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and obligations. Sinclair and Coulthard (1975) and Mehan (1979) have
shown evidence that classroom discourse incorporates features such as
giving directives, providing information and eliciting information. While
providing information does not demand a particular verbal or non-verbal
response, directives and elicitations do require the listener to produce
some type of act, be it verbal or non-verbal. According to Mehan (1979,
pp. 183-184), directives and elicitations differ in terms of the subsequent
action that they demand:

"Elicitations exchange academic information, both verbally and non
verbally. Directives are requests for procedural actions such as sharp-
ening pencils or arranging chairs".

Classroom discourse aimed at providing information and directions
usually comes at the beginning and ending of the lesson, while dis-
course aimed at eliciting information usually appears at the instructional
stage. Normally, each elicitation act constitutes a sequence made up of
initiation-response-evaluation, where teacher-student-teacher seem to
particípate in that determined order.

The act of eliciting is one of the most frequent in classroom discourse.
Mehan splits it up into the following categories:

• Choice, when the addressee (student) must choose a piece of in-
formation among the alternatives provided or answer a yes/no
question to show agreement/disagreement.

• Product, when the person to respond must provide a factual
answer.

• Process, when the listener is asked to give his/her opinión or in-
terpret something.

• Metaprocess, when students are asked to reflect on the process
they have followed to make links between elicitations and answers.
In this type of elicitation, the students must express their rea-
soning process and provide the rule or procedure they have fol-
lowed to give answers or recall them.

In choice elicitations (for example, questions with múltiple choice
answers), the answer is limited, while in process elicitations (opinión
questions, factual questions to provide or show certain knowledge), the
answer is open-ended as it is the case with metaprocess elicitations.

The following four remarks are relevant in Mehan's (1979, p. 75)
study. Firstly, he presents the following model to describe the formal
structure of a lesson:
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Lesson => Opening Phase + Instmctional Phase + Closing Phase Opening,
Closing Phase => Directive + Informative

Instmctional Phase => TRS + TRS
TRS => Basic + Conditional Sequence (or Interactional Sequence)

Instructional Sequence => Initiation + Reply + Evaluation

While the structure of a lesson belongs to the field of teachers' pro-
fessional competence, students usually understand shorter episodes more
easily, i.e. fragments from the lesson. Secondly, Mehan provides data
on how frequently his discursive corpus, taken from nine lessons, fits
the previous model and makes comments on the discourse generated
in the class that does not fit the model. Thirdly, he adds non-verbal
data from a wider unit that he calis TRS3, in which the IRÉ sequences,
described above in this section, are organized. These data are a com-
bination of kinesic, verbal and paralinguistic behaviours. Finally, Mehan
makes a follow-up of observed changes in the students' participation
over time considering that the structure of participation is clearly defined
for teachers since the very beginning, but it is not the case for stu-
dents. This follow-up refers to the progression observed and the ways
students try to respond to the teacher's questions more adequately. That
way, students learn to talk within the described structure, guided by
the meaning of signáis sent by the teacher such as body language or
intonation.

Despite the paucity of studies on the role of prosodic features in
teachers' discourse (Sinclair and Brazil, 1982; Hewings, 1992, etc.) the
present study will attempt to shed light on the meaning of these features
as they occur in IRÉ sequences.

2. METHODOLOGY

The results presented in this paper are part of a broader investiga-
tion of the functions of teachers' discourse in EFL classrooms (Salaberri,
1999). The study was carried out with four teachers -two primary school
teachers and two secondary school teachers- in authentic classroom sit-
uations. Twelve teaching sessions of one hour each were audio-recorded
and then transcribed in order to analyse features such as types of ques-

3 This abbreviation stands for Topically Related Set.
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tions, repetition, expansión, etc. Prosodic features were analysed from
a qualitative perspective.

Given that intonation helps to interpret the pragmatic function
of discourse utterances, a coding system has been used to mark sen-
tence-final rising intonation, falling intonation that shows continuity,
sentence-final falling intonation and marked prominence through tone
or emphasis:

- Sentence-final rising intonation
(not a question necessarily) ?

- Continuing intonation ,
- Sentence-final falling intonation
- Marked prominence through tone or width (emphasis)
- Strong emphasis with falling intonation !
- PROminent SYLLables capitals

Other codes used in the transcription and helpful for the interpre-
tation of exchanges are the following:

- Unidentified learner L
- Identified learner L1/L2...
- Learners LL
- Teacher T
- Class C
- A turn that continúes
- Seconds for pauses (0.5)
- Comments from observer (( ))
- Wrong pronunciationof the next word (w.p.)

3. RESULTS

The results will be analysed in the light of the function of intona-
tion in exchanges between teachers and students following the basic
pattern teacher-student-teacher. Three types of elicitations have been
identified where intonation seems to play an important role:

• Display or reference elicitations.
• Clarification requests.
• Comprehension checks.
• Confirmation checks.
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3.1. Display or reference elicitations

A significant number of teachers' utterances in the classroom are
elicitations to invite the addressee to supply display information (already
known by the teacher) or reference information (not known by the
teacher). Once the addressee responds, teachers tend to provide feed-
back through evaluation of the students' responses. These exchanges
frequently follow one of the following alternatives:

a) The teacher provides negative feedback, i.e. rejects the response.
b) The teacher provides positive feedback, i.e. accepts the response.
c) The teacher does not provide immediate feedback although

s/he usually provides delayed feedback.

In this study, the students' responses have been classified into corred
and incorrect according to the evaluation made by the teachers. In all
cases, more correct answers than incorrect answers were provided by
students.

a) In those cases where students provided incorrect answers,
teachers rejected them in some way and reacted by doing one of the
following:

1. Initiating another information exchange with either the same
student or a different one. In this case, intonation is one of the
features defining the teachers' expectations: falling intonation to
address the student who has failed and rising intonation to start
a new exchange with another student.

2. Asking a new question to the same student together with partial
or total repetition + a rising intonation pattern seems to be the
ideal formula to elicit successful responses from the students,
as this combination of features signáis to the student which el-
ement needs to be corrected.

T: Vamos a ver on Saturday. A ver, e:r Ll6, what e:r is he doing
on Saturday?

L16: She is free.
T: SHE?
Ll6: He is free.
T: He, he. Excellent! También puedo. Puedo elegir entre el martes

y el sábado, por ahora. Bueno, what is Helen doing... on
Tuesday?

(Appendix 1-10, p. 588)
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In the extract above, the teacher partially repeats with rising intona-
tion what the student has just uttered. This acts as a convention shared
by the class and is interpreted as a need to replace the element that
has been marked through intonation. In other terms, it is a signal for
the student to pay attention to the marked element and not the ones
placed before or after.

In contrast with the example above, other types of intonation en-
courage other types of responses on the part of the students. In the
following extract, the teacher also partially repeats what the student has
just uttered but, in this case, with neutral intonation:

L: Go to the home, go to the home.
T: Go, go, go to the home? GO...
L: [Home.
T: [Home, go home. O go back home, L4, you want to... go

back home.

(Appendix 1-9, p. 555)

The student understands that s/he must complete the sentence in-
corporating the adequate change. In this case, the focus of attention is
placed on the sequence that follows the marked element.

It has been observed that, quite frequently, the teacher corrects the
student directly using a rising tone which shows acceptance of the an-
swer or acceptance of the fact that it was a mistake rather than a sys-
tematic error:

L5: She's got blue, blue eyes and she's got a princess.
T: SHE IS a princess... OK. Más. He needs no more, no? Who

is she? This is very difficult. L5.

(Appendix 1-6, p. 512)

We can conclude that by using certain intonational patterns, the
teacher is attempting to make the student aware of his/her own errors
and to have the student correct them autonomously. These intonational
patterns include the following:

• A rising tone on the incorrect word encourages the student's self-
correction.

• A neutral tone lets the student think about possible errors and
signáis the part of the sentence where the incorrect element is
placed.

• On the other hand, a rising tone signáis a word that has been
corrected by the teacher himself.
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b) The teacher uses falling intonation when providing positive
feedback on the student's response:

T: What colour is the British flag? Come on!
L: Red =
T: Red.
L: = White and blue.
T: OK, GOOD! And, the second part of the answer, please?

What... what number?

(Appendix 1-1, p. 443)

In certain occasions, the acceptance of the response with falling in-
tonation followed by a repetition of what the student has just uttered
shows that the answer is acceptable but it could be improved:

L2: But that's good. It's... very... (w.p.) exciting.
T: ExCIting. Wait a moment. Luego lo repetís si queréis. Cuando

dice yes, but, that is ex, CI, ting ((teacher beating to mark
syllabic rhythm)), no hay ningún problema de pronunciación,
pero ¿Cómo lo decís? ((marked intonation with emphasis on
the next utterance)) ¡Eso es lo bueno! ¿Cómo lo diríais?

LL: Yes! But that's...
T: ((intonation with high emphasis on the next utterance)) But

that's exciting!...Can you repeat that, please? [Yes...
LL: [Yes! But that's exciting!
T: Exacto

(Appendix 1-7, p. 526)

The teacher accepts the response initially with falling intonation.
After observing that the student uttered a broken sentence, the teacher
begins a pronunciation drill to address the issue of fluency. The student
has incorrectly pronounced the word exciting, but the teacher insists
that the problem is not at the segmental level, but at the prosodic level:
stress, rhythm and intonation.

c) In the transcriptions, samples have been found of situations
where the teacher repeats the student's response with a neutral tone
and without any special feedback. This acts as a signal of acceptance
while the teacher goes on to linking words that help the students to
provide a sequence of information:

T: = And Britain, all right. E:r, can you ñame five parts of the
body? (.02) Five parts of the body, L8?

L8: Head, foot, hand a:nd, five?
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T: Yes, five.
L8: (w.p.)Shoulder.
T: SHOULDer... [SHOULDer...
L8 [Shoulder a:nd =
T: [Stomach?
L8: = [(w.p.)Stomach.
T: STOmach... right. OK? Now, can you say the months of the

year? (.03) (emphasis) Ohhhh! All together no, please, only
one! The months of the year. Do you remember the song?
((The teacher starts singing a song)) Yes? The months of the
year, L9.

(Appendix 1-5, pp. 437-438)

3-2. Clarification requests

Teachers also modify form and content of their elecitations to make
them more comprehensible to their students. This can be done through
comprehension checks, clarification requests and confirmation checks4.
The origin of the use of these terms can be found in Kearsley's (1976)
analysis of questions in spoken discourse. He ellaborates a taxonomy
of question functions, including echoic questions, which demand the
repetition of an utterance or the confirmation that the intention and
meaning of an utterance has been correctly interpreted. Later on, Long
and Sato (1983, p. 275) split this category into the three types men-
tioned above:

"A subdivisión of Kearsley's category, echoic, into comprehension
checks, clarification requests, and confirmation checks aliowed distinctions
to be made among acts whose function reflects (among other things)
the direction of information-flow in preceding utterances and, indirectly,
the degree to which conversation is negotiated through the modification
of its interactional structure".

Clarification requests are used to ask the addressee to clarify what
s/he has just expressed. This is usually done through yes/no questions,
wh- questions, non-inverted questions with rising intonation and tag
questions. Occassionally, certain forms other than questions are used for
the same purpose, such as I don't understand or Try again.

In our study, teachers made use of various strategies to perform
clarification requests. Sometimes, they employed expressions that directly

These are terms used by Long and Sato (1983)-
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before correcting the students or encouraging self-correction. Comprehen-
sion checks usually take the form of tag questions, partial or total repe-
tition of the speaker's utterance with rising intonation and yes/no with
rising intonation. Confirmation checks are usually conveyed through the
repetition with rising intonation of a word or sentence uttered by the
student. Other functions of intonation include the signalling of side-se-
quences, episodes and code-switching.
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