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Abstract

This study examines the dynamic construction of micro-context in Chinese as a second
language (L2) classrooms through teacher—student interaction. Drawing on van Lier’s
concept of contingency and Du Bois’s dialogic syntax, it conceptualizes micro-context as
an interactionally emergent phenomenon shaped through the ongoing negotiation of
pedagogical goals and participants” responses. Using conversation analysis, the study
investigates naturally occurring interaction from online Chinese L2 classrooms. The
analysis identifies five recurring patterns of micro-context development, distinguished
by different relationships between goal orientation and interactional contingency. These
patterns range from highly teacher-controlled, transmission-oriented exchanges to
collaboratively constructed, dialogic interactions. Findings indicate that productive
micro-contexts emerge when teachers maintain pedagogical direction while remaining
responsive to students’ contributions, allowing interactional goals to evolve during
classroom discourse. The findings contribute to a reconceptualization of classroom
context as a dynamic interactional achievement and offer a more flexible understanding
of the IRF sequence as contingent and dialogically variable. Implications are discussed
for enhancing interactional quality and learner participation in Chinese language
classrooms.

Keywords: micro-context, Chinese L2 classroom, interactional contingency, dialogic
syntax, teacher-student interaction

1. Introduction
In second language (L2) classrooms, context plays a crucial role in forming

communication, influencing meaning-making, interactional coherence, and the flow of
discourse. In language pedagogy, the effectiveness of input and output is closely
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connected to how the classroom context is constructed and managed. As a result,
improving classroom context for a long time has been a central concern for both
researchers and practitioners seeking to enhance interactional quality and promote
language acquisition.

Against this background, Kumaravadivelu (2003), after discussing the significance
of context in second language learning, proposed key principles regarding context within
his language education theory. He emphasizes that context is inextricably linked to
various real-world factors and that linguistic communication is inseparable from its
communicative environment. He argues that learners must recognize that language is
used within a communicative context; otherwise, a vital aspect of linguistic reality is
neglected. Consequently, he introduced “contextualized language input” as one of his ten
macrostrategies. McCarthy and Carter (1994) argue that language should be understood
as a dynamic process of negotiating meaning, with a strong emphasis on textuality. Hatch
(1992) conceptualizes communicative competence as the functional capacity to produce
coherent discourse that aligns with the specific requirements of a given social situation.
Only by carefully accounting for the various real-world factors that constitute linguistic,
extralinguistic, situational, and extra-situational contexts can one construct an
appropriate and coherent “text”, whether in oral or written form.

Despite this growing attention to context as dynamic and interactional, much
existing research in L2 classrooms still tends to treat context as relatively stable, pre-
structured, and externally defined, which is often reduced to background variables such
as cultural setting or institutional constraints. Such approaches risk overlooking the
moment-by-moment construction of context in actual classroom interaction. In response,
a more dynamic perspective has emerged, focusing on how context is continuously
shaped, negotiated, and transformed through interaction itself.

One productive way of capturing this dynamicity is through the concept of micro-
context, which considers context as locally constructed within unfolding interaction.
Drawing on an interactional view of the language classroom, Leo van Lier (1988)
highlights that language learning is fundamentally a social and interactive process, in
which participants co-construct meaning through engagement. From this perspective,
classroom context is not merely given but is actively produced by teachers and learners
as they orient to both pedagogical goals and emergent interactional contingencies. Micro-
context, therefore, can be understood as an interactionally emergent configuration
shaped by participants” moment-to-moment actions.

However, while the concept of micro-context offers a promising lens, it remains
under-theorized and insufficiently explored at the level of fine-grained interaction. To be
specific, there is a lack of empirical studies that examine how micro-context is constructed
in real classroom discourse and how it develops through interactional processes such as
contingency, the extent to which each turn is shaped by, and responsive to, prior turns.
Moreover, existing research has rarely incorporated insights from dialogic syntax, which
provides a powerful framework for analyzing how linguistic structures emerge across
turns in interaction.
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To address these gaps, the study investigates the construction of micro-context in
Chinese L2 classrooms, focusing on teacher-student interaction. Adopting a
conversation-analytic approach and drawing on dialogic-syntactic perspectives, the
study examines how micro-context is initiated, developed, and dynamically shaped
through interactional contingency in Chinese L2 classroom discourse.

Specifically, the study is guided by the following research questions:

1) How is micro-context constructed in the Chinese L2 classroom interaction?

2) How does interactional contingency shape the development of micro-context?

3) What interactional patterns characterize teacher-student communication within
micro-contexts?

By analyzing natural classroom data, this study aims to reconceptualize micro-
context as an interactionally emergent and contingently organized phenomenon. In
doing so, it contributes to the understanding of classroom discourse by linking micro-
context to interactional processes and by extending the application of dialogic syntax to
L2 classroom research. The findings also offer pedagogical implications for enhancing
interactional quality in Chinese language teaching.

2 Theoretical framework

2.1 Micro-context as an interactional construct

The study of classroom discourse has long been concerned with the organization of
interaction and the role of context in shaping pedagogical communication. Early work in
discourse analysis, such as that initiated by Zellig Harris (1952), established that language
is not an isolated system of sentences but unfolds through coherent stretches of discourse.
Subsequent research on classroom interaction further demonstrated that teaching and
learning are structured through recurring interactional patterns.

One influential model is the IRF (Initiation-Response-Feedback) sequence
proposed by John Sinclair and Malcolm Coulthard (1975), which conceptualizes
classroom discourse as a structured exchange between teachers and students. While
widely observed, this model has also been critiqued for its tendency to foreground
teacher control and limit the representation of more emergent and dialogic forms of
interaction.

To move beyond static representations of classroom discourse, later studies have
emphasized the dynamic and locally constructed nature of interaction. Hugh Mehan
(1979) highlights the importance of examining how classroom interaction is constituted
moment by moment, rather than merely describing its formal structure. Building on this
interactional perspective, the notion of micro-context has been proposed to capture the
locally emergent configurations of meaning, participation, and pedagogical orientation
within classroom discourse.

Within language education, Leo van Lier (1988) conceptualizes classroom context
as an interactionally constructed environment in which learning arises through
participation and engagement. From this perspective, a classroom is not characterized by

European Journal of Foreign Language Teaching - Volume 10 | Issue 2 | 2026 3


http://oapub.org/edu/index.php/ejfl

Xinyue Li
CONSTRUCTING MICRO-CONTEXT IN CHINESE L2 CLASSROOMS:
A CONVERSATION-ANALYTIC STUDY OF TEACHER-STUDENT INTERACTION

a single, stable context, but rather consists of multiple, shifting micro-contexts that are co-
constructed by participants in response to pedagogical goals and unfolding interaction.
These micro-contexts are inherently dynamic, shaped by both pre-existing instructional
purposes and emergent communicative needs.

2.2 Interaction and contingency in classroom discourse

A key feature of micro-context is its dependence on interactional processes, particularly
contingency. In interactional terms, contingency refers to the extent to which each turn at
talk is shaped by, and responsive to, prior turns. Rather than being pre-scripted or fixed,
classroom interaction evolves through participants’ ongoing orientation to each other’s
contributions.

In van Lier’s interactional framework, contingency plays a central role in
mediating learning. Classroom interaction is understood as simultaneously structured
and emergent: while pedagogical goals provide a degree of organization, the actual
trajectory of interaction remains open and negotiable. Contingent interaction,
characterized by responsiveness, adaptability, and mutual orientation, is seen as essential
for fostering learner engagement, attention, and meaningful participation.

This perspective also reconfigures the role of traditional IRF sequences. Rather
than treating IRF as a rigid structure, van Lier suggests that it can vary along a
continuum, ranging from evaluative and teacher-controlled exchanges to more dialogic
and participatory forms. From this viewpoint, the quality of classroom interaction is not
determined by the presence or absence of specific structures, but by the degree of
contingency and co-construction within them.

2.3 A dialogic-syntactic perspective on interaction

To further examine how micro-context is constructed in the classroom, this study draws
on dialogic syntax, as developed by John W. Du Bois (2014). Dialogic syntax provides an
analytic framework for understanding how linguistic structure emerges across turns in
interaction, emphasizing the relational and sequential nature of language use.

A core concept in dialogic syntax is resonance, which refers to the way speakers
reuse, adapt, and transform elements from prior utterances. Through processes such as
parallelism, mapping, and structural coupling, participants create connections between
turns, allowing meaning to be incrementally built across the interaction. These
relationships can be represented through diagraphs, which model the structural
correspondences between utterances.

From this perspective, language is not produced independently by individual
speakers but is co-constructed through dialogic engagement. The analysis of resonance
and cross-turn structure thus provides a powerful tool for examining how interaction
unfolds and how meaning is negotiated in real time.
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2.4 Towards an integrated framework

Bringing these perspectives together, this study conceptualizes micro-context as an
interactionally emergent and contingently organized phenomenon. Micro-contexts are
constructed through teacher-student interaction, shaped by pedagogical goals while
remaining open to transformation through contingent responses.

By integrating an interactional view of classroom discourse with a dialogic-syntax
approach, the present study aims to capture both the structural organization and the
dynamic development of micro-context. This framework enables a fine-grained analysis
of how classroom interaction unfolds, how participants orient to each other’s
contributions, and how pedagogical meaning is co-constructed in situ.

3. Methodology

3.1 Research design

This study adopts a qualitative, interaction-based research design to investigate the
construction of micro-context in Chinese L2 classrooms. Grounded in an interactional
perspective on language learning, the study focuses on naturally occurring teacher-
student interaction and examines how micro-contexts are constructed, developed, and
shaped through interactional contingency.

Drawing on conversation analysis (CA), the study aims to provide a fine-grained
account of classroom discourse by analyzing the sequential organization of conversation.
In addition, perspectives from dialogic syntax are incorporated to explore how linguistic
structures emerge across turns, particularly through patterns of resonance and structural
parallelism.

3.2 Data and research context

The data for this study are drawn from online Chinese classrooms at intermediate to
advanced levels. The classes were conducted in small groups of approximately six
students, whose Chinese level ranged from HSK3 to HSK5. Each class met twice a week,
with sessions lasting approximately 90 minutes.

The instructional format typically involved students engaging with texts through
reading activities, followed by teacher-led explanation of vocabulary and grammar, and
subsequent practice. While lower-level classes were primarily based on the HSK Standard
Course, more advanced classes placed greater emphasis on oral communication and
interactive tasks.

In total, the dataset comprises approximately 165 sessions (c. 9,900 minutes) of
recorded teacher-student interaction.

3.3 Data collection and transcription
Data were collected through audio and video recordings of regular classroom sessions in
order to capture naturally occurring interactions. Recording naturally occurring data is
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central to CA, as it enables the analysis of participants’ orientations and interactional
practices in authentic contexts.

Following data collection, the recordings were transcribed manually. The
transcription aimed to preserve the sequential and interactional features of talk, including
pauses, overlaps, repetitions, and prosodic variation where relevant. Non-verbal
elements that were observable and interactionally significant were also noted.

To ensure analytic clarity and relevance, certain segments were excluded from
transcription and analysis, including:

e pre-class greetings and off-task talk,
¢ unintelligible segments caused by technical issues,
e background noise unrelated to classroom interaction.

From the full dataset, episodes representing micro-contexts were identified and
selected for detailed analysis. These segments form the primary data for the analytic
section.

A simplified set of transcription conventions was adopted to capture interactional
tfeatures relevant to the analysis. These include pauses (.), overlap ([ ]), elongation (= =),
blurred sound (x x) and emphasis (*). In addition, where relevant, cross-turn structural
relations are represented using simplified diagraphs to illustrate patterns of resonance
and mapping across turns.

4. Analysis

4.1 Micro-context and the two orientations of IRF

van Lier (1996) acknowledges that the IRF sequence (Initiation-Response-Feedback, or
IRE in Conversation Analysis) serves as the fundamental unit of interaction designed
specifically for language classroom instruction. However, he argues that traditional IRF
often functions as a rigid, monolithic questioning procedure characterized by a singular
form and function. Not all classroom IRF interactions involve a genuine co-construction
of discourse or adhere to pragmatic authenticity; instead, they often impose significant
constraints on students' linguistic output. Such interactions may lack engagement and
incentive, as students might perceive their responses as being subject to public evaluation
by the teacher. This, in turn, can lead to a high affective filter, hindering their willingness
to speak and interact.

From an educational perspective, van Lier distinguishes between two broad
orientations of the IRF sequence: the Display/Evaluation orientation, where students are
required to demonstrate their knowledge for immediate teacher assessment, and the
Participation orientation, where the teacher’s primary focus is on eliciting and sustaining
student attention while actively involving them in the discussion. Although these two
orientations often coexist, van Lier maintains that they remain distinct due to their
differing impacts on student motivation and the potential for transcending the IRF
pattern toward more contingent interactional formats. Consequently, he advocates for
the revision and refinement of the traditional IRF model.
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In Extract 1, the teacher’s questioning of multiple students exemplifies a typical
IRF structure with a display/evaluation orientation (L3-9). Within this IRF framework,
the teacher’s role is confined to evaluating or validating student responses. The
interaction invariably terminates following the teacher's feedback in the third turn
(L5,7,9), thereby preempting any student-initiated exploration or further elaboration on
the topic. Although the teacher attempts a brief extension while interacting with the third
student (L11: "Do you like taking photos?"), creating a momentary opportunity to
personalize the discourse and stimulate student interest, a genuine interaction fails to
materialize. The exchange remains a rigid, teacher-led "question-and-answer" format
with limited student engagement.

Extract 1: 77t 4 %752 H [E (What to bring to China)

(D T: JRRATEA A AW ? REAE—4, WmEARE R E, RERH A2

(2) S1: ee,

(3) T: @@, XXX, 414 ? One thing, one thing for everyone, one thing, one
person. Okay, fR¥t—"P il Ll . FATEWAHA?

(4) S1: [x Fx]=

(5) T: s, M=o

(6) S1: 4.

(7) T: wrdE. M. MRIFRE . I XXX FATE W42 IRt 42

(8) S2: FufFIeri..(1.1s)FHl.

(9 T: WFH, BEF. BEATHE, REIRA—DTHL REtaT LoEE S E, /RA L
FEH E AT T . W, ARLGF, AREF. TR XXX ARWE ?

(10> S3: FHitd, FATEAFHIML

(11> T: W, HAEMLY, ARE YRR ?

(12) S3: @@X},

(13) T: e@fFrENdnfe. xf, Rir. W, REHUWARLG, EIREZ, 5K, RIEE,
AR R, @@l A EERATHER, eee.

(14) S2/S3: @@@,

From a conventional pedagogical perspective, this segment might appear to
provide a task-driven environment, such as the hypothetical scenario of “traveling to
China”, intended to foster learner autonomy. However, applying van Lier’s theory of
interactional contingency, this study argues that these interactional events fail to
constitute an effective micro-context. The presence of an IRF structure does not inherently
signify the co-construction of discourse. From a dialogic syntax perspective, there is a
lack of structural resonance between the teacher’s initiation and the students’ responses;
the teacher does not “prime” the students to reuse linguistic resources in a creative way.

Extract2: X1 HCH —K_1 (A day in my life_1)
(1) T: . 0Fe XXX, ARESREF?
(2) S: WA 4§72
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(3) T: fRE EJLAR, JUSHTT? B, XXX ARFE FJL AR LS H1T?
(4) S: FASK..(B4As)MEIEIR../N-F 12

(5) T: H_I6 MK,

(6) S: WRLF, mnE,

(7) T: MJLEHTINE?

(8) S: 7 /.

(9 T: &F, 7 51 50, MRS RAWE RIS ? FRE5KR?

(100 S: Well, A KIEFAFEE L T .
(11 T: RU, A RIBARMFEIEILE 7, BRORMFESE WAL T, WA T,

In Extract 2, although a degree of structural parallelism or surface-level repetition
is observable between the teacher’s prompts and the students” responses, this does not
constitute effective structural resonance. In these exchanges, the linguistic mirroring is
purely mechanical: the students are merely filling the slot without utilizing the prior
utterance as a generative resource for further creative meaning-making. This
phenomenon illustrates that formal repetition does not inherently lead to the “language-
generating-language” effect. Instead of a dynamic co-construction where one turn
“primes” the next for cognitive or communicative expansion, the interaction remains
static. Consequently, despite the apparent structural alignment, the lack of semantic and
pragmatic depth results in a failed micro-context where no authentic dialogic
engagement occurs.

Extract 3 : X T H C.HJ—K_2 (A day in my life_2)
(1) T:IBXXHE, 1REFRERE?

(2) S: F4HKIBIA,
(3) T : RNRM,
(4) S:m -

(5) T : FrLAA Kt —ERKRE, REEAT L R, 22
WA AR [4F, RiR] -

(6) S: [UA..(1.25)]<L K&t L>?

(7) T : Kwh, WAL IRAREAR, AL,

(8) S: MWW, f&-
9) T: RZft2a-
(10) S : ZE-BUYRE., ZEIEH -
(11) T : BRI E > BHEN - FERIKES AL ? FERIG - R BN KET 2
(12) S : F-F-R AT B — LB > FERR..AR...(2.1s) Kk,
(13) T : MERBEMSRMe, 18 > LAY ? MR L s B 2
(14) S : Fe-Fewifs > FR -
(15) T : A FiE, SK/5 5 FE AR g 2
S

(16) S : Wehe=xt » F& EiRA /SerA IR -
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(17) T : \EAE » FrLL..(B.5s) AR, &E?

(18) S : &,

(19) T : &> FEALUESR » RS RNAZIRR > XEHA KL « BIRIE » BAR A DUR
BEREI 2 iR Z [ R A R - ]

(200 S: [ARALl]e@@VE, WEFRH K RER, [KZAL K ZE-44 Kk ZEF<x blabla x>,

(21) T : K% RERERLEAER > BFE?

(22) S: &, =~AIE-

(23) T : HRKREFET !

In contrast to Extract 2, the pre-class warm-up in Extract 3 exhibits a markedly
different interactional dynamic. Centered on the student's daily schedule, the exchange
demonstrates a high degree of communicative authenticity (L13-23). This segment
constitutes a successful micro-context oriented toward genuine communication, where
the interaction is deeply embedded in the student’s lived experience. Notably, the
teacher’s responses incorporate personal affective attitudes, signaling a shift from a mere
evaluator to an active interlocutor. Although the teacher maintains primary control over
the trajectory of the interaction, a strategic balance is achieved between teacher prompts
and student contributions. This results in a more symmetrical participation framework,
enhancing the perceived equality between the participants. The teacher simultaneously
provides linguistic scaffolding while consistently eliciting further elaboration. By
transcending the linear IRF sequence, the teacher utilizes the student’s prior turns to
formulate contingent follow-up questions, effectively communicating “expectations”
that sustain the turn-taking and drive the co-construction of meaning.

In this communicative-oriented micro-context, the teacher initiates the exchange
with a causal greeting and subsequently performs a probing based on the student’s
contingent response. This micro-context is characterized by low pre-planned specificity;
instead, the teacher relies heavily on the student's personal input to sustain the
interaction and achieve communicative goals. Consequently, the interaction exhibits
“low (predefined) goal-oriented and high contingency.” However, when the student
expresses feeling “tired” and “wanting to rest”, the teacher strategically pivots to activate
the previously learned lexical item “¥5ff” (jingshén, energy). At this juncture, the
immediate interactional goal shifts toward vocabulary activation (Turns 5-11), leading to
a temporary transition toward “high goal-oriented and low contingency.”
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Figure 1: Teacher-student participation in micro-contexts with communication goals

Teacher Student

ﬁ Low Goal / High

Contingency

kg,
EAT A AL E?

B, BRI
End

High Goal / Low
Contingency

b, B A AP,
AR AT,

yudmdopaaa(y da1ssaadoag

Establishing
“Expectations”,

iR, ARET,
5P $ % n & Establishing
“Expectations”

While the IRF (Initiation-Response-Feedback) structure remains effective for
maintaining classroom order and normative participation, it often stifles student agency,
independent thinking, and the development of sophisticated conversational skills, such
as turn-taking negotiation and proactive planning. It typically reinforces teacher-led
dominance within the classroom discourse. Conversely, by exploring the diverse
typologies and affordances of IRF, specifically by prioritizing a participation orientation
and shifting away from rote display and repetition, the IRF sequence can serve as a bridge
to more non-linear and contingent instructional interactions. Compared to traditional
IRF, the contingent interaction within a micro-context embodies greater dialogicity,
equality, and self-determination, serving as the key to unlocking the student's learning
potential (van Lier, 1996).

Therefore, language classrooms should undergo a form of “interactional
engineering” or reconstruction of traditional practices to accommodate more authentic
and symmetrical teacher-student exchanges. Achieving discourse symmetry is
considered a potentially “subversive act” by van Lier. For genuine pedagogical dialogue
to allow students to develop their own voice and exercise the 3A principles (Autonomy,
Authenticity, and Achievement), the traditional framework must eventually be
transcended. At the heart of this dialogue lies the multifaceted contingency of interaction,
which is inextricably linked to linguistic structures. The construction of classroom micro-
contexts originates from a dynamic, participation-oriented mode that surpasses the rigid
IRF framework. It may begin with the basic logic of IRF but evolves during the
interactional process, ultimately reshaping the sequence into a flexible and deeply
engaging instructional environment.

Who starts the interaction affects how the micro-context develops. Teachers are
the main leaders in the classroom. Most micro-contexts are started by the teacher through
planned lessons and activities. In these cases, teachers often use specific “metadiscourse”
to guide the students. For example, they use words to clarify who should speak or to keep
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students focused, especially in online classes where interaction is harder. This helps
students understand the goal of the conversation and use the language more effectively.
In contrast, student-led micro-contexts are less common and more unpredictable.
Usually, these happen when a student interrupts to ask for a clarification about a word
or a teacher’s comment. While rare, these moments are important because they show
students’ curiosity and their desire to share or explore. In these cases, the micro-context
is driven by the student’s own needs rather than a pre-set plan.

In summary, the micro-context can be seen as a flexible space. It often begins with
the teacher’s plan, but can change and become more dynamic when students participate
actively.

4.2 Goals and interactional contingency in micro-context development

The development of micro-context in classroom interaction is shaped by the dynamic
interplay between pedagogical goals and interactional contingency. While pedagogical
goals provide orientation and direction for classroom activity, interactional contingency
reflects the extent to which participants’ contributions are locally responsive to one
another in the unfolding sequence of talk.

In order to account for how micro-contexts are organized in classroom interaction,
it is necessary to further specify the role of pedagogical goals at different levels. In this
study, a distinction is made between event goals and interactional goals. These two kinds
of goals define the local scope of classroom interaction and function as the intended
outcomes that participants are expected to achieve. In this sense, the effectiveness of a
micro-context can be partially assessed in terms of whether its event goal is
accomplished. Interactional goals, by contrast, are dynamically activated in the course of
interaction. They emerge on a turn-by-turn basis, often in response to the information
provided by students, and may shift as the interaction unfolds. Because student
contributions vary, interactional goals are inherently flexible, requiring teachers to
continuously adjust and generate locally relevant objectives in order to accommodate
learners’” emerging needs.

Although both event goals and interactional goals may involve knowledge-
oriented or communicative orientations, and may be either pre-planned or emergent,
they are not independent. Event goals exert a constraining influence on the development
of interactional goals (Black & Wiliam, 2009), guiding how participants interpret and
orient to the interaction. At the same time, interactional goals accumulate and evolve
through ongoing discourse, sometimes aligning with the original event goal and
contributing to its realization.

However, interaction does not always proceed in a linear or fully goal-aligned
manner. When divergence led by contingency becomes interactionally sustained, it may
result in the reconfiguration of the ongoing activity and the emergence of a new micro-
context. This dynamic process highlights the flexibility and adaptive nature of classroom
interaction, in which pedagogical intentions and interactional developments are
continuously negotiated.
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Rather than functioning independently, goals and contingency are closely
interrelated and often exist in a state of tension. On the one hand, strong goal orientation
may lead to more structured and teacher-controlled interaction, where contributions are
guided towards the achievement of predetermined outcomes. On the other hand, high
levels of contingency are associated with more responsive, emergent interaction, in which
participants build on prior turns and co-construct meaning in a less predictable manner.
From an interactional perspective, micro-contexts do not develop in a linear or fixed way.
Instead, they evolve through turn-by-turn negotiation, in which the relative strength of
goal orientation and contingency may shift over time. In some cases, interaction is tightly
aligned with pedagogical goals but exhibits limited responsiveness to student
contributions; in others, highly contingent interaction may lead to more exploratory but
less goal-directed exchanges.

To capture these dynamics, this section examines how different configurations of
goal orientation and interactional contingency are manifested in classroom discourse.
The analysis of naturally occurring data, it shows how micro-contexts are shaped by the
ongoing negotiation between instructional objectives and participants’ locally contingent
responses.

Extract4: JR|5 TAE (Principles and work)

(D T: FB—MNIAERCEmMOEHI T, FATHA L 7,

(2) S: <LW =/ LW1>?

(3) T: Xf, B A, lAH...?

(4) S: WARRAVEEAN NFREA JE, AT TARE B AT JTRE?

(5) T: W, FrLliXa)iffEd e, SN ANEEREFACm=1? ...(3.25) TIEH=1? ...
(6) S: ...(4s)<LW JR Il LW>,

(7) T: NFEW. WERAREA B =1...(4s)FL IR ME=1...?

(8) S: A LAE[<x blabla x>]

(9 T:  [IRMEMECTAR), FFRTAEW. /F, FrbARH A8 a0 57 i g s g — A
I, RERERE O —NEE, IREaf — A8 TW=, #ieATEAN NEE<SA
AIEN S>, A ReFFRBATH TAE.

In this segment, the teacher starts the micro-context by providing a specific
grammatical framework (e.g. L7). The teacher has a clear pre-set goal (high goal) related
to text comprehension. However, since this prompt does not come from the student’s
own needs or interests, the contingency is low.

During the interaction, the student responds mainly with single keywords. To
achieve the goal, the teacher continuously reuses these keywords (resonance) to help the
student complete a full sentence. Although the teacher provides “scaffolding” by
repeating and adjusting the student’s words, the direction of the conversation is a straight

line controlled by the teacher's “script”. The teacher's primary focus is to help the student
complete the target sentence and understand the textbook.
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Table 1: Diagraph sample from Extract 4

A B C D E F
(7) T: ik AR e
(8) S: ATy TAE
(9) T: AR it TAE
T TAE Apay

This case represents a pattern where both the start and the end of the micro-context are
characterized by High Goal and Low Contingency. The teacher has full control over the
interaction to ensure that specific knowledge goals (vocabulary or grammar) are met.
Although there is “resonance” between the teacher and the student, it is not so flexible.
The student’s role is limited to “filling the blanks” in the teacher's plan, with little room
for creative expression. If an interaction stays in this “High Goal / Low Contingency”
state from beginning to end, it becomes a “transmission” model (like a lecture). This does
not fully reach the dynamic potential of a micro-context.

Figure 2: Teacher-student interaction in the micro-context of Extract 4

Student

Teacher

High Goal / Low
Contingency

HEAAMERFHOTH
=17... ITH6=1?

High Goal / High
Contingency

TR de RAREH R
m=1... fARM=1...

yuswaAoxdwy snounuo)

High Goal / Low
Contingency

R I, FRIHA
...

While this mode is effective for checking students’ memory and knowledge, it
limits the students” active thinking and self-decision. At the end of the interaction, the
teacher stops following the student's information and returns to the pre-set goal, which
closes the micro-context.

Extract 5: X TH|IRZE R (About a verdict)

(1 T: L ARNISCRRE B IX P el w g ? Mg R 20%, ", XAZEIHE
T 80%Ml==0 XXX, PRWAFIRSCHFIE e i AN B 1 ) g 4 phendy 2

(2) S: B ELHF

(3) T: HARMIAND...

(4) S: W==, Hi..(1.59)W. FHHJEHE 2. . Je 2= E A <x sian chang x>.
(5) T: ANgE4h, BHZEM, KHER.

(6) S: WHAIFIT.
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(7) T: XEHEEERFERFF, F6, XXX WE. H2ERBHEEAEN, Mot
H 20% it 8s, RffeAsze, DAD?

(8) S: WML L%,

(9) T: 20%tHZ i ?

(10> S: XM, FRACFFBEAER,

(1D T: e@e@iRMGNIZE AT %7 @@

(12) S: A= mt A%,

(13) T: e@.

(14) S: BEAFR=. AKX ME DUIX N FIAE AT
(15) T: k! RAKE/XMFACERETET, W=,
(16) S: FIHAAXANLHETE4A...(3.0s)B=FHE15...

(17) T: WRWEH AN IZAEAE SR T,

(18) S: A XAFNLT E=iFinit...

(19 T: BHeee.

(20) S: @@ LXFEHKU, EANMFeem5EL A e,
2D T: FPeess 4 .

(22) S: W& ee.

In this case, the micro-context begins with a High Goal and Low Contingency but
ends with a High Goal and High Contingency. This transition represents a high-quality
interaction. At the start, the teacher creates the micro-context to achieve a pre-set goal
(asking for the student's opinion on a specific event). Initially, the teacher focuses on
controlling the lesson and encouraging the student to speak, rather than engaging in a
deep personal exchange. The teacher uses a general framework that does not yet consider
the student's unique input. However, as the interaction progresses, the contingency
increases significantly. The student’s individual perspective begins to influence the
teacher’s questions. We can see a shift toward more equal status between the participants.
The teacher becomes genuinely interested in the student’s views and asks follow-up
questions based on the specific information provided by the student.

(
Figure 3: mapping from Extract 5
S: AEFLZ,
M

T: 20% %7

By using a rising intonation to seek further explanation, the teacher creates
resonance and encourages the student to take a more active role. Eventually, the student
moves from passive responding to active expression (L14), and the dialogue becomes a
natural and authentic discussion.
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Figure 4: Teacher-student interaction in the micro-context of Extract 5

Teacher Student

WX HFIHG?
High Goal / Low

5
Contingency $
@ :
=
=
=
; 2
Low Goal / High GRE B a

Contingency
. . High Goal / Low &
AHES, AhEE Contingency =
RS P e =
Establishing KIEFLS, E
“Expectations” 3
g
e
=

AR AR AL
BE AR HTF
RAEARRY.,

High Goal / High
0% £ 7 Contingency
Establishing

“Expectations™

BEF AR .

This pattern shows an ideal development of a micro-context. The interaction is not
static; it evolves from a teacher-led structure into a student-influenced dialogue. As the
teacher follows the student’s focus points, the traditional hierarchy is replaced by a more
balanced, symmetrical conversation. The goal remains high (completing the task), but the
way it is achieved becomes much more natural, allowing the student to fully express their

High Goal / High

Contingency
End

own voice.

This transition is the key to unlocking student potential. When the teacher stops
just following a script and starts responding to the student's actual meaning, the IRF
structure is reshaped. The high contingency at the end proves that the micro-context has
successfully moved from a formal exercise to an authentic communicative event.

Extract 6: —7%i3Z (A plate of dish)

(1) T: XXXEERXKE, ZHA? afUEAH?
(2) S: WE=@@, good question...

(3) T: You cansay...it's a dish... a *plate of dish.
(4) S: ahhh...

(5 T: AR ATV, — ok, — A Bl — T, UK IR E—A
BT AR AT A

(6) S: ..ME— A 437

(7) T: @@—"EE3E.. Ji LAR] DA —" i -

(8) S: HhH—AIH .

(9) T: Wi,

(100 S: FH_AEF .

(11 T: M2

(12) S: XFPET] LZ.. . BEIL 2. WE Gt = 2
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(13) T: MEFRATAT DAY 5], A5, MEWRE Mg, F, Hx. i)
BCE R AT AT, Ao, AZSE. I, M, leaf. (RS

(14> S: How to say... vegan one? Vegan ? @@

(15) T: HEL.ARE, ZE. (ERESE =B, ZNEY, vegetarian food. IZEHEE
N, Bifg vegetarian, B YR BT E . WERIREREKMAN, RATLAE, I,
that's enough. WRRAEN, is this food vegan? Wi, XARME? X4F, in
traditional Chinese means HJ A\, FrBAEm B XE, £, E-rian, BHLZRBARKE
B Whr, REEE. KRR, T2RNE, Gts, s T3 E ., XXX E#
T

(16) S: WISH 1, W,

In this case, the micro-context ends with low goal intensity, meaning that the final
interaction drifts away from the teacher's original pedagogical objective. Initially, the
teacher uses images and analogical examples to help the student understand and apply
new language structures in a new context. This starting phase has a High Goal and Low
Contingency, as it follows a specific instructional plan.

When the student attempts to answer, the teacher uses repetition and correction
to reinforce the correct use of measure words (e.g., "plate"). However, the focus of the
micro-context shifts when the student interrupts the teacher’s explanation to ask a
personal question. The teacher decides to follow the student's lead and responds to this
new topic. As a result, the interaction becomes highly contingent on the student’s input
(High Contingency), but it moves away from the original goal (Low Goal). The teacher
does not return to the initial focus on "plates" after this exchange. This pattern is
characterized by a shift from a planned task to a spontaneous conversation. The
interaction ends with a different focus than it started with. The original teaching goal is
replaced by the student's immediate communicative need. The transition illustrates a
student-led turn-taking, which is often triggered by the student’s initiative, such as an
interruption or a request for information, which breaks the teacher’s “script.” The teacher
shows flexibility by prioritizing the student’s question over the lesson plan, which
increases the authenticity of the exchange, demonstrating high interactional flexibility
but weakens the pre-set goal. The case shows the unpredictable nature of a micro-context.
Although the original goal is not fully achieved, the high contingency at the end suggests
a move toward a more natural and student-centered dialogue. This pattern proves that a
micro-context is not a fixed track but a dynamic space that can be reshaped by the
student's voice.

Extract 7: Ifif% 4 (Sharpening the Spear Before Battle)
(D T: SREAR?

(2) S1: fREF.. L T IRZHEUHE R . coe

(3) T: HRIXJLR—HALMAEME R

(4) S1: M, X,

(5) T: W&, HOKMLE- T JLEM T ?
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(6) S1: Wo...n] LLAFF i —iwh ?

(7) T: AI—EBHEEIAE S, AR, AH5..

(8) S1: XI%fe

(9 T: JERA—E, BEM—E, <HRMTIJLER H>? 7 JLET?

(10) S1: &SR 7 =1NE,

(1D T: W, AFEA” TG, M, — R T =&, TIREEER=, —K..—KHE
AEEMIX 4%

(12> S1: R AFKUIETH SR - A 42 .

(13) T: ™k, DART&AMd=.

(14) S1: Xf, FrRlpREEZEl, FrUAIREEMNIZEZ S — 1,

(15) T: W=, FRATTAT CAUE“ I B B A B IR AE WD R IR 5 — o IWmBE... Rt “If
R BE A Bt A XA BRATAE R FT AL, A R, B SRESR T, HEMIER
XA R A . RATHIE /R R B BRI DIRAE A ), IR JIAKR
U R EA AT A WE 2 XXX, WHRIEAN I TN T, ANER T, REEE=?
(16) S1: Wi. AEIEE AU,

(17) T: XFARANIA A B B A~ sl .

(18) S1: Mk!
(19) T: FURIBNEH =S <SMEE S>, F<SNEE S>,
(20) S1: p&E?

(21) T: HAFZE. AU — . eI RAR], REEEAE—T.
(22) S1: %QFO

(23) T: HASmiBET], At y], A TR T4, BEIIAG.
(24) S1: W&, If.

(25) T: URITFE BRIAXFER RTINS 2 g2 I IS 1) JIAN G F B i ot 45 8 B — 5 2
(26) S1: A,

(27) T: AW AAEAEE, <S BEJTIf S>. FrLAGFEEME, B GRIRIEIXFE. b2
REZR T, SEREAKREZ T, HERIE IS AT A T H LA fh =" — P&,
LB — i

(28) S1: @e@@

(29) T: X, XAPGHSUEFEEA, e mPEER, Attt S MEMA
JaT. (RiBEsl) ..

(30) S2: MA...

(31) T: HAREFRAT P IR A TIRAR? gt & BRI A BRI 21X B PO BRI =
B, U AN R, VIRTG VISR, el 2 R ZER, W &R BV 15 1R 4
RANERATLA, 1REER . MU RAER T, WXICTIBLRE=E, REEN R R
EXH. GRS HEFINET%, SENE, ACLVERZIXA TR IRLFH . e i
H, VIR I8 T A A f B p i, AR R S LU SR IG R R A, A T B

FHHY, WA EFR? XX 5EA50e 2

(32) S1: . @ee@, f, {HEHLMKEIT i,
(33) T: WAWrLIX—HA)ER=2

(34) S1: %H.
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(35) T: XAMRATNRXFEEFHITE, ATRERME REX. BTN T, IGBEERE,
{HE B L Se AT 2 S & F T U AN F Ul i . AW X, w2 R IRIZ AR IR A FH
PRBEIFUE IR, SR G IERAEMOERS, X EE, AR W Bk 2 XXX HEcA r i i ?
(36) S2: ¥%H.

(37) T: FHSERWAIIE RFIBAW =5 1 EREG . W, XATEEAR L2 — A L
%,ﬁ%fUmﬁmﬁﬁ,E%%ﬁm&ﬁ/@%ﬁﬁmj%%1@%MT% {EARIE S
HSHEE S, HHEE—T, —ELFHM.

Both Extracts 4 and 5 begin with Low Goal and High Contingency. In these cases,
the teacher does not start with a pre-planned pedagogical objective. Instead, the
interaction is purely communicative, following the student’s interests and needs. At the
start, the teacher relies on the student's information output to sustain the conversation.

Figure 5: Mapping from Extract 7
S: fRIF. &{&T'f&g*ﬁ\‘}ﬂ%'ﬁ\c

'

T: 4XZX/LKX—H £ AL A 1K o

In this case, the teacher encourages the student to talk more by paraphrasing and
affirming their answers. This creates a supportive environment where the teacher and
student talk as equals. The teacher provides not only language corrections but also
emotional support. However, as the conversation progresses, the teacher identifies a
“teachable moment” and establishes a clear knowledge goal. Specifically, the idiom “If%
PEEEfG” (Lin zhén mo qiang, preparing at the last minute). Once this specific goal is
generated, the teacher adjusts the interaction style, shifting toward a one-way
transmission of knowledge. As a result, the contingency decreases while the goal
intensity increases.

Extract 8: A% %1
T: . AXANFR? TEM AL AW ? XXX

(2) S: MA=FRSIRFEAIN AL 2D,
(3) T: Mk, Z:W)LIF?
(4) S: Wo= =3 28T NZ-1Z 5
(5) T: fH4? BRTET 7HE? 2.
(6) S: WE=iby&ARE...
(7) T: FEHE...

S:

(8 Xt B A E XN (AR VU ER R XK KR VU AT AN —HF, - Bl AFRATT R 2 e i
R, R A

(9 T: ==

(10) S: MAYRA miHE

Communicative Goal (Expression of daily personal topics): Pre-set Goal

(11 T: ARATAIRAK 4, 2 ?

(12) S: Xf.
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(13) T: Bk,

(14) S: Xfo HBRA—FE,

(15) T: HAREMAKGE—T, IRER-ARIZRIER DR ZA 28T 2 RERA R AFETF?
(16) S: W= =M= =JLSAh A TEA—FE...

(17) T: M,

(18) S: — ML B Xz, W=y = S ak 3 Wil=<S BRIMSE S>.

(19) T: MR=FRFE-RGME R P23, AR,

(200 S: HJEH—MK, MR ERE R .

(21) T: <LW ZEAKFIZELW>. 081, FRIXANRIA PR AN R P 5L ] DAL 36 7 ) ]
(22) S: WZAT LA, (HR IR0 1 B KR SE A LA SR ...

(23) T: Wi s Z R — 5.

(24) S: Xt

(25) T: BAFEAEHEFE. A2 0IW=, X,

(26) S: WE=ffLI-

(27) T: HARWE?

(28) S: FR-FR- IR 9 FRAS I 5 MR 152 - 5 A2 R AE 5 L IR 8 o o Sz P =23

(29) T: FrLAEET AN R P AR A IZ 9 =228 1 =

(30) S: Xf, RARNZHIN,

(31) T: 35S Hr 1

(32) S: X%, SRJEEAFSEH L. RBERE, (EHRAHSZR A AE SR T, Fril..
(33) T: @@@FZ KA I FFLIRT o

(34) S: XJ, FrUARZLUEHATA S AR, BB AR N Beo.

Communicative Goal (Expression of personal preference topics): Emergent Goal

(35) T: HEMZEIRAN R T SH—F, /Ri— .

(36) S: IXAE... A% I AE=xE-HE T .

(37) T: fraEEne?

(38) S: MH= =gt M= N IRAT L AN —FE

(39) T: RMEFA, FE VRN AW OREA—F . WRBLE—EITN, REMK, FRIBAE
M RIXAR, AN AR IX AN ORARE, 4Pz, A, EEE-ARMER, LR
PIRARMEM R —TESE, —AS- — iR, 1A AR Lz .

(40) S: EE@.

(41) T: XTI, FRATUEARA R B e 2 R RE, I Se Rl Ak, #84
IRXABOEIE R R RS, W, URIRMELE R N, ARMELE RS NS %, IRAELRAE
A NER

Knowledge Goal (Learning of linguistic knowledge): Emergent Goal
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(42) S: AT BSEAFEIR BARIG 2 WL
(43) T: A=, JBHSH—Fo- S0R01— A MARL ERRIEE MR IUEAR? @@, {R{]
ATBIRARA fusion FOURE L. U2 SR BUAEA 1R £ U A 12 O R FEEG fusion
(44) S: <F XPXHxS B>l =1l (%= =t [ W9 5=

(45) T: IR

(46) S: {HA.FNFAE CC, IBARMA CCISBA KRB UFIEEST, Fibl==

(47) T: WAHXMIRZXM fusion HFIRIE &I ?

(48) S: #A, PILA=]URA iERiiea.

(49) T:  [Wh=], ARG AEOME S ELBe = B, BAI— At B A S, ARASE. B
7 E A7 3. IR A .

(500 S; M.

Communicative Goal (Expression of personal preference topics): Emergent Goal

Similar to Extracts 4 and 5, this case starts without a rigid pre-planned structure. The
specific goal is generated dynamically as the dialogue deepens, and both participants
maintain High Contingency to achieve this goal. In the final stage, the teacher exercises
some control to ensure the interaction stays aligned with the newly formed goal, often
concluding with a summary turn.

The teacher starts the micro-context with a communicative goal, using daily life
topics to practice the students’ speaking skills. By catching a useful piece of information
from the student's real-life experience, the teacher refines the student's Chinese
expression and uses it as a “hook” to lead the conversation into a specific topic. For
example, the teacher invites the student to discuss their preferences for different Chinese
cuisines. Here, the teacher successfully integrates linguistic knowledge into a meaningful
discussion. This practice follows the principle of contextualized language input
(Kumaravadivelu, 2003), where language form and function adapt to communicative
needs and social contexts.

Figure 6: Mapping from Extract 8
T . =) u}k °

M

S: 3t, BRI —4,

This segment represents a highly effective and balanced micro-context. The goal
is not forced upon the student but grows out of their own input. There is a clear symmetry
between the teacher’s guidance and the student’s active participation. Knowledge points
(like idioms) are taught not as isolated facts, but as necessary tools for the current
conversation. Extract 8 is a perfect example of a “dialogic micro-context.” It proves that
when teachers and students maintain high contingency, they can co-construct a space
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where language learning and authentic communication happen at the same time. The
emergence of the idiom shows that students learn best when the language is tied to their
own “voice.”

Table 2: Pattern summary of the cases

Pattern | Start End Goal Nature | Key Characteristic

I High G/Low C | High G/Low C | Pre-set Transmission-oriented; Teacher-led

II High G/Low C | High G/High C | Pre-set Developmental; Increasing engagement
11 High G/Low C | Low G/ High C | Goal Drifting | Student-led diversion; Authentic focus
I\Y% Low G/High C | High G/Low C | Emergent Incidental teaching; Goal crystallization
A% Low G /High C | High G/High C | Emergent Collaborative; Highly dialogic

G = Goal; C = Contingency

In summary, the five patterns identified above demonstrate that the classroom micro-
context is a fluid and dynamic space. The transition from Pattern I to Pattern V reflects a
shift from traditional “knowledge transmission” to “collaborative meaning-making.”
Specifically, when interaction moves toward high contingency (as seen in Patterns II, III,
and V), student agency is activated, and language learning becomes more authentic.
These findings suggest that teachers should not only focus on achieving pre-set goals but
also remain sensitive to emergent goals that arise from students’ own voices. This
flexibility is the key to unlocking the true learning potential within the classroom.

6. Discussion

This study has examined how micro-contexts are constructed and developed in Chinese
L2 classroom interaction, with particular attention to the relationship between
pedagogical goals and interactional contingency. The findings point to a fundamentally
dynamic view of classroom context, in which micro-contexts emerge through the ongoing
negotiation between instructional orientation and participants’ locally contingent
responses.

The relationship between pedagogical goals and interactional contingency is not
fixed, but dynamically negotiated in the unfolding interaction. Rather than functioning
as predetermined endpoints, goals are continuously reshaped as participants respond to
one another on a turn-by-turn basis.

The analysis shows that when interaction is tightly constrained by pre-set goals,
student contributions tend to be limited to brief and display-oriented responses. In
contrast, when teachers orient more closely to students’ prior turns, allowing
interactional contingency to guide the development of conversation, micro-contexts
become more dialogic and open-ended. In such cases, pedagogical goals are not
abandoned, but are reconfigured through interaction, resulting in more flexible and
emergent trajectories of classroom discourse.

This suggests that the effectiveness of classroom interaction does not lie in the
strict implementation of instructional plans, but in the ability to balance goal orientation

European Journal of Foreign Language Teaching - Volume 10 | Issue 2 | 2026 21


http://oapub.org/edu/index.php/ejfl

Xinyue Li
CONSTRUCTING MICRO-CONTEXT IN CHINESE L2 CLASSROOMS:
A CONVERSATION-ANALYTIC STUDY OF TEACHER-STUDENT INTERACTION

with responsiveness to unfolding interaction. Micro-contexts, therefore, can be
understood as sites of dynamic tension, where structure and emergence are continuously
negotiated.

The findings also contribute to a reconsideration of the IRF sequence in classroom
discourse. While IRF has often been associated with teacher control and asymmetrical
participation, the present study shows that its interactional function depends largely on
the degree of contingency embedded within it.

In sequences with low contingency, IRF tends to function as a display structure, in
which student responses are evaluated but not further developed. However, in more
contingent interaction, similar sequential formats are transformed through teacher
practices such as reformulation, expansion, and alignment. These practices enable
student contributions to be taken up and extended, thereby creating opportunities for
more sustained participation.

From a dialogic perspective, such transformations are closely related to the
phenomenon of resonance, where linguistic structures are reused and adapted across
turns. Through these processes, interaction becomes less strictly hierarchical and more
collaboratively organized, as participants jointly construct meaning. This finding
supports and extends previous claims that classroom interaction can move beyond rigid
structural patterns toward more dialogic and participatory forms.

Finally, the analysis provides empirical support for understanding classroom
interaction as a space in which key principles of interaction-based learning can be
realized. In particular, the development of micro-contexts illustrates how learner
participation, authenticity of interaction, and the achievement of pedagogical goals are
closely intertwined. Micro-contexts provide a useful analytical lens for capturing how
learning opportunities are created in real time. Rather than viewing learning as the
outcome of isolated instructional moves.

Learner involvement becomes more visible in sequences where students’
contributions actively shape the direction of interaction. Similarly, authenticity emerges
when interaction extends beyond predetermined exchanges and incorporates
participants’ own meanings and intentions. In such contexts, achievement is not limited
to the production of correct linguistic forms, but includes the ability to engage in
extended, meaningful interaction.

7. Conclusion

By foregrounding the role of interactional processes, this study calls for a shift from
viewing classroom context as a static construct to understanding it as an emergent and
co-constructed phenomenon.

This study has examined the dynamic construction of classroom micro-contexts
through the interplay between pedagogical goals and interactional contingency. The
findings demonstrate that micro-contexts are not merely pre-planned instructional
segments, but fluid interactional environments that are continuously shaped through
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teacher-student engagement. Rather than being fixed in advance, both goals and
interactional trajectories are negotiated in real time, resulting in varying patterns of
classroom discourse. Effective classroom interaction depends not only on the clarity of
instructional goals but also on the extent to which teachers are able to respond
contingently to students” contributions. When interaction is more closely attuned to prior
turns, it creates greater opportunities for participation, meaning-making, and the co-
construction of knowledge. In this sense, micro-contexts provide a useful analytical lens
for understanding how learning opportunities emerge within classroom interaction.

At a practical level, these findings indicate that a balance between goal orientation
and interactional responsiveness may contribute to more flexible and effective teaching
practices. Rather than treating lesson plans as fixed scripts, teachers may benefit from
engaging with classroom discourse as an evolving process, in which instructional goals
can be adjusted in response to unfolding interaction.

At the same time, this study also points to several directions for future research.
Further work is needed to explore how micro-contexts develop across different
instructional settings, learner populations, and modalities. In addition, developing more
systematic approaches to identifying and evaluating interactional contingency may
provide a more robust basis for analyzing classroom discourse. Such efforts would
contribute to a deeper understanding of how interactional processes shape language
learning in diverse educational contexts.
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