
CHAPTER 4                                

RESULTS AND DISCUSSION 
 

This chapter presents the results of the syntactic and discourse analysis of the 

collected corpus. Section 4.1 compares the syntactic complexity of the foreigner 

teachers’ utterances in different classrooms. Section 4.2 reports the distribution and 

the categorization of the ungrammatical sentences found in the foreigners’ speech. 

Section 4.3 compares the foreigner teachers’ speech at discourse level, providing the 

frequency ranking of the twenty discourse functions. The three research questions 

which are put forth in the end of Chapter One are answered in section 4.4. 

 

4.1 Syntactic Complexity 

 In this study, syntactic complexity is measured by the average number of words 

per t-unit. The result is presented in Table 6 below. 

 

Table 6  The Results of Words Per T-unit   

  Intermediate Level Advanced Level 
Total T-units 5278 4758 
Total Words 43262 39912 
Words Per T-unit 8.197 8.388 

 

According to Table 6, at the intermediate level, the total number of t-unit is 5,278, 
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and the total number of words is 43,262, therefore the average number of words per 

t-unit is 8.197. As to the advanced level, the total number of t-unit is 4,758, and the 

total number of words is 39,912, thus the mean words per t-unit are 8.388. It seems 

that at both levels, the words per t-unit are quite similar. Therefore, T-test was 

conducted to figure out if there is significant difference between the two levels 

concerning the syntactic complexity. It is found that there is no significant difference 

between the two levels (p>0.05). This result contradicts the previous finding of Wang 

(2001) and Gais (1977, cited in Wang 2001). Wang (2001) observed the children EFL 

classrooms; she found teacher’s MLU1 is longer in higher level classes (2.95 at 

elementary level, 3.47 at intermediate level, 4.53 at advanced level). Gais (1977) who 

also used t-unit as the measurement found that the mean words per T-unit of the native 

speaker teachers was 4.3 for beginners, 6.45 for intermediate and 8.26 for advanced 

students. Both Wang’s and Gais’s studies show that teacher adjust length of their 

utterances for students of different proficiency levels. 

 However, the statistic results of this study indicate that there is no significant 

difference concerning the syntactic complexity of the foreigner teacher’s speech. It 

indicates that the foreigner teachers give approximately the same length of utterances 

for both intermediate and advanced students.  

                                                 
1 MLU is the abbreviation for “Mean Length of Utterance.” It is often used to measure children’s 
language development in morphemes.  
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Although the average words per t-unit of these two levels do not conform to the 

previously findings that teachers adjust the length of speech for students of different 

proficiency, the average words per t-unit found in this study (8.197 for intermediate 

and 8.388 for advanced students) is quite close to what has been found in the studies 

of Gais (1977) and Hasan (2006). The mean T-unit for advanced ESL leaner in Gais’s 

study is 8.26. And in Hasan’s study, he found that the average T-unit for the students 

in a University’s EAP classes is also 8.26. It seems that the mean T-unit of foreigner 

teachers’ utterances for students of higher language proficiency is quite similar no 

matter whether it is in ESL or EFL context. Accordingly, it is reasonable to assume 

that once the students have achieved certain language proficiency, the length of 

utterances is no longer the main consideration of the language teachers. That is to say, 

the teacher may increase the length of utterances as the student’s language ability 

develops, but such adjustment is limited to students with relatively lower proficiency. 

Once the student’s language ability goes beyond a certain level, the length of the 

teacher’s utterance will keep in the same range which is roughly 8 words per t-unit. 

If this assumption is conceivable, it may explain why there is no significant 

difference found between the two levels of this study. It can be that the students’ 

language proficiency at the intermediate and the advanced levels are already beyond 

the specific stage, hence makes the teachers’ utterances keep in an approximate 
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length.    

Due to the limitation of the design of this study, we could not verify the above 

account at present; more researches are needed to support the assumption. 

     

4.2 Grammaticality 

The foreigner teachers’ utterances at both levels are of pretty high accuracy. 

Ungrammatical sentences are hardly found in the teachers’ discourse. Among all the 

analyzed data, only twenty utterances are found ungrammatical in the foreigner 

teachers’ corpus, which are 10 utterances (0.19%) in the intermediate classes and 10 

utterances (0.21%) in the advanced ones. The percentages of correct utterances at the 

two levels are 99.81% and 99.79% respectively.  

 

Table 7  The Results of Grammaticality 

 Intermediate Level Advanced Level 
Total number of utterances 5,278 4,758 
Total number of ungrammatical utterances 10 10 
Grammaticality 99.81% 99.79% 

 

 According to the above result, the form of the foreigner teachers’ speech is quite 

accurate at both levels. This finding is compatible with Wang’s (2001) study. Wang 

measured the correctness of teacher’s speech in Child EFL Classroom. She found that 
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the grammaticality of teacher’s utterances is quite high (i.e. all over 94%) regardless 

of the language proficiency of the students (elementary 99.52%, intermediate 96.20% 

and advanced 94.21%).  

 

4.2.1 The Classification and Distribution of the Ungrammatical Utterances  

To further examine if the twenty ungrammatical utterances exhibit the typical FT 

characteristics, these ungrammatical utterances are classified based on the three 

categories (“Omission,” “Expansion” and “Replacement”) proposed by Ferguson 

(1975) which has been introduced in section 2.1.1, Table 1. The utterances which can 

not be assigned to any of the three categories are put into the category “others.” The 

result of the categorization is shown in Table 8. 

According to Table 8, most (85%) of the ungrammatical utterances can be 

classified into Ferguson’s categorization, and only three utterances fall into the 

category “Others.” The most frequent occurring ungrammatical type is “Omission.” 

Among the twenty incorrect utterances, fourteen utterances (70%) have been 

identified as “Omission.” All of the omitted parts are function words (e.g. copula, 

auxiliary, tense marker, pronoun) which may not affect the main information of the 

utterances. 
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Table 8  Categorization of the Ungrammatical Utterances  

Type Intermediate Level Advanced Level 
Copula 
1. And subway __very new in Taiwan. 
2. The magazine, they wrote the article 

in that way, be honest, __very 
misleading. 

3. And of course, literally meaning, __a 
set of stairs between one floor and the 
next.  

4. The school, obviously,__ a big place, 
right? 

5. You know, one station, __size of ten 
Taiwan. 

Copula 
1. __ one better than the other? 
 

Auxiliary 
1. In that case, we __ not mean fat fruits. 
2. After you read it, what __ you do? 

Auxiliary 
1. Where __ we go? 
 

Tense marker 
1. So it is or equal__ a lump of blood. 

Tense marker 
1. Your travel guide__ to offbeat 

attractions. 
Pronoun 
1.__makes you believe that there is a lot 

people talk about a lot of Murphy’s 
Laws. 

Pronoun 
1.__costs you little more extra yeah? 

(1) 
Omission 
 

 “It” + Copula 
1. And even you get caught, __ __ not 

so serious. 
(2) 
Expansion 

 Pronoun 
1. So, even though the history in 

National Treasure it wasn’t real 
history. 

(3) 
Replacement 

Adjective for noun 
1. The manager of the restaurant tells the 

waitresses it’s their responsible that if 
customers eat and they do a runner, 
then you are responsible… 

Noun for adjective 
1. And if you are cold, you are just no 

emotion. 

(4)  
Others 

 1. He was, he was, he has so much 
charisma and charm. He was so 
warm, so sincere, so honest that 
people just fell in love with him. 

2. I remember when I first came to 
Taiwan, Taiwan has Wendy’s. 

3. So the quirky makes it attractable, 
interest-able, or likable, right? 
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This result is consistent with the finding of Snow et al (1981) which analyzed the 

conversation between the native speakers and the foreigner workers. It was found that 

“infinitive verb form,” “auxiliary and copula deletion” and “pronoun deletion and 

substitution” are the most frequent occurring FT features.    

 Only one utterance is in the category “expansion,” in that sentence, the pronoun 

subject “it” is inserted before the copula. Such “pronoun insertion” phenomenon is 

also a frequently mentioned feature in the previous FT studies.  

 Two utterances are classified as “replacement,” the incorrectness is using noun 

for adjective (“no emotion” for “emotionless”) and adjective for noun (“responsible” 

for “responsibility”) respectively. 

 Contrary to the previous three categories (i.e. “Omission,” “Expansion” and 

“Replacement”) which judge the utterances at syntactic level, the deviant utterances 

found in the category “others” are more discourse-oriented. Three utterances are put 

into the last category “others.” Among the three utterances, two are identified as 

“improper time shift.” The two utterances are “He was, he was, he has so much 

charisma and charm” and “I remember the first time I came to Taiwan, Taiwan has 

Wendy’s.” It is found that in the beginning of the two sentences, the teacher tends to 

anchor his description in a past timeframe by using the past tense “he was…” and the 

temporal adverb “…the first time I came to Taiwan…,” however, in the following 
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parts of the sentences, the teacher suddenly shifts the past timeframe into a present 

one by employing the present verbs “has so much charisma…” and “…Taiwan has 

Wendy’s.” The improper time shift then results in a disruption of time conformity. 

The last sentence in “others” is “so the quirky makes it attractable, interest-able, or 

likable, right?” In this sentence, by adding an adjective suffix “–able” to the verb 

“interest”, the teacher makes up an adjective “interest-able” which is not a 

conventional usage in English. Although the newly created adjective may be illegal in 

a prescriptive view, the reason for its appearance is quite explainable. The teacher 

probably wants to make his sentence more unified in form, so he adds the suffix 

“-able” to the verb “interest” to be consistent with the form of the other two adjective 

“attractable” and “likable.” Although the word “interest-able” is not a conventional 

adjective up to now, it seems quite understandable in its context and in some way 

reflects the motif of word-coinage.   

By comparing the distribution of the incorrect utterances between the two levels, 

it is found that in the intermediate classroom, 90% of the ungrammatical utterances 

fall into the category “omission”; however, the percentage decreases significantly in 

the advanced classroom, with only 50% of the incorrect utterances are assigned in this 

category. On the contrary, when it comes to the “others” category, all the utterances 

are detected in the advanced classes. This finding shows the tendency that the 
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foreigner teachers are more likely to resort to the syntactic adjustment “omission” for 

the lower level learners and conserve the discourse adjustment for the more advanced 

ones.         

   

4.2.2 The Context of the Ungrammatical Utterances  

To further investigate the context where these ungrammatical utterances occur, 

the twenty utterances are divided into two groups based on their relatedness with the 

teaching material. 

Among the twenty utterances, only three utterances are directly related to the 

items in the textbook which are “In that case, we not mean fat fruits,” “Makes you believe 

that there is a lot people talk about a lot of Murphy’s Laws” and “So, even though the history 

in National Treasure it wasn’t real history.” The other seventeen utterances, which take 

up about 85% of the total incorrect utterances, all occurred when the foreigner 

teachers were sharing personal opinion or life experience indirectly related to the 

material of the textbook. The results indicate that the foreigner teachers’ utterances are 

more accurate in the more instructional and text-oriented context than in the casual 

conversation-oriented context.  

 Based on the above finding, we can now examine the predictions proposed in 

section 3.4.2, which are restated here: 
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(1)There should be more ungrammatical utterances in the classes of intermediate 

level than in the advanced ones. 

(2) Comparing with the chitchatting conversation in which the teacher shares his 

life experience or opinion about some thing, there should be fewer ungrammatical 

utterances directly concerning the teaching material. 

 

As to the first prediction, however, we found there is no obvious difference 

concerning grammaticality of teachers’ utterances between the two levels. The 

grammaticality is very high at both levels (over 99.7%).  

The reason for the significant correctness of the foreigners’ utterances may be 

determined by the social status and cognitive maturity of the students. As Snow et al 

(1981) have indicated “It may be that foreigners who are perceived as relatively high 

status, intelligent or the social equal of the NS are not addressed with the more 

extreme FT characteristics.” Since most students at the two levels are adults whose 

social status and cognitive maturity are approximately equal to the foreigner teachers’, 

the teachers tend to avoid “talking down” to the adult students, therefore it results in 

the high accuracy of the foreigners’ utterances.  

The other possible factor is the proficiency of the students. Despite the students 

being observed are at difference proficiency levels, however, the students of the 
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intermediate and advanced levels have already acquired the basic grammatical 

structure and are familiar with the basic grammar rules. Therefore, the foreigner 

teachers rarely need to resort to the FT register which is often resulted in 

ungrammatical sentences.               

  As to the second prediction, by comparing the contexts in which these 

incorrect utterances appear, it has shown that significantly more ungrammatical 

sentences (about 85%) are found in the conversation-oriented contexts in which the 

foreigner teachers were sharing their personal comments or experiences rather than 

instructing or explaining the items in the textbooks. This result agrees with our 

expectation.      

 

4.3 Discourse Functions 

In this section, the foreigner teacher’s utterance will be analyzed and categorized 

into one of the twenty acts based on the revised model provided in section 3.4.3. 

 

4.3.1 The Frequency Ranking of Discourse Functions 

To provide a clearer overview of the frequency of each act in the teachers’ 

discourse at the two levels, the total occurrence and percentage of each act are 

counted and arranged by its ranking. The results of the ranking at the two levels are 
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shown in Table 9. 

Table 9  The Frequency Ranking of Discourse Functions  

Intermediate Level Advanced Level 
Ranking 

Act Occurrence Percentage Act Occurrence Percentage
1 Explanation 2,750 52.10% Explanation 2,803 58.91%
2 Affiliation 664 12.58% Affiliation 494 10.38%

Elicitation 526 9.97% Elicitation 318 6.68%
  a )Display Q 124 2.35%   a )Display Q 107 2.25%3 
  b) Genuine Q 402 7.62%   b )Genuine Q 211 4.43%

4 Quotation 285 5.50% Quotation 244 5.13%
5 Marker 196 3.71% Accept 235 4.94%
6 Accept 195 3.69% Marker 131 2.75%
7 Nomination 130 2.46% Nomination 114 2.40%
8 Monodrama 126 2.39% Monodrama 96 2.02%
9 Demonstration 87 1.65% Demonstration 66 1.39%
10 Clue 52 0.99% Check 58 1.22%
11 Check 52 0.99% Correction 52 1.09%
12 Conclusion 46 0.87% Clue 26 0.55%
13 Aside 37 0.70% Loop 26 0.55%
14 Directive 36 0.68% Aside 25 0.53%
15 Metastatement 32 0.61% Conclusion 20 0.42%
16 Correction. 23 0.44% Evaluate 14 0.29%
17 Loop 16 0.30% Directive 14 0.29%
18 Evaluate 11 0.21% Prompt 10 0.21%
19 Greeting 9 0.17% Greeting 8 0.17%
20 Prompt 5 0.09% Metastatement 4 0.08%

As Table 9 shows, the most frequently used act at the two levels is “explanation.” 

It alone takes up 52.10% utterances at intermediate level and 58.91% at the advanced 

level. The following three acts at the two levels are also the same, which are 

“affiliation,” “elicitation” and “quotation” in order. However, the frequencies of these 

three acts decrease dramatically with the act “affiliation” only accounting for 12.58%; 
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“elicitation” 9.97%; “quotation” 5.5% at the intermediate level. Similarly, the act 

“affiliation” accounts for 10.38%; “elicitation” 6.68% and “quotation”5.13% at the 

advanced level. The fifth and six functions are in reverse order at the two levels, with 

the “marker” ranking the fifth (3.71%) and “accept” the sixth (3.67%) at the 

intermediate level and “accept” (4.94%) as the fifth and “marker”(2.75%) the sixth 

function at the advanced level. The following three functions (from the seventh to the 

ninth), although vary in their frequencies, are in the same order. The ranking order 

and the frequency of these three functions at the intermediate and the advanced levels 

are “nomination” (2.46% vs. 2.4%); “monodrama” (2.39% vs. 2.02%) and 

“demonstration” (1.65% vs. 1.39%). The first nine acts together occupy over ninety 

four percent of the teacher’s utterances with 94.05% for the intermediate students and 

94.6% for the advanced students. 

However, contrary to the expectation that the order of the main functions may 

vary significantly at the two levels, except the slight difference of the ranking order of 

the functions “marker” and “accept,” it seems that the major functions utilized in the 

intermediate and the advanced classrooms are quite similar both in their order and 

frequency. Not until the tenth function, do we begin to see the fluctuation of the 

ranking order. Unlike the extreme conformity in the previous nine major functions, 

the eleven minor functions(“clue,” “check,” “conclusion,” “aside,” “directive,” 
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“metastatement,” “correction,” “loop,” “evaluate,” “greeting” and “prompt”) are all in 

different ranking order (except the function “greeting,” which is the nineteenth 

function at both levels) at the two levels. However, the total percentage of the eleven 

minor functions is merely 6.05% at the intermediate and 5.4% at the advanced level. 

That is, the eleven minor functions only account for a quite small percentage of the 

total utterances; even the most frequent occurring function (i.e. “check” at the 

advanced level) occupies only 1.22% of the foreigner teachers’ speech. Based on the 

above observation, it seems that although the foreigner teachers do adjust their usage 

of the minor functions for students at different proficiency levels, however, these 

minor functions are rarely found in the teacher’s speech. Among the twenty acts, only 

four of them occupy more than 5%; the percentages of the other sixteen functions are 

all below 5%. It reveals that in most of the class hours, the language classrooms are 

filled with few limited discourse functions.  

The ranking order discussed above has reflected the general tendency of the 

utilization of the functions by the foreigner teachers. In the following section, we are 

going to see how the foreigner teachers realize these functions and how they, by using 

these functions, interact with their students at different proficiency levels.  

 

4.3.2 Functions across Levels 
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In this section, in order to get a clearer picture of how the foreigner teachers 

adjust the discourse functions to the students at different proficiency levels, the 

twenty functions are further divided into two groups “teacher initiation” and “teacher 

response.” The result is presented in Table 10. 

Table 10  Functions Across Levels  

  Intermediate Level Advanced Level 
(I)Teacher Initiation      
Explanation 52.10% 58.91% 
Affiliation 12.58% 10.38% 
Elicitation 9.97% 6.68% 
  a) Display Q 2.35% 2.25% 
  b) Genuine Q 7.62% 4.43% 
Quotation 5.50% 5.13% 
Marker 3.71% 2.75% 
Nomination 2.46% 2.40% 
Monodrama 2.39% 2.02% 
Demonstration 1.65% 1.39% 
Check 0.99% 1.22% 
Conclusion 0.87% 0.42% 
Directive 0.68% 0.29% 
Prompt 0.09% 0.21% 
Metastatement 0.61% 0.08% 
Aside 0.70% 0.53% 
Greeting 0.17% 0.17% 

Total  94.47% 92.58% 
(II)Teacher Response     
Accept 3.69% 4.94% 
Correction 0.44% 1.09% 
Clue 0.99% 0.55% 
Loop 0.30% 0.55% 
Evaluate 0.21% 0.29% 

Total  5.63% 7.42% 
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   The advantage of dividing the twenty functions into the two groups is that it 

can demonstrate how communicative the teacher’s utterances are in different 

classrooms. As Table 10 shows, fifteen acts are included in the group of “teacher 

initiation”; five acts are in the group of “teacher response.” The total percentage of 

“teacher initiation” is 94.47% at the intermediate level and 92.58% at the advanced 

level. As to the group of “teacher response”, the total is 5.63% and 7.42% respectively. 

The above result reveals that most of the foreigner teacher’s utterances are contributed 

to controlling the teaching process or providing information to their students; only 

few utterances are responses to the students’ contribution. It conforms what has been 

mentioned in Hasan (2006) that EFL classroom communication is dealing with the 

“transmission model” of education in which the teacher exerts his authority and 

control by imparting knowledge to the learners. “It is almost impossible for the 

teacher to relinquish his traditional role as a transmitter of information.”  

If we take the percentage of the foreigner teachers’ and the students’ utterances 

into consideration, it shows clearly that the class hours are overwhelmingly dominated 

by the teachers. The total occurrences and percentages of teachers’ and students’ 

utterances are given in Table 11.   
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Table 11  Occurrences and Percentages of Teachers’ and Students’ Utterances 

  Teachers’ Utterances Students’ Utterances 
Intermediate Level 5,278 90.07% 582 9.93% 
Advanced Level 4,758 87.85% 658 12.15% 

 

According to Table 11, the percentages of teachers’ utterances are very high at 

both levels: 90.07% at intermediate level and 87.85% at the advanced level. On the 

contrary, the students’ utterances are significantly few contrasting to the teachers’ 

speech, which occupy only 9.93% and 12.15% of the total utterances in the 

intermediate and advanced classes respectively.  

 Comparing the percentage of the foreigner teachers’ utterances with that of the 

students at the two levels, it is obvious that most of the class hours are filled with 

teacher’s speech; the students are seldom given chance to contribute to the discourse 

in the classroom. Nevertheless, it is also found that with the development of language 

proficiency, the percentage of the students’ speech increases simultaneously, from 

9.93% to 12.15%.  

The possible reason for the higher percentage of the students’ utterances in the 

advanced classes may be twofold. First, as what has been found by Schinke-Llano 

(1983), teacher’s perception about student’s ability in a second language affects the 

quantity of interaction with the student. In other words, students who are perceived 

with higher proficiency will be given more opportunity to join the discourse. Second, 
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with the development of language proficiency, students feel more confident about 

their language ability, thus they are more willing to engage in the classroom discourse. 

That is to say, the advanced learners take a more active role in spontaneous 

interaction.  

 In the ensuing section, we will see how the foreigner teachers realize the twenty 

functions in language classrooms. The percentage of the same function at the two 

levels will be compared as well. 

 

4.3.2.1 Teacher’s Initiation 

1. Explanation 

“Explanation” is the most frequently used function at the two levels; this 

function itself has occupied over half of the teachers’ speech (52.1% at the 

intermediate level; 58.91% at the advance level). The overwhelming occurrence of 

“explanation” indicates that the foreigner teachers at the two levels spent most of the 

time in explaining the definition of the target item in the textbook. In other words, the 

focus of the instruction in both classes is the same, which is “to transmit knowledge 

about the language.” This result echoes the insight of Hasan (2006) that EFL 

classroom is considered a place for imparting knowledge about the target language. 

Accordingly, one possible reason for such a high percentage of “explanation” is that 
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the foreigner teachers of this study may define themselves as “knowledge 

transmitter,” thus tend to spend most of their utterances delivering language 

knowledge. Another possible reason may due to the degree of difficulty of the 

textbook. As one of the participants has pointed out several times in his classes that 

some of the vocabulary listed in the textbook are “too difficult” or “too academic”,  

even native speakers can rarely have chance to use them in daily lives. The reason for 

collecting those difficult words into the reading articles might be explicable; as 

mentioned in Chapter 3.2, the objective of the courses is to equip learners with the 

language ability approximately to the advanced or intermediate level of GEPT. Such a 

test-oriented curriculum is hard to avoid teaching “difficult words” for students so that 

they can handle the language test. However, if the textbooks chosen for the learners 

are very difficult books, teachers might think they need to do a lot of interpretation 

simply to help their students to “comprehend” the text before they could do anything 

further. The overwhelmingly high frequency of “explanation” seems to reflect such 

mindset of the foreigner participants.     

 As to the percentages of “explanation” at both levels, the higher percentage of 

“explanation” at the advanced level may due to the tendency that the teachers are 

more likely to provide more elaborated information for the advanced learners. The 

following two examples demonstrate the typical ways of teachers’ explanation at the 
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intermediate level (example 1) and at the advanced level (example 2): 

 

Example 1: (The teacher explains the definition of “exceptional”) 

T: And then he, she says “it’s an exceptional way.” Ex-cep-tion-al, exceptional. If 
it’s exceptional, it’s well above… average, right? Well above average that it can 
be…especially …in skill, intelligence, or quality. So “exceptional” can refer 
to …exceptional abilities, or skills…exceptional intelligence, or this one, quality, 
which is what she’s talking about here, right? It’s the quality way to see the 
country. 

 

In example 1, the teacher uses the phrase “above average” to define the word 

“exceptional.” Then he refers the possible usage of this word “it can 

be…especially …in skill, intelligence, or quality.” And finally, he specifies the 

meaning of this word in the sentence “it’s an exceptional way” as “the quality way 

to see the country.” The three-stage explanation (giving definition→ providing 

possible usage → specifying the meaning in certain context) is quite typical at the 

intermediate level. 

 

   Example 2: (The teacher explains the concept “inner city”) 

T: But the inner city, probably it happens in America. 50, 70 years ago, there 
wasn’t pretty much rich people in America. Most people were just ordinary. They 
all lived in the city, in simple apartments. But in 1950 and 1960s, when people 
started to earn more money, they decided “I don’t want to live in the city 
anymore.” So they moved to the suburb. They moved to the suburb. And in the 
suburb, instead of living in the apartment, they can live in a house with a garden. 
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You know, the little fence, all of that. So, poorer people, people who didn’t have 
much money, they moved into the apartments. And because they didn’t have 
much money, the…Here is the thing, poor neighborhood, are usually not as clean. 
They’re usually not as safe. And they’re usually not as nice as good 
neighborhood. And now the American, when they talk about inner city, that just 
means poor neighborhood inside the city. Poor neighborhood inside the city. 

 

In example 2, the teacher tries to explain the concept “inner city” in a quite 

elaborated manner. He provides much background information about the history and 

the origin of the term “inner city.” It was until the eleven lines of this paragraph, the 

teacher finally gives the definition of “inner city” as “Poor neighborhood inside the 

city.” At the advanced level, such elaborated explanation is quite pervasive. It seems 

that rather than just introducing the definition and the usage of the target item, the 

teachers are more willingly to give extra information (e.g. culture-related knowledge) 

at this level. The additional information, thus, results a higher percentage of 

explanation in the advanced classes. 

   

2. Affiliation 

“Affiliation” ranks as the second frequently used function at the two levels 

(12.58% at the intermediate level and 10.38% at the advanced level). It is used by the 

teachers to share personal experience, attitudes, beliefs or comments associated with 

the topic in discussion. Therefore, it is pretty like the casual conversation between 
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friends. In the following two examples, we can see how the foreigner teachers, by 

sharing his personal habit and experiences, build affectional connection with their 

students.  

 

Example 3: (The teacher shares his eating habit) 

T: I have a habit, a bad habit of eating late at night. But I also eat just for pastime. 
If I have nothing to do, I will go and make myself a sandwich. Not because I am 
hungry. But just because of …God! I have nothing to do. 

 
Example 4: (The teacher describes his first encounter with McDonald’s in 

Taiwan) 
T: When I first came to Taiwan, I went to the McDonald’s. And people were 
ordering PIN GUO PAI. I thought “PENGUINE pie?” Gosh! （Students laugh）

That’s cruel. “Penguin pie, no way.” 
 

Examples (3) and (4) reveal that the language form of “affiliation” is quite 

colloquial, and humor can easily be joined into the discourse. Because “affiliation” is 

affection-oriented rather than pedagogy-oriented, it can establish the emotional 

connection between the teacher and the students, which can help the students to lower 

their inhibitions and anxiety that may impede learning. And the teacher’s use of 

language strongly resembles utterances found in the “real world” also reinforces the 

aim of promoting oral fluency and communicative ability. 

 

3. Elicitation 
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The function “elicitation” is divided into two sub-acts: “display questions” and 

“genuine questions.” In the collected data, “display question” is often used to test the 

student’s knowledge of the target language items. For example, 

 

(5) T: What is “had the gall”?
S: Very brave. 
T: Yes. 

     
(6) T: What is this “subjective”?

S: Personal. 
T: It is personal. It’s your own beliefs. 

 

On the other hand, genuine questions are used to require the students to express 

their opinion or to share experience. For example, 

 
   (7) T: Anyone like Mos Burger?

   S1: I hate. 
   T: You hate? …Just one? …Why do you hate it? Why do you hate it?
   S1: The thing they sell is terrible and they are quite expensive. Their rice  

burgers are…(turning to other students) 噱頭怎麼講？ 
   T: (turning to another student) So, what do you say to that? 

S2: I like the rice burger because I think it has lower fat than normal burger. 
 

(8) T: So, Gloria. How about you? Have you seen any good movie recently?
      S1: Actually. I saw many movies, but I always forgot the, the title or what. But 

I now want to see another movie just related …I don’t know the movie’s 
English name. But it’s said 偷穿高跟鞋 It’s about the relationship, you 
know, a sister and… 

S2: Cameron Diaz. 
T: Oh, Cameron Diaz. 
S1: Did you say the high heel or what? 
T: In her shoes. 
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S1: Oh, in her shoes. 
T: Ok. 

 

The above examples reveal an interesting finding that the type of the question 

seems to affect the length of the response and the numbers of turn-taking. For instance, 

in example (7), the foreigner teacher hops from one question to the next one, using the 

learner’s answers as point of departure for the next question, thus prolong the turns of 

conversation. It shows that when the teacher asks for information that he does not 

have a predetermined answer (genuine questions), the students are likely to produce 

longer and more complex answers, and make more turn-takings in the interactional 

process than answers to questions which the teacher already has the answer in mind 

(display question). Furthermore, the responses to the genuine questions are more like 

the authentic communication in real life in which the meaning is negotiated rather 

than predetermined.  

Although display questions can facilitate the explanation of words, phrases, and 

sentences to “provide a wide exposure to vocabulary that may be useful to basic 

communication,” it is through the genuine questions, the real life communication 

skills can be fully achieved. The percentages of “elicitation” and its two sub-acts are 

listed in Table 12. 

 65



Table 12  The Percentages of “Elicitation” and the Sub-acts 

 Intermediate Level Advanced Level 
  a) Display Q 2.35% 2.25% 
  b) Genuine Q 7.62% 4.43% 

Elicitation (a+b) 9.97% 6.68% 

 

From Table 12, we see that the total percentage of “elicitation” at the 

intermediate level (9.97%) is higher than that at the advanced level (6.68%). Although 

the result shows that the foreigner teachers ask fewer questions to advanced learners, 

it doesn’t necessarily mean that there is less interaction in the advanced classes. If we 

take the percentage of students’ utterances into account as demonstrated in Table 11, 

we can find that even though the teachers initiate fewer questions in the advanced 

classes, the advanced students contribute more utterances (12.15%) than their 

intermediate counterpart (9.93%). Accordingly, the students at the advanced levels 

seem to be more active in engaging to the conversation with their teachers. They are 

more willingly to initiate a topic and are more able to make longer turn-takings than 

the intermediate ones. Therefore, teachers in the advanced classrooms do not always 

need to initiate the conversation by themselves, thus it results in the lower percentage 

of elicitation for the advanced learners.  

Table 12 also shows that there are more genuine questions than display questions 

at both levels. At the intermediate level, the percentage of the genuine question 
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(7.62%) is three times the percentage of display question (2.35%). As to the advanced 

level, the frequency of the genuine questions (4.43%) is approximately two times the 

percentage of the display question (2.25%). 

   The result that the foreigner teachers use more genuine questions than display 

questions contradicts the finding of Long and Sato (1983) and Hasan (2006). 

     Long and Sato (1983) compared the linguistic input of foreigner teachers in and 

out of the language classroom. They found that the foreigner teacher’s speech 

contained more display questions than genuine questions in the classroom.  

Hasan (2006) also found that EFL teachers control classroom discourse through 

the use of a great number of display questions which put strict constraints on learners’ 

responses, deny them the opportunity to make a real contribution to the discourse, and 

make the teacher the sole arbitrator of classroom discourse. The overuse of display 

questions makes the interaction between the students and the teachers become very 

artificial and similar to a blank-filling test.  

Unlike the previous researches, the higher percentage of the genuine questions in 

this study seems to suggest that the foreigner teachers tend to help the students use the 

target language communicatively and authentically rather than simply elicit the 

desired answers.   
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4. Quotation 

“Quotation” ranks the fourth at both levels. The percentages of “quotation” at 

the two levels are quite close which is 5.5% at the intermediate level and 5.13% at 

the advanced level.  

When the teachers “quote” something from the textbook, the function of the 

“quotation” is twofold: first, teachers can introduce the target items in the 

textbook and demonstrate the pronunciation of these items as well. The foreigner 

teachers in this study seem to take “quotation” as an indispensable part of their 

instruction, for they all read out the whole text of the teaching material in every 

class. Since the teaching materials are in approximate length, hence, it makes the 

percentage of “quotation” very close in both classes.    

 

5. Marker 

“Marker” is used to mark the discourse boundaries; it can help the students to 

chunk the discourse into smaller units to reduce the cognitive load and even give 

students more time to process the teaching material which is just taught. For 

example,  

 
(9) T: (Read out the paragraphs on the textbook.) Alright. This is exactly 

what we mean by a “predicament.” This is a predicament. It’s a 
situation you don’t know what to do. 
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(10) T: “…no matter how long or how hard you shop for an item, after 

you’ve bought it, it will be on sales somewhere cheaper.” Alright. 
So…Amy, did that ever happen to you? 

 

   In example (9), after reading out certain paragraphs in the textbook, the teacher 

use “alright” as a marker to signal the completion of his reading. Then he continues to 

explain the meaning of the word “predicament.” 

    Example (10) is also a typical usage of “maker.” It is often used before the 

function “nomination” and “elicitation.” In such cases, “marker” allows the students a 

brief time to process what has just been said and prepare for the upcoming elicitation. 

The percentage of the function “maker” at the intermediate level is 3.71% and is 

2.75% at the advanced level. The foreigner teachers use more “marker” for the 

intermediate students. The higher percentage of “marker” in the intermediate classes 

reflects that the teachers use more makers to lessen the students’ cognition loading 

and help them to keep on track. 

 

6. Nomination 

The function “nomination” usually appears before “elicitation” (example 11) 

and “directive” (example 12):  
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****(11) T: Sumi, did you ever have an ornament on the car?  
S: I have no car, but my son has. 

 
(12) T: Melody, please read the introduction. 

S: “Lawrence and Gina are having a terrible Saturday. That’s how 
Gina, who’s Taiwanese, learns about Murphy’s Laws.” 
     

To call the name of the student seems to be a basic strategy used by teachers to 

force responses from the student. In most cases, the student who has been called will 

give certain response to teacher’s initiation no matter it is proper or not. In contrast, 

elicitation which is not accompanied by a precedent “nomination” can not always lead 

to an answer. For example,   

   

(13) T: What are “pet peeves”? ….  
 S: …. 

           T: The little things that annoy you, the little things that drive you nuts, 
right? So they are talking about their pet peeves, the things that annoy 
them. 

 
(14) T: Do you think Harold will take Angelina’s advice here?  

S: … 
T: What do you think? You think he will take her advice? 
S: …. 
T: I don’t think so. Because he said he doesn’t care what her motives are. 

I don’t think he’s going to take Angelina’s advice. 

 

Example (13) and (14) are both from Teacher C who rarely use “nomination” in 

his classes. Example (13) is the most typical elicitation in his classes; over half of his 

questions are asked for the definition of certain target items. As example (13) shows, 
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such display question, sometimes, may not get any response from the students. In 

example (14), the teacher initiates a genuine question to request the students’ opinion, 

the silence of the students compels the teacher to rephrase his question as “what do 

you think?” in his second utterance and provide a clue “you think he will take her 

advice?” for the students in his third utterance. Even so, the students still do not give 

any response to the elicitation. As a result, the teacher has to answer the question by 

himself.  

The above examples display that “elicitation” accompanies “nomination” can 

make the teaching scenario a more interactive process rather than a monolog 

performed by the exhausted teacher.         

 

7. Monodrama 

In the classes, sometimes, the teachers change their tone into another 

character to perform an emotional state or an event in a quite vivid manner. For 

example, 

(15) T: When England was fighting Germany in the First World War, the 
royal family said “God, we’d better lose our German name because it 
doesn’t look very good. We’re royal family of England. And we are 
fighting the German. And we ARE2 from German. ”(Students laugh) 
So they said “we’d better choose an English name.” So they took the 
name “Windsor”, which is the name of a town with the queen living in 
the castle.  

 

                                                 
2 Capitalized word represents the “stressed word” in teacher’s utterances. 
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        (16) T: DJs in UK are actually quite fun, you know. They are quite 

entertaining. And they speak a lot on the radio. And in America, the 
DJs, they speak, but they all say the same thing. “Hey, this is KREQ 
on 107.5, 3 pm, weather is a little cloudy and warm.” or ”Let’s talk 
more music.” And then, like every 20 minutes, “hey, you are 
listening in KREQ on 107.5, it’s 3:20 pm. let’s talk more music.” 
They never say anything else. 

 

The underlined sentences in example (15) and (16) present clearly why the 

Royal Family of England decided to change their name in the First World War 

and why the DJs in America are less funny than DJs in UK respectively. The way 

the teacher performs these events is quite comprehensive. And because the 

language used in the monodrama is usually quite plain and simple (i.e. no 

subordinated clauses, no difficult vocabulary), students can easily absorb the 

information from the teacher’s acting.   

 

8. Demonstration  

The function “demonstration” is used to demonstrate the proper 

pronunciation of certain target item. When the students show uncertainty and slow 

down their reading as a sign of confusion, the slow rate of the utterances may 

induce the teachers to provide a model for the pronunciation, for example,  
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(17) T: So, first, question there anyone? 
S: Deterio…( pronounces the word slowly )   

            T: Deteriorated.
            S: De-te-ri-o-ra-ted? 
            T: De.te.rio.ra.ted.  
            Ss: (Students follow the teacher’s pronunciation) Deteriorated. 
            T: Gotten worse, OK? 
 

In some occasions, even without the students’ hesitation, the teachers may 

also give “demonstration” spontaneously as in examples (18) and (19). 

  

        (18) T: But in the 1990s, things started to change very very quickly. This is 
when, you know, we called for globalization. Glo-ba-li-za-tion.  

 
(19) What is conundrum? So it’s co-nun-drum. Conundrum. A difficult 
problem, or it can be, a dilemma. 

 

    As the examples have shown, the teachers usually demonstrate the pronunciation 

of the target items by segmenting the words into syllables to make the pronunciation 

more accessible to the students. However, the rare occurrences of “demonstration” at 

both levels (only 1.65% at the intermediate level, and 1.39% at the advanced level) 

show that the teachers do not put much emphasis on their students’ pronunciation. 

       

9. Check 

The function “check” is often used after “explanation” to see if the students have 

any problem about the precedent explanation. For example,  
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(20) T: How many days we can call it incessant rain. We probably would say 
incessant rain or to say the rain is incessant. Can be one hour, two hours, 
or one or two days? One or two days. We need a couple of day’s rain to be 
incessant rain. You know what I mean? 

 

(21)T: If two companies want to join together or something, they have to come 
up with some sort of agreement. They make a bargain. Right? 

 

“Check” can be realized by a complete sentence, like “You know what I mean?”, 

“You get the idea?”, but in most cases, it is realized by a short phrase like “Yeah?”, 

“Right?”, “ok?” in the end of the explanation. The foreigner teachers use slightly 

more “check” (1.22 % at the advanced level, and 0.99% at the intermediate level) for 

the advanced students. Because there is more “explanation” at the advanced level, and 

“check” usually follows “explanation,” it is not surprising that the teachers give more 

“check” in the advanced classes.  

 

10. Directive 

The function “directive” is normally realized by imperatives such as “take a 

look at this,” “look this example,” “let’s just start to read.” Unlike Wang’s study 

(2001) in which she found that the teachers usually use “directive” as a way to 

initiate a drill or command some physical activities in the child EFL classroom, 

the teachers in this study use “directive” mostly for directing the students’ 
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attention to some specific items. Example (22) is the only exception in which the 

teacher uses “directive” to practice the pronunciation of the synonyms “worsened” 

and “deteriorated” in an intermediate class.  

 

        (22) T: Everyone say “worsened.” 
Ss: Worsened.  
T: Deteriorated.  
Ss: Deteriorated. 

 

    The function “directive” is seldom used by the teachers at both levels (only 

0.68% at the intermediate level and 0.29% at the advanced level).Although 

“directive” is not frequently used by the teachers, the higher frequency of “directive” 

at the intermediate level indicates that the teachers provide relatively more direction 

to help the intermediate students focus on the target items.  

 

11. Prompt  

The function “prompt” is often realized by short imperatives, such as “hurry up,” 

“quickly,” following a precedent elicitation. Or, in many cases of this study, it is also 

realized by the repetition of the still unanswered question, for example, 

 
(23) T: P.Y. Do you like waterfalls? 

S:… 
T: Do you like waterfalls?
S: Yes. 
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   According to Sinclair and Coulthard (1992), “prompt” is used to “reinforce a 

directive or elicitation by suggesting that the teacher is no longer requesting a 

response but expecting or even demanding one.” Based on the above definition, the 

function “prompt” seems to reflect the unequal power between the teacher and the 

students. It implies that the teacher is the authority of the classroom and he has the 

right to demand response from the students. Such power inequality is often the main 

source of student’s anxiety; it tends to result in a stressful and offensive classroom 

climate. 

To provide a more stimulating environment for the students, teachers are 

encouraged to be a bit more patient and extended the “wait-time” for students to 

respond to the elicitation. Steve (2002) pointed out that the extension of the time 

allowed for students to answer a question not only increase the number of learners’ 

responses, it frequently results in more complex answers and leads to an increase in 

learner/learner interaction as well. Owen (1996) also agreed that pauses used by 

teachers are of great help to learners when processing teacher’s questions. 

Among all the teachers’ utterances, only fifteen utterances are marked as 

“prompt.” The insignificant occurrences of “prompt” suggest that the teachers 

minimize the use of “prompt” for creating a positive and friendly classroom 

atmosphere which can enhance learning.      
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12. Metastatement 

    The function of “metastatement” is used to help students to see the structure of 

the lesson or to see what they are going to do in the subsequent class hours. For 

example, 

 

(24) T: Ok… I think we have to start reading the lesson. I will start to read 
the introduction, and we will read the dialogue. 

 

        (25) T: He is now going to make an example of what he considers to be a 
necessary ugly confrontation. 

 

    In example (24), the teacher arranges the order of the following reading activities. 

And in example (25), the teacher tells the students what the following paragraphs are 

talking about.  

    The foreigner teachers use more “metastatement” for the intermediate students 

(0.61%) than for the advanced students (0.08%). It means that the teachers provide 

more information to help the intermediate students to get the general idea of what is 

going on to make them feel more secure in the learning process.         

 

13. Conclusion 

Contrary to the previous function “metastatement,” “conclusion” is used to help 
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the students understand the structure of the lesson by summarizing what has just been 

talked about. For example,  

 

(26) T: …So we’ve got the idea of what’s happening. One thing that drives 
Harold nuts is people lack of phone manners. Angelina says maybe he 
shouldn’t get angry over something like that. 

 

    After explaining certain part of the dialogue, the teacher makes a summary of 

what the preceding dialogue was about. Since the purpose of “conclusion” is also to 

help the students capture the structure of the lesson, just like the result of 

“metastatement,” the teachers make more “conclusion” for the intermediate students 

(0.87%) than for the advance ones (0.42%). 

 

14. Aside 

In this study, “aside” is normally found in the following situations:  

 
(27) T: (In a low voice) What we’ve got here?

Ok. So let’s get through some more words, shall we? 
        

(28) T: What is a coyote? (In a low voice) It’s 3:30. Coyote. Co-yo-te. A 
small wolf, native small wolf, native to western north America. 

     

     “Aside” is usually realized in a low voice, unless you are sitting near the 

teacher, it is not easily to be heard. It is more like that teacher is talking to himself. 
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Example (27) occurs when the teacher is skimming the vocabulary of the lesson. And 

example (28) is found in the middle of explanation where the teacher suddenly notices 

that it is almost the end of the class hour. Even though some “aside” looks like 

interrogative as in example (27), no response from the students is expected. “Aside” 

acts as a reminder for the teacher to control the teaching progress.   

  

15. Greeting 

The function “greeting” is mostly used in the beginning or at the end of the 

class. The commonly found expressions are “Hello,” “How are you today?” “I 

hope you have a good day,” “See you next week,” “So ok guys, 週末快樂!” 

Since it is not a necessary function for teacher’s instruction, its frequency is quite 

low (only 0.17%) at both levels. 

 

4.3.2.2 Teacher’s Response  

In this section, we are going to see how teachers give feedback to their students. 

Five functions, “accept,” “evaluate,” “correction,” “clue” and “loop” are included in 

the following discussion.     

 

1. Accept 

Among the five responsive functions, “accept” is used most frequently. The 
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frequency of “accept” is 3.69% at the intermediate level and 4.94% at the advanced 

level. “Accept” is often realized by the teacher in the forms of repeating, paraphrasing 

or expanding the student’s reply. For example,  

 
(29)T: And Ryan said “That’s right! You’re referring to…”.We never say that 

when we are talking. If we are writing, we will say that. Instead of 
“You’re referring to,” when we are talking, we will say … 

S1: (Interrupt) You are talking about? 
T: Exactly, you are talking about.  
T: (Turns to S2) and what you say? 
S2: You mean? 
T: Ya, you mean. 

 
       (30) T: What is the common vehicle for young men that want to become 

pilot? 
S: Join the air force. 
T: Join the air force and use the air force as a vehicle to become a 

commercial pilot.  
 

    In example (29), the teacher repeats what has just been said by the students. And 

in example (30), the teacher not only repeats the student’s reply but also provides 

further explanation. Hasan (2006) indicates that repetition or expansion of the 

learner’s response can help the development of learner’s utterances. 

But sometimes, teachers may also give too much expansion and deprive students 

the opportunity of making a further interaction. For example,  

 
(31) T: So, “The elevator’s not working, so we have to take the stairs. 

Sorry—it’s ten flights up.” So, Sharon, would you walk up ten 
flights to take the umbrella?  
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S: No, I will go to the convenient store and buy one. 
T: You just buy another one. Too much trouble to walk up ten flights 

just for an umbrella. Not worth the trouble. You might say that. 
That’s very typical someone would say. It’s not worth the trouble to 
walk up ten flights just for an umbrella. Let’s pick up a cheap one 
from the convenient store. Not worth the trouble.  

 

    The teacher in example (31) makes a pretty long expansion of the student’s 

response. He not only accepts the student’s reply by saying “You just buy another 

one,” but also points out the reason “too much trouble to walk up ten flights just for 

an umbrella. Not worth the trouble” for the student. Although such expansion may on 

the one hand provide more input for the students, it may, on the other hand, take away 

the chance from student to create more utterances and make more turn-taking with the 

teacher. It will be better that the teacher just leaves the reason unmentioned and 

continue asking the student “why” she makes such decision (i.e. go to the convenient 

store and buy a new umbrella) and let the student express her intention.      

Steve (2002) also indicated the negative effects of teachers’ improper intervention 

in his study, “Many teachers intervene too often or too early. Teachers rarely request 

speech modification from students, preferring instead to ‘fill in the gaps’ from the 

‘linguistic hints’ provided. …Teachers ‘fill in the gaps’ or ‘gloss over’ learner 

contributions to create a smooth-flowing discourse, but reduce opportunities for 

learning in the classroom, it limits the frequency and quality of student contributions, 

and minimizes learning opportunities.” The teacher’s intentions may well be justified: 
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there are other learners waiting to speak or he needs to move on to the next phase of 

the lesson. Nonetheless, it can possibly make the learner feel that there is no 

negotiation of meaning and no need for clarification. There is a sense of the learner 

being “fed the lines” instead of being allowed time and space to formulate his 

responses. 

 
2. Evaluate 

 Teachers may use “evaluate” to praise the student’s answer as in example 

(32), to confirm the student’s reply as in example (33), or to show their agreement 

with the student’s opinion as in example (34). 

 
(32) T: Then somebody says “Well, you know Murphy’s Law. ‘Anything 

that can go wrong will go wrong.’ What do you think? 
S: Occasionally, for example, I bring the umbrella everyday. However, 

today I forgot it…. 
T: And it rains. That’s right. 
S: Yes. (Laugh) 
T: That’s a good example.

 
(33) T: Sharon. How long should they go to jail for? They tried to cheat 

Wendy’s. 
S: 9 years. 
T: Exactly. How did you get it? That is exactly the right answer.

 
        (34) T: Can anybody tell me why this lady is hated by everyone? 

S: Maybe the way she looks.  
T: Ya, that’s another good reason.  
 

“Evaluate” utterances are seldom found at both levels. It takes up only 0.21% 
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of total utterances at the intermediate level and 0.29% at the advanced level.  

     
3. Correction 

Teachers use “correction” mostly when the student reads the sentences on the 

textbook and pronounces certain item inappropriately. For example,  

 

(35) S: “…the falls did indeed involve slashing through vegetation that had 
swallowed up an old logging road. He intentionally…” 

T: Initially. 
 

When in conversation, teachers also give “grammatical correction” to the 

students. For example,  

 
(36) T: What did you think? 

S: I like it. But I don’t think… I don’t understand it completely. 
T: You didn’t understand it completely. 

 

    Sometimes, teacher’s correction may be perceived and repeated by the students 

in their following utterances. 

 
(37) T: What will you think? 

S: Mmm…I think it’s very unpolite but I …. 
T: Impolite. 
S: Impolite. But if the price, the deal price is good, I will accept the 

deal.  
 

But teacher’s corrections may not always sustain for a long time. Sometimes the 

student’s error seems to become fossilized and difficult to be completely corrected. 
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For example,   

 
(38) T: Who is Paris Hilton? 

S1: He is a… 
T: She. 
S1: She is a large celebrity, and a singer. 
T: No, she is not a singer. 
S1: I mean …he is a … 
T: She, she.  
S1: She looks very singer, sig-ner  
S2: Slim? 
S1: Slim, I mean he, he …slim. 
T: She’s slim.  
S1: And tall… 
T: Yeah.  
S1: And he has a long hair, and he is um, how to say … 
T: She, she she, she.
S1: She is a material girl. 
T: She is. 
S1: No wonder because she has, he has… 
T: She. 
S1: She has a rich father. 
T: Yes, that is right. 

 

Example (38) occurred in an advanced classroom, although the student has 

received the correction from the teacher and changed the pronoun “he” into “she” 

immediately after the correction, but her modification did not last too long, she still 

used “he” in her latter utterances, and this made the teacher repeat four times the 

pronoun “she, she she she” to reinforce the correction.   

In this study, it is found that teachers give more “correction” to the advanced 

students (1.09%) than to the intermediate students (0.44%). One possible reason for 
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the higher percentage of correction is that advanced students contribute more 

utterances than the intermediate ones, thus increase the chance to produce “wrong” 

sentences. 

 
4. Clue 

When the student has difficulty in understanding the teacher’s elicitation as in 

example (39), or can not express his reply smoothly as in example (40), the act “clue” 

is often used by the teacher to provide more information to help the student keep on 

interacting with the teacher. For example, 

  
(39) T: What is a “multiplex?” 

S: … 
T: We are talking about movies here. What is “multiplex?” 
S: Many movies. 
T: Yes, multi is more than one, right? 

 
(40) S: I think both sides, both parties, they are not wrong. She bought 

many ET Company’s … 
T: Certificate?
S: Yes. And the certificate can be refund and when you refund, they 

charge you more. 
    

    The function “clue” is used more frequently in the intermediate classes (0.99%) 

than in the advanced classes (0.55%). This result reveals that when the teacher 

interacts with the students of different proficiency, more information will be offered to 

aid the less proficient students to accomplish their turns. 
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5. Loop 

 Teachers use more “loop” in the advanced classes (0.55%) than in the 

intermediate classes (0.3%).  

When the teachers are not sure about the content of the students’ utterances, they 

use “loop” for getting the clarification and confirmation from the students in order to 

repair the discourse and keep the conversation in progress. For example,  

 
(41) T: Do you think of any movie? 

S: I saw a movie recently; it is about a wolf and a sheep. And they 
become… 

T: A wolf and a sheep?
S: Ya! It’s an animation. 
 

(42) S: I saw the newspaper Andy Williams has come to Taiwan to have 
concert. They late twenty minutes or what…the vice president was 
late for 20 minutes… 

T: So the vice president was 20 minutes late?  
S: no, no, the show was late 20 minutes. 
T: Oh, it started 20 minutes late. 
 

4.3.3 The Distribution of the More Frequent Functions at the Two Levels 

The above discussion provides us the description and realization of each function. 

In order to get an overall understanding of which functions are used more frequently 

in classes at certain level, each function is assigned to one certain level where it takes 

up higher percentage. The result is presented in Table 13. 
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Table 13  Distribution of the Functions3

  Intermediate Level Advanced Level 
1.Metastatement 662.50% 1.Prompt 133.33% 
2.Directive 134.48% 2.Aside 32.08% 
3.Conclusion 107.14% 3.Check 23.23% 
4.Elicitation 49.25% 4.Explanation 13.07% 
5.Marker 34.91%     
6.Affiliation  21.19%     
7.Demonstration 18.71%     
8.Monodrama 18.32%     
9.Quotation  7.21%     

Teacher Initiation 

10.Nomination 2.50%     
1.Clue 44.44% 1.Correction 147.73% 

    2.Loop 83.33% 
    3.Evaluate 38.10% 

Teacher Response 

    4.Accept 33.88% 
 

    Table 13 shows that among the fourteen4 initiation functions, ten functions (i.e. 

“metastatement,” “directive,” “conclusion,” “elicitation,” “marker,” “affiliation,” 

“demonstration,” “monodrama,” “quotation” and “nomination”) are used more 

frequently in the intermediate classes, and only four functions (“prompt,” “aside,” 

“check” and “explanation”) get higher frequency in the advanced classes. 

When it comes to the response functions, only “clue” takes higher frequency in 

the intermediate classes, the other four functions (“correction,” “loop,” “evaluate” and 

“accept”) all occur more frequently in the advanced classes.   

                                                 
3 The percentages in this table indicate the increasing proportion of the usage of certain function. For 
example, the percentages of the function “explanation” are 52.10% at the intermediate level and 
58.91% at the advanced one, therefore, the increasing proportion of the usage of “explanation” at the 
advanced level is (58.91-52.1)/52.1=13.07% 
   
4 The function “greeting” is not included in table 13 due to the frequencies at the two levels are the 
same(0.17%). 
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    It is obvious that a more variety of initiation functions are adopted by the 

foreigner teachers for the less proficient students. In the intermediate classes, the 

teachers use more “metastatement,” “conclusion” and “marker” to help the students to 

capture of structure of the lesson. “Directive” is adopted more to help the students to 

focus on the target items. “Nomination” and “elicitation” are used more frequently to 

encourage the students’ output. More “affiliation” is utilized by the foreigner teachers 

to tighten the emotional connection with the students and help them lower the anxiety 

in the learning process. More pronunciation modeling is provided through the 

function of “demonstration” and “quotation”. And information is presented in a more 

interesting way by using “monodrama”.  

As regards the advanced level, only “explanation”, “check”, “prompt”, and 

“aside” are applied more frequently at this level. Such result reflects that the foreigner 

teachers tend to resort to fewer functions in the advanced classes than they do in the 

intermediate classroom. It also reveals that although the foreigner teachers provide 

more elaborated information and make more clarification and confirmation in the 

advanced classes, they give less responding time to the advanced learners. 

Based on the above observation, it shows that the foreigner teachers use more 

initiation functions to provide comprehensive input for the intermediate students, 

without being limited to the few functions found in the advanced classes.  
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    On the part of the six responsive functions, four of them occur more frequently at 

the advanced level, showing that the foreigners use more responsive functions for the 

advanced students. In the advanced classes, “correction” is used more to improve the 

accuracy of the output; “loop” appears more to clarify students’ utterances; “evaluate” 

is employed more to reinforce the students’ output and “accept” is offered more to 

confirm the students’ response. 

    The distribution of the functions mentioned above may be affected by the 

students’ proficiency level. Because the intermediate students are still unable to 

produce so much target language as the advanced students, the teachers may try their 

best to provide them with more comprehensive input, thus, results in more initiation 

functions in the intermediate classes. As the students’ language proficiency moves 

towards the advanced level, more output emerges from the students, therefore teachers 

have to use more responsive functions to give feedbacks and responses to the 

advanced students.  

 

4.4 Answers to the Research Questions 

    Based on the overall discussion in this chapter, we can now answer the three 

research questions proposed in Chapter one. The three questions are repeated here:  
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(1) Do the foreigner teachers adjust the complexity of their utterances according to the 

proficiency of their students?   

(2) Do the foreigner teachers utter any ungrammatical sentences in the classrooms for 

the purpose of simplification? 

(3)Do the foreigner teachers’ utterances reflect any adjustments in discourse functions 

for students of different proficiency? 

 

Firstly, the average number of words per t-unit is used as the measurement for 

language complexity. The mean words per t-unit at both levels are very similar with 

8.197 at the intermediate level and 8.388 at the advanced level. The result of t-test 

also indicates that no significant difference is found concerning the language 

complexity between the two levels. Therefore, it shows that the foreigner teachers do 

not adjust their language complexity according to the proficiency of the students. The 

possible reason may be that the adjustment of language complexity is resorted to 

students with lower proficiency. Once the student’s proficiency goes beyond a specific 

level, the teacher’s utterances will keep in a fixed length and will not increase 

anymore. However, more researches are needed to support this assumption. 

    Secondly, there are only few ungrammatical sentences found in the foreigner 

teachers’ utterances, and most of these ungrammatical sentences are correspond to the 
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typical FT features. Although the result shows that the foreigners do produce some 

ungrammatical utterance as simplified input for their students, these ungrammatical 

sentences are actually very few. Over 99.7% of the foreigners’ utterances are 

grammatical sentences, showing that the foreigner teachers’ language form is quite 

accurate in both language classrooms.  

Finally, Sinclair and Coulthard’s model (1992) is adopted and modified to 

categorize the functions of the foreigners’ utterances. The results reveal that, at   

both levels, teachers use their language mostly for imparting knowledge to students, 

showing that EFL classroom communication is still dealing with the traditional 

“transmission model.” Most classroom hours are filled with teachers’ speech and 

students are only allowed limited chance to contribute to the discourse. Teachers are 

still the authority of the classroom activities. “Interactive communication” and 

“meaning-negotiation” are very rare between the foreigner teachers and the learners. 

The lack of adopting a more communicative approach in the language classrooms 

may due to the professional background of these foreigner participants. Since these 

foreigner participants are only required to hold a bachelor's or a higher degree in any 

field, they may not be familiar with the current language teaching theories and may 

not equip with adequate language teaching skills. Consequently, they can only apply 

their past learning experiences, in which the teachers were the authority and 
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commander of the class, to their own teaching.    

Although the classroom hours are still dominated by the teachers, the percentage 

of students’ utterances increases as the students move toward higher proficiency level. 

Moreover, the distribution of the functions also varies with the development of the 

students’ language ability. The foreigner teachers use significant more initiation 

functions to the intermediate students and provide much more responsive functions 

for the advanced students, indicating that teachers do adjust the language functions 

according to the proficiency of the students.   
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