow, smile, collapse. Compare STATIVE VERB.

· DYSFLUENCY [UNIT 1]: Features that disturb the fluency of speech, including HESITATORS, PAUSES and REPETITIONS.
E

· ELLIPSIS [UNIT 1]: Ellipsis occurs when elements of a clause or phrase are not expressed. These ellipted elements can be reconstructed from the context: A: I have to appease you. B: No you don’t <…>.
· EMBEDDED CLAUSE [UNIT 6]: An embedded clause is one that no longer functions as a clause in its own right, but as part of another CONSTITUENT: The key that you need is hanging behind the door. See also RESTRICTIVE RELATIVE CLAUSE.

· EMBEDDING [UNIT 4]: Embedding occurs when a phrase or clause is contained within a higher-level phrase or clause: [reduction [in the risk [of death [from job-related accidents]]]].

· ENDOPHORIC REFERENCE [UNIT 16]:  See TEXT REFERENCE.
· END-WEIGHT [UNIT 11]:  A preference in English word order, whereby more complex elements of structure tend to follow less complex ones.
· ENTRY [UNIT 24]:  An individual item in a dictionary or other list.
· ENUMERATION [UNIT 16]:  The listing of pieces of information: First chop your onions. Then heat up some oil and throw them in. Next stir the spices in.
· EPISTEMIC MODALITY [UNIT 10]: The expression of a writer’s or speaker’s judgement about the likelihood of what they are saying. The Longman Grammar classifies this under ‘logical modal meaning’.
· EQUIVALENCE [UNIT 23]:  Similarity in meaning or function between language choices, whether of LEXIS, GRAMMATICAL PATTERN or COHESION, especially when applied to translated texts. See also FUNCTIONAL EQUIVALENCE.
· ERGATIVE VERB [UNIT 11]:  Many verbs can be used both transitively and intransitively. Ergative verbs are those where the OBJECT in a TRANSITIVE CLAUSE can become the SUBJECT in an INTRANSITIVE CLAUSE: Rice grows vs Many Indian farmers grow rice. Apart from grow, some other ergative verbs are ring and sail.
· ETYMOLOGY [UNIT 24]:  The history of a word.

· EVALUATION [UNIT 12]:  The expression of some form of subjective assessment or evaluation by the author. See also ASSERTED EVALUATION and ASSUMED EVALUATION.
· EXISTENTIAL CLAUSE:  A clause using there to indicate existence: There’s a fly in my soup. There appears to be a mistake here. 

· EXISTENTIAL THEME:  The THEME of an EXISTENTIAL CLAUSE.
· EXOPHORIC REFERENCE [UNIT 16]:  See SITUATIONAL REFERENCE.
· EXPERIENCE [UNIT 11]:  In a MENTAL PROCESS, the experience (or ‘phenomenon’) is the thing which is being sensed, felt, or otherwise experienced: The soup smells wonderful. The committee appreciates your hard work

· EXPERIENCER [UNIT 11]:  In a MENTAL PROCESS, the experiencer (or ‘senser’) is the PARTICIPANT (normally human) that undergoes the sensory or cognitive experience expressed by a verb: He smelled her perfume. The committee appreciates your hard work.

· EXPERIENTIAL [UNIT 8]: The experiential METAFUNCTION refers to meanings which represent the world of experience. For example, the UTTERANCE It’s raining involves a representation of the current weather situation.
· EXPERIENTIAL THEME [UNIT 9]: The first EXPERIENTIAL element in a clause, i.e. the first PARTICIPANT, CIRCUMSTANCE or PROCESS: So presumably the meeting’s been cancelled.

· EXPLICITATION [UNIT 23]:  The practice of making a translated text more explicit, for example by explaining cultural references not familiar to the TARGET AUDIENCE.
· EXTRAPOSITION:  The use of DUMMY IT as the SUBJECT of a clause, where it refers to a COMPLEMENT CLAUSE, rather than to any PARTICIPANT: It is now clear that the design was faulty. See also IT-CLAUSE.
F

· FACTIVE [UNIT 22]:  The kind of VERBAL or MENTAL PROCESS (such as prove or reveal) which implies the truth of the following statement. Compare NON FACTIVE.

· FALSE START [UNIT 7]: A false start occurs when a speaker begins an UTTERANCE, then stops and makes a REPAIR: The way to – what we ought to do is streamline.

· FAN PATTERN [UNIT 14]:  A THEMATIC PROGRESSION pattern in which a clause introduces several pieces of information, each of which is then picked up as THEME in subsequent clauses. Also known as ‘split theme pattern’.
· FIELD [UNIT 8]: The subject matter of the text, and the type of activity involved.  For example, the UTTERANCE And Beckham scores! has football as its subject matter, and is likely to occur as part of a live commentary during a football match.
· FINITE [UNIT 5]: The first AUXILIARY in a VERB PHRASE is referred to as the finite. The finite is either TEMPORAL (expressing tense) or MODAL (expressing degrees of certainty or obligation).
· FINITE CLAUSE [UNIT 6]: A clause that has either a present/past tense or a MODAL FINITE.
· FIXED PHRASE [UNIT 24]:  A particular type of LEXICAL BUNDLE that combines one or more LEXICAL WORDS with one or more FUNCTION WORDS in a fixed relationship; e.g. : on the move, next to nothing. Compare IDIOM.
· FOREGROUNDING [UNIT 7]: Foregrounding elements gives them more than usual PROMINENCE.
· FORENSIC LINGUISTICS [UNIT 22]:  The application of linguistics to legal issues.
· FORENSIC STYLISTICS [UNIT 22]:  The application of STYLISTICS to legal issues, particularly questions of authorship identification.
· FRONTING [UNIT 7]: Placing an element in initial position in the clause. See also THEMATISE.
· FUNCTION WORD [UNIT 2]: Function words (or ‘grammatical words’) express grammatical relationships and classifications, such as DETERMINERS, CONJUNCTIONS, PREPOSITIONS, PRONOUNS and AUXILIARY VERBS. Compare LEXICAL WORDS.
· FUNCTIONAL EQUIVALENCE [UNIT 23]:  The extent to which lexicogrammatical choices in one text (especially a translated text) produce a similar effect to those in another text in terms of EXPERIENTIAL, INTERPERSONAL and TEXTUAL meaning.
· FUNCTIONAL GRAMMAR [UNIT 1]: A functional approach to grammar, while accounting for the structure of language, places emphasis on describing words or groups of words according to their function within a clause.
G

· GENERAL REFERENCE CORPUS [UNIT 19]:  A CORPUS which tries to represent the whole of a language by including spoken and written material from a range of settings and text-types.

· GENRE: See TEXT- TYPE.
· GIVEN [UNIT 11]:  Given information is information which the writer or speaker assumes is already known to the reader or listener. See also NEW.
· GOAL [UNIT 11]:  In a MATERIAL PROCESS, the goal is the PARTICIPANT towards which the action is directed: The security guard checked all the baggage. My car has been stolen.

· GOODS AND SERVICES [UNIT 12]:  A request for goods and services involves asking somebody to provide something concrete (goods) or to act in a certain way (services):e.g.   Can you lend me a pencil? Can you give me a hand?  This can be contrasted with a request for information: e.g.  Can you tell me the time?

· GRAMMATICAL METAPHOR [UNIT 9]: This occurs when a grammatical form is not CONGRUENT with the world of experience, e.g. when a PROCESS and CIRCUMSTANCE are represented by a NOUN PHRASE rather than a verb and adverb: They paused briefly vs.  a brief pause.
· GRAMMATICAL PATTERN( ING) [UNIT 24]: See COLLIGATION.
· GRAMMATICAL WORD: See FUNCTION WORD.
H

· HAPAX LEGOMENA [UNIT 22]:  Words that occur only once in a CORPUS. Sometimes shortened to ‘hapax’.

· HEAD [UNIT 3]: The required element in any phrase, e.g. NOUN PHRASES have a noun (or PRONOUN) as the head: the standard rules of behaviour.
· HEADS AND TAILS [UNIT 1]: Features of speech. Heads occur at the beginning of clauses and help listeners orient to a topic, e.g. A friend of mine, his uncle had the taxi firm when we had the wedding. Tails occur at the end of clauses, normally echoing an antecedent PRONOUN, and help to reinforce what is being said, e.g. It's difficult to eat, isn't it, spaghetti? . See also PREFACES AND TAGS.

· HEADWORD [UNIT 24]:  The first element in each dictionary entry; the word that is looked up.
· HEDGE [UNIT 19]:  By hedging, a writer is withholding complete commitment to the main proposition in a clause: e.g.  A student might well feel themselves obliged to agree.
· HESITATOR [UNIT 1]: Hesitators are sounds that occur in speech when hesitating: er, um.
· HOMOGRAPH [UNIT 24]:  Homographs are different LEXICAL ITEMS that have the same written form: e.g.  lead (go first), lead (metal)
· HOMONYMY [UNIT 24]:  Homonyms are LEXICAL ITEMS which have the same form, whether in speech, in writing or in both, but different meanings. They include HOMOGRAPHS and HOMOPHONES.
· HOMOPHONE [UNIT 24]:  Homophones are different LEXICAL ITEMS that have the same spoken form: e.g.  blue & blew; red & read (past tense).
· HYPER-THEME [UNIT 14]: One or more clauses which occur initially in a paragraph (or section of text), and help to indicate how the paragraph will be structured. The term ‘topic sentence’ is used with a similar meaning.
· HYPONYMY [UNIT 15]:  The relation between a general class and individual members of that class: e.g.  Roses and lilies are both popular flowers.
I

· IDEOLOGY [UNIT 20]:  A set of assumptions, beliefs and expectations held by members of a community concerning the way the world is and the way it ought to be.

· IDIOM [UNIT 24]:  A particular type of LEXICAL BUNDLE with a meaning that cannot be determined from the individual parts: e.g.  kick the bucket; bite someone’s head off. Compare FIXED PHRASE.
· IDIOM PRINCIPLE [UNIT 24]:  A concept developed by the British linguist John Sinclair which suggests that language users employ a large number of phrases that are to some extent preconstructed in the language, rather than being a matter of individual choice.

· IMPERATIVE [UNIT 3]: A clause with no SUBJECT typically used for COMMANDS: e.g. Wake up! ; Put your clothes on!
· IMPERSONALISATION [UNIT 10]:  The opposite of PERSONALISATION.

· INCLUDED CLAUSE [UNIT 6]: See INTERRUPTING CLAUSE.

· INCONGRUENT:  See CONGRUENT.

· INDEPENDENT CLAUSE [UNIT 6]: A clause which can stand alone without being subordinate to another clause: e.g.  She wanted a new car but they couldn’t afford it. See also MAIN CLAUSE.

· INDIRECT REFERENCE [UNIT 16]:  A type of REFERENCE involving a relationship which is not explicit, but needs to be inferred by the reader or listener: e.g.  Hissène Habré is accused of crimes against humanity. The former president is now living in exile.
· INDIRECT SPEECH [UNIT 6]: See REPORTING.

· INFLECTION: A morphological change in verbs, nouns and some other WORD CLASSES that expresses a grammatical meaning such as number or tense: offices , trying, cleaned, tallest.
· INFORMATION FLOW [UNIT 11]:  The normal ordering of information in English discourse, moving from GIVEN information to NEW information.
· INFORMATION FOCUS [UNIT 15]:  The part of the INFORMATION UNIT which carries the main PITCH movement and is therefore most prominent.
· INFORMATION UNIT [UNIT 7]: A unit of information which takes a single INTONATION contour.
· INSERT [UNIT 2]: A conversational word that can be positioned rather freely in a discourse and usually conveys emotional and discourse meanings: oh, yeah, hey, well.

· INTENSIFIER [UNIT 7]: An adverb used to intensify meaning: very late, awfully hungry. Also known as an ‘amplifier’.

· INTERACTIVITY [UNIT 8]: This refers to whether a text was constructed by different writers or speakers or one speaker or writer in isolation.

· INTERLINGUAL SUBTITLES [UNIT 23]:  Interlingual (bilingual) subtitles provide a translation from one language to another. Compare INTRALINGUAL SUBTITLES.

· INTERNAL TEMPORAL RELATIONS [UNIT 16]:  Internal temporal relations involve the way the discourse itself is sequenced: e.g.  Turning first to… Secondly, we need to consider… Finally … See also ENUMERATION.

· INTERPERSONAL METAFUNCTION [UNIT 8]: The interpersonal METAFUNCTION refers to meanings which enact social relationships. For example, the UTTERANCE Do you think it’s raining involves a relationship between the questioner and the hearer who is expected to respond.
· INTERPERSONAL THEME [UNIT 9]: Any INTERPERSONAL elements in a clause which come before the EXPERIENTIAL THEME: Presumably the meeting’s been cancelled.

· INTERROGATIVE [UNIT 3]: A clause where the AUXILIARY VERB comes before the SUBJECT, typically used for questions: Did they take the wrong turn? Is the battery running out?

· INTERRUPTING CLAUSE [UNIT 6]: A clause which is inserted within another clause, and interrupts it: George, who wasn’t very hungry, just had a banana. Also known as an ‘included clause’.
· INTONATION [UNIT 7]: The use in language of distinctive patterns of PITCH.
· INTRALINGUAL SUBTITLES [UNIT 23]:  Intralingual (monolingual) subtitles provide a written version of speech, especially for the deaf and hard of hearing. Compare INTERLINGUAL SUBTITLES.
· INTRANSITIVE [UNIT 11]:  An intransitive clause involves only one PARTICIPANT. In terms of structure, the clause has a SUBJECT but no OBJECTS: She slept a lot. Michael disappeared. See also TRANSITIVE.
· IT-CLAUSE [UNIT 10]:  A clause with DUMMY IT as the subject, where  it refers to a COMPLEMENT CLAUSE, rather than to any  PARTICIPANT: It is now clear that the design was faulty. See also EXTRAPOSITION.
K

· KEY WORD [UNIT 2]: In concordancing, the key word (or ‘node’) is the word or phrase that is searched for.

· KEY WORD IN CONTEXT [UNIT 2]: A way of displaying a particular word together with the context in which it was used (the words that occurred before and after). This method is typically used to show the results of a CONCORDANCER search.

· KWIC [UNIT 2]: See KEY WORD IN CONTEXT.
L

· LEMMA [UNIT 2]: A set of FUNCTION WORDS that share the same basic meaning, similar forms and the same WORD CLASS: leave, leaves, left and leaving belong to the same lemma. Also known as a ‘lexeme’.
· LEXEME [UNIT 2]: See LEMMA.

· LEXICAL BUNDLE [UNIT 7]: Any sequence of words which is in frequent use: e.g.  take part in, if I were you. Compare FIXED PHRASE and IDIOM.

· LEXICAL CHAIN [UNIT 15]:  A set of items at different points in a text which are linked together by LEXICAL COHESION.

· LEXICAL COHESION [UNIT 15]:  The lexical features that link one part of a text with another, e.g. REPETITION, SYNONYMY, HYPONYMY.
· LEXICAL DENSITY [UNIT 2]: A measure of how much information is packed into a text, calculated as a percentage by dividing the number of LEXICAL WORDS by the total number of words.

· LEXICAL FOCUS [UNIT 15]:  INFORMATION FOCUS falling on a LEXICAL ITEM: The Edinburgh train has arrived on time.
· LEXICAL ITEM: An individual word.

· LEXICAL RICHNESS [UNIT 22]:  A measure of the amount of new vocabulary in a text, developed by Winter and Woolls, in order to compensate for the greater frequency of FUNCTION WORDS over LEXICAL WORDS in any typical English-language corpus.

· LEXICAL SYLLABUS [UNIT 25]:  A syllabus in which lexicogrammatical patterns are derived from the lexical and grammatical environments (both COLLOCATION and COLLIGATION) in which words typically occur.

· LEXICAL UNIT [UNIT 24]:  A way of structuring a dictionary entry which goes beyond the individual LEXICAL ITEM and includes abbreviated information on how a LEXICAL WORD functions in its usual grammatical context, as in:  tell sb sth (‘tell somebody something’).

· LEXICAL VERB [UNIT 5]: Lexical verbs act as the MAIN VERB in a VERB PHRASE, indicating the PROCESS involved: e.g.  has been answered, was taken, may believe . Compare AUXILIARY VERBS.
· LEXICAL WORD [UNIT 2]: Lexical words carry the main information content of a text and belong to four grammatical classes: nouns (Peter, Moscow, dictionary), LEXICAL VERBS (walk, think, pray), adjectives (hot, thirsty, angry) and adverbs (slowly, recently, often). Compare FUNCTION WORDS.
· LEXICALISED [UNIT 23]:  Concepts which are lexicalised can be expressed as LEXICAL ITEMS. A concept which is lexicalised in one language may, in another language, need to be explained in a phrase or clause.

· LEXICOGRAMMAR [UNIT 1]: The lexical and grammatical resources in a language from which speakers and writers can create meaning.

· LEXIS [UNIT 1]: A technical term for vocabulary, or LEXICAL ITEMS.

· LINEAR PATTERN / THEME [UNIT 14]:  See ZIGZAG PATTERN.
· LINKING ADVERBIAL [UNIT 14]:  An adverbial that relates a clause to preceding (or following) clauses: e.g.  however, as a result. These can also be referred to by other terms such as ‘cohesive adjuncts’, ‘conjunctive adjuncts’, ‘connectors’, ‘logical connectives’ or ‘linkers’.

· LITERARY STYLISTICS [UNIT 22]:  The application of STYLISTICS to literary texts.

· LOCAL REPETITION [UNIT 15]:  The repeated use of the same word or phrase within one text, forming a COHESIVE TIE.
· LOCATIONAL REFERENCE [UNIT 16]:  A type of REFERENCE involving an expression of time or place: e.g.  They’ve lived in Wales for years. I think they like it there.
· LOGICAL CONNECTIVE [UNIT 21]:  See LINKING ADVERBIAL.
· LONG PASSIVE [UNIT 11]:  A clause with a PASSIVE VOICE verb phrase plus a by-phrase as AGENT: The proposal was approved by the Project Coordinating Team. 

· LONGMAN REGISTER: One of the four domains illustrated in the Longman Student Grammar: fiction, academic prose, conversation and news.
M

· MACRO-THEME [UNIT 14]:  Similar to a HYPER-THEME, a macro-theme occurs at the beginning of a whole text and helps to indicate how it will be structured.

· MAIN CLAUSE [UNIT 6]: A term used to indicate an INDEPENDENT CLAUSE to which other DEPENDENT CLAUSES are subordinated: e.g.  The class was cancelled because the teacher was ill.

· MAIN VERB: The HEAD and final verb in a VERB PHRASE: told ,was writing,  have eaten, might be seen.

· MARKED [UNIT 7]: A pattern that is not the most typical pattern, and therefore has some special meaning or function. See also MARKEDNESS.
· MARKEDNESS [UNIT 23]: The quality of atypicality in any language choice, including LEXIS, COLLOCATION, THEME, etc.
· MATERIAL PROCESS [UNIT 5]: Material processes construe external actions, both concrete ( catch, play, run ) and abstract (resign, dissolve (a committee), close (a meeting)

· MENTAL PROCESS [UNIT 5]: Mental processes construe processes such as thinking and sensing that go on inside the head. They include cognition (I don’t believe you), emotion (I hate injections) and perception (I saw the accident).
· MERONYMY [UNIT 15]: The relationship between a whole and the parts that make up the whole: A computer consists of a system unit, monitor, keyboard and mouse. See also PART–WHOLE.
· METAFUNCTION [UNIT 8]: One of the fundamental types of meaning involved in all language use: EXPERIENTIAL, INTERPERSONAL or TEXTUAL.
· METALANGUAGE [UNIT 16]:  A language for talking about language.
· METHOD OF DEVELOPMENT: A pattern in the selection of THEMES, by which a particular type of information is consistently THEMATISED in a particular text or text section, e.g. location in a tourist guidebook.
· MODAL ADJECTIVE [UNIT 10]:  An adjective used to express modal meanings, either EPISTEMIC or DEONTIC: e.g.  likely, certain, necessary.

· MODAL ADJUNCT:  Modal adjuncts are clausal elements which add INTERPERSONAL meaning to the clause: e.g.  usually, evidently, generally, understandably.

· MODAL ADVERB [UNIT 10]:  An adverb used to express modal meanings, either EPISTEMIC or DEONTIC: e.g.  possibly, definitely, of course.

· MODAL FINITE [UNIT 5]: Modal finites are AUXILIARY VERBS used to express MODALITY: He may be out. You can’t smoke here. Also known as ‘modal verbs’.
· MODAL VERB:  See MODAL FINITE.
· MODALITY [UNIT 5]: The expression of a writer or speaker’s judgement about the likelihood of what they are saying (e.g. How sure am I about it?) or about levels of obligation (e.g. Do I have to do it?). See also DEONTIC MODALITY, EPISTEMIC MODALITY.
· MODE [UNIT 1]: In functional linguistics, mode refers to the nature of the text as a communicative process, e.g. whether written or spoken, spontaneous or scripted, monologue or dialogue.
· MODE CONTINUUM [UNIT 14]:  The movement from more spoken-like to more written-like language. Also known as the speech–writing continuum.
· MONOLINGUAL CORPUS [UNIT 19]: A CORPUS consisting of material in only one language.

· MONOLOGUE [UNIT 1]: A sample of language produced by one speaker or writer, as opposed to a DIALOGUE.

· MORPHEME [UNIT 3]: A morpheme is the smallest structural unit that has meaning. A word may consist of a single morpheme: e.g.  track, tennis, he, after, or it may include several morphemes: e.g.  come -ing, un - happi- ly.
· MORPHOLOGICAL INFLECTION [UNIT 23]:  See INFLECTION.

· MORPHOLOGY [UNIT 3]: Word structure.

· MULTILINGUAL CORPUS [UNIT 19]: A CORPUS consisting of material in different languages.

· MULTIPLE THEMES [UNIT 17]:  A multiple theme involves INTERPERSONAL and/or TEXTUAL elements, as well as EXPERIENTIAL: e.g.  But luckily the horse wasn’t injured.
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· NEAR SYNONYMY [UNIT 15]:  The relationship between items with a similar meaning: He got a lot of attention in the press/the newspapers.
· NEGATIVE POLARITY [UNIT 24]: See POLARITY.
· NEUTRAL TONICITY [UNIT 7]: Neutral tonicity occurs when the TONIC SYLLABLE falls on the STRESSED SYLLABLE of the final LEXICAL ITEM in a TONE-GROUP: //We’re going to the cinema//. This is the usual, unmarked position.

· NEW [UNIT 11]:  New information is information which the writer or speaker assumes is not already known to the reader or listener. See also GIVEN.
· NODE [UNIT 2]: See KEY WORD.
· NOMINAL [UNIT 4]: Any word, phrase or clause that fills a NOUN PHRASE slot.

· NOMINAL GROUP [UNIT 15]:  See NOUN PHRASE.

· NOMINALISATION [UNIT 4]: Nominalisation occurs when events and qualities are represented as ‘things’, using an abstract noun instead of a verb or adjective: e.g.  submit vs.   submission // free vs.  freedom
· NON-CLAUSAL MATERIAL [UNIT 6]: The parts of a text or discourse which do not consist of clauses.

· NON-CLAUSAL UNIT [UNIT 6]: Structural units (most commonly found in conversation) that are not composed of clauses: With or without ice? Not a lot.
· NON-FACTIVE [UNIT 22]:  The kind of VERBAL or MENTAL PROCESS (such as claim or assume) which suggests that the truth of the following statement is open to question. Compare FACTIVE.
· NON-FINITE CLAUSE [UNIT 6]: A clause that has no tense and does not include a MODAL FINITE: We had to run to catch the bus. You can’t make an omelette without breaking eggs.

· NON-LEXICAL FOCUS [UNIT 15]:  INFORMATION FOCUS falling on a grammatical item: The Edinburgh train has arrived on time.

· NON-RESTRICTIVE RELATIVE CLAUSE [UNIT 6]: A RELATIVE CLAUSE  that does not restrict the reference of a head noun, but rather adds elaborating, descriptive information about the noun: Her husband, who is now remarried, lives near Oxford. Also known as a ‘non-defining clause’. These clauses are often INTERRUPTING CLAUSES. See also RESTRICTIVE RELATIVE CLAUSE.
· NON-TRANSACTIONAL ACTOR [UNIT 13]: The ACTOR in a clause where there is no GOAL: e.g.  The donkey kicked; The secretaries were typing . Compare TRANSACTIONAL ACTOR.
· NOUN PHRASE [UNIT 3]: A phrase with a NOUN or a PRONOUN as HEAD: we, holidays, all the right answers, the man in the moon. Further information may be given by premodifiers before the head and QUALIFIERS after the head. Also known as a ‘nominal group’ or ‘noun group’.
· NUMERATIVE [UNIT 4]: An element of the NOUN PHRASE that indicates some numerical feature of the HEAD word, such as number, quantity or order: several pages, a gallon of water, the last bus.
O

· OBJECT: In traditional grammar, the object (direct or indirect) is the clause element that often occurs after the VERB PHRASE and identifies who or what has been affected by the PROCESSES realised by the verb. This element is referred to as a COMPLEMENT in FUNCTIONAL GRAMMAR.
· OPEN CLASS [UNIT 2]: A class of words for which it is impossible to list all the members, since new additions may occur, e. g. LEXICAL WORD classes are open classes. Compare CLOSED CLASS.
· OPEN CORPUS [UNIT 19]:  A CORPUS which is being constantly expanded in order to keep it up to date.

· ORTHOGRAPHIC WORD [UNIT 2]: A form which, in writing, is separated by spaces. For example, drown, postbox, and shouldn’t are three orthographic words.
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· PARADIGMATIC RELATIONS [UNIT 10]:  Paradigmatic relations operate between one linguistic element and the other elements that could replace it, as in: fence // shed // aerial //  tree  // My roof was blown down in the storm . See also SYNTAGMATIC RELATIONS.
· PARALINGUISTIC [UNIT 19]: Paralinguistic features are features which accompany language, but are not part of the language system itself, such as volume, gesture and facial expression.

· PARALLEL CORPORA/ TEXTS [UNIT 23]:  In translation studies, parallel corpora are sets of naturally-occurring texts in their original language, accompanied by the same texts in translation. Compare COMPARABLE CORPORA.
· PARALLEL PATTERN [UNIT 14]:  See REITERATION PATTERN.
· PART OF SPEECH [UNIT 1]: See WORD CLASS.
· PART– WHOLE [UNIT 15]:  A category of meaning relations, between a whole and the parts that make up the whole: A computer consists of a system unit, monitor, keyboard and mouse. See also MERONYMY.
· PARTICIPANT [UNIT 3]: Participants are the elements of a clause that indicate who or what was directly involved in the process: Did you get my letter? The sheep were nibbling the top of the hedge.

· PARTICIPANT ROLE:  The role played by a PARTICIPANT in a PROCESS: ACTOR or GOAL in a MATERIAL PROCESS; EXPERIENCER or EXPERIENCE in a MENTAL PROCESS; SAYER, RECEIVER or VERBIAGE in a VERBAL PROCESS, or TOKEN or VALUE in a RELATIONAL PROCESS.
· PASSIVE VOICE [UNIT 5]: In the passive voice, the entity affected by the action occurs before the verb as the SUBJECT, and the AGENT is either omitted, or occurs in a by-phrase: The driver’s name was released (by the police). See also PASSIVISATION.
· PASSIVISATION [UNIT 11]:  Passivisation involves using a passive VERB PHRASE and a  SUBJECT which is not the AGENT (neither ACTOR , EXPERIENCER nor SAYER): He was struck several times. The effect of the passive is generally to give less prominence to the AGENT. See also PASSIVE VOICE and AGENTLESS PASSIVE.
· PATTERN CODE [UNIT 24]:  The symbols used in some dictionary entries to indicate typical GRAMMATICAL PATTERNS for a LEXICAL ITEM.
· PEDAGOGIC GRAMMAR [UNIT 1]: A pedagogic grammar is designed to help people learn English if they are not native speakers of the language.
· PERSONA [UNIT 8]: The way that individual writers represent themselves within a text.
· PERSONALISATION [UNIT 10]:  The degree to which the presence of the author is overtly represented, obscured or suppressed in the text.
· PHENOMENON [UNIT 11]:  See EXPERIENCE.
· PHONETIC TRANSCRIPTION [UNIT 19]:  A system of representing in writing the actual sounds that occur in speech.
· PHRASAL VERB [UNIT 5]: A phrasal verb occurs when a preposition or adverb works together with a LEXICAL VERB in a single LEXICAL UNIT, whether or not the elements remain together. e.g.  The Toyota driver turned himself in to Jacksonville police. A blue haziness makes up the whole picture. She was idly flicking the pages of the book over. Compare PREPOSITIONAL VERB.
· PHRASE [UNIT 3]: A structural unit built from words, consisting of a HEAD plus (optionally) modifiers. A phrase may consist of one word or several. The term ‘group’ is used with a similar meaning.
· PITCH [UNIT 7]: The way in which a speech sound is heard as being relatively high or relatively low.
· PITCH CONTOUR [UNIT 7]: A pattern of PITCH movement found in speech, for instance, rising tone, or rise-fall tone.
· PITCH DIRECTION [UNIT 7]: The way in which the  PITCH of the voice may rise, fall, or remain level.
· PLAGIARISM [UNIT 22]:  Borrowing textual material from another source without acknowledging it.
· POLAR INTERROGATIVE [UNIT 9]: An interrogative which requires a yes or no answer: e.g.  Did you come by bus?

· POLARITY [UNIT 24]: The contrast between negative and positive:  tidy/untidy, is/isn’t.

· POLYSEMY [UNIT 24]:  A polysemous (or polysemic) word is one which has more than one meaning.
· POSITIONING [UNIT 10]:  The way that a text positions the writer or speaker as having a particular viewpoint on an issue. Strong positioning indicates an inflexible viewpoint, while soft positioning allows room for alternative views.
· POSSESSIVE [UNIT 4]: A possessive PRONOUN or DETERMINER expresses possession, and is comparable to the genitive of nouns: e.g. your, his, mine, ours.

· POSTMODIFICATION [UNIT 4]: The use of elements in a NOUN PHRASE which come after the HEAD word and modify it: [his impression of sunlight] reflected in the water. [The camera on the table] is mine. 

· POSTMODIFIER:  See POSTMODIFICATION and QUALIFIER.
· POSTTONIC [UNIT 7]: An element which follows the TONIC SYLLABLE: //You shouldn’t have opened it //.
· PRAGMATIC EFFECT [UNIT 23]:  The pragmatic effect of an UTTERANCE is the effect which it has on someone’s feelings, beliefs or behaviour.
· PRAGMATIC FORCE [UNIT 23]:  See SPEECH ACT.
· PRAGMATICS [UNIT 23]:  The way language is used in context to perform social acts.
· PREDICATOR [UNIT 5]: In FUNCTIONAL GRAMMAR, the predicator refers to those verbal elements of the clause that do not serve as FINITE: e.g.  He had walked to the shops. It is called predicator because it is the basis for the predication, or validation, of the rest of the clause.
· PREFACES AND TAGS [UNIT 3]:  These are similar to HEADS AND TAILS. They are non-clausal elements that occur before the main clause (preface) or after the main clause (tag) in speech:  This little shop – it’s lovely.     It’s nice, that table.

· PREMODIFICATION [UNIT 4]: The use of elements in a NOUN PHRASE which come before the HEAD word and modify it: a natural atmospheric effect.

· PRE-NUMERATIVE [UNIT 4]: A quantifying element which occurs before the DETERMINER in a NOUN PHRASE: e.g.  all the right answers, one of the top teams. Compare NUMERATIVE.
· PREPOSITION (-AL) PHRASE [UNIT 3]: A phrase consisting of a preposition together with its associated NOUN PHRASE: e.g.  in the box, with his hands up, after the party.

· PREPOSITIONAL VERB [UNIT 18]:  A prepositional verb requires one or more prepositions before its COMPLEMENT: Children used to look up to their parents. The implications of it all just washed over them. Compare PHRASAL VERB.
· PRESCRIPTIVE GRAMMAR [UNIT 1]: A prescriptive grammar aims to provide rules on the way a language should be used. Compare DESCRIPTIVE GRAMMAR.
· PRESENTING REFERENCE [UNIT 16]:  The use of an expression referring to information which is treated as NEW: There’s a garage round the corner. Compare PRESUMING REFERENCE.
· PRESUMING REFERENCE [UNIT 16]:  The use of an expression referring to information which is treated as GIVEN: There’s a garage round the corner, but it’s probably closed now. Compare PRESENTING REFERENCE.
· PRETONIC [UNIT 7]: An element which precedes the TONIC SYLLABLE: //It was quite a surprise for her//.

· PRIMARY VERB:  One of the verbs be, have, and do, which can function as either AUXILIARY VERBS or MAIN VERBS. e.g.  Mary is a nurse. [Main Verb} vs. Mary is washing the dishes. [Auxiliary Verb].  
· PROCESS [UNIT 3]: The process is the element of the clause that indicates what is going on – the action, event, experience or relationship which is represented by the verb: e.g.  The chimney collapsed. This soup tastes fantastic. He wants a new bike.

· PRODUCTIVE [UNIT 9]: A productive pattern is one that can be widely used. A premodifying noun is said to be productive if it can be combined with many other nouns: e.g. from the noun head: headache, headboard, headland, headline, head man, head noun, head office, headroom, headstone.
· PROJECTED CLAUSE [UNIT 6]: In PROJECTION, the clause which gives the report or quotation: The forecast says it’s going to rain.
· PROJECTING CLAUSE [UNIT 6]: In PROJECTION, the main clause which introduces the report or quotation:  The forecast says it’s going to rain.
· PROJECTION [UNIT 6]: Projection involves REPORTING or QUOTING what people have said or thought. See PROJECTED CLAUSE and PROJECTING CLAUSE.
· PROMINENCE [UNIT 19]:  The quality by which a sound is heard as standing out from the other sounds around it.
· PRONOUN: A FUNCTION WORD that typically fills the position of an entire NOUN PHRASE: I bought a straw hat. But my wife doesn’t like it.    
· PROSODY: A term used to describe intonation features that extend across stretches of speech, and also used in relation to aspects of meaning across stretches of text. See also SEMANTIC PROSODY.
· PSEUDO-CLEFTING [UNIT 23]:  An alternative term for the use of a wh-cleft. See also CLEFTING.
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· QUALIFIER [UNIT 4]: A qualifier is any element in the NOUN PHRASE that follows the HEAD word: e.g.  the man in the moon, the lady I bought the dog from. Also known as ‘POSTMODIFIER’.
· QUANTIFIER [UNIT 4]: A type of DETERMINER or PRONOUN that indicates the quantity of something: all the answers, a litre of milk.
· QUESTION [UNIT 3]: The SPEECH ACT of asking for information, associated with INTERROGATIVE clauses.

· QUESTION TAG [UNIT 1]: A reduced interrogative clause added to the end of a DECLARATIVE clause to seek confirmation or agreement: e.g. Ruby is such a lovely person, isn’t she?

· QUOTING [UNIT 6]: A direct way of expressing what people have said or thought: e.g.  She said ‘I am leaving’; Alfred thought ‘We will succeed’. Also known as ‘direct speech’.
R

· RANGE [UNIT 7]: A person’s pitch range is the extent to which their voice varies from its highest to its lowest PITCH, in normal speaking. Pitch range differs from one individual to another.

· RANK SYSTEM [UNIT 3]: The rank system (or ‘rank scale’) is a hierarchy of the constituents of grammar: MORPHEMES combine to form WORDS, words combine to form PHRASES and phrases combine to form CLAUSES.

· RANKSHIFTING:  A process by which a structure is shifted down the RANK SYSTEM, so that it operates at a lower level. See also EMBEDDING.
· REALISATION [UNIT 3]: This term is used in linguistics to indicate the relationship between a function or meaning, and the form in which it appears. For example, a PARTICIPANT (an element of meaning) may be realised by a NOUN PHRASE (an element of structure).

· RECEIVER [UNIT 11]:  In a VERBAL PROCESS, the receiver is the PARTICIPANT who receives the message: She told me a funny story.

· RECIPIENT [UNIT 11]:  An alternative term for BENEFICIARY.
· REDUCED FORM [UNIT 7]: A reduced form is one which has been shortened through elision, contraction or ellipsis: isn’t (= is not), been there (= I’ve been there).

· REDUNDANCY [UNIT 23]:  The tendency for language, particularly spoken language, to involve more than is strictly necessary to convey information. For example, at the level of MORPHOLOGY, the –s in ten years is redundant since ten already indicates plurality; at the level of discourse, anger may be conveyed by tone of voice as well as by linguistic choices.
· REFERENCE [UNIT 15]:  Reference items act cohesively within a text to signal that the identity of what is being talked or written about can be recovered from the surrounding text: e.g.  My maths teacher was really boring – you’d fall asleep listening to him.

· REFERENCE CHAIN [UNIT 16]:  A set of items at different points in a text which are linked together by REFERENCE.
· REGISTER: A variety of language which is distinguished by its CONTEXT OF USE. This involves three main aspects: FIELD (subject matter and activity type), TENOR (social roles and relationships of the participants) and MODE (the nature of the text as a communicative process). All of these affect the lexical and grammatical features of the language used.
· REITERATION PATTERN [UNIT 14]:  A THEMATIC PROGRESSION pattern in which the same theme focus is maintained over several clauses. Also known as ‘constant theme’, ‘theme reiteration’ or the ‘parallel pattern’.
· RELATIONAL PROCESS [UNIT 5]: Relational processes construe the different ways of being and having, and relate PARTICIPANTS to each other. There are relational processes that relate a quality or characteristic with another entity (She was so small), ones that identify (She is the biology lecturer) and ones that show possession (She has a piano).
· RELATIVE CLAUSE [UNIT 6]: A type of DEPENDENT CLAUSE used to modify a NOUN PHRASE: the report that we discussed last week, some of the people who were waiting.
· RELATIVE SOCIAL STATUS [UNIT  8]: The different levels of power, authority, status or expertise between communicative PARTICIPANTS, as reflected in their language.
· RELATIVISER [UNIT 6]: A PRONOUN or adverb that introduces a relative clause: e.g.  which, who, whom, whose, that, where, when, why.

· RELATOR [UNIT 9]: A relator expresses a relation between clauses, and is realised grammatically by a CONJUNCTION.
· RELEXICALISATION [UNIT 15]:  The use of different lexical forms to talk about the same meaning: e.g.  There’s food in the fridge if you want something to eat? No, I’ll grab a bite at work.
· REPAIR [UNIT 7]: A correction made by a speaker while speaking: I just need bread and be- bed and breakfast.
· REPETITION [UNIT 15]:  The repeated use of the same word or phrase. When this occurs within one text, it forms a COHESIVE TIE.
· REPORTED SPEECH [UNIT 25]: See REPORTING and QUOTING.
· REPORTING [UNIT 6]: An indirect way of expressing what people have said or thought: She said she was leaving. Alfred thought we would succeed. Also known as ‘indirect speech’.
· RESTRICTIVE RELATIVE CLAUSE: A RELATIVE CLAUSE that restricts the REFERENCE of a HEAD noun by modifying it: the report that we discussed last week. It is sometimes referred to as a ‘defining clause’. See also EMBEDDED CLAUSE.
· RESULT/ INFERENCE [UNIT 16]:  A relationship where one piece of information indicates the result or consequence of previous information: He left school early, so he never had the chance to go to university.
· RHEME [UNIT 9]: The part of a clause which is not THEME: The meeting has been cancelled.
· RHETORIC [UNIT 21]:  The use of language in order to persuade others.
· RHETORICAL FUNCTION [UNIT 25]: See SPEECH ACT.
S

· SAYER [UNIT 11]:  In a VERBAL PROCESS, the sayer is the participant responsible for the verbal process: She told me a funny story.  This article says all you need to know.

· SEMANTIC PROSODY [UNIT 20]:  The way in which apparently neutral terms come to carry negative or positive associations through regularly occurring in particular COLLOCATIONS.
· SEMANTICS: The study of the meaning of language forms.
· SEMI-MODAL VERB: A multi-word verb that shares some of the characteristics of a MODAL VERB: e.g. have to, be going to.

· SEMIOTICS: The study of all aspects of communication through signs and signal systems. Writing and speech are semiotic systems.
· SENSE [UNIT 24]:  In a dictionary entry, the term used by lexicographers to denote each distinct meaning of a HEADWORD.
· SENSER [UNIT 11]:  See EXPERIENCER.
· SHORT PASSIVE [UNIT 11]:  A clause with a PASSIVE VOICE main verb but no by-phrase; also called an ‘agentless passive’: e.g. It was stolen. Compare LONG PASSIVE.
· SITUATIONAL REFERENCE [UNIT 16]:  The use of a REFERENCE item to refer to something in the situational context. Also known as ‘exophoric reference’. Compare TEXT REFERENCE.
· SOCIAL CONTACT/ DISTANCE [UNIT 8]: The degree to which communicative PARTICIPANTS are/are not on familiar, intimate or friendly terms, as suggested by their language.
· SOCIOCULTURAL CONTEXT [UNIT 1]: The sociocultural context involves all the linguistically-relevant aspects of the social setting in which the language operates, e.g. what we are doing, whom we are communicating with, whether we are face to face or separated from our listener/reader, and so on. See also CONTEXT OF USE.
· SOURCE LANGUAGE /TEXT [UNIT 23]:  In translation studies, the source language or text is the original from which a translation is made. Compare TARGET LANGUAGE/TEXT. 
· SPECIAL PURPOSE CORPUS [UNIT 19]:  A CORPUS compiled in order to focus on a particular variety of language.
· SPEECH ACT [UNIT 3]: The COMMUNICATIVE FUNCTION associated with an UTTERANCE, e.g. apology, request, complaint, greeting. ‘Illocutionary act’, ‘illocutionary function’, ‘pragmatic force’ and ‘rhetorical function’ are also used with a similar meaning.
· SPEECH- WRITING CONTINUUM: See MODE CONTINUUM.
· SPLIT PATTERN THEME [UNIT 14]: See FAN PATTERN.
· SPOKEN CORPUS [UNIT 19]:  A CORPUS consisting of spoken material which has been transcribed.
· STANCE [UNIT 10 ]: The overt expression of personal attitudes or feelings towards the content of a clause. Stance involves both MODALITY and ATTITUDE.
· STANCE ADVERBIALS [UNIT 14]:  Adverbials that express speaker judgements of the proposition expressed by the rest of the clause: It definitely is a trend.
· STANDING [UNIT 10]:  A subcategory of speaker/writer persona which relates to laying claim to expertise or authority.
· STATEMENT [UNIT 3]: A SPEECH ACT used to report information, typically associated with DECLARATIVE clauses.
· STATIVE VERB [UNIT 21]:  In traditional grammatical terminology, a stative verb refers to mental states, attitudes/emotions, perceptions or other states of existence: e.g.  know, feel, see, exist. Compare DYNAMIC VERB.
· STRESSED SYLLABLE [UNIT 7]: A syllable which is rhythmically prominent: e.g.  inform , information, matchbox.
· STRING [UNIT 22]:  Any linear sequence of whole words or individual characters and spaces. Strings are often used in computer searches.
· STYLISTICS [UNIT 18]:  The study of the characteristic language choices made by particular writers or groups of writers (or, more rarely, particular speakers).
· STYLOMETRY/ STYLOMETRICS [UNIT 22]:  See COMPUTATIONAL STYLISTICS.
· SUBCORPUS [UNIT 2]: A CORPUS contained within a larger corpus.
· SUBJECT [UNIT 3]: The clause element that normally occurs before the VERB PHRASE in a clause, and agrees with it in terms of number and person:  The boys were just hanging around. That’s something you don’t often see!
· SUBORDINATE CLAUSE [UNIT 6]: See DEPENDENT CLAUSE.
· SUBORDINATION [UNIT 6]: The type of linkage that allows one clause to be embedded in, or dependent on, another clause: e.g.  I thought about it after I sent the package.

· SUBORDINATOR [UNIT 5]: A FUNCTION WORD used to introduce SUBORDINATION: e.g.  I didn’t go to work yesterday [because I was sick]. [If you see John], please ask him to call me.  

· SUBSTITUTION [UNIT 16]:  The use of a COHESIVE DEVICE to replace a linguistic expression / unit. The replaced item may be a clause: e.g.  She could be at home, but I don’t think so ;  a verb : e.g. I don’t cook, but he does ; or a noun: e.g. As soon I saw your watch, I wanted  one too..

· SUMMATION [UNIT 16]:  Concluding or summing up information in the preceding discourse.
· SUPERORDINATE [UNIT 15]:  An item referring to a general class, as opposed to the individual members of that class: e.g.  Roses and lilies are both popular flowers. See also HYPONYMY.
· SYNCHRONIC CORPUS [UNIT 19]:  A CORPUS which tries to represent the language at a particular point in time. 
· SYNONYMY [UNIT 15]:  The relationship between items with the same or very similar meaning: e.g.  It was a mistake /an error. Compare NEAR SYNONYMY.
· SYNTACTIC BLEND [UNIT 7]: A sentence or clause that finishes in a way that is grammatically inconsistent with the way it began: e.g.  It was a pity that Sam, after all the work he’d put in, to lose the job.

· SYNTACTIC ROLE [UNIT 24]:  The grammatical function that a unit of grammar serves in a higher unit. For example, a NOUN PHRASE may function as a PARTICIPANT in a clause.
· SYNTAGMATIC [UNIT 10]:  Syntagmatic relations operate across a stretch of language, between one linguistic element and the elements on either side, as in: My + fence + was + blown + down + in + the + storm. For example the determiner the combines with the noun storm to form the NOUN PHRASE the storm. See also PARADIGMATIC.
· SYNTAX [UNIT 2]: The description of how words, phrases and clauses are constructed and combined in a language.
· SYNTHETIC PERSONALISATION [UNIT 8]: Acting in a way that suggests a personal relationship with others, when in reality no such relationship exists.
· SYSTEMIC-FUNCTIONAL LINGUISTICS (SFL): A particular approach, pioneered by the British linguist Michael Halliday, which takes a functional view of language. See FUNCTIONAL GRAMMAR.
T

· TAGS [UNIT 3]: See PREFACES AND TAGS.
· TAILS [UNIT 1]: See HEADS AND TAILS.
· TARGET AUDIENCE [UNIT 23]:  The audience for whom a particular text is intended.
· TARGET LANGUAGE / TEXT [UNIT 23]:  In translation studies, the target language is the language into which an original text is to be translated. The target text is the translated version of an original text. Compare SOURCE LANGUAGE/ TEXT.
· TAXONOMY [UNIT 10]:  An organised classification system, typically found in scientific and technical fields.

· TEMPORAL FINITE [UNIT 5]: The first AUXILIARY in a VERB PHRASE is referred to as the finite. The finite is either TEMPORAL (expressing tense); e.g .She has been playing the piano for over two hours now.  or MODAL (expressing degrees of certainty or obligation): He could  have seen the accident. 

· TENOR [UNIT 8]: The social roles and relationships of those involved in a communication.

· TEXT [UNIT 1]: Any sample of language in a form that can be analysed (including TRANSCRIPTS of spoken language).

· TEXT REFERENCE [UNIT 16]:  The use of a REFERENCE item to refer to something mentioned in the text. Also known as ‘endophoric reference’. Compare SITUATIONAL REFERENCE.

· TEXT-BASED SYLLABUS [UNIT 25]:  A syllabus in which grammar and vocabulary learning is situated in the analysis of different types of texts.

· TEXT-TYPE [UNIT 25]:  A type of text which serves a specific social function and which has a characteristic pattern of grammatical structures. Sometimes also known as ‘genre’.

· TEXTUAL [UNIT 8]: The textual METAFUNCTION refers to meanings which relate a message to its context. For example, the UTTERANCE:  But it’s raining! involves a contrast which would be relevant in a context where someone had suggested a barbecue or a walk.

· TEXTUAL THEME [UNIT 9]: Any textual elements in a clause which come before the EXPERIENTIAL THEME: And so the meeting’s been cancelled.

· TEXTURE [UNIT 15]:  The quality that distinguishes a text from a random collection of words; the way a text holds together as a unit.

· THEMATIC PROGRESSION [UNIT 14]: The way in which each THEME in a text relates to the preceding themes and RHEMES. A number of different patterns have been identified, including ZIGZAG PATTERN, REITERATION PATTERN and FAN PATTERN.
· THEMATIC STRUCTURE [UNIT 23]:  The way that a message is organised into THEME and RHEME.
· THEMATISE [UNIT 9]: A thematised element is one which has been placed in initial position in the clause.

· THEME [UNIT 9]: The departure point of a clause realised in English by the part of the clause up to and including the first EXPERIENTIAL element: e.g.  The meeting’s been cancelled. See also RHEME.
· THING [UNIT 9]: The NOUN or PRONOUN which forms the semantic core of the NOUN PHRASE. Also known as the HEAD of the noun phrase.

· TOKEN (1) [UNIT 2]: Each occurrence of a word in a text is a token of that word. Compare TYPE.
· TOKEN (2) [UNIT 11]:  In a RELATIONAL PROCESS, the token is the person or thing being described: This room is s rather dark. The kindest person I know is my grandfather.

· TONALITY [UNIT 7]: The way in which we divide an UTTERANCE into TONE- GROUPS.
· TONE [UNIT 7]: The distinctive PITCH of a syllable.
· TONE-GROUP [UNIT 7]: A unit of INTONATION which has one TONIC SYLLABLE, and may have PRETONIC and POSTTONIC elements.
· TONIC SYLLABLE [UNIT 7]: The tonic syllable is the most prominent syllable in a TONE -GROUP, usually associated with a change in PITCH. //Have you seen the newspaper?//.
· TONICITY [UNIT 7]: The allocation of a TONIC SYLLABLE to each TONE- GROUP.
· TOPIC CHOICE [UNIT 12]:  The way in which the subject matter of a conversation is determined.
· TOPIC SELECTION [UNIT 12]:  See TOPIC CHOICE.
· TRANSACTIONAL ACTOR [UNIT 13]: The ACTOR in a clause where there is also a goal:  The donkey kicked the fence. The money was collected by the secretaries. Compare NON-TRANSACTIONAL ACTOR.
· TRANSCRIPT [UNIT 1]: A written version of something that has been spoken.
· TRANSCRIPTION [UNIT 19]:  The process of writing down speech. See also PHONETIC TRANSCRIPTION.
· TRANSFORMATIONAL-GENERATIVE  GRAMMAR (TGG) [UNIT 17]:  An approach to syntactic theory developed by the American linguist Noam Chomsky, which focuses on specifying rules for generating the sentences of a language.
· TRANSITION [UNIT 16]:  Transition LINKING ADVERBIALS mark the insertion of an item that does not follow directly from the previous discourse: e.g.  by the way, incidentally.
· TRANSITIVE [UNIT 11]:  A transitive clause involves more than one PARTICIPANT. In structural terms, it has both a SUBJECT and an OBJECT: A crowd attacked the prison. She finished the report on time. See also INTRANSITIVE.
· TRANSITIVITY ANALYSIS [UNIT 11]:  Transitivity analysis in systemic-functional grammar refers to the analysis of clauses in terms of PROCESS types and their associated PARTICIPANTS and CIRCUMSTANCES.
· TRANSLATION CORPORA [UNIT 23]:  See PARALLEL CORPORA.
· TURN MANAGEMENT [UNIT 12]:  The way in which it is determined who gets to speak and for how long in a conversation.
· TYPE [UNIT 2]: A word considered as a distinct vocabulary item. Compare TOKEN.
· TYPE-TOKEN RATIO [UNIT 2]: A measure of lexical variety, calculated by dividing the number of different word forms (TYPES) by the total number of words (TOKENS).
U

· UNCOUNT NOUN:  See UNCOUNTABLE NOUN.

· UNCOUNTABLE NOUN: A type of noun that refers to things that cannot be counted, and normally has no plural form: e.g.   milk, equipment, information. Also known as an ‘uncount noun’ or ‘non-count noun’.

· UNMARKED [UNIT 7]: Opposite of MARKED.
· UTTERANCE [UNIT 1]: A piece of spoken language produced by a single speaker.

V

· VALUE [UNIT 11]:  In a RELATIONAL PROCESS, the value is the PARTICIPANT which provides the description:  This room’s rather dark. The kindest person I know is my grandfather.

· VERB PHRASE 9VP) [UNIT 3]: A verb phrase contains a LEXICAL or PRIMARY verb as HEAD, either alone or accompanied by one or more AUXILIARY VERBS. The HEAD in the VP has been writing   is writing preceded by the two auxiliaries has and been .
· VERB PHRASE COMPLEX [UNIT  5]: In a verb phrase complex, two or more verbs together make up a single process: e.g. She  began to sing at the age of six.

· VERB (-AL) GROUP [UNIT 3]: A term that may be used instead of VERB PHRASE (though some linguists draw a distinction between them).
· VERBAL PROCESS [UNIT 5]: Verbal processes construe the saying or reporting of things: e.g.  I asked her a question. She complained that she’d been short-changed.
· VERBIAGE [UNIT 11]:  In a VERBAL PROCESS, the verbiage represents what is said: e.g.   She told me a funny story. This article says all you need to know.

· VIRTUAL CORPUS [UNIT 19]:  A CORPUS which is compiled electronically from online texts.
· VOICE:  See ACTIVE VOICE and PASSIVE VOICE.
W

· WH-INTERROGATIVE [UNIT 9]: An INTERROGATIVE with a wh-question word like:  what, why, where, when or how: e.g. What are you eating?
· WILDCARD [UNIT 2]: In computer searches, a wildcard is a symbol (such as *) used to find any character or STRING of characters. For example, a search for brea* will find:  bread, break, bream and breath.

· WORD [UNIT 2]: See ORTHOGRAPHIC WORD.

· WORD CLASS [UNIT 1]: A class of words based on grammatical and semantic properties. Two major families of word classes are LEXICAL WORD classes (nouns, verbs, adjectives, and adverbs) and FUNCTION WORD classes (e.g. DETERMINERS, prepositions). Word classes are sometimes called ‘parts of speech’.
Z

· ZIGZAG PATTERN [UNIT 14]:  A THEMATIC PROGRESSION pattern in which information in the RHEME of one clause is picked up as THEME in a subsequent clause. Also known as ‘linear pattern’.
�  Prepared for the course team by Caroline Coffin


� Adapted and simplified by Lewis Mukattash from  Guide to the CD-ROMs, OU 2004


� Adapted by Lewis Mukattash from:  A Brief User’s Guide to the Grammatical Tagging of BNC, OU


� compiled  by Najib Al-Shehabi ; the language & organization rubrics were proposed by Zena Abu Shakra,; the content column slightly adapted from UKOU supplementary notes.


� Your tutor may provide you with a wide range of relevant topics to choose from.


� by Junhong Xiao , UKOU.


� Hereafter these texts will be referred to as native English speaker texts, NS Texts for short, and Texts E, F and G as non-native English speaker texts, NNS Texts for short.


� By clause is meant clause complex.


� Compiled for the OU Course Team by Sarah North, 2004.
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