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ABSTRACT 

Writing, as one of the four skills for acquiring a language, is an important indicator 

of successful acquisition of that language. It is also the most difficult skill for learners to 

acquire, especially at the discourse level. Many discourse errors are found in the 

production of L2 Chinese learners at a high proficiency level. However, previous 

research on Chinese learners’ writing has focused on the categorizations of the errors. 

Sources of errors and pedagogical applications are relatively less discussed. Moreover, 

the comparisons of errors at different L2 Chinese proficiency levels are rarely examined 

in literature. 

Halliday (1961) identifies three discourse functions: i.e. ideational, interpersonal, 

and textual. According to him, the ideational function refers to the function for 

composing human experience. The interpersonal function is concerned 

with the discourse aspects of tenor or interactivity. The textual function is related to the 

internal structures and communicative functions. He further indicates that the textual 

function is to combine sentences into a discourse because effective interaction depends 

on extended discourse rather than words or sentences alone. Moreover, three types of 

textual function are identified: cohesion, information structure, and thematic 

structure.  Based on Halliday’s discourse framework on cohesion, information structure 

and, thematic structure, this study seeks to address the following two research questions: 

1) In English learners’ L2 composition, what types of errors do they commit and what 

are the causes of these errors? 2) Do these errors vary according to the learners’ L2 

Chinese proficiency?  

A total of 89 L2 Chinese compositions from Williams College were collected for 

this study. The compositions were further categorized into three proficiency levels. In 

conjunction with the results of interviews conducted by the researcher, this study 
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investigated the learners’ errors from the perspectives of both forms and functions. 

There are three major findings: first, linguistic typology has a great influence on 

the errors. This paper examined not only interlingual errors resulting from different 

typologies (i.e. isolating and inflecting languages, branching directions, pro-drop 

parameter, and subject- and topic-prominent languages), but also intralingual errors (i.e. 

overgeneralization and simplification). Second, in terms of cohesion errors, learners 

made the most errors in the areas of reference and conjunction. Within the reference 

errors, the error percentage was mitigated by the English learners’ L2 Chinese 

proficiency. As for conjunction errors, the errors made by the learners at the 

intermediate level were more than those at the elementary level, thus following a 

U-shaped learning curve. Finally, with respect to the discourse structure, the learners’ 

lack of recognition of the old-new information order and the concept of discourse 

resulted in their non-target-like ordering in sequencing information structure and 

thematic structure. Based on the results of the present study, pedagogical implications 

and suggestions for the further study are provided. 

Key words: error analysis, cohesion, information structure, thematic structure, 

linguistic typology 
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中文摘要 

寫作為語言能力中的聽說讀寫四大項能力之一，也為語言課堂中的重要訓練

項目。然而，寫作往往為四大能力中最難以掌握的一項，其中篇章層面的偏誤比

例尤其甚高，高水平能力的學生作文仍有許多偏誤出現．然而，以往研究學生的

篇章偏誤主要關注於各項偏誤的表面現象分類，偏誤來源以及教學應用較少深入

探討之。 

本文以 Halliday（1961）的三種篇章功能為基礎，從銜接、信息結構、及主位

結構來探討學習者的表現，研究目的為二：1）學習者進行漢語寫作時的各方面偏

誤及原因為何？2) 這樣的偏誤現象，是否會隨著學習者漢語水平的提高而有所改

變？ 

本研究以英語母語者為研究對象，蒐集美國威廉大學（Williams College）二、

三、四年級學生的作文共 89 篇（二年級 33 篇，三年級 29 篇，四年級 27 篇），配

合面談，分別從形式和功能的角度來分析偏誤現象。 

研究結果主要有三：第一，偏誤與語言類型有很大的關係，本文除了從孤立

語、屈折語、主要分枝方向、代詞脫落參數、主語顯著、主題顯著等面向探討語

際偏誤來源之外，也經由面談討論其他偏誤來源，諸如過度類化與簡化等等．第

二，銜接方面，學生在連接詞及指稱方面的偏誤率是最高的，指稱方面下的各類

小項偏誤，隨著學習者漢語水平的增加而有明顯的改善。然而，在連接詞的部分，

卻是中級組偏誤率高於初級組，產生了 U-型學習曲線的現象。第三，信息結構與

主位結構方面，主要與語言類型中的新舊訊息順序有關，且與學生的篇章意識不

足所致．本文也依據偏誤的類型與比例，提出關於漢語篇章銜接方面的教學應用。  

關鍵字： 偏誤分析、銜接、信息結構、主位結構、語言類型 
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CHAPTER 1 

INTRODUCTION 

 

1.1 Significance of This Study 

The significance of this study lies in two main areas. Theoretically, it is intended as 

a contribution to understanding the types of discourse errors learners exhibit, the 

sources from which the errors originate, and the effects the learners’ L2 proficiency 

makes on their learning. Specifically, this study investigates English-speaking learners’ 

Chinese compositions in order to analyze their discourse errors in terms of cohesion, 

information structure, and thematic structure. Form and function are both considered in 

the study. The sources of errors for each type are discussed from the interlingual and 

intralingual perspectives. Additionally, this study examines the relationship between 

discourse errors and the learners’ L2 Chinese proficiency. Pedagogically, by 

categorizing discourse errors, identifying their sources and examining the errors across 

different contexts and proficiency levels, this research seeks to provide useful 

information for Chinese language teachers. Specifically, it is hoped that by the results of 

this research, teacher of L2 Chinese writing will be able to design effective methods and 

materials for teaching writing to English-speaking learners.  

 

1.2 Statement of the Problem 

Writing is the most difficult skill for Chinese learners, compared to listening, 

speaking, and reading (Kao, Li, & Kuo, 1993), since it is rooted in the successive 

acqusition of the other three skills. Writing is concerned not only with the problems of 

syntax at the sentence level, but also with problems of textual organization at the 
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discourse level. In addition, writing involves organizing and transmitting information. 

The writer is in the process of interacting back and forth between unceasingly complex 

knowledge while continuously developing text (Bereiter & Scardamalia, 1987).  

Chinese language teachers are concerned with the role of writing in their 

instructional planning because learners experience language by listening, speaking, 

reading and writing and must learn the skills interdependently. Thus, learners are often 

required to write compositions in their language courses. However, many errors are 

found in learners’ writing since a composition is a discourse or text task which involves 

more advanced skills than those at the sentence level. 

The well constructed text encompasses various linguistic components, such as 

appropriate use of cohesive devices, correct sequencing of information structure and 

thematic structure. Any inappropriate addition, omission, misordering, mis-selection or 

substitution can lead to a disintegration of cohesion and coherence in discourse. 

Discourse errors occur in learner’s compositions as a result of their lack of sufficient 

discourse competence. Although advanced L2 Chinese learners can speak Chinese with 

perfect fluency and few errors, many errors can, nevertheless, be found in their 

compositions, especially at the discourse level. 

Given the fact that L2 learners often lack discourse competence and produce 

discourse errors, it is necessary to examine the errors from a discourse perspective.  

Hence, this study uses the compositions produced by English-speaking learners of 

Chinese as the data base for error analysis at the discourse level. 

 

1.3 Objectives of the Study 

As noted above, observation of learners’ errors at the discourse level is essential for 

developing learners’ ability of writing. Traditionally, language teaching progresses from 
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vocabulary to phrases, phrases to simple sentences and simple sentences to complex 

sentences.  

The concept of discourse was largely ignored until scholars argued that the 

research on languages should go beyond the sentence level to the discourse level in 

1950s (Harris, 1952; Weinrich, 1967; van Dijk, 1972). In 1970s, Chinese scholars 

introduced western theories of discourse, and began to apply these theories to analyze 

Chinese discourse. With the development of Chinese teaching, discourse analysis and 

error analysis targeting on Chinese writing have become more and more important, and 

resulted in more attention by researchers in this field.  

With respect to learners’ discourse errors in Chinese, previous research examined 

the errors. However, a majority of them concentrated on the presentation and 

classification of errors. The sources of errors were largely ignored, and pedagogical 

applications were rarely provided. In addition, the relationship between the discourse 

errors and learners’ Chinese proficiency was seldom discussed. Thus, this research 

attempts to go beyond current knowledge and understanding of language errors by 

providing a more comprehensive analysis and discussion. 

Therefore, the research objectives formulated in the present study are indicated 

below: 

(1) To identify, describe, classify discourse errors and sources of errors made by 

English-speaking learners of Chinese. 

(2) To compare and contrast categories and frequency of discourse errors for each level 

of language proficiency.  

(3) To identify the order of relative frequency in the categories of errors for each level 

of language proficiency in order to establish a hierarchy of frequency, which may 

reveal a hierarchy of learning difficulty for the categories at the discourse level. 
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Based on the above objectives, the following two research questions are constructed. 

(1) In English-speaking learners’ compositions, what types of errors do learners commit 

at the discourse level? What are the causes of these errors? 

(2) Do the errors vary according to the learners’ L2 Chinese proficiency? 

 

1.4 Description of This Study 

In this study, an error analysis was conducted to analyze learners’ error types and 

the relationship between the errors and L2 Chinese proficiency. In the error analysis, the 

output produced by language learners is analyzed for errors through which the sources 

of such errors are identified and the frequency of error is considered proportional to the 

degree of learning difficulty.  

Corder (1976) points out that errors are used as an effective tool by learners to 

verify their hypotheses about the new system. Moreover, by classifying the errors that 

learners make as well as inferring the strategies that learners are using, an abundance of 

knowledge would be obtained by researchers interested in the process of second 

language acquisition. Learners would also benefit from their errors and, in fact, errors 

are considered indispensable in the process of learning according to Selinker (1992). 

Richards, Platt, and Platt (1992) believe that Error Analysis could be used to confirm 

learners’ command of a language as well as tool to examine the their learning 

difficulties. However, the theory was criticized due to its limiatons. For instance, Ellis 

(1994) suggests that a process of combining qualitative and quantative research 

practices appropriately to the interpretation of errors would contribute more to the 

research on second language acquisition. Therefore, interviews were also conducted in 

this research in order to provide a more comprehensive discussion of the learner errors.  
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1.5 Organization of the Thesis 

Six chapters are included in this study, which. is organized as follows. 

Chapter 1 provides an overview of the thesis, including its significance, objectives, 

descriptions, and organization. Chapter 2 is the literature review, which is presented 

based on the central concepts of this research. Previous research such as error analysis, 

discourse analysis, linguistic typology, and other research on English-speaking learners’ 

Chinese discourse errors are reviewed. Chapter 3 delineates research methodology and 

design. Chapter 4 presents details of results and discussions. Chapter 5 provides 

pedagogical implications and applications. Finally, Chapter 6 is the conclusions and 

suggestions for further research.  
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CHAPTER 2 

LITERATURE REVIEW 

 

This chapter presents an overview of previous work on related topics that provide 

the necessary background for the purpose of this research. The sections of this chapter 

that follow will include (1) error analysis, (2) discourse analysis, (3) linguistic typology, 

and (4) research on English-speaking learners’ Chinese discourse errors.  

 

2.1 Error Analysis 

In the literature of second language learning, two major linguistic methods were 

used to investigate learners’ target language productions: one was Contrastive Analysis, 

the other was Error Analysis. Contrastive Analysis was the main technique in the study 

of L2 learners’ errors in the 1950s and 1960s. It provided predictions of the potential 

difficulties L2 learners might have by systematically identifying the similarities and 

differences between native languages and target languages. By the late 1960s, doubts 

rose over the reliability of CA theory because very often errors predicted by CA did not 

really occur in learner's performance and errors which did arise were not always 

predicted by CA. Consequently, Error Analysis that focused on the errors learners made 

became an alternative.  

Corder (1967) first advocated in English language teaching/applied linguistics 

community the significant role errors play in a language learning process. Corder 

proposed that the process of language acquisition and the strategies of language learners 

were essentially the same for both first and second language learning. In addition, in L1 

acquisition, children's incorrect utterances provided important evidence of language 

acquisition and language development. By classifying the errors learners made, 
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researchers could learn how the language was acquired by making conclusions of the 

strategies learners used. Therefore, Corder emphasized the importance of errors in three 

aspects. First, teachers knew what needed to be taught; second, researchers realized how 

learning progressed; third, learners tested what they hypothesized about the L2.  

Other researchers also showed great interest in errors. Gass and Selinker (1983) 

defined errors as “red flags” that provided evidence of the learner’s knowledge of the 

second language. Researchers believed errors contain precious information regarding 

the learning strategies of language learners (Richards, 1974; Taylor, 1975; Dulay & Burt, 

1972). Moreover, teachers could use them to assess learners’ learning and determine 

priorities for future teaching (Richards & Sampson, 1974). 

The sections that follow will review several key parts that constitute the Error 

Analysis theory: (1) definition of errors, (2) error and mistake, (3) sources of errors, (4) 

the surface structure Taxonomy, and (5) the five steps of error analysis. 

 

2.1.1 Definition of Errors 

Lennon (1991) indicated that in the process of investigating the errors of any L2 

corpus, a definition of error should be established with reference to which potential 

errors could be assessed. 

Several researchers give definitions of errors as follows: 

(1) Errors are those flawed parts of learners’ conversation or composition that 

deviate from selected norm of mature language performance (Dulay et al., 1982: 

138). 

(2) Generally speaking, errors are the learner’s incorrect production or 

misunderstanding of the target language. It could be grammatical or pragmatic (Hu 

et al., 1989: 329). 
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(3) An error is a linguistic form or a combination of structures that would not be 

produced by L2 native speakers under similar conditions or in the same context 

(Lennon, 1991: 182). 

 

2.1.2 Error and Mistake 

In order to analyze the learner’s language in an appropriate perspective, 

distinguishing “error” and “mistake” is essential. 

Corder (1967) held that it was of great importance to distinguish competence and 

performance. He argued mistakes were incorrect forms of “performance”: e.g.  

“unsystematic” slips of the tongue. However, errors were “systematic”, resulting from 

inadequate knowledge of the system of language. Corder (1979) also noted “An error is 

lack of competence and mistake is performance deviant.” 

Ellis (1997) pointed out that mistakes reflected occasional lapses in performance 

and they occurred because the learners failed to perform what they already knew. On the 

other hand, errors occurred because learners did not have enough knowledge to produce 

the correct forms, hence they reflected gaps in learners’ knowledge.  

Brown (2007) argued a mistake referred to a performance error in which learners 

failed to perform the understood knowledge correctly, such as a “slip” or “typo” while 

an error referred to a competence error, reflecting a gap in people’s knowledge of the 

language. It was an obvious deviation from the grammar used by adult native speakers. 

Richards and Schmidt (2002) stated that mistakes arose from distraction, 

exhaustion, inadvertence whereas errors occurred by imperfect learning.  

To summarize, an error is caused when the deviation arises as a result of lack of 

knowledge while a mistake or slip is made when the incorrect forms occurred as a 

consequence of incomplete performance of learners’ competence in the target language. 
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2.1.3 Sources of Errors 

Sources of errors are discussed and investigated by many researchers. Selinker 

(1972) identified five sources of errors: language transfer, transfer of training, strategies 

of second language acquisition, strategies of second language interaction, 

and overgeneralization of linguistic structures. In addition, Corder (1974) noted three 

sources of errors: language transfer, overgeneralization or parallelism, and 

teaching-elicited error. Moreover, Richards and Sampson (1974) provided seven sources 

of errors: language transfer, intralingual obstruction, sociolinguistic context, modality, 

age, successions of approximate forms, universal hierarchy of difficulty. Brown (1980) 

proposed four sources of errors: interlingual errors, intralingual errors, context of 

learning, and communication strategies. James (1998) also indicated three sources of 

error: interlingual, intralingual, and induced errors. Chen (2007) concluded that sources 

of errors could be categorized into two types: interlingual errors and intralingual errors, 

and the latter could be further divided into overgeneralization and simplification. These 

are discussed in the following.    

 

2.1.3.1 Interlingual Errors 

Interlingual errors are the errors attributed to the native language. Therefore, they 

often refer to mother-tongue interference or L1 negative transfer (Lado, 1964).  

Extensive studies have already been done in the area of native language 

interference by contrastive analysts. However, error analysis holds a different concept 

towards L1 negative transfer from the contrastive analysis. Error analysis does not 

consider errors to be the persistence of old habits, but rather as a significant source that 

learners are acquiring and exploring the system of the second language.  
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2.1.3.2 Intralingual Errors 

Intralingual errors are considered as errors independent of learners’ native language. 

Richards (1974) held that learners tried to derive the rules based on what they have 

learned, but produced incorrect forms that resemble neither the native language nor the 

target language due to wrong hypotheses. Further, Richards and Sampson (1974) 

proposed that intralingual errors displayed generalizations resulting from fractional 

exposure to the target language rather than the structures or forms of the native language. 

Richards also categorized intralingual errors into four types: (1) overgeneralization or 

transfer of learned structures in the L2, (2) ignorance of rule limitations in L2 structures, 

(3) incomplete utilization of L2 rules, and (4) incorrect hypotheses caused by 

semantically or grammatically misunderstanding the rules in the target language. In 

addition, Ellis (1997) noted some types of errors were found to be prevalent because 

errors were the reflections of learners’ attempts to make language learning and 

application simpler. As for the differences between interlingual errors and intralingual 

errors, Brown (1994) argued that interlingual errors occurred more at the early stages of 

language learning; however, generalization within the target language appeared more 

when learners were gradually acquiring the second language. 

Intralingual errors could be further classified into overgeneralization and 

simplification. 

 

Overgeneralization 

Overgeneralization often occurs due to the inappropriate application of target 

language rules. Richards (1974) maintained overgeneralization happened where the 

learner produced a deviant form based on his knowledge of other structures of the same 
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linguistic domain in the target language. After having learned sentences such as “He 

reached the house at 10:00 o’clock,” an English learner may produce another sentence 

“*He leaved the house at 10:00 o’clock” (*leaved->left). 

The following passage illustrates the example of overgeneralization. 

(1) *一次，我的電腦軟體出了問題，我打通了服務熱線。接電話的是個小夥子，他

說能聽懂英語，我就用英語告訴他我的電腦的問題。但他不明白我說的問題。

以後我用漢語告訴他我的軟體的問題，他聽懂了，告訴了我解決辦法。                     

*Yícì, wǒde diànnǎo ruǎntǐ chūle wèntí, wǒ dǎtōng le fúwù rèxiàn. Jiē diànhuà de 

shì ge xiǎohuǒzi, tā shuō néng tīngdǒng yīngyǔ, wǒ jiù yòng yīngyǔ gàosù tā wǒde 

diànnǎo de wèntí. Dàn tā bù míngbái wǒ shuōde wèntí. Yǐhòu wǒ yòng hànyǔ 

gàosù tā wǒde ruǎntǐ de wèntí, tā tīngdǒng le, gàosù le wǒ jiějué bànfǎ. 

One time, my computer has a software problem. I called the service center and one 

guy picked up the phone. He said he understood English, so I told him my problem 

in English. But he does not understand me. Then I spoke Chinese to explain my 

software problem. He understood me and told me how to solve the problem. 

  （Chao, 2005: 75） 

In (1), the student was faced with a software problem in his computer. In the 

beginning of the example, he used English to express his problem, but the receptionist 

did not understand him. So, he tried to explain the situation in Chinese. However, yǐhòu 

(after) was chosen incorrectly in his attempt to connect the first part of the passage and 

the second part, since a reference point should be added before yǐhòu to express the time 

sequence, meaning “after” (the reference point) while ránhòu (“then”) could be used 

alone to connect the two sections. As a result, the learner mistakenly used yǐhòu alone to 

mark the time sequence of two things according to the rule of ránhòu.  

These types of overgeneralization errors were made due to an unfamiliarity of the 

second language rules and extension of the rules in inappropriate contexts. 
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Simplification 

Richards (1974) claimed that simplification was a learning strategy learners 

adopted to make learning easier. It occurred where a linguistic form in L2 was omitted 

by learners (George, 1972). Learners chose an easier and communication-driven method 

from a variety of hypotheses when they were learning or using a new language (Ellis, 

1985).  

For instance, when it comes to using conjunctions to link words or phrases, 

learners prefer to choose the easiest one hé instead of bìng, bìngqiě, jí, yǔ, and tóng (All 

correspond to “and” in English). Even though there are a great many options in Chinese, 

hé is usually used to join nouns or noun phrases. However, the conjunction has 

constraints when connecting adjectives and verbs. Consequently, learners make errors as 

the sentences below: 

(2) *辦公室的環境比較有意思和年輕人在他們的工作上比較出色。 

*Bàngōngshì de huánjìng bǐjiào yǒu yìsī hé niánqīng rén zài tāmen de gōngzuò 

shàng bǐjiào chūsè. 

The office environment is more interesting and young people have better 

performance at work. 

(3) *我們的教室很大和很乾淨。 

*Wǒmen de jiàoshì hěn dà hé hěn gānjìng. 

Our classroom is big and clean. 

                                                      （Chao, 2005: 77）  

Thus, simplification errors result from producing simpler linguistic forms. 

 

2.1.3.3 Other Sources of Errors 

In addition to interlingual and intralingual errors, researchers also discussed other 
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sources of errors, including communication strategy based errors and induced errors. 

Brown (1980) believed communication strategy referred to learners’ conscious 

employment of verbal systems to deliver an idea when they had difficulties using 

linguistic forms correctly. Communication strategy was not discussed in this study 

because it was not related to learning process. As for induced errors, they were often 

initiated by the context of learning while interlingual and intralingual errors were 

usually elicited by learners themselves (Stenson, 1983). Brown specified that the 

context of learning consisted of teachers, teaching materials, and places where learning 

took place, such as a classroom or a social situation.  

Brown (1980) indicated that learners made errors because of a misleading 

explanation from the teacher, improper examples in a textbook, or a structure practiced 

in a drill but not appropriately contextualized. James (1998) also noted that induced 

errors took place when students were misled by teachers’ definitions, examples, 

explanations and arrangements of practice. James further classified induced errors into 

the following subcategories: material-induced errors, teacher-talk induced errors, 

exercise-based induced errors, pedagogical priority induced errors, and look-up errors. 

The sections that follow will present these induced errors. 

 

Material-induced Errors 

James (1998) stated that material-induced errors were caused by inappropriate 

examples or explanations in the textbook. He also provided the following example to 

elaborate that students might learn incorrect forms from their textbook in which 

sentence (b) with present progressive tense was used to respond sentence (a). The 

correct response should be sentence (c). 
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(4)  (a) “What’s the weather like in autumn?” 

(b) “*Many people are wearing raincoats and carrying umbrellas.” 

(c) “Many people wear raincoats and carry umbrellas.” 

(James, 1998: 191) 

Chen (2007) noted instances of inappropriate explanations in the textbook. The 

pattern “shì…de” was used to describe something that happened in the past, as shown in 

example (5). However, it could also be used in the future context, as shown in example 

(6) and (7). 

(5)  他是昨天來的． 

Tā shì zuótiān lái de. 

It is yesterday that he came. 

(6)  他是明天才開學的，所以今天不會來了． 

Tā shì míngtiān cái kāixué de, suǒyǐ jīntiān búhuì lái le. 

It is tomorrow that the school starts, so he will not come today. 

(7)  死了這條心吧！她是不會嫁給你的． 

Sǐ le zhètiáo xīn ba! Tā shì búhuì jià gěi nǐ de. 

Give it up! She will not marry you. 

（Chen, 2007: 23） 

Teacher-talk induced Errors 

Teacher-talk induced errors result from teachers’ imprecise explanation which 

elicits its erroneous use of the second language (James, 1998).  

Stenson (1983) mentioned the methods teachers used to present materials and 

define lexical words might cause learners to commit errors. For instance, the word 

“worship” was often explained as “pray” by teachers. Thus, students produced 
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“worshipping to God” because they overgeneralized the rule based on the old 

knowledge that ‘to” was the preposition attached to “pray”.  

In addition, grammatical errors may be caused due to insufficient or defective 

explanations by teachers. For example, Stenson found out that a teacher defined “as if” 

more or less synonymous with “like” into sentences with “as if”, and then required 

students to transform sentences with “like” into sentences with “as if”. Hence “He 

climbs like a monkey” should be transformed into “He climbs as if he were a monkey.” 

However, “*She cries as if the baby cries” was produced by a student for the original 

sentence “She cries like a baby” because the student thought “as if” was synonymous 

with “like” (Stenson, 1983). 

Liu (2005) provided the following sentences to explain the incorrect use of “dōu” 

caused by teachers’ inappropriate explanation. 

(8) *我們班都有13個人。 

*Wǒmen bān dōu yǒu 13 ge rén. 

*Our class has 13 people. 

（Liu, 2005: 123） 

(9) *我們學校都有6個食堂。 

*Wǒmen xuéxiào dōu yǒu 6 ge shítáng. 

*Our school has 6 dining halls. 

（Liu, 2005: 123） 

In the two examples, “dōu” should be deleted. Liu (2005) pointed out the errors 

were elicited by the way teachers explained its meaning. Teachers tended to tell students 

“dōu”, meant “all”; consequently, “dōu” was chosen to deliver the concept of the 

aggregate number. 
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Exercise-based induced Errors 

Exercise-based induced errors refer to errors that result from specific exercises that 

require manipulation of language patterns (James, 1998). Students make errors when 

doing exercises of sentence combining, in which they are required to combine two 

simple sentences. Conditionals linked by “if” or “unless” are examples: 

(10) (a) I can’t afford a new car. 

(b) I shall win the lottery.  

(c) I can’t afford a new car unless I win the lottery. 

(d) *Unless I can afford a new car I shall win the lottery.      

(Anchalee & Somchoen, 2007: 177) 

In (10), sentence (a) and (b) should be combined to form sentence (c); however, the 

sentence (d) was produced by students, especially when they were told that “unless” 

was equivalent to “if…not”, which would cause them to replace the negative element in 

“can’t” with “unless”.   

Chen (2007) used the following examples to illustrate the problem: 

(11) 那隻狗把你怎麼了？ 

Nà zhī gǒu bǎ nǐ zěnme le? 

What did the dog do to you?  

(12) 我被那隻狗咬傷了． 

Wǒ bèi nà zhī gǒu yǎoshāng le. 

I was bitten by the dog. 

(13) 那隻狗把我咬傷了． 

Nà zhī gǒu bǎ wǒ yǎoshāng le. 

The dog bit me. 
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（Chen, 2007: 23） 

In transformational drills, students were required to use bèi structure to answer (11). 

Even though (12) was correct, but the two sentences were not coherent semantically. 

The normal response would be sentence (13), “Nà zhī gǒu bǎ wǒ yǎoshāng le.” (the dog 

was bitten by me) “Wǒ bèi nà zhī gǒu yǎoshāng le” (I was bitten by the dog) would be 

the appropriate response to “Nǐ zěnme le?” (what happened to you?) because people 

want to know what happened to the person; therefore, the answer “being bitten by the 

dog” would be the appropriate response. As for the original sentence “What did the dog 

do to you”, “bit me” should be the answer to response. Hence, the actual function of a 

language is communication; thus, teachers should devise teaching activities which focus 

on authentic interaction rather than were structural drills. 

 

Errors Induced by Pedagogical Priorities 

Teachers’ expectations have a great influence on learners’ achievement. Some 

teachers choose to prioritize one of the following: accuracy, fluency or the idiomatic in 

teaching communication, hence if fluency is regarded as superior, accuracy would have 

a lower priority or vice versa (James, 1998). 

 

Look-up Errors 

Look-up errors are errors resulting from using a dictionary or grammar book then 

using the new words inaccurately (James, 1998). For example, a student wanted to 

speak “when” in “when I went to China, I went to Shanghai to buy things”, and she 

looked up the dictionary for the word. The dictionary used “shémeshíhòu” to explain the 

word. As a result, she misused the reference aid, producing “shémeshíhòu wǒqù 

Zhōngguó, wǒ qù Shànghǎi mǎi dōngxī”  
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2.1.4 The Surface Structure Taxonomy 

The surface structure taxonomy is based on “the way surface structures are altered”, 

and errors can occur because of change in surface structure in specific and systematic 

ways (Dulay, Burt & Krashen, 1982: 150). Errors are classified into five patterns: 

omission, addition, misordering, mis-selection, and blends. Each type will be illustrated 

as follows. 

 

2.1.4.1 Omission 

Omission refers to the absence of an element, which results in incorrect forms of the 

language. Learners in the early stages of the second language acquisition process tend to 

omit function words rather than content words (James, 1998).  

James (1998) distinguished ellipsis and omission, as in the following sentences: 

(14) (a) He’ll pass his exam, but I won’t (pass my exam). (ellipsis) 

(b) *He’ll pass his exam, and I’ll (pass my exam) too. (omission) 

James (1998: 106) 

Ellipsis refers to an intentional omission of words or phrases to make the passage 

coherent, while omission refers to an error which occurs as a result of words omitted. 

The phrase “pass my exam＂ in (a) is grammatical to be omitted. However, it is 

ungrammatical to be omitted in (b). 

Chen (2007) used the following Chinese examples to explain the difference between 

ellipsis and omission.  
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(15) 他昨天看了那部電影，我也看了（那部電影）．(ellipsis) 

Tā zuótiān kànle nà bù diànyǐng, wǒ yě kànle (nà bù diànyǐng). 

He watched that movie yesterday, so did I.                （Chen, 2007: 24） 

(16) *這個計畫繁榮了國家經濟，那個計畫也繁榮了（國家經濟）．(omission) 

*Zhè ge jìhuà fánróng le guójiā jīngjì, nàge jìhuà yě fánróng le (guójiā jīngjì). 

*This plan prospered the national economy, and that plan also prospered (national 

economy). 

（Chen, 2007: 25） 

It is grammatical to omit “nà bù diànyǐng” in (15) while it is ungrammatical to 

omit “guójiā jīngjì” in (16). 

Chen (2007) also cited several examples of the omission of functional words. 

(17) *笛子的聲音雖然很小，可是各地（都）能聽到． 

*Dízi de shēngyīn suīrán hěn xiǎo, kěshì gèdì (dōu) néng tīng dào. 

Although the sound of a flute is not loud, people hear it everywhere. 

                                                   （Li, 1996: 105, 106） 

(18) *他有兩（個）孩子． 

*Tā yǒu liǎng (ge) háizi.  

He has two children. 

（Tong, 1986: 20） 

(19) *只要我們努力學習，就一定（能）提高漢語水平． 

*Zhǐyào wǒmen nǔlì xuéxí, jiù yídìng (néng) tígāo hànyǔ shuǐpíng.  

*As long as we study hard, we (can) definitely enhance our Chinese proficiency. 

（Tong, 1986: 50） 

Moreover, the omission example at the discourse level is shown below: 
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(20) a我們應該採取辦法來解決這些問題，比如，讓政府和學校解決貧困學生的學

費問題，（因為）b所有的人都渴望得到教育和知識。 

aWǒmen yīnggāi cǎiqǔ bànfǎ lái jiějué zhèxiē wèntí, bǐrú, rang zhèngfǔ hé xuéxiào 

jiějué pínkùn xuéshēng de xuéfèi wèntí, （yīnwèi） b suǒyǒu de rén dōu kěwàng 

dédào jiàoyù hé zhīshì.  

a We should adopt some measures to solve these problems. For example, devising 

some ways to push the government and the school to deal with the problem of 

tuition for students who have difficulties paying them （because） b all people 

desire to receive education and knowledge.  

（Yuan, 2009: 30） 

In (20), part b is the cause, and part a is the effect. Thus, “yīnwèi” should be added 

to part B to present the cause-effect relationship of the two clauses. 

(21)  a求婚的程序很簡單：b首先男的會偷偷地去問女孩子的父親是否同意將女兒

嫁給自己，c若得到肯定的回答，就會去買一個戒指，d（然後）才會去向女孩

子求婚。 

aQiúhūn de chéngxù hěn jiǎndān: b shǒuxiān nán de huì tōutōudì qù wèn nǚháizi 

de fùqīn shìfǒu tóngyì jiāng nǚér jià gěi zìjǐ, c ruò dédào kěndìng de huídá, jiù huì 

qù mǎi yíge jièzhǐ, d（ránhòu）cái huì qù xiàng nǚháizi qiúhūn.  

a The process of a proposal is very simple: b first, the boy will ask the girl’s father 

to see if he agrees the marriage. c If the answer is positive, he will buy a ring, d and 

then propose to the girl. 

（Yuan, 2009: 30） 

In (21), the paragraph describes the steps of a proposal. “Shǒuxiān” is used in b to 

mark the first step, and part c is the second step in which the man would purchase a ring 

if the father agrees to the marriage. Part d is the last step; therefore, “ránhòu” should be 

added to signal the coherence of the passage.  
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2.1.4.2 Addition 

This type of error, which is the “result of all-too-faithful use of certain rules”, 

arises when any unnecessary additions of characters or items occur in students’ 

production (Dulay, Burt & Krashen, 1982: 156).  

Dulay, Burt and Krashen (1982) subcategorized this error into two types: 

regularization and double marking. They argued that regularization was caused by 

overlooking exceptions and applying incorrectly the old knowledge to other domains. 

For example, students’ production of the incorrect “goed” for “went”.  

Chen (2007) cited errors of the Chinese verb-copying construction to explain the 

addition errors in Chinese, as the following example shows: 

(22) *他發現這件事發現兩年了． 

*Tā fāxiàn zhèjiàn shì fāxiàn liǎngnián le.  

*He has discovered this for two years. 

（Chang, 1991a: 7） 

(23) *我畢業畢了三年了．  

*Wǒ bìyè bì le sān nián le. 

*I have graduated for three years. 

（Chang, 1991b: 410-415） 

(24) *我吃完飯吃了三個鐘頭了．  

*Wǒ chī wán fàn chī le sān ge zhōngtou le. 

*I have eaten for three hours. 

（Chang, 1991b: 410-415） 

In (22), (23), and (24), the Chinese learners used the verb-copying construction and 

misapplied the rule to those sentences without considering the semantic constraints of 
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the verbs. 

In addition to regularization, double marking is another type of addition error. It is 

defined as a failure to delete certain items which are required in some linguistic 

constructions but not in other structures, as in the example of “He doesn’t knows me.”  

One of the Chinese examples is given below: 

(25) *是張文幫我修改了作文的．  

*Shì Zhāngwén bāng wǒ xiūgǎi le zuòwén de. 

It is Zhangwen who revised my composition. 

（Tong, 1986: 40） 

(26) *這三個地方的風景都是很美．  

*Zhè sānge dìfāng de fēngjǐng dōu shì hěn měi. 

The three places have beautiful landscapes. 

（Tong, 1986: 126） 

Besides the errors of addition mentioned above, in the discourse domain, extensive 

research also showed that English native speakers tended to overuse pronouns which 

should be deleted in a discourse (Xie, 1992; Gao, 1996). The following example 

illustrates the student’s overuse of “wǒmen” (we) in the paragraph. 

(27) 大家祝我們快樂，還送我們很多禮物。我們吃生日蛋糕。我們唱生日快樂歌。

我們喝啤酒的時候，我們唱得非常難聽。 

Dàjiā zhù wǒmen kuàilè, hái sòng wǒmen hěnduō lǐwù. Wǒmen chī shēngrì 

dàngāo. Wǒmen chàng shēngrì kuàilè gē. Wǒmen hē píjiǔ de shíhòu, wǒmen 

chàng de fēicháng nántīng.  

All the people wished us a happy birthday, and they gave us a lot of presents. We 

had cakes. We sang happy birthday songs. We did not sing well when we drank 

beer. 

（Yang, 2004: 63） 
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2.1.4.3 Misordering 

Misordering refers to deviations associated with the order of the constituents of the 

sentence. In other words, the errors are characterized by the incorrect placement of a 

morpheme or a group of morphemes in an utterance. Errors of this kind are usually 

interlingual errors which result from translating the target language according to the 

native language (Dulay, Burt & Krashen, 1982: 163), as seen in the following examples: 

(28) *He every time come late home. 

（Huang, 2010: 7） 

In (28), the learner wrote the English sentence according to the left-branching 

order of Chinese. Thus, an ungrammatical sentence was created.. 

(29)  (a) *我去辦公室時候，她在談話和同事。 

*Wǒ qù bàngōngshì shíhòu, tā zài tánhuà hé tóngshì. 

When I went to the office, she was talking with her collegue. 

(b) 我去辦公室時候，她和同事在談話。 

Wǒ qù bàngōngshì shíhòu, tā hé tóngshì zài tánhuà. 

(c) *他在蘇州住跟一個韓國朋友。 

*Tā zài Sūzhōu zhù gēn yíge Hánguó péngyǒu. 

He lives in Suzhou with a Korean friend.  

(d) 他在蘇州跟一個韓國朋友住。 

Tā zài Sūzhōu gēn yíge Hánguó péngyǒu zhù. 

（Huang, 2010: 7） 

In (29), the learner produced the Chinese sentences ungrammaticlly because he/she 

wrote the sentence based on the right-branching order of English. It is clear that the 
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word order of the incorrect Chinese sentences (a) and (c) corresponds to that of the 

English sentences. 

 

2.1.4.4 Mis-selection 

Mis-selection refers to the fact that learners choose the incorrect forms instead of 

the correct ones in the same language domain (Dulay, Burt & Krashen, 1982: 160), as 

shown in (30).  

(30)  *He hurt herself.  －＞He hurt himself. 

*I read that books.  －＞I read that book.   

(James, 1998: 108) 

In (31), “néng gǎibiàn chuántǒng sīxiǎng” (can change the traditional ideas) is the 

cause, not the goal. However, the learner chose the incorrect word “wèile” (in order to) 

to deliver the meaning of “yīnwèi” (because) in the sentence. 

 

(31) a 歷史上的女英雄就是（為了）［因為］能改變傳統思想，b 才被大家稱讚。 

a Lìshǐ shàng de nǚ yīngxióng jiù shì (wèile), [yīnwèi] néng gǎibiàn chuántǒng 

sīxiǎng, b cái bèi dàjiā chēngzàn. 

b Heroines in the history were acclaimed by people a (in order to) [because] they 

changed traditional ideas. 

（Yuan, 2009: 30） 

 

2.1.4.5 Blends 

Blending arises when two alternative grammatical forms are combined to produce 

an ungrammatical blend. The examples are as follows: 
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(32)  *According to Eric’s opinion －＞According to Erica + In Erica’s opinion 

* The question is easy to be answered－＞The question is easy to answer + The 

question is easily answered 

(James, 1998: 111) 

Chen (2007) also provided the following examples to illustrate the errors of 

blending in Chinese. 

(33) *他很高高興興地回去了－＞他很高興地回去了＋他高高興興地回去了 

Tā hěn gāogāoxìngxìng dì huíqù le -> tā hěn gāoxìng dì huíqù le+ tā 

gāogāoxìngxìng dì huíqù le. 

(Tong, 1986: 28) 

(34) *現在我們的漢語說得越來越比較好－＞現在我們的漢語說得越來越好＋現

在我們的漢語說得比較好 

Xiànzài wǒmen de Hànyǔ shuō de yuèlái yuè bǐjiào hǎo-> xiànzài wǒmen de 

Hànyǔ shuō de yuèlái yuèhǎo+xiànzài wǒmen de Hànyǔ shuō de bǐjiào hǎo. 

（Tong, 1986: 285） 

Based on the five types of form errors, this study examines students’ compositions 

to categorize their discourse errors. 

 

2.1.5 Five Steps of Error Analysis 

Corder (1967, 1974) pointed out five procedures of error analysis, including 

collection of error, identification of errors, descriptions of errors, explanations of errors, 

and evaluations of errors. 

 

2.1.5.1 Collection of Errors 

The main objective of the first step is selecting a proper collection system. 
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2.1.5.2 Identification of Errors 

Once a corpus of learner language has been collected, the errors have to be 

identified. Four steps are included in this stage. First, set up the target language used for 

the evaluation. Second, distinguish between mistakes, lapses and errors. Mistakes occur 

because of some factors such as fatigue, carelessness, and stress rather than lack of 

competence. However, errors occur because learners do not have the competence to 

perform the correct forms or items of the target language. Third, make correct 

interpretation of the learners’ intentions. There are two types of interpretations: one is 

overtly erroneous, the other is covertly erroneous. The former takes place in the 

structures that are superficially deviant (“She goed to the park”) and the latter occurs in 

utterances that are superficially well formed but do not deliver the meaning the learner 

intends to mean (“Where do you go?”). Fourth, focus on deviations, including 

correctness and appropriateness. Correctness is an incorrect language usage (“I did went 

to the museum”) and appropriateness is an incorrect language use (“She can to do 

whatever she wants”). 

 

2.1.5.3 Description of Errors 

The third stage is describing the errors. A comparison of the learner's idiosyncratic 

utterances with a reconstruction of those utterances in the target language is necessary 

in this stage. Linguistic categories and surface strategy are two descriptive taxonomies 

of errors included in the process. The first can be chosen according to the rules in the 

grammatical books or textbooks. The other refers to the description of the superficial 

errors, such as omissions, additions, misorderings, and etc. 

Corder (1974) argued that researchers needed to focus on errors that occurred 
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repeatedly. He also pointed out that the goal of error analysis was to explain 

learners’errors linguistically and psychologically. Therefore, the pattern the learners 

might use can be predicted. 

Once the errors are described properly, explanation of errors can begin. 

 

2.1.5.4 Explanation of Errors 

Two main sources of errors are proposed in foreign language learning. One regards 

errors as the influence of the mother tongue. The other holds that second language 

learners would commit errors as children do when they learn their first language 

because they consider the processes used in acquiring a first and a foreign language are 

identical. However, Corder (1967) proposed that errors would not necessarily be related 

to either the mother tongue or the target language since learners developed their own 

inter-language grammars, idiosyncratic dialects or approximate systems. 

 

2.1.5.5 Evaluation of Errors 

In error evaluation studies, judgments were based on three basic categories: 

comprehensibility, seriousness and naturalness of the grammar and the lexis.  

Brown (1994: 207-211) and Ellis (1995: 51-52) elaborated the model Corder (1967, 

1974) proposed. Ellis (1997: 15-20) and Hubbard et al. (1996: 135-141) provided 

advice and examples on identifying and analyzing learners’ errors. In addition, Gass and 

Seniker (1994: 67) indicated 6 stages of error analysis: collection of data, identifications 

of errors, classifications of errors, quantifications of errors, analyses of sources of errors, 

and remediation of errors. 

In this study, in an attempt to investigate the problematic areas of English natives’ 

Chinese writing, error analysis was used as a major tool to capture and demonstrate 
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college students’ problems at the discourse level. 

 

2.2 Discourse Analysis 

 

2.2.1 Definitions of Text and Discorse 

The terms “text” and “discourse” are used in different ways by linguists and 

researchers in different fields.  

Halliday (1978) believed that a continuous process of semantic choice was 

provided by a text. De Beaugrande and Dressler (1981) defined text as a communicative 

event that needed to include the following seven criteria: cohesion, coherence, 

intentionality, acceptability, informativity, situationality, and intertextuality. 

However, Tischer et al. (2000) argued that cohesion and coherence were 

text-internal while the other five criteria are text-external.  

Schiffrin (1994) used the term “text” to differentiate linguistic materials from the 

environment in which “sayings” occurred (context) (p. 363). In other words, the text 

consists of the text-internal components, whereas the context consists of the 

text-external elements. In addition, Schiffrin (1994) indicated that all approaches within 

discourse analysis regarded text and context as the two essences that contributed to the 

communicative content of an utterance. 

Even though some researchers viewed text linguistics and discourse analysis in 

different ways, some definitions of the two were found the same. Text linguistics was 

defined as the investigation of real language use (De Beaugrande, 2002), and discourse 

analysis was also defined as the analysis of any aspect of language in use (Schiffrin, 

1994; Fasold, 1990; Brown & Yule, 1983; Candlin, 1997). 

Another important characteristic of discourse studies is that they are essentially 
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multidisciplinary. Therefore, they can cross the linguistics border into different and 

various domains, such as linguistics, poetics, history, psychology, sociology, 

anthropology, semiotics, and communication research, and etc. (van Dijk, 2002). 

Thus, the study adopted the general definition of discourse analysis as the study of 

language in use, and regarded both text and context as parts of discourse rather than 

considering them to be the same. In addition, a broader view was employed, that is, to 

use text and discourse to refer to the students’ compositions. 

 

2.2.2 Introduction of Discourse Analysis 

As for the origins of modern discourse analysis, van Dijk (1985) indicated three 

main points: first, the early research focus was mainly on a descriptive and structuralist 

undertaking which was in the domains of linguistics and anthropology. Second, 

researchers dedicated to investigating native or popular discourse genres, including 

folktales, myths, stories, and some ritual interaction forms. Third, the functional 

analysis of sentence and discourse structure as well as the first interests toward text 

linguistics often held the distinctive or opposite views from the transformational 

grammar.  

Considering that scholars began to apply semiotic or linguistic methods to the 

studies of texts and communicative events in the 1960s, researchers regarded systematic 

discourse analysis as an independent orientation of research within and across several 

disciplines in the early 1970s.  

The 1970s experienced three important developments: first, sociolinguistic work 

paid specific attention to discourse because it focused on the importance of language 

variation in the sociocultural context. It diverged with the structuralist analysis whose 

research focus was on written language because of its emphasis on the spoken language 
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as well as the functions a discourse serves. Second, researchers began to pay attention to 

speech acts since sociolinguistics valued the role of language variation and the social 

context. They regarded verbal utterances not only as sentences, but also as specific 

forms of social actions. Third, within the framework of a grammatical theory itself, it 

was repeatedly maintained that structural characterizations of isolated sentences should 

not be the only essences discussed. Therefore, the following themes about semantic 

macrostructures and other typical features of texts were studied by researchers: 

pronouns, cohesion markers, presupposition, topic and comment, and etc. Thus, the 

studies about actual language use appeared in the 1970s (Dressler, 1972; Petofi, 1971; 

Schmidt, 1973; van Dijk, 1972), and it developed to a more general, interdisciplinary, 

and expanding study of textlinguistics and discourse (e.g., Halliday & Hasan, 1976). 

Although discourse analysis is a relatively new field, different scholars still hold 

different definitions. Nevertheless, it is basically considered to be a general term for 

approaches to analyzing written, spoken, signed language use or any significant 

semiotic event, and its research has covered a variety of fields, such as linguistics, 

sociology, anthropology, social work, cognitive psychology, social psychology, 

international relations, human geography, communication studies and translation studies. 

In addition, discourse analysts not only analyze language use beyond the sentences, but 

also examine authentic language use. 

 

2.2.3 Systematic Functional Garmmar 

Halliday (1961) developed systematic functional grammar based on the research of 

J.R. Firth and the Prague School.  

Halliday argued that the form of language is presented based on the functional 

structure by grammatical patterns. He referred to his functions of language as 
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metafunctions, and subcategorizes them into three general functions: the ideational, the 

interpersonal and the textual. 

The ideational metafunction, which we use to explain the “reality”, is the function 

for interpreting human experience. Halliday further divided the ideational function into 

two functions: the logical metafunction and the experiential metafunction. The former 

referred to the grammatical essences that could combine grammatical units to complex 

structures, and the latter referred to the grammatical essences involved in reasoning the 

human experience through the unit of the clause.  

The interpersonal metafunction describes the relationship to a text’s aspects of 

tenor or interactivity. It was the language use of speakers to participate in social 

activities, express their attitudes, make judgements, and interact with people. 

The textual metafunction dealt with the internal structure and the meaning delivery 

of a text. The interactivity in a text, spontaneity of the idea exchange and the distance of 

communication were included in this domain. It enabled a language to function in 

specific contexts, and achieve the ideational metafunction and the interpersonal 

metafunction through the use of a language. 

He proposed three textual functions: cohesion, information structure, and thematic 

structure. Cohesion was a textual function concerning the coherent relationship among 

sentences. He argued that linguistics needed to focus not only on the thematic 

organization of sentences, but also on the relationship between sentences and discourse. 

Information structure and thematic structure were textual functions discussed at the 

sentential level. The former was the study of how speakers structured sentences to 

convey new information linked to the preceding context by old information. The latter 

consisted of two elements, the Theme and the Rheme. The Theme, which was the point 

of departure of the message, was usually what the clause was concerned about. The 
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Rheme, which was the remainder of the message, provided information about the 

Theme.  

This study analyzed students’ discourse errors based on the three discourse 

functions mentioned above: cohesion, information structure, and thematic structure. The 

following was the literature review of the three aspects. 

 

2.2.3.1 Cohesion 

Cohesion is the grammatical and lexical relationship within a text or a sentence. It 

is the use of explicit linguistic devices to signal the relationship between sentences and 

parts of texts to hold a whole text together.  

Halliday and Hasan (1976) maintained that coherence was what linked the 

discourse semantically. A text was different from a non-text due to its “texture” (p. 1), 

which was formed by the cohesive ties contributed to the whole unity. In other words, 

cohesion, which was explicitly presented, signaled underlying semantic relationships 

among the components of a text. In addition, Halliday and Hasan (1976) argued that a 

text was a passage of discourse which was coherent in the following two aspects. First, 

it was coherent in terms of the context of the whole article; thus, it would be consistent 

in register. Second, it was coherent itself; hence, the text was cohesive.  

Further, they identified five general categories of cohesive devices that signaled a 

coherent relationship in a text. They were reference, substitution, ellipsis, conjunction, 

and lexical cohesion. Reference, substitution, and ellipsis were grammatical; lexical 

cohesion was lexical; conjunction stands on the border line between the two categories. 

The sections that follow will discuss the five cohesive devices. 
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Reference 

Reference refers to specific linguistic elements which cannot be interpreted 

semantically. Instead, it makes reference to something else within a discourse (Halliday 

& Hasan, 1994). 

(35) Sally preferred the company of herself. 

(Wikipedia, the free encyclopedia) 

In (35), the subject of the second sentence “herself” referred back to the subject of 

the sentence “Sally”. 

Halliday and Hasan (1994) also distinguished several types of references as figure 

1 shows: 

 

Figure 1 Types of Reference (Halliday & Hasan 1994: 33) 

Exophoric reference was used to describe unconcrete existences that could not be 

found in a given text; thus, it was not considered cohesive. In contrast to exophoric 

reference, endophoric reference related to something within a given text (Halliday & 

Hasan, 1994). 
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(36) Mike: Hey John, did you just see that?  

John: Yes, that was amazing.  

(Wikipedia, the free encyclopedia) 

In (36), “that” used as a reference item in the conversation was abstract; therefore, 

it could not be explicitly identified. To put it differently, it could not be retrieved from 

elsewhere in the text since it described something outside the text.  

In contrast, endophoric reference was employed to refer to something within the 

text. It could be either anaphoric or cataphoric. Anaphoric reference was aimed to avoid 

repetition by referring back to someone or something that had been previously 

identified. The example could be found in (35) in which “herself” referred back to 

“Sally” in the preceding sentence. Cataphoric reference occurred when something was 

introduced in the abstract form before it was identified. 

(37) There it is, my so much admired watch.  

(Wikipedia, the free encyclopedia) 

In (37), “it” refers forward to a specific element within the subsequent text. 

 

Ellipsis 

Ellipsis was another cohesive device. It was characterized by “the omission of an 

item” to avoid repetition (Halliday & Hasan, 1994: 88). It was a relation within the text, 

and the presupposed item usually occurred in the preceding text (Halliday & Hasan, 

1994). 

(38) Mary ate some chocolate chip cookies, and Robert [blank] some gummy bears.  

(Wikipedia, the free encyclopedia) 

In (38), the predicator “ate” is omitted in the second part of the sentence; however, 
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it is presupposed because it is present in the first half of the sentence. The ellipsis is 

optional. 

Three different types of ellipsis were distinguished: nominal ellipsis, verbal ellipsis, 

and clausal ellipsis. Examples of these subclasses are given below.  

a. nominal ellipsis: 

(39) All photos were taken between 1980 and 1981 and nearly all (the photos) were shot 

in the vicinity of Petticoat Lane.  

(Christopher, 2003: 353) 

In (39), “nearly all” was used with ellipsis of “the photos”.  

b. verbal ellipsis: 

(40) “Have you noticed?” “Yes, dear, of course I have (noticed).” 

(41) It might be true that Rose was the father. It might not (be true).  

(Christopher, 2003: 353) 

In (40) and (41), ellipsis of the lexical verb was used: “noticed” in the first 

sentence, and “be true” in the second sentence. 

c. clausal ellipsis: 

(42) “Bob is going to fly to Finland. I can tell (that he is going to fly to Finland) from 

his expression.” 

 (Christopher, 2003: 354) 

In (42), the clausal complement of “tell” was ellipted. 

 

Subsititution 

Substitution was the process in which one word within a text or discourse was 

substituted for another, more general word (Halliday & Hasan, 1994). 

(43) Jack’s car is very old and ugly. He should get a nicer one.  
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(Wikipedia, the free encyclopedia) 

Example (43) showed this cohesive relationship in which the word “car” was 

replaced by the word “one”. 

The difference between reference and substitution is that the substituted items are 

always exchangeable by the items they refer to. In contrast, with reference the 

presupposed items can almost never replace the specific linguistic elements which refer 

to them. Examples appear below: 

(44) John goes fishing every other week. John is a very good fisherman. 

(45) *There watch is, my so much admired watch.  

(46) Jack’s car is very old and ugly. He should get a nicer car.  

(from Wikipedia, the free encyclopedia) 

In example (44), “he” could not be replaced by “John” because that would create 

ambiguity that the reader could be confused if the two “John” were the same person. As 

for example (45), it was incorrect to replace “it” with “watch”. However, in example 

(46), it was completely appropriate to replace “one” with “car” without changing the 

meaning of the sentence. 

Halliday and Hasan (1994) provided further subcategories of substitution, including 

nominal substitution, verbal substitution, and clausal substitution. Nominal substitution 

referred to the replacement of a noun by “one, ones, same”, as illustrated in (47). Verbal 

substitution referred to the replacement of a verb by “do”, as shown in (48). Clausal 

substitution was the replacement of a clause by “so” and “not”, as in (49) (p. 90).  

a. nominal substitution: one, ones, the same. 

(47) There are many backpacks here. Which one is yours? 
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b. verbal substitution: do. 

(48) I like reading and my sister does. 

c. clausal substitution: so, not. 

(49) Q: Is Tom coming to the party? 

A: I hope so. 

(Wikipedia, the free encyclopedia) 

 

Conjunction 

Different from other types of cohesive ties, conjunctions are not aimed to point to 

some specific items in the preceding or following text, but to express certain meanings 

which presuppose the presence of other components in the discourse (Halliday & Hasan, 

1994). 

Conjunctions set up a relationship between two clauses. They combine the 

presented elements into a logical order by relating those linguistic elements to each 

other (Halliday & Hasan, 1994). Four types of conjunctions are distinguished: additive, 

adversative, causal, and temporal. The following examples illustrate different types of 

conjunctive cohesion. 

a. additive relations 

The words “and”, “or” and “nor” are used cohesively as conjunctions to form the 

additive relations.  

(50) I couldn’t send all the horses, you know, because two of them are wanted in the 

game. And I haven’t sent the two Messengers either. 

 (Halliday & Hasan, 1976: 246) 

Semantic similarity is formed by using the words “similarly”, “likewise”, “in the 
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same way” to show that more details are given to reinforce the point. 

(51) Your directors are planning for steady growth over a considerable period of time. 

Similarly our intentions in adopting this new investment policy are focused on the 

long-term prospects of the company. 

 (Halliday & Hasan, 1976: 247) 

Besides semantic similarity, dissimilarity can also be indicated by connectives, 

such as “on the other hand”, “by contrast”, and “as opposed to this”. 

(52) Our garden didn’t do very well this year. By contrast, the orchard is looking very 

healthy.  

(Halliday & Hasan, 1976: 247) 

Another type of additive relation shows exposition or exemplification relation, 

such as “to put it another way”, “I mean”, “in other words”, “that is”, “that is to say”, 

“thus”, “for instance”, and “for example”. 

(53) I wonder whether that statement can be backed up by adequate evidence. In other 

words, you don’t believe me.  

(Halliday & Hasan, 1976: 248) 

b. adversative relations 

An adversative relation is based on the opposite of expectation. The conjunctions 

include “but”, “however”, “yet”, and “although”. It can also function against the 

previous content. Some expressions used for this relation are “on the contrary”, “at 

least”, “rather”, and “instead”. 

(54) He showed no pleasure at hearing the news. Instead he looked even gloomier. 

(Halliday & Hasan, 1976: 254) 

Another adversative relation “presupposes that some circumstances have been 

referred to which are then dismissed as irrelevant” (Halliday & Hasan, 1976: 254). “In 

any/either case/event”, “whether...or not”, “any/either way”, and “anyhow” are 
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included. 

(55) We may be back tonight; I’m not sure. Either way, just make yourselves at home. 

(Halliday & Hasan, 1976: 254) 

 

c. causal relations 

Causal relations may show result, reason, or purpose. Expressions showing this 

type of causal relation are: “hence”, “thus”, “so”, “accordingly”, “therefore”, 

“consequently”, “because of that”, “as a result (of that)”, “in consequence (of that)”, 

and etc. 

d. temporal relations 

Halliday and Hasan (1976) argued that the relationship between two successive 

sentences might be associated with time. This relation was expressed by using 

connectives, such as “then”, “and then”, “next”, “afterwards”, “after that”, and 

“subsequently”. The temporal relationship could also be expressed by a series of 

conjunctions, such as the following example shows: 

(56) Obrecht subjects his cantus firmus to the most abstruse manipulations. First, he 

extracts all the longs from the tune, and strings them together in succession; then 

he does the same with the breves, and finally with the semibreves. He then 

reverses this procedure, starting with the shorter values first. 

 (Halliday & Hasan, 1976: 263) 

Connectives used to mark the end of a process is also categorized in this domain: 

“at last”, “finally”, “in the end”, and “eventually”. 

(57) All this time the Guard was looking at her, first through a telescope, then through a 

microscope, and through an opera-glass. At last he said “You’re travelling the 

wrong way,” and shut up the window and went away.  
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(Halliday & Hasan, 1976: 263) 

Lexical Cohesion 

Halliday and Hasan (1994) proposed that lexical cohesion was achieved by the 

selection and use of vocabulary. Two subcategories were divided: one was reiteration, 

the other was collocation. Reiteration pertained to the repetition of a lexical item by 

either directly repeating the words or using the synonyms, a superordinate or a generally 

related word. For example, “a boy” could be replaced in the following sentences with 

“the boy” (the same word), “the lad” (a synonym/near-synonym), “the child” (a 

superordinate), and “the idiot” (a general word) (Halliday & Hasan 1976: 279–80). As 

for collocation, Halliday and Hasan (1976) argued that any two lexical items tending to 

appear in similar context would generate a cohesive force if they occurred in adjacent 

sentences.  

 

2.2.3.2 Information Structure and Thematic Structure  

Halliday and Hasan (1976, 1990) suggested that a clause consisted of two 

segments: the theme and the rheme. The theme was the given information serving as 

“the point of departure” of a message, and the rheme was the remainder of the message 

in a clause in which the theme was developed. Moreover, the theme typically contained 

familiar, old or given information, and the rheme contained unfamiliar or new 

information. 

Baker (1992) indicated that as a cohesive device, the theme had two functions. 

First, it acted as a point of orientation by connecting back to the previous content of the 

text. Second, it also served as a point of departure by connecting forward to the 

following content of the discourse. As for the rheme, it was usually the important 

message the speaker wanted to deliver. Thus, it was the most important element in the 
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structure of the clause as a message. 

Therefore, the theme-rheme distinction was realized by the sequential ordering of 

clause elements. Furthermore, the thematic structure was sender-oriented. In other 

words, the message was divided into two segments: the theme was the information 

which the speaker considered as already known to the receiver, and the rheme was the 

common ground the speaker used to develop and relate new information. The order of 

delivering messages was often recommended to writers since it was the unmarked order 

(Vande, 1986).  

However, information structure was receiver-oriented. A topic was formed when 

the theme was old information, and a comment was structured when the rheme was new 

information (Halliday 1970). Thus, the topic in the information was treated as already 

known to the hearer, and the comment was called “focus” since the new information 

was important to the hearer. 

End-focus referred to the placing of the most important information in a sentence 

at the end. Hence, end-focus was a normal characteristic of sentence structure. In speech, 

the focus was realized by nuclear pitch, which typically fell on the last stressed syllable 

(Leech & Svartvik, 1975). Chen (2010) provided several examples to explain the 

function of end-focus. 

(58) 屢敗屢戰 

Lǚ bài lǚ zhàn 

Despite of setback, continue to fight. 

(59) 屢戰屢敗 

Lǚ zhàn lǚ bài 

To lose every time. 

（Chen, 2010b: 45） 
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Example (58) and (59) have different meanings: the first one is positive while the 

second one is negative. The semantic difference is due to speaker’s intentions to put the 

focus “zhàn” or “bài” at the end of the sentence. In (58), the focus is “zhàn”; therefore, 

it emphasizes his spirit of never giving up. In contrast, the focus in (59) is “bài”, 

stressing the person’s incessant failure. 

 Chen further provided the following example to illustrate the end-focus principle. 

(60) 花園飛滿蜜蜂． 

Huāyuán fēi mǎn mìfēng. 

The garden is filled with bees. 

(61) 蜜蜂飛滿花園． 

Mìfēng fēi mǎn huāyuán. 

The bees filled the garden. 

（Chen, 2010b: 47） 

According to the principle of economy, speakers do not use different language 

structures or forms to express the same meaning. Therefore, example (60) and (61) 

absolutely provide different functions. Chinese is a topic-prominent language whose 

main function is to introduce the topic, and relate new information based on the topic. It 

includes the information structure from the old information to the new one. In (60), “the 

garden” is the old information, and the end of the comment “the bee” is the new 

information, the focus of the sentence. The situation is the same in example (61). 

Chen presented further evidence that consisted of the old and new information to 

illustrate the principle. 

(62) A：我待會兒想去花園散散步． 

B：勸你不要去． 
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A：為什麼？ 

B：因為花園飛滿蜜蜂，萬一去了被叮得滿頭包可怎麼得了？ 

A: Wǒ dàihuìér xiǎng qù huāyuán sànsàn bù. 

B: Quàn nǐ búyào qù. 

A: Wèishéme? 

B: Yīnwèi huāyuán fēi mǎn mìfēng, wànyī qù le bèi dīng de mǎntóu bāo kě 

zěnmedéliǎo? 

A: I want to go for a walk in the garden later. 

B: I don’t think you should go. 

A: Why? 

B: Because the garden is filled with bees. What happened if you got bitten hard? 

（Chen, 2010b: 48） 

“The garden” is the topic two people are talking about; therefore, B uses the old 

information “it” to develop the new information “the bee”. 

 

2.3 Lingustic Typology 

Whaley (1997) defined linguistic typology as “the classification of languages or 

components of languages based on shared formal characteristics” (p. 7). Greenberg 

(2005) indicated that linguistic typology attempted to classify languages based on their 

superficial similarities in grammatical structure rather than genetically classifying 

languages based on their shared linguistic history. 

Although linguistic typology belongs to the research domain of contrastive 

analysis, the results can also be applied to applied contrastive analysis, second language 

teaching, translation, and bilingual education (Chen, 2007). This study uses some 

concepts in the field of linguistic typology to discuss the errors at the discourse level in 
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students’ compositions. The following categories will be discussed: isolating language 

and inflecting language, branching, pronoun-dropping parameter, as well as 

subject-prominent and topic-prominent language. 

 

2.3.1 Isolating Language and Inflecting Language 

Von Schlegel (1847) divided languages into isolating language (analytic language), 

inflecting language (fusional language), and agglutinative language. Chinese was 

among the isolating languages while English was among the inflecting languages. 

 

2.3.1.1 Isolating Language 

An isolating language is a type of language in which words are composed of a 

single morpheme. In fact, most words consist only of a root. Grammatical functions are 

conveyed by separate words and not by morphological processes. In other words, it does 

not use inflections (gender, number, case, tense, aspect, and etc.) to convey syntactic 

functions. To illustrate: 

(63) 明天我的朋友會爲我做一個生日蛋糕。 

Míngtiān wǒ de péngyou huì wèi wǒ zuò yí ge shēngri dàngāo. 

Tomorrow my friends will make a birthday cake for me. 

(Wikipedia, the free encyclopedia) 

Chinese uses “tomorrow” to indicate the event will happen in the future while 

English uses future tense “will” to express the futurity. As for plurality, English contains 

a synthetic feature, in the use of the bound morpheme -s (a suffix) to mark plurality, 

whereas Chinese do not need affixes to mark plurality.  

Since words are not subject to morphology, an isolating language relies on word 
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order and function words to signal grammatical relationships and structures. Mandarin 

Chinese, Vietnamese, Cantonese, and Cambodian are among isolating languages.  

 

 

2.3.1.2 Inflecting Language 

The words in an inflecting language consist of a stem and affixes which often mark 

several grammatical categories simultaneously. In English, -ed is used to form the past 

of regular verbs and -s is used for pluralizing names. Another type of inflection is the 

change of the root form of a word. The inflections of the irregular verbs in English; for 

instance, run - ran - run are inflected forms of the lexeme “run”. Therefore, the forms of 

nouns, adjectives, and pronouns show their grammatical relationship to other words. 

Greek, Latin, Sanskrit, and Russian are among the inflecting languages. As for English, 

in relative terms, it does not rely on inflection as much as the above languages do; but 

word endings are used to mark grammatical categories as noun case and verb tense. 

2.3.2 Pro-drop Parameter 

A pro-drop language is a language which allows pronouns to be omitted when they 

are in some sense pragmatically inferable. The precise conditions are very complicated, 

and they vary from language to language (Wikipedia, the free encyclopedia). Chinese is 

a pro-drop language while English is a non-pro-drop language. 

Chinese examples cited by Chen (2012) appear below: 

(64) (a)「吃午飯了嗎？」 

“Chī wǔfàn le ma?” 

“Did you have lunch?” 

（「ø 吃午飯了嗎？」） 
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（ø Chī wǔfàn le ma?） 

(b)「吃了．」 

“Chī le.” 

“I did.” 

（ “ø Chī le.”） 

（Chen, 2012: 241） 

In (64) (a), the subject “you” was omitted. In (64) (b), the subject “I” and the object 

“lunch” were omitted. 

The zero pronoun is a prominent feature in Chinese because it is a pro-dropping, 

topic-prominent, and isolating language. It is used very often to substitute the old 

information as it appeared in text. However, besides the function of anaphora, it also can 

be used for cataphora. Anaphora is the use of a linguistic unit, such as a pronoun, to 

refer back to another unit while cataphora refers to the use of a pronoun or other 

linguistic unit to refer ahead to another expression in a discourse. Chen (2012) used the 

following examples to illustrate the anaphora and cataphora of the zero pronoun in 

Chinese. 

(65) (a) A: “Where is the lobster?”  

B: “Mom is cooking it.”  

(b) A: 「龍蝦在哪裡？」 

B: 「媽媽正在煮 ø．」V.S. 「*媽媽正在煮它．」 

A: “Lóngxiā zài nǎlǐ?” 

B: “Māmā zhèngzài zhǔ ø.” V.S. 「* Māmā zhèngzài zhǔ tā．」(anaphora) 

(66) (a)  “As soon as he finished the lobster, John ran out and played.” 

(b)「ø 一吃完龍蝦，約翰就跑出去玩了．」V.S. 

「他一吃完龍蝦，約翰就跑出去玩了．」  
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“ø Yì chī wán lóngxiā, Yuēhàn jiù pǎo chūqù wán le.” 

“Tā yì chī wán lóngxiā, Yuēhàn jiù pǎo chūqù wán le.” (cataphora) 

（Chen, 2012: 243） 

In (65) (a), B should use “it” to refer back to “the lobster”. However, in (65) (b), 

the zero pronoun rather than the pronoun “it” is the only choice for the speaker to refer 

to “the lobster” in Chinese. In (66) (b), instead of choosing the pronoun “he”, the zero 

pronoun is chosen to refer forward to “John”. 

In addition, Chen argued that with a topic chain, pronominal deletion was allowed 

to achieve the coherence of the discourse:  

(67)  (a) 這是一個中年的男子，Ø剛從地鐵往外走去，Ø手裡拿著一卷報紙，Ø低著

腦袋，Ø心情非常沉重，Ø往家的路上走去。 

Zhè shì yíge zhōngnián de nánzi, Ø gāng cóng dìtiě wǎng wài zǒu qù, Ø shǒu lǐ 

ná zhe yì juàn bàozhǐ, Ø dīzhe nǎodài, Ø xīnqíng fēicháng chénzhòng, Ø wǎng jiā 

de lùshàng zǒu qù. 

(b) This man has just gotten off work and he’s returning home. And he has a lot of 

thoughts on his mind, because he must tell his family, at least his child and his 

immediate family, of the bad news.  

（Chen, 2012: 262-263）   

In (67) (a), all the zero pronouns point to “the middle-aged man”, whereas “he” has 

to appear in (67) (b) to refer to “the man”. 

Chen indicated that Chinese was a pragmatically generative language; thus, it was 

normal to omit subjects or objects. Moreover, Chinese tended to use zero pronouns to 

make references. 

(68) （A，B二人為朋友。他們正從教室往外走。） 

A and B are friends. They are going out of the classroom. 

(a) A︰「下雨了﹗」 
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B︰「Ø 帶傘沒?」 

A：「Ø 忘了﹗」 

B：「Ø 記性不好喔。」 

A：「請 Ø 原諒 Ø﹗」 

B︰「Ø 罰 Ø 一碗牛肉麵﹗」 

A︰「好吧﹗Ø 恭敬不如從命。」 

A: “Xiàyǔ le!” 

B: “Ø Dài sǎn méi?” 

A: “Ø Wàng le.” 

B: “Ø Jìxìng bùhǎo o.” 

A: “Qǐng Ø yuánliàng Ø!” 

B: “Ø Fá Ø yì wǎn niúròu miàn!” 

A: “Hǎo ba! Ø Gōngjìng bùrú cóngmìng.” 

(b) A: “It is raining!” 

B: “Do you have an umbrella?” 

A: “I forgot to bring it with me!” 

B: “You don’t have a good memory!” 

A: “Please forgive me!” 

B: “You have to make it up with a beef noodles!” 

A: “All right.” 

                                       （Chen, 2012: 244） 

In contrast to the English translation in (68) (b) in which the pronouns should be present to 

make the sentences grammatical and coherent, (68) (a) is full of zero pronouns to form a 

succinct conversation in Chinese. The subjects and objects can be omitted because they 

can be retrieved effortlessly from the context. It becomes redundant when the omitted 
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subjects and objects are added to the passage. 

 

2.3.3 Topic-prominent and Subject-prominent Language 

Li and Thompson's (1976) classified languages into topic-prominent language and 

subject-prominent language. He argued that topic-prominent languages had morphology 

or syntax that highlighted the distinction between the topic and the comment. Examples 

of topic-prominent languages were East Asian languages such as the Chinese languages, 

Japanese, Korean, Vietnamese, Malay, Indonesian, Singaporean English and Malaysian 

English, as well as the African Somali.  

(69) (a)張三我已經見過了。->Original order:  

Zhāng Sān wǒ yǐjing jiànguò le.  

(As for) Zhang San, I've seen (him) already. 

(b)我已經見過了張三。 

Wǒ yǐjing jiàn-guò le Zhāng Sān.  

I've already seen Zhang San. 

(Wikipedia, the free encyclopedia) 

(69) (b) is the original sentence, and (69) (a) is the topic-comment sentence in 

which the object “Zhāngsān” is at the position of the topic, and the “I’ve seen” is the 

comment about the topic. 

Tsao (1979) explored further based on Li and Thompson’s research. He discussed 

more about the characteristics of the topic, and further distinguished the differences of 

the topic and the subject. Chu (2007: 195) indicated the characteristics of a Chinese 

topic based on Tsao’s theory:  

a. A topic could be separated from the other parts of a sentence by some function 

words, such as a, ne, me, ba. 
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b. The concept of a topic was beyond one sentence. In other words, the semantic scope 

usually extended to other sentences in the text. 

c. In a topic chain, the topic controled the pronouns and ellipses. 

Moreover, Tsao (1981) introduced the concept of “topic chain”. Tsao argued that a 

Chinese sentence was a topic chain followed by a stretch of discourse which included 

one or more than one comments. Li and Thompson (1981) proposed that in a topic chain, 

a referent was introduced in the first clause, and the following clauses were used to 

discuss about the same referent.  

Chinese is a typical topic-prominent language while English is a subject-prominent 

language. Thus, students’ use of the Chinese topic and topic chain will be observed in 

this study. 

 

2.3.4 Principal Branching Direction 

Principal Branching Direction was first defined by Lust (1983) as “the branching 

direction which holds consistently in unmarked form over major recursive structures of 

a language, where major recursive structures were defined to include relative clauses, 

adverbial subordinate clause and sentential complementation” (p. 138). 

Languages typically construct phrases with a head word (or nucleus) and zero or 

more dependents (modifiers). Left-branching languages refer to languages that have the 

structure of “modifier + head word”, while right-branching languages have modifiers on 

the right of the head word to form the “head word + modifier” structure. 

Chinese is a left-branching language, while English is generally a right-branching 

language. Therefore, the natural clause sequence in Chinese complex sentences is for 

the subordinate clause (SC) to precede the main clause (MC) (Chen, 2006; Wang, 1984; 

Li & Zhang, 1986), as the following example shows: 
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(70) 因為風太大所以比賽改期了。 

Yīnwèi fēng tài dà suǒyǐ bǐsài gǎiqí le 

Because wind too big so competition change time-A. 

‘Because the wind was too strong, the competition was postponed.’ 

(Kirkpatrick, 1993: 31) 

Example (70) is a causality sentence in which the subordinate component 

beginning with “yinwei” (because) appears in the sentence-initial position, and the main 

component followed by “suǒyǐ” (so) comes at the end. 

Other researchers also indicated the English preference for an MC-SC sequence 

(Scollon, 1993; Clark & Clark, 1977; Quirk, Greenbaum, Leech & Svartvik, 1985; 

Prideaux & Hogan, 1993). 

Chen (2010) further found that when writing in Chinese, English native speakers 

tended to use more because-medial structure than Korean native speakers did since 

English was a right-branching language and Korean was a left-branching language. The 

L1 transfer of right-branching in Chinese will be observed in the study. 

 

2.4 Research of English Learners’ Chinese Discourse Errors 

Lu (2000) divided learners’ errors into three types: reference used with no referents, 

reference used with no reference items, and reference used in the situation it should not 

be used. He used one article, which consisted of Chinese and corresponding English 

texts, to analyze English-speaking learners’ Chinese discourse errors. However, the 

research results were not comprehensive because they were merely based on one article, 

and native languages were the only factor to be considered.  

Yang (2004) categorized elementary English students’ discourse errors into three 

types: incorrect use of personal pronoun reference, insufficient use of zero pronoun 
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reference, and inappropriate use of demonstrative pronoun reference. Yang also 

analyzed elementary learners’ difficulties when using references by comparing their 

performance with advanced learners. Elementary learners tended not to use zero 

pronouns in the discourse. Even though some zero pronouns were used randomly, the 

reference points were not clear because they still did not have good command of its 

usage. Although Yang mentioned the importance of discourse in Chinese learning, she 

did not provide the causes of errors and the actual pedagogical applications  

Chen (2005) analyzed intermediate English native speakers’ Chinese compositions 

and distinguished 5 cohesion errors: the incorrect use of ellipsis, reference, tense and 

aspect, sentence pattern, and substitution. Chen further investigated the errors of lexical 

cohesion and conjunctive elements, and coherence errors. She provided detailed 

percentages of each error type, and found out that the English learners’ main discourse 

errors were the incorrect or inappropriate use of ellipsis, linking words, and word order. 

Although she presented detailed percentages of students’ errors, she did not analyze the 

causes of errors and the teaching methods to address the problems. 

Chao (2005) examined English students’ compositions (elementary level) and 

identified errors into 5 types: errors of reference, substitution, repetition, conjunctives, 

and parallelism. Chao also indicated four causes of errors: lack of comprehensive 

command of the language, intervention of the mother tongue, complexity of the target 

language, and lack of systematic training of Chinese writing. Moreover, he pointed out 

five pedagogical implications: (1) introduce the Chinese thinking logics, (2) explain the 

concept of discourse, (3) arrange the teaching materials step by step, (4) utilize 

contrastive analysis, and (5) encourage abundant writing. However, he did not elaborate 

upon each part of those concepts. In addition he did not provide particular steps and 

teaching examples.  
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Furthermore Chao (2005) investigated intermediate students’ Chinese 

compositions, and he indicated 6 types of errors: interlingual errors, intralingual errors, 

developmental errors, avoidance errors, induction errors, and errors caused by unclear 

reasons. He also pointed out 7 intralingual causes of errors: incorrect deduction, 

inappropriate analysis, incomplete applications of rules, ignorance of collocates, 

overgeneralization, and simplification of rules. Besides intralingual errors, Chao (2006) 

discussed interlingual errors, and concluded that more than one-third of errors were 

caused by students’ mother tongue.  

Yang (2007) examined English-speaking learners’ use of reference in their Chinese 

narratives, distinguishing errors into three types: personal pronoun reference, zero 

pronoun reference, and demonstrative pronoun reference. However, Yang did not 

comprehensively discuss the causes of errors. 

In conclusion, these research have discussed learners’ errors beyond the sentence 

level. Scholars paid attention to the discourse errors in students’ Chinese writing. 

Nevertheless, a majority of them concentrated on the classification of errors. The 

sources of errors and pedagogical implications were ignored. Moreover, the relationship 

between the discourse errors and learners’ Chinese proficiency was seldom discussed. 

Hence, this study attempts to extend knowledge and understanding of language errors 

by a more comprehensive analysis and discussion of those parts. 
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CHAPTER 3 

METHOD 

 

The purpose of this chapter is to describe (1) purpose of the study, (2) research 

designs, (3) participants, (4) instruments, and (5) the theoretical foundations of the error 

analysis in this study.  

 

3.1 Purpose of the Study 

The previous research on Chinese learners’ writing focused primarily on the 

categorizations of errors. Sources of errors and pedagogical applications were not 

discussed thoroughly. Additionally, the comparison of errors of different Chinese levels 

was rare to be found. Thus, this study seeks to address the following two research 

questions:  

(1) In English learners’ compositions, what types of errors do they commit? What 

causes the errors to occur? 

(2) Do the errors vary according to the students’ Chinese L2 proficiency? 

 

3.2 Research Design 

To identify possible learning problems in second language acquisition, two 

approaches are often adopted: Contrastive Analysis (CA) and Error Analysis (CA).  CA 

is used to predict L2 learners’ difficulties by identifying the structural differences and 

similarities of the native language and the target language. Thus, it is more appropriate 

to conduct CA when a particular word, phrase, or sentence pattern is the target to be 

analyzed. With regard to a discourse, it is difficult to conduct CA because a discourse 
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consists of a variety of linguistic elements. Although it has been noticed that EA is not 

able to explain the avoidance phenomenon since only the incorrect elements that 

learners produce are evaluated (Schachter, 1974), this study believes the goal of a 

composition is to deliver a clear, central thought by using grammatical sentences and 

smooth texts. In other words, a composition would be considered appropriate if the 

writer expresses his/her meaning with proper coherence and cohesion. Therefore, 

avoidance phenomenon is generally not the focus if students could use what they have 

learned to deliver the meaning in correct forms and structures. Thus, avoidance 

phenomenon is not a consideration. In addition, EA is used extensively to analyze 

learners’ production (speaking and writing). Due to the above reasons, EA was used in 

this research to investigate students’ discourse errors and the relationship between 

learners’ errors and their Chinese levels. The following five steps were employed: 

collection of error, identification of errors, descriptions of errors, explanations of errors, 

and evaluations of errors.  

  

 

3.3 Participants 

The research collected 89 Chinese compositions from Williams College. The 

writings of elementary level were from the second-year Chinese students in the Chinese 

department. Intermediate level ones were from the third-year Chinese students. As for 

the advanced level, compositions were collected from the fourth-year Chinese students. 

Only the compositions from English-speaking Chinese learners were collected. 
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3.4 Instruments 

The main instruments used in the present study were 89 Chinese compositions 

from Williams College. The compositions were further divided into three proficiency 

levels. The compositions consisted of 33 elementary level, 29 intermediate level, and 27 

advanced level. Every composition was approximately 800-1200 words in length. The 

topics of the writing are as the following: 

Elementary level: 我最難忘的…（The most unforgettable…）；我的…（My…） 

Iintermediate level: 我最難忘的…（The most unforgettable…）；我的…

（My…）；威廉大學的…（The… in Williams College）；美國的墮胎制度（The 

abortion policy in the States） 

Advanced level: …的飲食文化（The eating habits in…）；電影「青紅」感想

（The insight of “Qinghong”） 

In addition, interviews were also conducted with subjects to analyze their errors. 

Two students from each level were interviewed. The researcher discussed their errors 

and the sources. Each student was interviewed for 40-60 minutes. Interviewing students 

provided the researcher with clarification of the sources of errors, the difficulties of 

writing as well as teaching suggestions, and etc. Six students participated in the 

interviews (two from each level). The following provides detailed information of the 

participants and instruments in this study: 
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Table 1 

Detailed Information of Participants 

Chinese Levels The Sources of the Compositions 
The Number of 

Compositions 
Interviews 

Elementary level Second-year Chinese students 33 2 

Intermediate level Third-year Chinese students 29 2 

Advanced level Fourth-year Chinese students 27 2 

 

3.5 Theoretical Foundations of Error Analysis 

According to the literature review in Chapter 2, errors in terms of forms were 

categorized into five types: omission of some required elements; addition of some 

incorrect or unnecessary elements; selection of an incorrect element; misordering of 

elements, and blending of two grammatical items to form the incorrect structure. They 

were examined thoroughly in this study.  

As for errors with respect to functions, cohesion, information structure, and 

thematic structures were discussed. For the function of cohesion, the study focused on 

five categories of cohesive devices (reference, ellipsis, conjunction, substitution, and 

lexical cohesion). For information structure and thematic structure, old/new information 

order, focus, and topic-prominent phenomenon were analyzed. The definitions and 

examples were presented below, and only discourse errors were observed and analyzed. 

The examples were extracted from the compositions collected in this study; however, 

one type of errors “blends” were not discussed since they were not found in students’ 

compositions. 

This study analyzed students’ errors based on this framework. Each error type was 

discussed in details in Chapter 4. 
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CHAPTER 4 

RESULTS AND DISCUSSION 

 

This chapter presents the results of error analysis based on the two research 

questions. First, this study provides an overall chart to illustrate the learner’ 

performance in five cohesive devices, including reference, ellipsis, conjunction, 

substitution, and lexical cohesion. Second, this research describes the errors in terms of 

the five cohesive devices as well as information and thematic structures using examples 

extracted from students’ compositions. Sources of errors are also discussed according to 

linguistic typology and interviews. Next, this study focuses on the relationship between 

proficiency and error. Finally, a summary of the results and subsequent discussion will 

conclude Chapter 4. 

 

4.1 The Overall Performance 

Before addressing the research questions, it is informative to gain a general picture 

of the distribution of errors. The overall performance is provided in Table 2.  

The errors in information and thematic structures were not presented in this table 

since it is difficult to determine and calculate the total number of the appropriate forms 

of information and thematic structures. 
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Table 2 

The Overall Performance of Errors in Cohesive Device 

Cohesive device Error type 

Percentage  

(within every 

Subcategory) 

Percentage 

(within the main 

Categories) 

Reference 

Addition of pronouns (zero pronouns 

should be used.) 
58.45% 266 

40.56% 419
Addition of nouns (pronouns should be 

used.) 
27.46% 102 

Addition of possessive pronouns (zero 

possessive pronouns should be used.) 
14.08% 51 

Ellipisis Addition of nouns or phrases 100% 30 2.90% 30 

Conjunction 

Omission of conjunction 42.03% 232 

53.44% 552Addition of conjunction 5.43% 30 

Mis-selection of conjunction 52.54% 290 

Subsititution No errors 0% 0 0% 0 

Lexical Cohesion Addition of lexical cohesion 100% 32 3.10% 32 

As shown in Table 2, the relative frequency of errors for the five cohesive devices 

are as follows: students committed most errors in the category of conjunction (53.44%), 

followed by reference (40.56%), lexical cohesion (3.10%), and ellipsis (2.90%). In 

addition, It shows that mis-selection (52.54%) and omission (42.03%) are the main 

errors regarding conjunction. As for reference, students used additional pronouns most 

frequently (58.45%), followed by redundant nouns (27.46%) and unnecessary 

possessive pronouns (14.08%).  

It is also clear to see the overall performance in Figure 2. 
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Figure 2 The Overall Performance of Errors in Cohesive Device 

 

4.2 Research Question One 

Research Question One: 

In English-speaking learners’ compositions, what types of errors do they commit at 

the discourse level? What causes the errors to occur? 

In response to research question one, the errors are discussed in the perspectives of 

cohesion, information and thematic structures. In consideration of cohesion, reference, 

ellipsis, conjunction and lexical cohesion are discussed. As for the aspect of information 

and thematic structures, old-new information, focus and topic are the main categories 

which will be addressed. Descriptions and examples are provided. Sources of errors are 

discussed according to linguistic typology and information gleaned from student 

interviews.  

 

4.2.1 Cohesion 

This section consists of discussions of four types of cohesive devices, including 
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reference, ellipsis, conjunction, and lexical cohesion.  

 

4.2.1.1 Reference 

With respect to reference, three types of errors were found in this study: addition of 

pronouns (zero pronouns should be used), addition of nouns (pronouns should be used), 

and addition of possessive pronouns (zero possessive pronouns should be used). The 

examples are displayed below. 

First, students tended to use more pronouns.  

(71) 食客看到菜單的時候他們常常大吃一驚也嚇一跳． 

Shíkè kàndào càidān de shíhòu tāmen chángcháng dàchīyìjīng yě xiàyítiào. 

When people see the menus, they are often surprised and frightened. 

As indicated in example (71), the student attempted to use the pronoun “tāmen” 

(they) to refer backwards to “shíkè” (guests) while the addition of the pronoun “tāmen” 

resulted in the redundancy of the sentence. 

According to linguistic typology, Chinese is a pro-drop language in which 

pronouns can be omitted when considered unnecessary or redundant while English is a 

non-pro-drop language in which pronouns are not omitted when occurring with high 

frequency.  

The researcher interviewed six students. Two elementary students pointed out that 

they wanted to use more pronouns because the pronoun rule in English had negative 

effects on their production of Chinese pronouns. Two intermediate students indicated 

that they did not clearly understand about the pro-drop rule in Chinese. Two advanced 

students stated that they used their sense of language to judge where to omit pronouns 

because experience over time, with Chinese as a second language, increased student’s 

ability to develop automaticity which resulted in more authentic expression. In addition, 
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six students all mentioned that the concept of pro-drop was not explained clearly by 

their language teachers. Therefore, the author identified the addition of pronoun was an 

interlingual error.  

Second, students tended to use names or titles, e.g., Charlie or “bàba” (father) 

rather than pronouns to refer other people, as shown in (72).  

(72) 除了了解我以外，查理也教了我很多道理。我在寄宿學校的最後一年，查理的

媽媽在乍得病死了。因為查理沒有錢，而且查理的美國簽證也過期了，查理

沒有辦法回乍得參加她媽媽的葬禮． 

Chúle liǎojiě wǒ yǐwài, Chálǐ yě jiāo le wǒ hěnduō dàolǐ. Wǒ zài jìsù xuéxiào de 

zuìhòu yìnián, Chálǐ de māmā zài Zhàdé bìngsǐ le. Yīnwèi Chálǐ méiyǒu qián, 

érqiě Chálǐ de Měiguó qiānzhèng yě guòjī le, Chálǐ méiyǒu bànfǎ huí Zhàdé cānjiā 

tā māmā de zànglǐ. 

Besides knowing me, Charlie also taught me a lot. When I was in my last year in 

the boarding school, Charlie’s mother passed away because of illness. Charlie 

could not go back to Chad to attend the funeral because Charlie did not have 

money, and Charlie’s Visa has expired. 

The student repeatedly used “Charlie”, which resulted in redundant writing. 

Through interviews, the researcher found out that it was exercise-based induced error 

resulting from exercises which required manipulations of language patterns. Students 

indicated that in a drill class, they were required to produce a clear and complete 

sentence; therefore, they produced non-native-like sentences by repeating names or 

titles.  

Third, possessive pronouns were overused.  
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(73) 我的爸爸現在六十四歲，我的媽媽六十二歲。我的爸爸十年內會退休。我的媽

媽也開始想退休的事了。我的爸爸說退休以後想看很多的書，我覺得非常好。 

Wǒde bàbà xiànzài liùshísì suì, wǒde māmā liùshíèr suì. Wǒde bàbà shínián nèi 

huì tuìxiū. Wǒde māmā yě kāishǐ xiǎng tuìxiū de shì le. Wǒde bàbà shuō tuìxiū 

yǐhòu xiǎng kàn hěn duō de shū, wǒ juéde fēicháng hǎo.  

My father is 64 years old now, and my mother is 62. My father will retire within 

ten years, and my mom is also thinking about retirement. My father said she would 

like to read a lot after retirement. I think that was a good idea. 

For instance, “wǒde” (my) in example (73) could be omitted to make the passage 

more succinct. However, the learner used the “possessive pronoun + title” structure to 

refer to his father and mother, creating an unnatural style of writing. 

According to the pro-drop rule in linguistic typology and the interviews with 

students, the phenomenon could be L1 negative transfer and exercise-based induced 

errors. Students pointed out that it is preferable in English to refer to family members by 

using “pronoun + titles”, e.g., “wǒde bàba” (my father) and “wǒde māma” (my mother) 

rather than pronouns alone. Additionally, students were required to produce sentences as 

completely as possible in a language class. Thus, the researcher identified that 

possessive pronouns were added redundantly under the influence of interlingual factors 

and prior learning as a result of language class exercises. 

 

4.2.1.2 Ellipsis 

As for ellipsis, students used words or phrases repeatedly to refer to certain 

objects.   
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(74) 最大的區別是比薩餅的厚薄．義大利的比薩餅很薄，芝加哥的比薩餅很厚． 

Zuì dà de qūbié shì bǐsàbǐng de hòubó. Yìdàlì de bǐsàbǐng hěn bó, Zhījiāgē de 

bǐsàbǐng hěn hòu. 

The biggest difference is the thickness of the pizza. Italian pizzas have thin crusts 

while Chicago pizzas have thick crusts.   

In(74), it would be more appropriate to delete the second and third “bǐsàbǐng” 

(pizzas) to make the sentence more succinct.Regarding the source of error, it was 

exercise-based induced error according to the interview. Students indicated that they 

attempted to create complete sentences because of prior learning and teacher 

requirements. 

 

4.2.1.3 Conjunction 

Four types of errors were found considering conjunction: omission, mis-selection, 

addition, and misordering. 

First, students tended to omit conjunctions which functioned to connect with 

sentences in the discourse. The researcher observed that the omission happened 

frequently for two pairs of conjunctions in Chinese: “yīnwèi…, suǒyǐ…” 

(because…so…) and “suīrán…，dànshì (kěshì）…” (although…but…), as indicated in 

example (75) and (76).  

(75) a （因為）只有兩個學生，b所以輔導課的教授很重視學生的討論． 

a Yīnwèi zhǐyǒu liǎngge xuéshēng, b (suǒyǐ) fǔdǎokè de jiàoshòu hěn zhòngshì 

xuéshēng de tǎolùn.  

a Because there were only two students, b the professors of tutorials paid a lot of 

attention to students’ discussions. 
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(76) 他想來想去，終於決定雖然他要讓家人享受生活，（但是）他也要幫很多人，

要使孩子理解幫助別人比賺錢更重要。 

Tā xiǎng lái xiǎng qù, zhōngyú juédìng suīrán tā yào rang jiārén xiǎngshòu 

shēnghuó, (dànshì) tā yěyào bāng hěnduō rén, yào shǐ háizi lǐjiě bāngzhù biérén bǐ 

zhuànqián gèng zhòngyào.  

He considered this for a long time. Finally he made a decision that although he 

would earn money to afford a good life for his family, he would also help other 

people. He wanted to make his children understand that helping others was more 

important than earning money. 

Learners used one segment of each pair because they were not aware of the fact 

that the pairs are often used together in Chinese even though one segment is sufficient 

to signal the causal or transitional relationships in English. Chinese uses the 

discourse-initial marker “yinwei” as a guidepost to be echoed by the discourse marker 

“suoyi”; thus, it draws the reader’s attention to the following discourse (Chen, 2010: 66). 

In (75), the cause and effect relationship will be clearer if “yīnwèi” (because) is added 

before b. This can be supported by the previous research.  

According to Chen (2010), it is uncommon for Chinese native speakers to produce 

“yīnwèi…, ø…” structure: i.e. to provide only the guidepost marker of “yīnwèi” 

(because) without the echoing marker of “suoyi” (so). Similarly, in (76), the addition of 

“dànshì” (but) after “suīrán”(although) can express a clearer constrastive relationship in 

Chinese. By constrast, either “although” or “but” is sufficient to mark such a 

relationship in English, and it is ungrammatical to use both conjunctions in a sentence. 

In addition, students omitted other conjunctions (not the pairs of “yīnwèi…, suǒyǐ…” 

and “suīrán…，dànshì (kěshì）…”.  
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(77) 所以我就鍛煉身體，（也）開始吃蔬菜。 

Suǒyǐ wǒ jiù kāishǐ duànliàn shēntǐ, (yě) kāishǐ chī shūcài. 

So I began working out and eating vegetables. 

In (77), “yě” should be added to link “duànliàn shēntǐ” and “chī shūcài”. This type 

of error resulted from simplification. Three students in the interview indicated that they 

were all aware of the meanings of the conjunctions; however, they did not consider 

about the connections among sentences because they tried hard to write every sentence 

in a long composition. Therefore, they chose an easier and communication-driven 

learning strategy “simplification” since the first priority was to deliver the the general 

idea by using clear sentences. The general idea could still be expressed even though 

some conjunctions were omitted. Thus, omissions occurred frequently in learners’ 

compositions. 

Second, students chose incorrect conjunctions. The researcher believed the 

mis-selection was the result of overgeneralization.  

(78) 因為我學習得很努力，*不但（不只）只是做我需要做的事，所以我的成績進

步很多。 

Yīnwèi wǒ xuéxí de hěn nǔlì, *búdàn (bùzhǐ) zhǐshì zuò wǒ xūyào zuò de shì, 

suǒyǐ wǒde chéngjī jìnbù hěn duō.  

I studied very hard, and I did not just do what was required, so I made a great 

progress in my studies. 

Learners failed to use the target conjunctions by choosing other ones from the 

same semantic domain, as shown in example (78), “bùzhǐ” (not only) rather than “búdàn” 

(not only) should be used. In (78). Although both “bùzhǐ” and “búdàn” meant “not 

only”, ‘bùzhǐ’ was the only one that could be chosen when there was no main clause in 

the sentence. Thus, the student chose the wrong one due to overgeneralization. 



68 
 

In addition to overgeneralization, simplification is another source of error. Students 

tended to choose the easiest one “hé” to link words or phrases instead of using bìng, 

bìngqiě, jí, yǔ, and tóng.  

(79) 用談話的方式來使孩子了解錯誤a很有效和b不會影響孩子跟父母密切的關

係． 

Yòng tánhuà de fāngshì lái shǐ háizi liǎojiě cuòwù, a hěn yǒuxiào hé b búhuì 

yǐngxiǎng háizi gēn fùmǔ mìqiè de guānxì.  

Communication is an effective way to make children be aware of their mistakes, 

and it would not affect the close relationship between parents and children.  

As shown in example (79), the learner chose “hé” to link a and b, whereas “qiě” 

was the appropriate word to use because “hé” is used to connect two nouns. According 

to the student, he used hé because it was the easiest form they learned to link words. 

Third, learners used additional conjunctions due to overgeneralization.  

(80) 這家飯館的材料的確a很奇怪，可是也b很好吃． 

Zhè jiā fànguǎn de cáiliào dìquè a hěn qíguài, kěshì yě b hěn hǎochī.  

The food ingredients in this restaurant were indeed special, but the dishes were 

delicious. 

As an example (80), the student attempted to use “yě” (also) to add more 

information to the subject “zhè jiā fànguǎn de cáiliào” (the culinary materials in the 

restaurant). However, it was ungrammatical to use “yě” when the two segments were 

opposite in the attributes because it is only used if the two predicates connected were 

both positive or both negative. In (80), “qíguài” (strange) was negative and “hǎochī” 

(delicious) was positive; hence, the learner overgeneralized the rule and misused “yě”. 

Fourth, students used more right-branching sentences. A right-branching 

sentence is a sentence in which the main subject of the sentence or the main clause is 
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described first, and is followed by a sequence of modifiers that provide additional 

information about the subject. English is a right-branching language and Chinese is a 

left-branching language. 

(81) 第一種課是外語和藝術類的，比如說英文課、音樂課和中文課．a威廉大學的

英文系是非常好的。b一般來說修第一種課不會是一個問題，c因為很多的威廉

大學生熱衷於修英文系的課． 

Dì yī zhǒng kè shì wàiyǔ hé yìshù lèi de, bǐrúshuō Yīngwén kè, yīnyuè kè hé 

Zhōngwén kè. a Wēilián dàxué de Yīngwén xì shì fēicháng hǎo de. b Yìbānláishuō 

xiū dìyīzhǒng kè búhuì shì yíge wèntí, c yīnwèi hěnduō de Wēilián dàxuéshēng 

rèzhōng yú xiū Yīngwén xì de kè. 

The first type of courses covers the courses of foreign languages and art, e.g., 

English, music, and Chinese. The English department in Williams is very good. 

Generally speaking, taking the first type of courses would not be a problem 

because a lot of students want to take courses in the department. 

In this example, the sentence which consisted of part b and c was marked in 

Chinese unless part b was moved intentionally backwards to achieve the cohesion 

between b and the preceding sentences. Part a described that the English department 

was very good. Part b and c illustrated that the school’s requirement of taking the first 

category of courses was not difficult because the students in Williams were enthusiastic 

to learn English. However, there was an apparent semantic gap between a and b because 

a should be followed by c in terms of semantic cohesion. Part a was about the good 

quality of English department; thus, it was more cohesive to connect c which was about 

the students’ willing to learn English. As for its source of error, the researcher believed 

it was due to the difference of branching directions: Chinese is left-branching, and 

English is right-branching. Therefore, students ignored the cohesion in the discourse 

and used the unmarked right-branching form in English instead of the unmarked 
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left-branching form in Chinese. 

The conjunctions that the students had errors are listed below. The detailed 

examples of errors are presented in Appendix A. 

 

Omission of Conjunction: 因為（because）、［因為］所以（［because）so）、而

（while, whereas）、卻（but）、還是（still）、［雖然］但是/可是（［although）but）、

後來（afterwards）、因此（therefore）、不過（but） 

Mis-selection of Conjunction: 然後/結果/所以/因此（then/as a 

result/so/therefore）、不但/不只（not only）、最後/終於（finally/eventually）、為

/為了/因為（for/because）、和/並（and）、仍然/也/還（still） 

Addition of Conjunction: 另外 

4.2.1.4 Lexical Cohesion 

In addition to reference, ellipsis, and conjunction, lexical cohesion was also found 

to have errors. Students preferred to use many repetitions in their compositions. 

(82) 美國的餐館在世界各地開業．世界最著名的餐館莫過於美國的麥當勞． 

Měiguó de cānguǎn zài shìjiè gèdì kāiyè. Shìjiè zuì zhùmíng de cānguǎn de 

zhīmíngdù mòguòyú Měiguóde Màidāngláo.  

American restaurants opened their businesses around the world. The most famous 

restaurant in the world would be America’s McDonalds. 

In (82), the learner attempted to use the repetition of “shìjiè” (the world) and 

“měiguóde” (America’s) to create a lexical cohesion. However, it was redundant to 

reiterate the phrase. The researcher assumed this type of error was caused by the drills 

practiced in the class since students were required to produce sentences as complete as 

possible in those exercises. 
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4.2.2 Information Structure and Thematic Structure 

4.2.2.1 Old-new information 

The old-new information order of delivering messages is often recommended since 

it is the unmarked order. This is achieved through beginning a sentence with words, 

phrases or concepts from the preceding sentence, and placing the new (or unknown) 

information at the end of the sentence.  

(83) 芝加哥的飲食文化經過一百多年的發展，其比薩餅跟熱狗是極其有名的．在芝

加哥，廚師製作比薩餅的時候，很講究比薩餅的材料和味道．在世界各地，食

物的樣貌隨地方而變．比薩餅也不例外．比薩餅源自於義大利，可是義大利

的比薩餅跟芝加哥的有很大的差異． 

－＞可是芝加哥的比薩餅跟義大利的有很大的差異． 

Zhījiāgē de yǐnshí wénhuà jīngguò yìbǎi duō nián de fāzhǎn, qí bǐsàbǐng gēn règǒu 

shì jíqí yǒumíng de. Zài Zhījiāgē, chúshī zhìzuò bǐsàbǐng de shíhòu, hěn jiǎngjiù 

bǐsàbǐng de cáiliào hé wèidào. Zài shìjiè gèdì, shíwù de yàngmào suí dìfāng ér biàn. 

Bǐsàbǐng yě búlìwài. Bǐsàbǐng yuánzì yú Yìdàlì, kěshì Yìdàlì de bǐsàbǐng gēn 

Zhījiāgē de yǒu hěn dà de chàyì.  

Kěshì Zhījiāgē de bǐsàbǐng gēn Yìdàlì de yǒu hěn dà de chàyì.  

After a hundred years of development of the food culture of Chicago, its pizzas and 

hot dogs are very famous. In Chicago, cooks pay attention to the ingredients and 

flavors of pizzas. Foods vary from place to place, so pizzas are not an exception. 

Pizzas originated from Italy, but Italian pizzas are very different from the ones 

in Chicago. 

but Chicago pizzas are very different from the ones in Italy. 

In (83), the topic of the article was “The Pizza in Chicago” which was the main 
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focus of the composition. Therefore, the old information “the pizza in Chicago” should 

be placed before “the pizza in Italy’, otherwise the marked sequence resulted in a 

grammatically correct but textually inappropriate sentence. 

End-focus refers to the placing of the most important information at the end of the 

sentence. It follows the order of old to new information since the most vital information 

is the new information in most situations. 

(84) a首次品嘗泰國菜的人會覺得泰國菜的調料很獨特．很多調料是東南亞，甚至

是泰國特有的，最常用的是檸檬、咖哩醬和辣椒醬．而隨著曼谷的不斷發展，

b其他的烹調特色也添加到泰國菜餚中． 

 c泰國菜也吸收了其他國家的特色．  

a Shǒucì pǐncháng Tàiguó cài de rén huì juéde Tàiguó cài de tiáoliào hěn dútè. 

Hěnduō tiáoliào shì dōngnányǎ, shènzhì shì Tàiguó tèyǒu de, zuì cháng yòng de shì 

níngméng, kālǐjiàng hé làjiāojiàng, ér suízhe Màngǔ de búduàn fāzhǎn, b qítā de 

pēngtiáo tèsè yě tiānjiā dào Tàiguó càiyáo zhōng.  

c Tàiguó cài yě xīshōu le qítā guójiā de tèsè.  

The people who first taste Thai food would think the flavoring of it is very unique. 

A lot of seasoning is from Southeastern Asia, even from Thailand particularly. The 

most common ones are lemons, curry sauce, and chili sauce. As the development of 

Bangkok, b a lot of other exotic characteristics are added into the Thai cuisine. 

c Thai food has absorbed other characteristics from other countries. 

In (84), a described that Thai food used special seasonings, and b argued that other 

culinary characteristics from other countries had gradually influenced Thai food. The 

most important information in the sentence was “qítā de pēngtiáo tèsè” (the culinary 

characteristics from other countries), which should be placed at the end of the sentence 

to be the focus. Instead, the student placed the new information “qítā de pēngtiáo tèsè” 

first, followed by the old information “Tàiguó càiyáo” (Thai food), creating an 
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inappropriate sentence and failing to effectively deliver the message. The researcher 

revised the sentence, as shown in part c. Part c moved the old information “Tàiguó 

càiyáo” backwards to the beginning and “qítā de pēngtiáo tèsè” at the end. As a result, 

the unmarked order in information provided a smoother and clearer sentence in the 

passage. 

One more example of the error of old-new information is provided. 

(85) a我跟家人去過大陸六次，可是我們並沒有機會跟外國人打交道，或真的體驗

外國人的生活。b我最難忘的旅行是今年夏天去中國，c因為我每天跟中國人打

交道，且有機會體驗一下現代中國人的生活。 

d而這次的旅行因為我每天跟中國人打交道，體驗現代中國人的生活，所以是

最難忘的旅行． 

a Wǒ gēn jiārén qù guò dàlù liùcì, kěshì wǒmen bìng méiyǒu jīhuì gēn wàiguórén 

dǎjiāodào, huò zhēnde tǐyàn wàiguórén de shēnghuó. , b Wǒ zuì nánwàng de lǚxíng 

shì jīnnián xiàtiān qù Zhōngguó, c yīnwèi wǒ měitiān gēn Zhōngguó rén dǎjiāodào, 

qiě yǒu jīhuì tǐyàn yíxià xiàndài Zhōngguó rén de shēnghuó.  

d ér zhè cì de lǚxíng yīnwèi wǒ měitiān gēn Zhōngguó rén dǎjiāodào, tǐyàn xiàndài 

Zhōngguó rén de shēnghuó, suǒyǐ shì zuì nánwàng de lǚxíng.   

a My family and I have been to China for six times, but we did not have 

opportunities to get along with Chinese people or experience Chinese life. b My 

most unforgettable trip is the trip to China this summer c because I hung out with 

Chinese people every day, and I got chances to live the authentic Chinese life.  

d Because I hung out with Chinese people every day, and I got chances to live the 

authentic Chinese life, my most unforgettable trip is the trip to China this summer. 

In example (85), a described that the student did not have many opportunities to 

get along with Chinese people or experience Chinese life although she had been to 

China six times. Part b indicated the most unforgettable trip was the trip to China this 
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summer because she got along with Chinese people every day, and experienced 

authentic Chinese life. However, it was abrupt to mention “Wǒ zuì nánwàng de lǚxíng 

shì…” (the most unforgettable trip is…) after part a because no connection was found 

between a and b. The researcher revises the sentence, as shown in part d. The old 

information “gēn Zhōngguó rén dǎjiāodào” (get along with Chinese people) and “tǐyàn 

yíxià xiàndài Zhōngguó rén de shēnghuó” (experience modern Chinese people’ life) are 

placed backwards to the beginning, followed by the new information “Wǒ zuì nánwàng 

de lǚxíng shì…”, which is also the focus of the sentence. Thus, sentences are connected 

smoothly and cohesively 

The source of error was brought to light during the interview. Students indicated 

that they did not pay attention to the organization of the article. They made great efforts 

to examine whether each sentence was grammatical and correct. However, the cohesion 

and coherence of the article was overlooked. They also pointed out that they did not 

know the unmarked order of information was old to new. In sum, the ignorance of the 

concept of discourse and the order of information caused the misordering of sentence 

elements. 

 

4.2.2.2 Topic 

As for topic, two types of errors were found in this domain: one was the addition of 

pronoun in a topic chain or an article, the other was the omission of topic in a sentence. 

In linguistic typology, Chinese is a topic-prominent language and English is a 

subject-prominent language. As a result, students tended to use more pronouns.  

Besides the additional use of pronouns, the omission of topic is also a concern. 

Students used few topics in their compositions.  
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(86) a菜裡也常常有像椰子這樣的稀有水果，因為老年人覺得椰奶對健康有

益．b（而關於評定菜餚的標準）c在牙買加，一道菜必須比較新鮮，香

味，濃重俱全，才稱得上是一道好菜． 

a Cài lǐ yě chángcháng yǒu xiàng yézi zhèyàng de xīyǒu shuǐguǒ, yīnwèi 

lǎoniánrén juéde yénǎi duì jiànkāng yǒuyì. b (ér guānyú píngdìng càiyáo de 

biāozhǔn,) c zài Yámǎijiā, yí dào cài bìxū bǐjiào xīnxiān, xiāngwèi, 

nóngzhòng jùquán, cái chēng de shàng shì yí dào hǎo cài.  

a The coconuts which are rare could still be found in dishes because older 

people regard coconut milk as beneficial to health. b As for the standards to 

judge for the dishes, c a dish would be justified as a good one only if it is 

fresh,and it smells good with a thick flavor.  

In (86), a pointed out that coconuts were often on the dining table because elder 

people believed coconuts were beneficial to people’s health. Part c presented the 

standards of fine cuisines. There was no connection found between a and c, and a topic 

b was needed to indicate the clear theme-and-comment relationship. Regarding the 

source of error, the researcher identified it as an interlingual error since the 

topic-prominent Chinese is different from the subject-prominent English. Six students 

interviewed also pointed out that topics were not very common in English even though 

there were certain mechanisms to create topics. Therefore, few topics were found in the 

compositions. Additionally, a topic could also be a connector between sentences. As 

indicated in example (86), b functions well to connect a and c. Students mentioned they 

focused more on grammatical structures, thus they ignored the cohesive relationships 

among sentences, passages, and articles. As a result, the error resulted from L1 transfer 

and ignorance of discourse. 

In the analysis above, errors were considered from the perspectives of forms and 

functions. The sources were also discussed based on theories of linguistic typology and 
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interviews. Table 3 summarizes all of the previous content. 

Table 3 

The Integrated Chart of Types of Errors and Their Sources 

Discourse in 

function Subcategory 

Error type and 

description Source of error Theories used 

Cohesion 

Reference Addition of 

pronouns (zero 

pronouns should 

be used.) 

Interlingual error: L1 negative 

transfer 

Pro-drop;  

topic-prominent; 

isolating 

language; 

Addition of 

nouns (pronouns 

should be used.)

Exercise-based induced errors: 

students are required to produce 

complete sentences in language 

classes. 

 

Addition of 

possessive 

pronouns (zero 

possessive 

pronouns should 

be used.) 

Interlingual error: L1 negative 

transfer  

Exercise-based induced errors: 

students are required to produce 

complete sentences in language 

classes. 

Pro-drop;  

topic-prominent; 

isolating 

language; 

paratactic 

Ellipsis Addition of 

nouns or 

phrases 

Exercise-based induced errors: 

students are required to produce 

complete sentences in language 

classes. 

 

Conjunction Omission of 

conjunction 

Interlingual error: L1 negative 

transfer 

(“yīnwèi/suǒyǐ” and “suīrán/ 

dànshì”) 

Principal 

branching 

direction 

Intralingual error: simplification  

Addition of 

conjunction 

Intralingual error: 

overgeneralization 

 

Mis-selection of Intralingual error:  
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conjunction overgeneralization;  

Intralingual error: simplification  

Lexical 

cohesion 

Addition of 

lexical cohesion

Exercise-based induced errors: 

students are required to produce 

complete sentences in language 

classes. 

 

Information 

and 

thematic 

structures 

Old-new 

information 

focus 

Inappropriate 

order of 

information 

The ignorance of discourse  

Topic Omission of 

topic 

Interlingual error: L1 negative 

transfer 

Topic-prominent 

 

4.3 Research Question Two 

The second research question concerns the relationship between the errors and 

learners’ Chinese L2 proficiency. 

Research Question Two: 

Do the errors vary according to students’ Chinese L2 proficiency? 

The errors regarding different Chinese proficiency are displayed and discussed in 

terms of reference, ellipsis, conjunction, and lexical cohesion.  

 

4.3.1 Reference 

As displayed in Table 4, it is clear that the relationship between L2 proficiency and 

the error rate is in a negative direction. In other words, the higher the learners’ Chinese 

proficiency is, the lower the error rate is.  
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Table 4 

Errors of Reference at Different Chinese Proficiency Levels 

Cohesive 

device Error type 

 Elementary Intermediate Advanced 

 Number

Error 

rate Number

Error 

rate Number 

Error 

rate 

Reference 

Addition of 

pronouns 

(zero 

pronouns 

should be 

used.) 

Error 166 

35.55%

86 

28.96%

14 

6.54%

Correct 467 297 214 

Addition of 

nouns 

(pronouns 

should be 

used.) 

Error 61 

24.70%

30 

22.73%

11 

10.19%

Correct 247 132 108 

Addition of 

possessive 

pronouns 

(zero 

possessive 

pronouns 

should be 

used.) 

Error 38 

20.32%

11 

11.46%

2 

2.33%

Correct 187 96 86 
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Figure 3 Errors of Reference at Different Chinese Proficiency Level 

 

Although the negative relationship was found in the three types of inappropriate 

usages (addition of pronoun, noun, and possessive pronoun), it was still clear that 

elementary and intermediate students had similar error rates for the former two 

subcategories (35.55% v.s. 28.96% for the addition of pronoun and 24.70% v.s. 22.73% 

for the addition of noun), but there was a large gap between the intermediate and the 

advanced levels (28.96% v.s. 6.54% for the addition of pronoun; 22.73% v.s. 10.19 % 

for the addition of noun; 11.46% v.s. 2.33 % for the addition of possessive pronoun). 

Hence, the researcher believed that students had problems using Chinese reference, 

even intermediate students had great difficulties. As mentioned above, students 

indicated that the zero pronoun was not mentioned or emphasized in their language 

classes. Additionally, they were required to produce every segment of a sentence. These 

factors resulted in the superfluous style of writing due to the addition of reference. 
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4.3.2 Ellipsis 

As for ellipsis, there was a negative relationship between L2 Chinese proficiency 

and error rates. Exact numerical differences across the three Chinese proficiency levels 

could be seen from frequencies, as displayed in Table 5 below. 

 

Table 5 

Errors of Ellipsis at Different Chinese Proficiency Levels 

Cohesive 

device Error type 

 Elementary Intermediate Adavnced 

 Number

Error 

rate Number

Error 

rate Number 

Error 

rate 

Ellipsis 

Addition of 

nouns or 

phrases 

Error 16 

17.98%

10 

13.16 

4 

5.80%
Correct 89 76 69 

 

 

Figure 4 Errors of Ellipsis at Different Chinese Proficiency Levels 
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4.3.3 Conjunction 

As indicated in Table 6, elementary students committed more errors of omission, 

whereas intermediate students made more errors of mis-selection. 

 

Table 6 

Errors of Conjunction at Different Chinese Proficiency Levels 

Cohesive 

device Error type 

 Elementary Intermediate Advanced 

 Number

Error 

rate Number

Error 

rate Number 

Error 

rate 

Conjunction 

Omission of 

conjunction 

Error 156 
14.79%

50 
4.80% 

26 
2.04%

Correct 1055 1042 1274 

Addition of 

conjunction 

Error 21 
2% 

6 
0.58% 

3 
0.24%

Correct 1055 1042 1274 

Mis-selection 

of conjunction 

Error 68 
6.45% 

163 
15.64% 

59 
4.63%

Correct 1055 1042 1274 

 

 

Figure 5 Errors of Conjunction at Different Chinese Proficiency Levels 
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A U-shaped learning curve was found.  The U-shaped learning curve involves a 

correct performance at the initial phase, followed by an incorrect production, which then 

recovers to the correct forms. This may result from several factors. Learners at the 

elementary level have limited knowledge of the conjunctions in Chinese. Moreover, 

writing was comparatively difficult for them because their history of Chinese learning 

was brief, thus they tended to focus on the grammar and organization of every sentence. 

Students at the elementary level indicated that the omission was made because they 

were not sure which conjunction should be used, and they did not pay attention to the 

links between sentences. However, learners at the intermediate level made fewer errors 

because they had learned many conjunctions, and they had considered the discourse; 

nevertheless, they chose the improper ones due to the similarity of the words. Students 

explained that they learned conjunctions separately from the textbooks or teaching 

materials; hence, they did not have a full command of those conjunctions, especially the 

ones with similar meanings and subtle differences. Additionally, they also pointed out it 

would be very helpful if a list of conjunctions with clear explanations of the usage were 

provided in the writing course. Furthermore, they mentioned it would be beneficial if 

the textbook could compare similar conjunctions with clear examples. 

 

4.3.4 Lexical Cohesion 

Table 7 shows that learners’ Chinese proficiency rises as the error rates decrease. 

The total numbers of lexical cohesion errors were difficult to measure. The error rate 

was calculated with the number of errors at each level shown as the numerator and the 

total error number of the three proficiency levels shown as the denominator. 
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Table 7 

Errors of Lexical Cohesion at Different Chinese Proficiency Levels 

Cohesive 

device 

Error 

type 

Elementary Intermediate Advanced 

Error 

number 

Error 

rate 

Error 

number 

Error 

rate 

Error 

number 

Error 

rate 

Lexical 

cohesion 

Addition 

of lexical 

cohesion 

19 59.38% 9 28.13% 4 12.5% 

 

 

Figure 6 Errors of Lexical Cohesion at Different Chinese Proficiency Levels 

 

A clear negative direction was found between learners’ Chinese proficiency and 

their error rates. Students pointed out that they tended to produce complete sentences 

because of the drills in the language courses. In addition, it was more secure to say 

every element in the sentence because they did not have sufficient knowledge to 

determine which word was necessary in a sentence and which phrase could be omitted 

in the discourse. 

In sum, for the five cohesive devices, reference (40.56%) and conjunction (53.44%) 

59.38%

28.13%

12.50%

0.00%

10.00%

20.00%

30.00%

40.00%

50.00%

60.00%

70.00%

Elementary Intermediate Advanced

Addition of lexical
cohesion



84 
 

are the most difficult writing concepts for learners. With respect to reference, although 

the relationship between L2 proficiency and the error rate was in a negative direction in 

the three subcategories, students of elementary and intermediate levels had similar error 

rates. This indicates that it is very difficult for students to deal with the usage of 

reference. In terms of conjunction, the relationship between Chinese proficiency and 

error rate was not completely in a negative direction. Furthermore, elementary students 

committed more errors of omission because of the lack of relevant knowledge of 

conjunction and the ignorance of discourse. However, intermediate students made more 

errors of mis-selection since they could not distinguish the conjunctions with similar 

meanings but subtle differences. In addition, a negative direction between the 

proficiency and errors also applied to ellipsis and lexical cohesion.  
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CHAPTER 5 

PEDAGOGICAL IMPLICATION 

 

5.1 Examination of Chinese Textbooks 

Pedagogical implications are provided based on the linguistic analysis of the 

written language of English-speaking learners in their errors with respect to cohesion, 

information structure, and thematic structure. 

Overseas Compatriot Affairs Commission, R.O.C. (Taiwan) (2000) investigated 

Chinese teaching in the U.S. and ranked Chinese textbooks according to the usage rates. 

The ranking is displayed below. The results were based on the investigation of 30% of 

Chinese departments or programs in American’s universities. 

 

Table 8 

Textbooks Used in America’s Universities (Overseas Compatriot Affairs Commission, 

R.O.C., 2000) 

1 Integrated Chinese (I) 

2 Practical Chinese Reader I & II 

3 Integrated Chinese (II) 

4 Practical Chinese Reader II 

5 Taiwan Today by Teng & Perry 

6 Chinese Primer 

7 A Chinese Text for a Changing China 

8 A Trip to China 

Luo (2010) investigated the textbooks in 30 universities in the United States, 

including seven ivy league schools and other colleges known for their Chinese teaching.  
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Table 9 

Textbooks Used in America’s Universities (Luo, 2010:73-74) 
Year in the College Ranking Textbook 

First-year Chinese 

1 Integrated Chinese  

2 Practical Chinese Reader  

3 

Oh, China!  

(Elementary Reader of Modern Chinese for Advanced 

Beginners) 

Second-year Chinese 

1 Integrated Chinese 

2 David and Helen in China 

3 

Taiwan Today  

Oh China  

Practical Chinese Reader 

Intermediate Reader of 

Modern Chinese 

Third-year Chinese 

1 All Things Considered 

2 Beyond the Basics 

3 
The Routledge Advanced 

Chinese Multimedia Course 

Fourth-year Chinese 
1 China Scene 

2 Anything Goes 

She indicated that Integrated Chinese was the most widespread textbook for the 

first-year and second-year Chinese in US schools, and the gap between the textbook that 

ranked first (Integrated Chinese) and the second one was huge. As for the third-year and 

fourth-year Chinese, no leading textbook was found. In other words, textbooks for 

intermediate and advanced learners at the university level were exposed to many and 

varied types of Chinese textbooks. 

In other words, textbooks for intermediate and advanced learners were various, and 

the universities had different choices about their Chinese textbooks.  
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Based on the surveys above, this study chose the following textbooks to examine 

the explanation and descriptions in terms of cohesion, information structure and 

thematic structure.  

 

Table 10 

Textbooks Examined in This Study 

1 Integrated Chinese I &II 

2 New Practical Chinese Reader I, II, III, and IV 

3 
Oh, China!  

(Elementary Reader of Modern Chinese for Advanced Beginners) 

4 Chinese Primer (Revised Edition) 

5 All Things Considered 

6 China Scene 

7 Beyond the Basics 

8 Anything Goes 

9 A Trip to China 

10 A Chinese Text for a Changing China 

Pedagogical application will be provided according to the research results and the 

examination of the following textbooks. 

 

5.1.1 Cohesion 

This section presents the descriptions and explanations in terms of cohesion in 

Integrated Chinese and Beyond the Basics. The relevant concepts of cohesion were not 

found in the following textbooks: New Practical Chinese Reader I, II, III, and IV, Oh, 

China!, Chinese Primer, All things considered, China Scene, Anything Goes, A trip to 

China, and A Chinese Text for a Changing China.  
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5.1.1.1 Integrated Chinese 

Four stages of teaching of cohesion are found in Integrated Chinese: (1) omission 

of nouns or pronouns, (2) three kinds of cohesive devices (time expressions, place 

expression, and connectives), (3) the differences between written Chinese and spoken 

Chinese, (4) “le”as a marker to complete the sentence. 

 

Cohesion I (Level 2: 165) 

The textbook (2009) points out that cohesive devices are used to link sentences 

together in speaking or writing. One of the cohesive devices is omission of nouns or 

pronouns.  

It also indicates that “xuéxiào lǐtáng” (the school auditorium) in (87) (b) and (c) 

should be deleted in order to connect the sentences, as (87) (d) shows: 

(87) (a) 學校禮堂幾乎每天晚上都演電影． 

Xuéxiào lǐtáng jīǐhū měitiān wǎnshàng dōu yǎn diànyǐng. 

There’s a film at the school auditorium almost every evening. 

(b) 學校禮堂演的多半是藝術片． 

Xuéxiào lǐtáng yǎn de duōbàn shì yìshùpiàn. 

Most of the films shown at the school auditorium are art films. 

(c) 學校禮堂偶爾也有紀錄片． 

Xuéxiào lǐtáng ǒuěr yě yǒu jìlùpiàn. 

Occasionally, there’s a documentary at the school auditorium. 

(d) 學校禮堂幾乎每天晚上都演電影，Ø演的多半是藝術片，Ø偶爾也有紀錄
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片． 

Xuéxiào lǐtáng jīǐhū měitiān wǎnshàng dōu yǎn diànyǐng, yǎn de duōbàn shì 

yìshùpiàn, ǒuěr yě yǒu jìlùpiàn. 

There’s a film at the school auditorium almost every evening. Most are art 

films. Occasionally, there’s a documentary. 

In addition, pronouns are deleted due to the cohesion of the discourse. In (88), 

“Zhāng Tiānmíng” in (b) and (c) are deleted to connect the sentences to a cohesive 

discourse (d).  

(88) (a) 張天明閒著沒事． 

Zhāng Tiānmíng xiánzhe méishì.  

Zhang Tianming didn’t have anything to do. 

(b) 張天明坐在沙發上看電視． 

Zhāng Tiānmíng zuò zài shāfā shàng kàn diànshì. 

Zhang Tianming sat on the sofa watching TV. 

(c) 張天明等他的女朋友． 

Zhāng Tiānmíng děng tāde nǚ péngyǒu. 

Zhang Tianming was waiting for his girlfriend. 

(d) 張天明閒著沒事，Ø坐在沙發上看電視，Ø等他的女朋友． 

Zhāng Tiānmíng xiánzhe méishì, zuò zài shāfā shàng kàn diànshì, děng tāde 

nǚ péngyǒu. 

Zhang Tianming didn’t have anything to do. [He] sat on the sofa watching 

TV and waiting for his girlfriend. 

Furthermore, it also elaborates that Chinese tends to use pronouns to refer to the 
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subjects that have appeared previously in the text. For example: 

(89) 你沒聽說有個女的向她（女的）男朋友的女兒開槍，她（女的）說她（女的）

以為她（女的）男朋友的女兒是他（男朋友）的另一個女朋友，（女的）還

說她（女的）開槍是因為受了一部電影的影響． 

Nǐ méi tīngshuō yǒu ge nǚde xiàng tā (nǚde) nán péngyǒu de nǚér kāiqiāng, tā 

(nǚde) shuō tā (nǚde) yǐwéi tā (nǚde) nán péngyǒu de nǚér shì tā (nán péngyǒu) 

de ling yí ge nǚ péngyǒu, (nǚde) hái shuō tā (nǚde) kāiqiāng shì yīnwèi shòu le yí 

bù diànyǐng de yǐngxiǎng. 

Didn’t you hear that there was a woman who shot at her boyfriend’s daughter? She 

said that she thought that her boyfriend’s daughter was another girlfriend. She also 

said that the reason that she fired (at her boyfriend’s daughter) was she had been 

influenced by a film (that she had seen). 

Although it is mentioned clearly that nouns and pronouns could be deleted to 

achieve the cohesion of the discourse, and pronouns are usually used to refer to the 

subjects that have appeared before, no specific rules are provided. In other words, it is 

very difficult for students to judge when to use the pronouns and when to use the zero 

pronouns. Relevant suggestions will be provided in the section “pedagogical 

application”. 

 

Cohesion II (Level 2: 261) 

In the second stage, three kinds of cohesive devices are provided for students to 

link narrative sentences, as displayed below: 

a. Time expressions: 今天(jīntiān)、1998年（1998 nián）、星期五（xīngqīwǔ）、後來

（hòulái）、然後（ránhòu）、這時候（zhè shíhòu）、以後（yǐhòu）、突然（túrán）、

馬上（mǎshàng） 

b. Place expressions: 在那兒（zài nàér）、房間裡（fángjiān lǐ）、前面（qiánmiàn）、
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街上（jiē shàng） 

c. Connectives: 因為…所以（yīnwèi…suǒyǐ…）、不但…而且（búdàn…érqiě…）、就

（jiù）、也（yě） 

The discourse (90) is provided to present how sentences are linked together. 

(90) 張天明今天早上十點起床，十點半吃早飯．十分鐘以後就給麗莎打電話，約她

逛街．然後他開車去接麗莎．幾分鐘以後他們就到了購物中心，在那兒他們

買了很多東西，還在一家中國飯館吃了午飯．下午三點回到了家． 

Zhāng Tiānmíng jīntiān zǎoshàng shídiǎn qǐchuáng, shídiǎn bàn chī zǎofàn. 

Shífēnzhōng yǐhòu jiù gěi Lìshā dǎdiànhuà, yuē tā guàngjiē. Ránhòu tā kāichē qù 

jiē Lìshā. Jǐ fēnzhōng yǐhòu tāmen jiù dào le gòuwù zhōngxīn, zài near tāmen 

mǎi le hěnduō dōngxī, háizài yì jiā Zhōngguó fànguǎn chī le wǔfàn. Xiàwǔ 

sāndiǎn huí dào le jiā.  

Zhang Tianming got up at 10:00 this morning. At 10:30 he had breakfast. Ten 

minutes later [he] called Lisa and asked her to go shopping. Then he went to pick 

up Lisa in his car. Several minutes later they arrived at the shopping center. 

There they bought a lot of things. They also had lunch at a Chinese restaurant. 

At 3:00 PM they got back home. 

This section indicates that time expressions, place expressions, and connectives 

function as cohesive devices in Chinese writing. However, the expressions listed are not 

sufficient because more expressions are needed in a Chinese composition, especially for 

the category of connectives. More details will be discussed in the section “pedagogical 

application”. 

 

Cohesion III (Level 2: 283) 

In the third stage, the textbook indicates that written Chinese differs from spoken 

Chinese in four aspects. First, written Chinese has longer sentences and more modifiers. 
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Second, words that are the vestiges of classical Chinese are used in the written style. 

Third, more connectives are used in a written form. Last, function words tend to be 

monosyllabic. 

An exercise of linking sentences is provided for students to practice writing a 

discourse. In this exercise, 18 sentences as well as some connectives are displayed. Two 

steps are presented to guide the learners. The first step is to omit superfluous nouns and 

pronouns, followed by the second step in which students are required to adjust the word 

order based on the old-new information. The textbook content is not displayed because 

of the limited space in this article. The researcher believes the practice is very helpful 

for students to develop their concept of cohesion and their writing ability. However, as 

noted above, more rules and introductions should be contained in the textbook to make 

the content more complete. 

 

Cohesion IV (Level 2: 310) 

In the fourth stage, the textbook indicates that “le” at the end of a sentence signals 

the completion of a sentence. Therefore, “le” could function well in a discourse to signal 

the completion of the narration. 

The following passage (91) is provided in the textbook to explain how “le” 

functions as the marker of completion. 

(91) 去年我去中國旅行．先到南京遊覽（了）中山陵、夫子廟、和玄武湖公園，後

來到西安遊覽（了）名勝古蹟，最後去上海買東西，在中國待了差不多一個

月． 

Qùnián wǒqù Zhōngguó lǚxíng. Xiān dào Nánjīng yóulǎn (le) Zhōngshānlíng, 

fūzimiào, hé xuánwǔhú gōngyuán, hòulái dào Xīān yóulǎn (le) míngshèng gǔjī, 

zuìhòu qù Shànghǎi mǎi dōngxī, zài Zhōngguó dài le chàbùduō yíge yuè. 
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Last year I took a trip to China. First, I went to Nanjing and toured Sun Yat-sen’s 

Mausoleum, the Confucian Temple, and Lake Xuanwu. Then I went to Xi’an and 

saw some famous historic sights. Finally, I went shopping in Shanghai. I stayed in 

China for almost a month. 

As for conjunctions, this study attempted to investigate all conjunctions that 

students used incorrectly in their Chinese compositions. One of the most typical 

textbooks “Integrated Chinese” was chosen. Every conjunction was looked up, and 

descriptions as well as examples were listed in Appendix B.  

As for the omission of conjunctions, the sets of conjunctions such as 

“yīnwèi…suǒyǐ…” and “suīrán…dànshì, kěshì” were not clearly explained. There are no 

specific rules to illustrate how the sets should appear together in Chinese. Thus, students 

failed to produce coherent and cohesive sentences. Furthermore, there should be several 

steps to elaborate how usage changes with different situations.  

For other omissions of conjunctions, some resulted from the complex and various 

meanings of one word, some were caused due to lack of understanding by the student of 

the functions of conjunction. In the investigation of the words in the category of 

mis-selection of conjunction, some conjunctions with similar meanings and subtle 

differences are not compared together and given clear explanation of their differences.  

For addition of conjunction, the English translations presented in the textbook are 

not sufficient for students to produce the conjunctions correctly in the consideration of 

contexts in the discourse. In addition, examples at the discourse level are not found. 

Therefore, lack of information in the textbooks negatively impacts in students’ ability to 

correctly use conjunctions at the discourse level. 
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5.1.1.2 Beyond the Basics 

 

Discourse Connectors (Lesson I: 7) 

The textbook points out that for an intermediate high or advanced student, it is 

extremely important to learn how to use discourse connectors because learners need to 

focus on how to speak and write coherent paragraphs. Three of the most commonly 

used discourse connectors are discussed in detail: “érqiě, bìng” (and, but also); ”dànshì, 

kěshì” (but, however); and “huò (zhě) ” (or). However, it still does not provide clear 

rules of how to use these conjunctions. In addition, the common correlative connectors 

of “suīrá..,dànshì..” and “búdàn…érqiě…” are not mentioned in the textbook. 

 

Discourse Function of Pronouns (Lesson IX: 10) 

Two rules are given in the use of pronouns: (1) pronouns must be specified by the 

speaker the first time they are used in the discourse, (2) pronouns must be used when 

they cannot be understood by both the speaker and the listener in the given context.  

(92) Clause 1: 喂，老王，Wèi, lǎowáng, 

Clause 2: ø今天有事嗎？Jīntiān yǒu shì ma?  

Clause 3: 沒有的話，méiyǒu dehuà, 

Clause 4: 我們去看電影好嗎？Wǒmen qù kàn diànyǐng hǎo ma?  

Clause 5: ø然後還可以到公園轉轉．Ránhòu hái kěyǐ dào gōngyuán zhuànzhuàn. 

Clause 6: 我在家裡待煩了，Wǒ zài jiālǐ dài fánle, 

Clause 7: 很想到外邊去．hěn xiǎng dào wàibiān qù. 

Clause 8: ø怎麼樣？Zěnmeyàng?  
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Clause 9: ø去不去？Qùbúqù?  

“Hello, elder Wang, are (you) free today? If (you) do not have anything to do, we 

can go to see a movie. Then (we) can go to the park and take a walk. I am pretty 

bored at home, and (I) really want to go out. What do (you) think? Do (you) want 

to go (to see the movie and to the park) or not?” 

In Clause 1 and 2, the second person is omitted because both of them refer to Lao 

Wang, which is specified at the beginning of the conversation. “Wǒmen” in Clause 4 

could not be omitted because it would be unclear to whom the person intends to refer. In 

Clause 5, the pronoun is omitted since it has been specified in Clause 4. In Clause 8 and 

9, it makes no effort to identify who the person is; therefore, there is no need to add 

pronouns. 

Even though the textbook indicates two rules for students to follow, it still does not 

clearly specify the rules of when to use the pronouns and the zero pronouns. 

(93) 白雪公主吃了這個毒蘋果之後呢，a Ø就昏睡不醒。七個小矮人回到家裡面，b 

Ø看到昏睡的白雪公主，c 他們
‧‧

非常傷心，d Ø又很悲憤，e所以他們
‧‧

決定要去

找那個壞心的王后嗯算帳。 

Báixuě gōngzhǔ chī le zhè ge dú píngguǒ zhīhòu ne, jiù hūnshuì bù xǐng. Qī ge 

xiǎo ǎirén huí dào jiā lǐmiàn, kàn dào hūnshuì de báixuě gōngzhǔ, tāmen fēicháng 

shāngxīn, yòu hěn bēifèn, suǒyǐ tāmen juédìng yào qù zhǎo nà ge huàixīn de 

wánghòu ēn suànzhàng.  

After Snow White ate the poisoned apple, she fainted away. Seven dwarves came 

home and saw her in unconscious status. They were very sad and angry, so they 

decided to go to the evil queen and take revenge. 

（Teng 2000: 92） 

For instance, in (93), the pronouns in a and b could be omitted because the person 

has been specified at the beginning “báixuě gōngzhǔ”. The first rule applies well. 
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Nevertheless, the second rule is apparently not sufficient for the use of pronouns. In 

other words, there are other circumstances in which pronouns should be used. The 

second rule is that pronouns need to be used when the person intended to refer to could 

not be understood by both the speaker and the listener in the context. In c and e, “qī ge 

xiǎo ǎirén” is the only possible referent in the text if a zero pronoun instead of “tāmen” 

is used. Hence, there are more rules of pronouns in the system of cohesion in Chinese. 

In addition, the example in the textbook is a conversation which is different from a 

narrative or other types of writing. 

 

Sentence Linking Words (Lesson XII: 11) 

This section provides a brief summary of linking words. Two types of linking 

words are introduced: one is to link sentences in the immediately following discourse, 

the other is to connect sentences in the immediately preceding discourse. The textbook 

also lists 35 most commonly used conjunctions in Chinese. However, no further explicit 

explanation of usage or examples are provided. 

As analyzed above, only two among ten most popular textbooks present and 

discuss the concepts in cohesion. This reflects the weakness of discourse in Chinese 

teaching. Furthermore, the discussions in Integrated Chinese and Beyond the Basics are 

simple explanations of the concept of cohesion. There is still much room for 

improvement. Pedagogical applications will be presented in later sections of this 

chapter. 

 

5.1.2 Information Structure and Thematic Structure 

As for information and thematic structures, relevant concepts are found in 



97 
 

Integrated Chinese, Oh, China!, and Chinese Primer, as presented in the following text. 

The other seven textbooks do not contain the content (New Practical Chinese Reader I, 

II, III, and IV, All things considered, China Scene, Beyond the Basics, Anything Goes, A 

trip to China, and A Chinese Text for a Changing China).  

 

5.1.2.1 Integrated Chinese  

 

Topic-comment Sentences (Level 1: 264-265) 

The textbook mentions that when a noun or noun phrase is the known element in a 

conversation, it could serve as a “topic” at the beginning of the sentence. The rest of the 

sentence is a “comment” which the topic relates to. In a “topic-comment sentence”, the 

object of the verb could be brought forward to serve as the topic of the sentence. 

(94) A: 我昨天買了一本書． 

B: 那本書你看了嗎？ 

A: Wǒ zuótiān mǎi le yì běn shū.  

B: Nà běn shū nǐ kàn le ma?  

A: I bought a book yesterday. 

B: Did you read that book? 

In (94), A has mentioned the book he bought; therefore, the old information “nà 

běn shū” (the book) is used in the beginning by B to relate to the question “nǐ kàn le 

ma?” (did you read it?). 

In addition, the textbook argues that if a noun signifies something that is known, 

and the adjective describing it delivers new information, the noun should be positioned 

at the beginning of the sentence as the “topic”, followed by the adjective, to form the 
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unmarked order of a sentence (old-new information) (Level 2: 309), as the following 

example shows. 

(95) (a) 東方人和西方人生活習慣不一樣． 

Dōngfāng rén hé xīfāng rén shēnghuó xíguàn bùyíyàng. 

The lifestyles/customs of people in the East and West differ. 

(b) *東方人和西方人有不同的生活習慣． 

Dōngfāng rén hé xīfāng rén yǒu bùtóng de shēnghuó xíguàn. 

Eastern people and Western people have different lifestyles/customs. 

According to the textbook, in example (95), (a) is accurate because it follows the 

order of information, and (b) is inaccurate because it does not adhere to the old-new 

information order. 

Basically, the textbook provides the appropriate concept of old-new information. 

However, the two sentences are both grammatical for Chinese natives. It would be more 

reasonable if a discourse were provided, showing how the order of old-new information 

functions in a discourse rather than merely in a sentence. 

(96) A: 你那個美國男朋友生活習慣怎麼這麼差？都中午了還在睡？ 

B: 爸爸你不懂啦，東方人和西方人生活習慣不一樣． 

A: Nǐ nà ge Měiguó nán péngyǒu shēnghuó xíguàn zěnme zhème chā? Dōu 

zhōngwǔ le hái zài shuì?  

B: Bàbà nǐ bù dǒng la, dōngfāng rén hé xīfāng rén shēnghuó xíguàn bùyíyàng. 

A: Your American boyfriend’s lifestyle is not good! Why is he still sleeping now? 

It’s noon! 

B: You don’t understand, Dad. The lifestyles/customs of people in the East and 

West differ. 
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The researcher revised the original sentence to the conversation in example (96), 

providing a discourse to better explain the rule of old-new information. In (96), 

“shēnghuó xíguàn” is first mentioned by A; therefore, it is the old information which is 

the topic for B, and “bùyíyàng” is the focus because B attempts to emphasize that their 

lifestyles are different, and that is the reason why her boyfriend is still sleeping. 

The researcher also provides an example in the following to elaborate how to use 

the other sentence. 

(97) a由於在不同的文化背景下成長，b東方人和西方人有不同的生活習慣．比如說，

西方人喜歡吃生菜沙拉，東方人則喜歡吃炒菜． 

a Yóuyú zài bùtóng de wénhuà bèijǐng xià chéngzhǎng, b dōngfāng rén hé xīfāng 

rén yǒu bùtóng de shēnghuó xíguàn. Bǐrúshuō, xīfāng rén xǐhuān chī shēngcài 

shālā, dōngfāng rén zé xǐhuān chī chǎocài.  

Eastern people and Western people have different lifestyles/customs because they 

grow in different cultural backgrounds. For example, western people like to eat 

salad while eastern people prefer stirred-fried vegetables. 

In (97), a mentions growing up in different backgrounds, and the author intends to 

use the old information “bùtóng” (different) to describe “shēnghuó xíguàn”, which is 

the main focus the author attempts to clarify by providing more details. Thus, “bùtóng” 

is put before “shēnghuó xíguàn”, and the different lifestyles are displayed by the 

example of their eating styles of vegetables. 

In conclusion, the textbook could provide passages rather than sentences to explain 

the concept of old-new information. Moreover, it could present examples of both 

narratives and conversations to give more complete illustrations.  
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5.1.2.2 Oh, China! (p. 133-134) 

The textbook uses the following example to introduce a topic and a comment in 

Chinese. 

(98) 每天吃真受不了． 

Měitiān chī zhēn shòubùliǎo. 

Eating that every day is unbearable. 

In (98), “měitiān chī” serves as a “topic”, and “zhēn shòubùliǎo” as the comment 

related to the topic. It further points out in a “topic-comment” sentence, the topic could 

be a noun, a verb, an adjective, a whole clause, or even a whole sentence. Although it 

provids three more examples, it does not have detailed explanation for the structure and 

its formation based on the old-new information. Moreover, it discusses contents only at 

the sentence level, and ignores the discourse level. 

 

About ‘Topics’ (Level 2: 48) 

The textbook claims that it is a very particular characteristic to position the 

old-information at the beginning of a sentence in Chinese. 

(99) (a) 其實，那個記者對中國菜的看法我也不同意． 

Qíshí, nà ge jìzhě duì Zhōngguó cài de kànfǎ wǒ yě bù tóngyì.  

Actually, that reporter’s view on Chinese food, I don’t agree with (it) either. 

(b) 我給你們介紹一下一個記者對中國菜的看法，好嗎？ 

Wǒ gěi nǐmen jièshào yíxià yíge jìzhě duì Zhōngguó cài de kànfǎ, hǎoma?  

Let me introduce you a reporter’s view of Chinese food, all right? 

The textbook indicates that in (99) (a) “nà ge jìzhě duì Zhōngguó cài de kànfǎ” 
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(that reporter’s view on Chinese food) is the old information in (a); thus, it is positioned 

at the beginning of the sentence. Instead, “yíge jìzhě duì Zhōngguó cài de kànfǎ” (a 

reporter’s view of Chinese food) in (b) is the new information in (b); hence, it is put at 

the end of the sentence. 

However, it is difficult to judge whether the information is old or new by merely a 

sentence. It could be understood easier if a passage was provided.  

 

5.1.2.3 Chinese Primer (p.95-96) 

The textbook indicates that the topic-comment structure is very common in 

Chinese. Moreover, the topic could also be an adjective, a verb, a full predicate, or a 

whole sentence, as shown in (100), (101), (102), and (103). Additionally, the 

relationship between a topic and a comment is also very flexible. It could be compared 

to the English “As for [topic], say [comment]”. 

(100) 你拿刀叉就完全沒有問題了． 

Nǐ ná dāochā jiù wánquán méiyǒu wèntí le. 

It would be no problem for you to use knives and forks. 

Three more topic-comment sentences were provided in the textbook. 

(101) 說中國話並不難． 

Shuō Zhōngguó huà bìng bù nán. 

Literal meaning: As for speaking Chinese, it’s not really hard. 

Natural translation: It’s not really hard to speak Chinese. 

(102) 你寫的書我不喜歡看． 

Nǐ xiě de shū wǒ bù xǐhuān kàn. 
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Literal meaning: As for the book you wrote, I don’t feel like reading it. 

Natural translation: I don’t feel like reading the book you wrote. 

 

(103) 房子大好． 

Fángzi dà hǎo. 

Literal meaning: As for the building’s being large, that’s good (or better). 

Natural translation: It’s better that the building be large. 

In Chinese Primer, it only points out that Chinese has the common “topic-comment” 

structure and explains the positions of topic and comment. However, it does not indicate 

when and how to use this structure. Additionally, it only presents single sentences and 

does not consider situations at the discourse level. 

 

5.2 Pedagogical Application 

Pedagogical applications are given based on the literature review and the 

examination of textbooks. The suggestions are provided in the following order: (1) 

cohesion, (2) information and thematic structures. All examples are provided in the 

form of passages instead of sentences to fully explain the functions at the discourse 

level. 

 

5.2.1 Cohension 

Because student samples do not exhibit many errors in ellipsis, substitution or 

lexical cohesion, this section covers pedagogical suggestions for teaching reference and 

conjunctions. 
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5.2.1.1 Reference 

Stage 1: Introduction of a Zero Pronoun (zero pronouns in a conversation) 

In the first stage, the concept of a zero pronoun is introduced to students. Teachers 

or textbooks should explain the common use of zero pronouns in Chinese. At first, a 

contrastive analysis of Chinese and English can be provided to explain the zero pronoun. 

By comparing the two languages, students can easily recognize the differences between 

Chinese and English pronoun use. 

(104) (a)  A: “Where is the lobster?”  

B: “Mom is cooking it.”  

(b) A: 「龍蝦在哪裡？」 

B: 「媽媽正在煮 ø．」V.S. 「*媽媽正在煮它．」 

A: “Lóngxiā zài nǎlǐ?” 

B: “Māmā zhèngzài zhǔ ø.” V.S. 「* Māmā zhèngzài zhǔ tā．」 

（Chen, 2012: 243） 

After the introduction of a zero pronoun, a conversation is presented to explain the 

rule that pronouns are omitted when readers can identify who the person is.  

(105) （A，B二人為朋友。他們正從教室往外走。） 

A and B are friends. They are going out of the classroom. 

(a)  A︰「下雨了﹗」 

B︰「Ø 帶傘沒?」 

A：「Ø 忘了﹗」 

B：「Ø 記性不好喔。」 

A：「請 Ø 原諒 Ø﹗」 



104 
 

B︰「Ø 罰 Ø 一碗牛肉麵﹗」 

A︰「好吧﹗Ø 恭敬不如從命。」 

A: “Xiàyǔ le!” 

B: “Ø Dài sǎn méi?” 

A: “Ø Wàng le.” 

B: “Ø Jìxìng bùhǎo o.” 

A: “Qǐng Ø yuánliàng Ø!” 

B: “Ø Fá Ø yì wǎn niúròu miàn!” 

A: “Hǎo ba! Ø Gōngjìng bùrú cóngmìng.” 

(b) A: “It is raining!” 

B: “Do you have an umbrella?” 

A: “I forgot to bring it with me!” 

B: “You don’t have a good memory!” 

A: “Please forgive me!” 

B: “You have to make it up with a beef noodles!” 

A: “All right.” 

                                           （Chen, 2012: 244） 

For instance, in (105), there are two people taling with each other; therefore, the 

pronouns are all omitted in order to communicate with high efficiency. 

 

Stage 2: Introduction of a Topic Chain (zero pronouns in a narrative) 

In the second stage, the concept of a topic chain is introduced. Teachers or 
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textbooks should indicate that Chinese is a topic-prominent language; thus, the topic is 

the element which is followed by several sentences included in one event. 

(106) 這是一個中年的男子，Ø剛從地鐵往外走去，Ø手裡拿著一卷報紙，Ø低著腦

袋，Ø心情非常沉重，Ø往家的路上走去。 

Zhè shì yíge zhōngnián de nánzi, Ø gāng cóng dìtiě wǎng wài zǒu qù, Ø shǒu lǐ 

ná zhe yì juàn bàozhǐ, Ø dīzhe nǎodài, Ø xīnqíng fēicháng chénzhòng, Ø wǎng jiā 

de lùshàng zǒu qù. 

This man has just gotten off work and he’s returning home. And he has a lot of 

thoughts on his mind, because he must tell his family, at least his child and his 

immediate family, of the bad news.  

（Chen, 2012: 262-263） 

For example, in (106), the middle-aged man is the topic in the whole passage, and 

the rest of the sentences are the actions he does. The pronouns which refer to him are 

omitted because it is easy to understand “zhōngnián de nánzi” (the middle-aged man) is 

performing all the actions. 

 

Stage 3: Functions of Zero Pronouns and Pronouns in a Discourse 

In the third stage, the different functions between zero pronouns and pronouns are 

explained. According to Chen (2010: 116), zero pronouns are used in a series of 

activities in one event; pronouns are used when one event turns to another event, that is, 

it marks the change of events. Five subcategories are listed according to their 

occurrence rates (Chen, 2010). 

 

1. Progressive Relations 

Progressive relations are reflected by the appearance of the pronoun “tā” in the 
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following passage.  

(107) 有一個二十二歲的墨西哥女子，當a她
‧

和先生帶著兩個孩子移居美國時，Ø被

丈夫遺棄了。於是，b她
‧

用口袋裡僅餘的錢，Ø買了一張往加州的公車票，Ø

然後找到一個工作收入盡管微薄，c她
‧

卻從賺到的每一塊美元中存下一角錢，

Ø希望有朝一日，Ø自己開一家玉米餅肉卷店。果然到二十五歲時，d她
‧

開了一

家自己的店。e她
‧

努力經營，Ø四十歲時已經擁有全美最大的墨西哥產品批發

事業。 

Yǒu yíge èrshíèr suì de Mòxīgē nǚzǐ, dāng tā hé xiānshēng dài zhe liǎng ge háizi 

yíjū Měiguó shí, bèi zhàngfū yíqì le. Yúshì, tā yòng kǒudàilǐ jǐnyú de qián, mǎi le 

yí zhāng wǎng Jiāzhōu de gōngchē piào, ránhòu zhǎodào yíge gōngzuò shōurù 

jìnguǎn wéibó, tā què cóng zhuàndào de měiyíkuài Měiyuán zhōng cúnxià 

yìjiǎoqián, xīwàng yǒuzhāoyírì, zìjǐ kāi yìjiā yùmǐbǐng ròujuàndiàn. Guǒrán dào 

èrshíwǔsuì shí, tā kāile yìjiā zìjǐ de diàn. Tā nǔlì jīngyíng, sìshí suì shí yǐjīng 

yǒngyǒu quánměi zuì dà de Mòxīgē chǎnpǐn pīfā shìyè.  

There was a 22-year-old Mexican girl. She was abandoned when her husband and 

she took two kids to emigrate to the U.S.. Therefore, she bought a bus ticket to 

California with all her money, and then she found a job. Although the pay is not 

good, she saved one dime from one dollar she earned, hoping one day she could 

open a corn cake store. When she was 25, she opened her own store. She worked 

very hard, so she already owned the biggest wholesale in Mexico.  

（Chen, 2010: 109） 

The five pronouns “tā” in (107) leads five topic chains: the first event presents the 

fact that she is abandoned by her husband; the second event describes she goes to 

California and finds a job; the third event displays she works hard to save money; the 

fourth event depicts that she owns a store; and the fifth event describes she has owned 

the biggest whole business in Mexico. As for zero pronouns, every one of them is in 

topic chains, signaling it is in the same topic chain as the pronoun which serves as the 
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topic in each topic chain. 

 

2. Whole-part Relations 

The whold-part relations could be seen in the following passage. 

(108) 第三位是…瓊麥可諾博士，a她
‧

出身哥倫比亞大學，Ø獲語言學博士學位，Ø

酷愛寫作，Ø曾為日本的青山學院出過三本英文教科書，Ø現在…，b她
‧

是天生

的樂天派，Ø與人聊天時，Ø笑聲最響亮，Ø也愛作鬼臉娛人，Ø年屆半百，Ø

依然愛穿迷你裙，Ø率真本性溢於言表。 

Dì sān wèi shì Qióngmàikěnuò bóshì, a tā chūshēn Gēlúnbǐyà dàxué, huò yǔyánxué 

bóshì xuéwèi, kùài xiězuò, céngwéi Rìběn de Qīngshān xuéyuàn chū guò sānběn 

Yīngwén jiàokēshū, xiànzài, b tā shì tiānshēng de lètiānpài, yǔ rén liáotiān shí,  

xiàoshēng zuì xiǎngliàng, yě ài zuò guǐliǎn yúrén, niánjièbànbǎi, yīrán ài chuān 

mínǐqún, shuàizhēn běnxìng yìyúyánbiǎo.  

The third one was Dr. Joan Mikeno. She received her Ph. D in linguistics from 

Columbia University. She loved writing. She had published three English textbooks 

for Japan’s Qingshan Academy. Now…, she is optimistic. When she is chatting 

with other people, she laughs loudly, and she enjoy entertaining people by a wry 

face. Even though she is 50, she still loves wearing a miniskirt. Her forthright and 

sincere personality is beyond description. 

（Chen, 2010: 110） 

The topic in this passage was “Dr. Joan Mikeno”, and the pronoun “tā” in a and b 

leads two separate events. A introduced her academic backgrounds, and b describes her 

personalities. The whole-part relation is formed by “Dr. Joan Mikeno” and “her 

academic backgrounds and personalities”. 

 

 



108 
 

3. Transitional relations 

Transitional relations are formed by the transitional meaning among the text.  

(109) a謝淑薇最後仍不敵網球界第一種子海寧的完美球技，Ø揮別進入八強的機會，

b但她
‧

全場表現的大將之風，Ø已讓台灣人與有榮焉。 

a A Xièshúwéi zuìhòu réng bùdí wǎngqíujiè dìyī zhǒngzi Hǎiníng de wánměi qíujì, 

Ø huībié jìnrù bāqiáng de jīhuì, b dàn tā quángchǎng biǎoxiàn de dàjiàngzhīfēng, 

Ø yǐ rang Táiwān rén yǔyǒuróngyān. 

Xie Shuwei could not beat the perfect skills of tennis king Haining at the end. She 

missed the chance of getting in the quarter finals, but she still honored Taiwanese 

people with her distinctive performance. 

（Chen, 2010: 111） 

For example, in (109), “Xièshúwéi” is the topic, and a explains that she loses the 

game, whereas b describes that she still honors Taiwanese people with her distinctive 

performance. The pronoun “tā” in b appearrs to signal the transition, and the 

conjunction “dàn” reinforces the transitional relation. 

 

4. The Change of Time 

The change of time is one type of change of events.  

(110) 曾經為體操國手的吳佩雯…。a三年前她
‧

發現腹部經常疼痛，Ø曾多次進行檢

查，Ø卻一直沒有發現病狀。直到今年暑假，b她
‧

在一次驗尿中，Ø發現尿毒過

高，Ø進而察覺卵巢異狀，Ø終在進一步的切片檢查中，才證實吳佩雯罹患卵

巢癌。 

Céngjīng wéi tǐcāo guóshǒu de Wúpèiwén…a Sānnián qián tā fāxiàn fùbù 

jīngcháng téngtòng, Ø céng duōcì jinxing jiǎnchá, Ø què yìzhí méiyǒu fāxiàn 

bìngzhuàng. Zhídào jīnnián shǔjià, b tā zài yícì yànniào zhōng, Ø fāxiàn niàodú 

guògāo, Ø jìnér chájué luǎncháo yìzhuàng, Ø zhōng zài jìnyíbù de qiēpiàn 
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jiǎncházhōng, cái zhèngshí Wúpèiwén líhuàn luǎncháoyán.  

Wu Peiwen, who was a national contestant of gymnastics, felt pains around her 

belly three years ago. She experienced several medical diagnoses, but no symptoms 

were found until this summer. Too much urenmic was found and the ovary was 

found unusual. In the further section examination, it was verified that she was 

attacked by ovary cancer.  

（Chen, 2010: 111） 

For instance, in (110), a describes her stomachache three years ago, and b presents 

how her ovarian cancer is diagnosed this summer. Besides the time words, pronouns 

also function as the mark of time change. 

 

5. The Change of Physical Descriptions to Mental Descriptions (or the opposite) 

This type of change refers to the changes between physical behaviors and mental 

reactions. 

(111) 彭蒙惠隻身到上海，大陸淪陷後輾轉逃到花蓮。五十年代初期，a她看到許多

國人因英語不佳，Ø無法與外國人交談，Ø坐失許多良機，b她
‧

感到很難過。 

Péng Ménghuì zhīshēn dào Shànghǎi, Dàlù lúnxiàn hòu zhǎnzhuǎn táo dào Huālián. 

Wǔshí niándài chūqí, a tā kàndào xǔduō guórén yīn Yīngyǔ bùjiā, Ø wúfǎ yǔ 

wàiguó rén jiāotán, Ø zuò shī xǔduō liángjī, b tā gǎndào hěnnánguò.  

Peng Menghui went to Shanghai by herself, and fled to Hualien after China fell. At 

the beginning of 50s, she saw a lot of people missed good opportunities because 

they did not speak English well, so they could not communicate with foreigners. 

She felt sad about it. 

（Chen, 2010: 112） 

In (111), a is the first event which describes what she sees in Hualian (physical), 

and b is the second event which depicts how she feels about the fact. The change is 
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marked by the pronoun “tā”. 

To illustrate how to teach reference in Chinese in a classroom setting, the present 

researcher has suggested the following lesson plans: 

Stage 1: Introduction of a Zero Pronoun (zero pronouns in a conversation) 

Reference Step 1 
Introduction of a Zero Pronoun  

(zero pronouns in a conversation) 

 

Presentation and Explanation of the Rule 

The teacher explains the common use of zero pronouns in Chinese. 

At first, a contrastive analysis of Chinese and English can be 

provided to explain the concept of zero pronoun. 

 

小明：明天 Ø 要不要一起出去？ 

Xiǎomíng: míngtiān Ø yàobúyào yìqǐ chūqù?  

Xiaoming: Do you want to go out together with me tomorrow? 

 

小張：Ø 去哪裡？ 

Xiǎozhāng: Ø qùnǎ?něilǐ?  

Xiaozhang: Where to? 

 

小明：Ø 去台北 101 好嗎？ 

Xiǎomíng: Ø qùtáiběi 101 hǎo ma?  

Xiaoming: How about Taipei 101? 

 

小張：好啊！那 Ø 要不要找小英一起去？ 

Xiǎozhāng: hǎo a! Nà Ø yàobúyào zhǎo Xiǎoyīng yìqǐ qù?  

Xiaozhang: Great! Can we also invite Xiaoying to go with us? 

 

小明：她明天要上英文課，Ø 不能去． 

xiǎomíng: tā míngtiān yào shàng Yīngwén kè, Ø bùnéng qù.  

Xiaoming: She is attending an English class tomorrow, so she won’t 

be able to join us. 

 

The teacher explains the rule that the pronoun in Chinese should be 

omitted when the speaker and the listener know who the referent is. 
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Practice of the Zero Pronoun 

The teacher asks a student what he/she did last weekend to practice 

how to use zero pronouns. 

 

老師：Ø 上個周末做什麼了？ 

Lǎoshī: Ø shàngge zhōumò zuò shéme le?  

Teacher: What did you do last weekend? 

 

學生：Ø 上個周末去…（打籃球）． 

Xuéshēng: Ø shàngge zhōumò qù (dǎ lánqiú). 

Student: I went to play basketball last weekend. 

 

老師：Ø 跟誰一起去打籃球？ 

Lǎoshī: Ø gēn shéi yìqǐ qù dǎ lánqiú?  

Teacher: Who did you went to play basketball with? 

 

學生：Ø 跟同學一起去打籃球． 

Xuéshēng: Ø gēn tóngxué yìqǐ qù dǎ lánqiú.  

Student: I went to play basketball with my classmate. 

 

老師：你們去哪裡打籃球？ 

Lǎoshī: nǐmen qù nail dǎ lánqiú?  

Teacher: Where did you go to play basketball? 

 

學生：Ø 去師大打籃球． 

Xuéshēng: Ø qù shīdà dǎ lánqiú. 

Student: We went to Shida to play basketball. 

Practice in Pairs 

Two students work as a group to start a conversation. The topic is the 

places and countries they have been to. They can ask whatever they 

would like to know. 

The teacher walks around the classroom to assist in their practice. 

After telling each other the details, the students have to report to the 

class the information their partners provide. 
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Stage 2: Introduction of a Topic Chain (zero pronouns in a narrative) 

Referenc

e 
Step 2 

Introduction of a Topic Chain  

(zero pronouns in a narrative) 

 

Presentation and Explanation of the rule 

The teacher indicates that Chinese is a topic-prominent language. The 

topic is introduced first as a background, and then the comment is used to 

discuss about the topic. Moreover, a topic chain is usually formed in 

Chinese discourse. The teacher uses the following passage to explain the 

rule. 

 

小明昨天去了師大夜市，Ø 吃了牛肉麵，Ø 也喝了豆漿，最後 Ø 跟

同學一起坐公車回家了． 

 

Xiǎomíng zuótiān qù le Shīdà yèshì, Ø chīle niúròu miàn, Ø yě hēle 

dòujiāng, zuìhòu Ø gēn tóngxué yìqǐ zuò gōngchē huíjiāle.  

 

Xiaoming went to Shida night market yesterday. He ate beef noodle soup. 

He also drank soybean milk. At last, he took the bus home with his 

classmates. 

 

The teacher explains the rule that the pronoun in Chinese should be 

omitted when it follows a full noun which first appears as a topic in a 

passage, and the comment is describing a series of actions the topic 

(i.e.Xiaoming) do.  

Practice of the Topic Chain 

The teacher shows a series of pictures. The students are required to 

describe the pictures. 

加菲貓回家後，他… 

Jiāfēi māo huíjiā hòu, tā… 

After Garfield went home, he…  
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Practice in Pairs 

Two students work as a group to start a conversation. The topic is about 

what they did yesterday. The teacher walks around the classroom to assist 

in their practice. After telling each other the details, the students have to 

report to the class what their partner did yesterday. 
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Stage 3: Functions of Zero Pronouns and Pronouns in a Discourse 

Reference Step 3 
Functions of Zero Pronouns and Pronouns in a 

Discourse 

 

Presentation and Explanation of the rule 

The teacher explains the different functions between zero pronouns 

and pronouns in Chinese. Zero pronouns are used in a series of 

activities in one event, whereas pronouns are used when one event 

turns to another event; that is, it marks the change of events.  

The teacher uses the following examples to explain the rule. 

 

In a progressive relation, several events are introduced. First, it 

describes that Jianming is taking a Chinese culture course, and he 

really likes it, so he begins to learn Chinese. Second, it gives the fact 

that he decides to study Chinese in Taiwan. Third, it talks about the 

fact that he has many good classmates. Last, it describes his cultural 

experience in Taiwan. 

 

1. Progressive Relation 

建明在美國時，上了一門中國文化的課，他非常喜歡，Ø 於是就

選了一年級中文課．他在美國學中文學了三年後，Ø 經過同學介

紹，Ø 決定到台灣師大學中文．他認識了很多好同學，Ø 過得非

常開心．他也到很多地方去玩，Ø 體驗台灣的文化。 

 

Jiànmíng zài měiguó shí, shàngle yìmén Zhōnggguó wénhuàde kè, tā 

fēicháng xǐhuān, Ø yúshì jiù xuǎnle yìniánjí Zhōngwén kè. Tā zài 

Měiguó xué Zhōngwén xuéle sānnián hòu, Ø jīngguò tóngxué 

jièshào, Ø juédìng dào Táiwān Shīdà xué Zhōngwén. Tā rènshìle 

hěnduō hǎo tóngxué, Ø guòde fēicháng kāixīn. Tā yě dào hěnduō 

dìfāng qù wán, Ø tǐyàn Táiwānde wénhuà.  

 

When Jianming is in the States, he took a Chinese culture course. He 

really liked it, so he chose the first-year Chinese. After learning 

Chinese for three years, he decided to go to National Taiwan Normal 

University to learn Chinese because of his classmate’s 

recommendation. He had many good classmates, and he had a great 
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time. He also went to other places and experience Taiwanese culture.

 

In a part-whole relation, a main topic is first introduced, and the parts 

regarding this topic are then presented in the following content. For 

example, “wǒde bàba” is the theme in this passage, and the three 

parts are describing “looks”, “personalities” and “interests”. 

   

2. Part-Whole Relation 

我的爸爸是一位老師，他高高瘦瘦的，Ø 眼睛大大的。他對人總

是微笑，Ø 很喜歡幫助別人。他的興趣很多，Ø 喜歡打籃球、跑

步、騎腳踏車，Ø 也喜歡看書及聽音樂。 

 

Wǒde bàbà shì yíwèi lǎoshī, tā gāogāoshòushòude, Ø yǎnjīng 

dàdàde. Tā duì rén zǒngshì wéixiào, Ø hěn xǐhuān bāngzhù biérén. 

Tāde xìngqù hěn duō, Ø xǐhuān dǎ lánqiú, pǎobù, qí jiǎotàchē, Ø yě 

xǐhuān kànshū jí ting yīnyuè.  

 

My father is a teacher. He is tall and thin. Also, he has big eyes. He 

always smiles, and he loves to help people. He has a lot of interests. 

He likes to play basketball, jogging, and go bicyle riding. He also 

enjoys reading and listening to misic. 

 

In a contrastive relation, the following content is the opposite of the 

previous content. Therefore, a change occurs. 

 

3. Constrastive Relation 

他剛學中文的時候，Ø 覺得中文很難。但是他還是努力學習，所

以現在他的中文很好。 

 

Tā gang xué Zhōngwénde shíhòu, Ø juéde Zhōngwén hěn nán. 

Dànshì tā háishì nǔlì xuéxí, suǒyǐ xiànzài tāde Zhōngwén hěn hǎo.  

 

When he first learned Chinese, he thought Chinese was really 

difficult. But he studied very hard nontheless, so his Chinese is very 

good now. 
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In a change of time relation, it is about the time shift between two 

different time periods. For example, in the following passage, the 

person did not work in Taiwan three years ago, but he had a job in 

Taiwan three years later. 

 

4. Change of Time Relation 

三年前，他來台灣，Ø 覺得台灣是個很漂亮的地方。他回國後，

Ø 努力學中文，Ø 想要申請台灣的工作。三年後，他申請到台灣

的工作，Ø 現在在台北 101 裡面工作。 

 

Sānnián qián, tā lái Táiwān, Ø juéde Táiwān shì ge hěn piàoliàngde 

dìfāng. Tā huí guó hòu, Ø nǔlì xué Zhōngwén, Ø xiǎngyào shēnqǐng 

Táiwānde gōngzuò. Sānnián hòu, tā shēnqǐng dào Táiwānde 

gōngzuò, Ø xiànzài zài Táiběi 101 lǐmiàn gōngzuò. 

 

Three years ago, he came to Taiwan. He thought Taiwan was very 

beautiful. After going back to his country, he studied Chinese very 

hard because he wanted to apply for a job in Taiwan. Three years 

later, he was offered a job, and he is working in Taipei 101 now. 

  

Last, the ocuruence of “tā” can be used to to indicate a change from a 

physical description to a mental description (or vice versa). In the 

following passage, the first section describes the person going to see 

his ill grandmother, and the second section describes him feeling sad 

about his grandmother’s illness. 

 

5. The Change of Physical Descriptions to Mental Descriptions 

(or the opposite) 

這個暑假，他去看他的奶奶，因為奶奶生病了。看到奶奶時，他

覺得很難過，因為奶奶已經忘記他了。 

 

Zhège shǔjià, tā qù kàn tāde nǎinǎi, yīnwèi nǎinǎi shēngbìngle. 

Kàndào nǎinǎi shí, tā juéde hěn nánguò, yīnwèi nǎinǎi yǐjīng wàngjì 

tā le.  
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He went to see his grandmother this summer because she was ill. 

When he saw her, he felt very sad because she had forgotten him. 

Practice of the Zero Pronoun 

The teacher plays a recording of the following passages. After 

listening to a passage, the student is required to recite the information 

in the recording. 

 

1. 

正華下課後，去一家中國餐館吃中飯。他點了炒飯和水餃，Ø 覺

得非常好吃，Ø 很快就吃完了。吃完飯，他去圖書館念書。念完

了書，他跟朋友去打網球。最後，他回家吃晚飯。 

 

Zhènghuá xiàkè hòu, qù yìjiā Zhōngguó cānguǎn chī zhōngfàn. Tā 

diǎnle chǎofàn hé shuǐjiǎo, Ø juéde fēicháng hǎochī, Ø hěnkuài jiù 

chīwánle. Chīwán fàn, tā qù túshūguǎn niànshū. Niànwánleshū, tā 

gēn péngyǒu qù dǎ wǎngqiú. Zuìhòu, tā huíjiā chī wǎnfàn.  

 

After the class, Zhenghua went to a Chinese restaurant for lunch. He 

ordered fried rice and dumplings, and those food was very declious, 

so he quickly finished the food. After lunch, he went to the library to 

study. After he finished reading, he went to play tennis with his 

friends. Finally, he went home for dinner. 

2. 

我的老師是王老師，他是台灣人，Ø 住在台北。他教得很認真，

Ø 對我們都很好。 

 

Wǒde lǎoshī shì Wáng lǎoshī, tā shì Táiwān rén, Ø zhùzài Táiběi. Tā 

jiāode hěn rènzhēn, Ø duì women dōu hěn hǎo.  

 

My teacher is Mr. Wang. He is Taiwanese. He lives in Taipei. He is a 

very good teacher, and he is very nice to us. 

3. 

大家都喜歡林書豪，他打籃球打得非常好，雖然這次比賽輸了，

可是他認真的打球，我們都覺得很棒。 

 

Dàjiā dōu xǐhuān Lín shūháo, tā dǎ lánqiú dǎde fēicháng hǎo, suīrán 
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zhècì bǐsài shūle, kěshì tā rènzhēnde dǎqiú, wǒmen dōu juéde hěn 

bàng.  

 

Everybody loves Jeremy Lin. He plays basketball very well. 

Although he lost this game, we still think he is great because of the 

great effort he has showed in playing basketball. 

4. 

周杰倫的歌很好聽，小明過年的時候去台北 101 聽他唱歌。他看

見周杰倫穿很好看的衣服，跳很好看的舞，他覺得非常高興。 

 

Zhōu jiélúnde gē hěn hǎotīng, Xiǎomíng guòniánde shíhòu qù Táiběi 

ting tā chànggē. Tā kànjiàn Zhōu jiélún chuān hěn hǎokànde yīfú, 

tiào hěn hǎokànde wǔ, tā juéde fēicháng gāoxìng.  

 

Jay Zhou’s songs are good. Xiaoming went to Taipei 101 to listen to 

his singing on the New Year’s Day. He saw Jay wearing nice clothes 

and dancing greatly. He felt very happy. 

5. 

兩年前，小美去了法國，Ø 很喜歡那裡的人，Ø 也很喜歡法國菜。

今年暑假，她又去了法國，這次她有了更多不同的感覺，對法國

有了更多的認識。 

 

Liǎngnián qián, Xiǎoměi qùle Fǎguó, Ø hěn xǐhuān nàlǐde rén, Ø yě 

hěn xǐhuān Fǎguó cài. Jīnnián shǔjià, tā yòu qùle Fǎguó, zhècì tā 

yǒule gèngduō bùtóngde gǎnjué, duì Fǎguó yǒule gèngduōde rènshì. 

 

Xiaomei went to France two years ago. She really loved people there, 

and she also loved Franch food. She went to France again this 

summer vacation. This time she had more different experiences, and 

had better understanding of France.  

Practice in Pairs 

Two students work as a group to start a conversation. The topics are 

as the following. The teacher walks around the classroom to assist in 

their practice. 

1. Describe your father or mother. 

2. Describe an unforgettable experience. 
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5.2.1.2 Conjunction 

With respect to conjunction, this study also provides suggestions based on the 

results, interviews, and the examination of textbooks. For omission of conjunctions, two 

types of errors are found. First, students commit errors due to the ignorance of discourse 

and the relationships among sentences. Thus, the emphasis on the concept of discourse 

is the first priority. Second, students tend to omit one conjunction in a pair of 

conjunction, such as “yīnwèi…suǒyǐ…” and “suīrán…dànshì…”. One teaching example 

concerning the error is presented.  

For mis-selection and addition of conjunctions, learners made errors because they 

did not understand the correct usage or could not distinguish the subtle differences 

between two similar conjunctions. One example of a teaching strategy addressing this 

issue is provided. The following exhibits the stages of teaching with explicit 

explanations. 

 

Principle 1: Introduction of the Concept of Discourse 

The first step is to build up students’ recognition of a discourse. Teachers or 

textbooks should explain that a composition is not formed by single sentences, thus 

writers should not merely consider about the grammaticality of each sentence. Next, 

students should be taught that conjunctions are very useful tools to connect sentences. 

Teachers can require students to list conjunctions they have learned and use them in 

their compositions. 

For pairs of conjunctions, this study uses Chen’s (2010: 32) pedagogical steps of 

“yīnwèi…suǒyǐ…” based on his investigation of English CSL learners’ L2 acquisition of 

information sequencing in Chinese as an example for teaching. The teaching stages deal 

with the errors of omission and misordering found in this research for the pair 
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“yīnwèi…suǒyǐ…”. Some adjustments are made by the researcher. 

 

1. Yīnwèi/Suǒyǐ As a Rhetorical Chunk 

In the first step, yīnwèi/suǒyǐ is treated as a grammatical rhetorical chunk (although 

ungrammatical in English); therefore, it is advised not to omit either of the pair. 

(112) (a) 因為小張病了，所以不來上課了． 

Yīnwèi Xiaozhang bìngle, suǒyǐ bù lái shàngk le. 

Little Zhang will not attend the class because he is sick. 

(b) *Because little Zhang is sick, so he won’t come to the class. 

 

2. The Different Functions in a Discourse and a Sentence 

In this stage, students are taught that the discourse-initial marker yīnwèi can be 

omitted at the sentence level while yīnwèi/suǒyǐ should function as a pair of markers in 

a discourse. For instance, it is easy for readers to connect the cause and effect since the 

sentence is short, as displayed in (113) (a) below. 

(113) (a) 小張病了，所以（他）不來上課了． 

Ø Xiaozhang bìng-le, suǒyǐ (tā) bù lái shàngkè- le.  

Little Zhang is sick, so he will not attend the class. 

(b) Zhang is sick, so he won’t come to the class. 

As for a longer context, it is advised to use a pair because that would provide a 

stronger connection between the cause and effect. Thus, readers are able to understand 

the content efficiently. 
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(114) 那天我們見面，是因為幾個月前，我偶從姚明的一個表親那裏聽到，姚明需

要球鞋，所以我提出幫他在美國帶回來給他． 

Nàtiān women jiànmiàn, shì yīnwèi jǐgeyuè qián, wǒ ǒu cóng Yáomíng de yí ge 

biǎoqīn nà tīngdào, Yáomíng xūyào qiúxié, suǒyǐ wǒ tíchū bang tā zài Měiguó dài 

huílái gěi tā.  

The reason we met that day was because I offered to bring a pair of sneakers to 

Yaoming from the States after I heard from Yaoming’s cousin that he needed them.  

In (114), to omit either yīnwèi or suǒyǐ would reault in an non-native-like sentence 

with weak cohesion. 

 

3. Because-medial As a Marked Form in Chinese 

In this stage, learners are introduced to the idea of markedness. Teachers point out 

that the because-medial form is generally marked in Chinese, although it is unmarked in 

the corresponding English form. 

(115)  (a) 小張不來上課了，因為（他）病了． 

Xiaozhang bù lái shàngkè le,yīnwèi (ta) bìng le  

 (b) Little Zhang won’t come to the class, because he is sick. 

In (115), the because-medial form is marked in Chinese. 

However, the order can be changed by the old-new information rule in a discourse.  

(116) 我退了旅館的房，a和“泰森”住在了一起。b“泰森”很高興我能與他合租，c因

為這樣又可以為他們分擔一部分房租。 

Wǒ tuì le lǚguǎn de fáng, hé Tàisēn zhù zài le yìqǐ. Tàisēn hěn gāoxìng wǒ néng yǔ 

tā hézū, yīnwèi zhèyàng yòu kěyǐ wèi tāmen fēndān yìbùfèn fángzū.  

I moved out of the hotel and lived with Taisen. He was very happy that we could 

rent the house together because I could share the rent for them. 
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(CCL) 

For example, in (116), the because-medial form is chosen by the author since the old 

information should precede the new information. Part b is the old information because it 

describes Taisen as very happy about the fact presented in part a that the two people live 

together. Therefore, part c is the new information explaining the reason of part b. 

 

4. The Omission of “suǒyǐ” 

In this stage, students are taught that in the pair of correlative conjunctions 

yīnwèi/suǒyǐ (because/so), the interclausal echoic suǒyǐ (so) cannot be omitted unless 

some specific constraints are met. The constraints include post-subject conjunction, 

conjunctive adverb jiu (then), or negative marker bu (no”) occurring in the sentence. 

(117) (a) 因為小張病了，回家去了． 

? yīnwèi Xiaozhang bìng le，Ø（tā）huíjiā qùle.  

Little Zhang went home because he was sick.  

(b) 小張因為病了，回家去了． 

Xiaozhang yīnwèi bìng- le, Ø huí-jiā qù le. (post-subject)  

Little Zhang went home because he was sick.  

 (c) 因為小張病了，就回家去了． 

Yīnwèi Xiaozhang bìng- le， Ø（ta） jiù huí-jiā qù le.(conjunctive adverb)  

Little Zhang went home because he was sick.  

(d)  因為小張病了，不來上課了． 

Yīnwèi Xiaozhang bìng- le, Ø bù lái shàngkè le. (negative marker) 

Little Zhang won’t come to the class because he is sick. 
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It can be emphasized again that “suǒyǐ” cannot be omitted in a longer context, 

however it can be deleted if the situations above happen. 

 

5. The Omission of both “yīnwèi” and “suǒyǐ”. 

In this final stage, zero connectors are introduced. For short sentences, it is easy to 

realize the cause-effect relationship. Therefore, zero connectors are used in (118). 

(118) (a) 小張病了，不來上課了． 

Ø Xiaozhang bìng- le，Ø bù lái shàngkè le.  

Little Zhang won’t come to the class because he is sick. 

 (b)*Little Zhang is sick, won’t come to the class. 

As for a longer context, “suǒyǐ” is not omitted while “yīnwèi” is omitted according 

to the previous information. 

(119) 他曾經說過，卡福之所以能被當作歐盟球員使用，還要感謝他的妻子。因為

卡福妻子的祖父是從巴西移民到義大利的，所以卡福的妻子有義大利公民身

份。 

Tā céngjīng shuōguò, Kǎfú zhīsuǒyǐ néng bèi dāng zuò ōuméng qíuyuán shǐyòng, 

háiyào gǎnxiè tā de qīzi. Yīnwèi Kǎfú qīzide zǔfù shì cóng Bāxī yímín dào Yìdàlì 

de, suǒyǐ Kǎfú de qīzi yǒu Yìdàlì shēnfèn. 

He has said that Kafu should appreciate to his wife for the identity of an EU player 

because her grandfather emigrated to Italy from Brazil, she is the citizen in Italy. 

(CCL) 

In (119), the passage would be more coherent if “yīnwèi” and “suǒyǐ” are used as a 

set. However, it would be acceptable to omit “yīnwèi” because the previous sentence is 

about the wife, and the sentence after “yīnwèi” describes things about the wife. The 

coherent content makes it possible to omit “yīnwèi”. 
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The pedagogical stages above are teaching examples provided for teachers and for 

the writing of textbooks. As for other sets of conjunctions, similar stages can be listed as 

a result of future research. 

 

Principle 2: Comparison of Conjunctions with Similar Meanings 

The second stage is to solve the problems of mis-selection. Conjunctions with 

similar meanings should be compared and provided showing the differences. The 

following is an example for clarifying the differences between “hé” and “bìng” (Yip & 

Don: 329-330). 

1. “Hé” 

“Hé” is the conjunction that joins nouns or nominal expressions, as shown in (120). 

(120) 爸爸和媽媽，都出去了． 

Bàba hé māma，dōu chū qù le.   

Mother and father have both gone out. 

2. “Bìng” 

“Bìng” is the conjunction that links two predicate verbs which are transitive and 

share the same object, as in (121). 

(121) 大家都同意並擁護我的提議． 

Dàjiā dōu tóngyì bìng yǒnghù wǒde tíyì.  

Everyone agreed with and supported my proposal. 

The basic principle is to present conjunctions with similar meanings together, and 

explain how they differ. 

This research provides an example of this principle of teaching as well as an 
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example for the design of teaching materials. The researcher encourages teachers and 

authors of Chinese textbooks to follow this principle and to design textbooks that 

describe and teach the concepts more clearly. 

 

Priniple 3: Integration of All the Usages of the Conjunctions Learned  

Findings from this research suggest students commit errors related to conjunctions 

and their usage because they did not develop mastery of the concept. 

 The suggestion is to provide students with an integrated chart showing all 

different usages presented. It is very important, especially for some conjunctions with 

varied usages because students can develop better production after reviewing and 

comparing all the usages at the same time. 

 

5.2.2 Information and Thematic Structures 

 

Stage 1: Old-new Information Order and Focus 

In the first stage, students are taught the unmarked sequence of information: 

old-new information. What has been mentioned in the previous text is considered old 

information and what is unknown by the readers is new information. The most 

important information should be put at the end of the sentence.  

(122)  A：我待會兒想去花園散散步． 

B：勸你不要去． 

A：為什麼？ 

B：因為花園飛滿蜜蜂，萬一去了被叮得滿頭包可怎麼得了？ 

A: Wǒ dàihuìér xiǎng qù huāyuán sànsàn bù. 
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B: Quàn nǐ búyào qù. 

A: wèishéme? 

B: Yīnwèi huāyuán fēi mǎn mìfēng, wànyī qù le bèi dīng de mǎntóu bāo kě 

zěnmedéliǎo? 

A: I want to go for a walk in the garden later. 

B: I don’t think you should go. 

A: Why? 

B: Because the garden is filled with bees. What happened if you got bitten hard? 

（Chen, 2010: 48） 

First, a conversation can be provided to explain the old-new information. A wants 

to go to the garden for a walk. B does not agree with A because he thinks the garden is 

filled with bees. The garden is the old information because it is mentioned by A at the 

beginning of the conversation, and the bees are the new information which is the focus 

in B’s intention since they might be harmed by the bees. The conversation would not be 

fluent if the sentence is changed to “yīnwèi mìfēng fēi mǎn huāyuán”.   

The same rule applies to the following passage (123). 

(123) (a) a所以我要強調一點，知識分子乃是時代良心的代表，必須對社會提出自己

的議論（看法），b但這種議論須是訴諸公理而不是無端謾罵。 

a Suǒyǐ wǒ yào qiángdiào yìdiǎn zhīshìfènzi nǎi shì shídài liángxīn de dàibiǎo, 

bì xū duì shèhuì tíchū zìjǐ de yìlùn （kànfǎ）, b dàn zhè zhǒng yìlùn xū shì sùzhū 

gonglǐ ér bú shì wúduān mànmà. 

So I’d like to emphasize that intellectuals can best represent the rightfulness of 

this era. They must provide their opinions towards the society, but the argument 

should appeal to justice rather than blaming phenomena without reasons. 

(b) a 所以我要強調一點，知識分子乃是時代良心的代表，必須對社會提出

自己的議論（看法），b 但須是訴諸公理而不是無端謾罵的議論。 
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a Suǒyǐ wǒ yào qiángdiào yìdiǎn zhīshìfènzi nǎi shì shídài liángxīn de dàibiǎo, 

bì xū duì shèhuì tíchū zìjǐ de yìlùn （kànfǎ）, b dàn xū shì sùzhū gonglǐ ér bú shì 

wúduān mànmà de yìlùn. 

In (123), part a describes intellectuals must have their opinions towards society, 

and part b indicates that the opinions should be generally acknowledged truth rather 

than condemning without reason or logic. Thus, opinions are the old information which 

should be put at the beginning of part b and the focus is “not to condemn without 

reasons”. Even though part b in (123) (b) can still deliver the meaning, the effect is 

weaker compared to b in (123) (b). 

 

Stage 2: Topic-prominent Language - pronouns 

In this stage, students are taught that Chinese is a topic-prominent language, thus 

pro-drop is very common in Chinese, especially in a topic chain. 

In (124), “zhōngnián de nánzi” (the middle-aged man) is the topic which is 

followed by several activities with zero pronouns. 

(124) (a) 這是一個中年的男子，Ø剛從地鐵往外走去，Ø手裡拿著一卷報紙，Ø低著

腦袋，Ø心情非常沉重，Ø往家的路上走去。 

Zhè shì yíge zhōngnián de nánzi, Ø gāng cóng dìtiě wǎng wài zǒu qù, Ø shǒu lǐ 

ná zhe yì juàn bàozhǐ, Ø dīzhe nǎodài, Ø xīnqíng fēicháng chénzhòng, Ø wǎng jiā 

de lùshàng zǒu qù. 

(b) This man has just gotten off work and he’s returning home. And he has a lot of 

thoughts on his mind, because he must tell his family, at least his child and his 

immediate family, of the bad news.  

（Chen, 2012: 262-263）   
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Stage 3: Topic-prominent language - nouns, nominal clauses, and etc. 

This stage shows the progression of the introductory concept “topic”. Students are 

taught that it is very common to draw the old information (usually a noun or noun 

phrases) to be positioned as a topic, followed by the comment which is the new 

information the writer can provide about the topic. 

(125) a我覺得房東太狠心了，居然把我最值錢也最心愛的吉他也給賣掉了。b這把

吉他，c是我在讀中學的時候，利用暑期到磚瓦廠做了一個月的磚坯才掙來的，

被我視若珍寶一直帶在身邊． 

a Wǒ juéde fangdōng tài hěnxīn le, jūrán bǎ wǒ zuì zhíqián yě zuì xīnài de jí tā gěi 

mài diào le. b Zhè bǎ jítā, c shì wǒ zài dú zhōngxué de shíhòu, lìyòng shǔqí dào 

zhuānwǎ chǎng zuò le yí ge yuè de zhuānpēi cái zhèng lái de, bèi wǒ shì ruò 

zhēnbǎo yìzhí dài zài shēnbiān. 

I think the landlord is too heartless that he sold my most valuable and favorite 

guitar. The guitar was earned by doing unfired bricks for a month in the summer 

vacation when I was in high school, so it was hightly treasured by me. 

In (125), “guitar” is the old information mentioned in a, and it serves as a topic in 

b to relate to the comment c. 

Conjunctions are also used to mark the topic.  

(126) a加拿大、美國教育展(education exhibition of Canada and the U.S.)日前在台

北國際會議中心展開，許多有意到美加留、遊學的學子，紛紛到現場蒐集資訊，

究其選擇留美原因，多數認為美國知識系統與國內相近、費用便宜、選擇種類

豐富，比起同樣是英語系國家的英國、澳洲，是較佳的深造地點。世新大學行

政管理學系大三的林同學說，感覺在台灣繼續念下去比較沒有前途，所以想出

國留學，而選擇美國、加拿大，不考慮其他國家，則是因為美國出名的系所是

現在正受歡迎的類別，且選擇豐富，加上英文仍是世界共通語言，所以決定以

美國、加拿大為第一留學地點。已決定到溫哥華念旅館管理的謝珮怡則表示，

雖然旅館管理以瑞士最佳，不過考量到費用因素，加拿大還是比瑞士來得便宜，
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而且品質也不差；另外，加拿大的氣候也較瑞士更接近台灣狀況，也是她的考

量因素。才高三便來看展的聖心女中許之說，因為從小就很喜歡英文，所以出

國留學一直是她的心願，而喜愛美語的她，也以美語系國家美國為第一考量。

b至於(as for)留學價格較便宜的澳洲(Australia that would cost less money)，則

因學歷在台灣未受認證、種族歧視較嚴重，所以排除在她的選擇之外。 

In (126), part a begins with a topic “education exhibition of Canada and the U.S.”, 

and the following content in a is the explanation of why students choose Canada or the 

U.S for further studies by presenting the opinions of several students. Part b is the 

introduction of another topic “Australia”. A topic mark “as for” is used to signal that the 

writer will explain “why the student did not choose Australia”. Pinyin and English 

translations are not provided for this. 

In sumary, writing is an important part of Chinese courses and is an area where 

students often need extensive training. The ability to write well is not a naturally 

acquired skill, and it is usually learned after detailed explanation and repeated practices. 

This chapter provides pedagogical application based on research results and interviews. 

It is hoped the research findings will lead to contributions that further the teaching of 

Mandarin writing. 
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CHAPTER 6 

SUGGESTIONS FOR FUTURE RESEARCH 

 

This research has analyzed English-speaking learners’ Chinese discourse errors 

form the perspectives of cohesion, information and thematic structures. Nevertheless, 

there are various limitations. This chapter discusses the limitations and makes 

recommendations for future research. 

First, the results would be more convincing if the compositions were examined and 

corrected by more than one teacher. In other words, investigating the discourse errors 

based on one author’s judgements was a limitation. There may be several ways to 

correct the sentences in a discourse. The standards could be stregthened if they were 

established by a team of researchers. Therefore, it is recommended that future research 

involve a team of professional native speakers to correct and mark discourse errors.. 

Second, more students participating in the interviews would contribute to the 

investigation of the sources of errors. Interviews were adopted to extend understanding 

of errors and how they relate to the theories of linguistic typologies. The discussion of 

the sources of errors might be affected by a variety of factors, including personal 

opinions, learning experiences, individual backgrounds, etc. and so a larger interview 

group provides a broader understanding of learner needs. 

Third, the research would be more complete if the performance of Chinese 

American students was separated from learners with no Chinese background or heritage. 

This study collected compositions from English learners of Chinese; therefore, students 

of different backgrounds might commit different errors in a discourse. To be specific, 

students of Chinese heritage spoke Chinese when they were little, and their Chinese 

backgroud might have an influence on the structure as well as organization of a 
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composition. Thus, observing and comparing the writing of heritage and non heritage 

learners could provide a more comprehensive view towards the study of errors at the 

discourse level. 

Finally, in the section of pedagogical implication, guidelines and a few teaching 

models were provided due to the limitation time and space in this research. More 

teaching examples could be further investigated and presented to provide practical 

teaching plans for Chinese teachers in their writing courses. 
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APPENDIX A 

Detailed Display of Errors in Contrunctions 

 Conjunction Example 

Omission of Conjunction 

因為 

去年十二月二十七號我去了土耳其，因為威廉

的辯論隊得到了世界辯論冠軍。 

I went to Turkey on December 27th last year 

because Williams’ debate team won the 

championship in the debate competition. 

（因為）所以 

因為只有兩個學生，所以輔導課的教授很重視

學生的討論． 

Because there were only two students, the 

professors of tutorials paid a lot of attention to 

students’ discussions. 

而 

我跟我奶奶不一樣。她沒去國高中。而我現在

在美國最好的大學之一學習。 

My grandmother and I are different. She did not 

go to high school. However, I am studying at one 

of the best colleges in the States. 

還是 

雖然這是一段很不開心的日子，我還是很高興

能跟她談談，因為我還記得她以前幫我解決我

跟朋友的問題。 

Although I was unhappy, I was still very glad 

that I could talk to her because I still 

remembered she helped me deal with the 

problems with my friends. 

（雖然）但是/可

是 

下個學期，玲玲要去法國，而我還是回到威廉

城。我知道雖然我們有七個月不能見面，但是

我相信當他回來的時候，我們倆的關係還是會

像現在的那麼好。 

Lingling will go to France next semester, and I 

will go back to Williamstown. I know although 

we cannot see each other for seven months, we 

will still be good friends when she comes back. 

後來 

他在這間教堂認識我的媽媽， 可是他們一兩

年以後就分手了。我的爸爸畢業以後就上神學

院。媽媽在一個女性的學校教書。後來，爸爸

也去英國旅遊。一，兩年以後，爸爸給媽媽發
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一封信，問她想不想再看看他。媽媽很高興地

同意了。 

He met my mom at this church, but they broke 

up one or two years later. My father went to a 

theological seminary after graduation, and my 

mom taught at a female school. Afterwards, 

Father traveled in England. After one or two 

years, he sent a letter to her, asking if she wanted 

to see him again. Mom said yes happily. 

因此 

他們結婚以後常常去一個修道院參觀。那個地

方是特別安靜的。在修道院，爸爸，媽媽都學

修士的看法，也融入祈禱，對他們的生活有很

大的影響。我跟我的哥哥出生以後，我們也跟

父母去那個修道院參觀。因此，修士對我們家

算是家人。 

They frequently went to a monastery after they 

got married. The place is particularly quiet. At 

the monastery, they learned the monk’s 

philosophy, and participated in the praying. 

Those activities have a great influence on their 

lives. After my brother and I were born, we went 

there together. Therefore, the monks there are 

like our family. 

不過 

雖然我在歐洲待了一個月，不過媽媽過一個星

期就要回美國，所以我們哪一個星期玩了一大

圈。 

Although I stayed in Europe for one month, we 

traveled to a lot of places because Mom was 

going back to the States in one week. 

 

而且 

第一種課是外語和藝術類的，比如說英文課、

音樂課和中文課．威廉大學的英文系是非常好

的。一般來說修第一種課不會是一個問題，因

為很多的威廉大學生熱衷於修英文系的課．而

且威廉大學英文系的有名教授也吸引不少學

生上英文課。我認識很多已經選了英文專業的

同學。 

The first type of courses covers the courses of 
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foreign languages and art, e.g., English, music, 

and Chinese. The English department in 

Williams is very good. Generally speaking, 

taking the first type of courses would not be a 

problem because a lot of students want to take 

courses in the department. Moreover, the 

famous professors in the English department 

have encouraged students to take the courses. I 

know a lot of English major students. 

Mis-selection of 

Conjunction 

然後/結果/所以/

因此 

我高中的時候，很多父母讓他們的孩子去當助

教。但是，我的爸爸不讓我去當助教。他覺得

做助教不會使一個孩子更聰敏或者更喜歡學

習。對他來說，一個孩子如果知道教育很重

要，他會好好學習．*結果（因此），爸爸常常

讓我和我的哥哥看報紙和讀書。 

When I was in high school, many parents 

encouraged their children to work as a teaching 

assistant. However, my father did not let me go 

for the job. He thinks working as an TA would 

not make the child more intelligent, and would 

not enlighten the child to involve in learning 

more. As far as he is concerned, a child would 

learn actively if he recognizes the importance of 

education. *As a result (Therefore), he 

encouraged us to read newspapers or books.  

不但/不只 

因為我學習得很努力，*不但（不只）只是做

我需要做的事，所以我的成績進步很多。 

I studied very hard, and I did not just do 

what was required, so I made a great 

progress in my studies. 

最後/終於 

來加拿大，我的爸爸只帶了一套衣服和十三塊

錢。他沒有地方住。*終於（最後），一個老太

太讓我的爸爸住在她的家。 

When my father came to Canada, he brought 

only a suit of clothes and 13 bucks. He had no 

place to stay. Finally, an old woman let him stay 
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at her place. 

為了/因為 

*為了(因為)這件事情，小時候我的外公是我最

愛的人之一． 

*In order to（Because of） this event, my 

grandfather is one of the people that I love most. 

和/並 
所以我就開始鍛煉身體，*和（並）吃蔬菜。

So I began working out and eating vegetables. 

而/所以 

因南部地區的食物也受到馬來西亞的風味影

響，*而（所以）咖哩亦多被採用． 

The food in the southern part is affected by 

Malaysian styles, so curry is frequently added in 

the dishes. 

  Addition of 

Conjunction 
另外 

三十歲的時候我爸爸認識了我媽媽。他對足球

和下棋很有興趣。他常常看關於下棋的書，下

下棋，看看足球賽。*另外，我很喜歡看他下

棋。他也喜歡看足球賽，所以我常常跟他一起

看足球賽． 

My father met my mom when he was 30. He is 

very interested in playing chess and football. He 

likes to read books about chess, play chess, and 

watch football games. In addition, I really like 

to see him play chess. He also likes to watch 

football games, so we watch games together. 
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APPENDIX B 

 An Investigation of Students’ Errors in Integrated Chinese 
 Conjunction  
Omission of 
Conjunction 

因為 

Because (p. 79-80, Level 1, part 1) 

王朋：為什麼請我吃飯？ 

Why did you treat me? 

小白：因為明天是小高的生日． 

Because tomorrow is Xiaogao’s birthday. 

（因為）所以 

So (p. 100, Level 1, part 1) 

因為昨天你請我吃飯，所以今天我請你看電影． 

You treated me to dinner yesterday, so I will treat you to the 

movies today. 

而 

而 and; but (p. 299, Level 2) 

你要知道，過日子靠的是錢，而不是興趣． 

Living is on money, not interest. 

還是 

The structure (是)…還是 is used to form an alternative 

question. If there is another verb used in the predicate, the first

是 can be omitted. (p. 87, Level 1, part 1)  

你是中國人，還是美國人？ 

Are you Chinese or American? 

你哥哥是老師，還是學生？ 

Is your brother a teacher or a student? 

還是 can be used to signify making a selection after 

considering two or more options. Sometimes in making such a 

decision one is forced to give up one’s preference. (p. 269, 

Level 1, part 1) 

高先生：下雨了．怎麼辦？ 

It is raining. What shall we do? 

白小姐：我們還是在家看錄像吧． 

We had better stay home and watch a vide. 



146 
 

（雖然）但是/
可是 

但是 But (p. 150, Level 1, part 1) 

李友：我下個星期要考中文，你幫我練習說中文，好嗎？ 

I have Chinese midterm next week. Could you help me 

practice Chinese? 

王朋：好啊，但是你得請我喝咖啡． 

Sure, but you have to buy me a coffee. 

But (p. 75, Level 1, part 1) 

小白：你喜歡吃中國飯還是美國飯？ 

Do you like Chinese food or American food? 

小高：我是中國人，可是我喜歡吃美國飯． 

I’m Chinese, but I like American food. 

雖然(p. 227-228, , Level 1, part 1) 

This pair of conjunctions links the two clauses of a complex 

sentence. Note, however, that 雖然 is often optional. 

雖然這雙鞋很便宜，可是大小不合適． 

Although this pair of shoes is inexpensive, it’s not the right 

size. 

這本書很有意思，可是太貴了． 

This book is very interesting, but it’s too expensive. 

Whether or not 雖然 is used in the first clause, 可是 cannot be 

omitted in the second. The following sentence is, therefore, 

incorrect: 

雖然這本書很有意思，太貴了． 

This book is very interesting, but it’s too expensive. 

後來 

Later (p. 197, Level 1, part 1) 

開始我不習慣，後來，我有了一個中國朋友，他說話說得

很清楚，常常跟我一起練習說中文，所以我的中文進步得

很快． 

At the beginning, I wasn’t used to that. Then I made a Chinese 

friend. He speaks very clearly, and often speaks Chinese with 
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me. As a result, I have made a lot of progress with my 

Chinese. 

因此 

因此 because of this; therefore (p. 300, Level 2) 

張天明的表哥工作很忙，抽不出多少時間來管女兒的事．

表嫂因此常和表哥吵架． 

Zhang Tianming’s cousin is very busy, so he doesn’t have 

much time to take care of his daughter. Therefore, his wife 

often quarreled with him. 

不過 

However; but (p. 262, Level 1, part 1) 

謝謝你那天開車送我到機場．不過，讓你花那麼多時間，

真不好意思． 

Thank you for driving me to the airport the other day. But I’m 

really embarrassed about having had you spend so much time. 

而且 

不但…而且…not only…, but also (p. 240, Level 1, part 1) 

我看了報上的天氣預報，明天天氣比今天更好．不但不會

下雨，而且會暖和一點兒． 

I read the weather forecast in today’s paper. The weather will 

be even better tomorrow than today. Not only will it not rain, 

but it will also be a bit warmer. 

Mis-selection 

of 

Conjunction 

然後/結果/所
以/因此 

然後 then (p. 198, Level 1, part 1) 

然後 is used to describe two consecutive actions. They are 

usually future actions, but they also can be past actions. (p. 

191, Level 2) 

昨天他們先去看了一場電影，然後去一家中國餐館吃了一

頓飯，很晚才回家． 

They saw a movie first and then went to a Chinese restaurant 

yesterday. They got home very late. 

結果 as a result; result (p. 157, Level 2) 

那個孩子常常看不好的電視，結果學壞了． 

The child often watches bad programs on TV. As a result, he 
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became a bad boy. 

他申請學校還沒有結果． 

He doesn’t receive the result of the application for college. 

所以 So (p. 98, Level 1, part 1) 

因為昨天你請我吃飯，所以今天我請你看電影． 

You treated me to dinner yesterday, so I will treat you to the 

movies today. 

因此 because of this; therefore (p. 300, Level 2) 

張天明的表哥工作很忙，抽不出多少時間來管女兒的事．

表嫂因此常和表哥吵架． 

Zhang Tianming’s cousin is very busy, so he doesn’t have 

much time to take care of his daughter. Therefore, his wife 

often quarreled with him. 

不但/不只 

不但…而且…not only…, but also (p. 180, Level 1, part 1) 

我看了報上的天氣預報，明天天氣比今天更好．不但不會

下雨，而且會暖和一點兒． 

I read the weather forecast in today’s paper. The weather will 

be even better tomorrow than today. Not only will it not rain, 

but it will also be a bit warmer. 

不只 

No explanation is found. 

最後/終於 

最後 finally (p. 198, Level 1, part 1)  

先坐紅線，再換綠線，最後換藍線． 

Take red line first, and then transfer to green line. Take the 

blue line at last. 

終於 

No explanation is found. 

為了/ 
因為 

為了 for the sake of (p. 216, Level 1, part 2) 

為了提高英文聽力，他每天都看兩個小時的電視． 

He watches TV two hours a day to enhance his listening ability 
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in English. 

為了 denotes purpose;因為 denotes cause. (p. 413, Level 2) 

為了中文學得更好，我明年要去中國． 

In order to improve Chinese, I’m going to China next year. 

因為在中國學中文環境更好，所以我明年去中國學習． 

Because the environment in China is better for learning 

Chinese, I’m going to China to study next year. 

和/並 

和 And; Although considered a conjunction and translated as 

‘and’, 和 cannot link two clauses or two sentences as ‘and’ in 

English. We say, ‘我爸爸是老師，我媽媽是醫生’. We don’t 

say *‘我爸爸是老師，和我媽媽是醫生’(p. 57, Level 1, part 

1). 

並 And; furthermore (p. 395, Level 2) 

並 means ‘in addition, furthermore.’ It is synonymous with 並

且 and can connect two verbs or verb phrases or two clauses. 

It is used primarily in more formal speech or in written 

language. 

昨天上課，老師教我們生詞並介紹了語法． 

In yesterday’s class, the teacher taught us new vocabulary and 

introduced grammars. 

而/所以 

而 and; but (p. 299, Level 2) 

你要知道，過日子靠的是錢，而不是興趣． 

You have to know that living is on money, not interest. 

所以 So (p. 98, Level 1, part 1) 

因為昨天你請我吃飯，所以今天我請你看電影． 

You treated me to dinner yesterday, so I will treat you to the 

movies today. 

只是/只有 
只是 signifies a turn in thought; it is similar to 不過 in 

usage. It is, however, milder in tone that 但是/可是. 
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那件毛衣樣子好是好，只是價錢太貴． 

It’s true that the style of the sweater is good, but it’s too 

expensive. 

只有 only if (p. 343, Level 2) 

營養專家指出，應該注意攝取多種營養，因為只有營養均

衡，才能保證身體健康． 

Nutritionists pointed out that people should absorb various of 

nutritions because only balanced nutrition could assure 

healthy. 

Addition of 
Conjunction 

另外 

In addition (p. 194, Level 1, part 2) 

好，那就寄掛號快信．另外，我還要買明信片，一張多少

錢？ 

There are two usages of 另外. One of them involves 另外 

appearing before a noun acting as a demonstrative pronoun. 

他三個妹妹都有工作，一個是餐館老闆，另外兩個是大學

教授． 

All three of his younger sisters work. One owns a restaurant. 

The other two are college professors. 

另外 can also be used as an adverb before a verb phrase or as a 

conjunction at the beginning of a sentence. 

上個周末我買了一些日用品，另外還買了一些文具． 

I bought some daily necessities last week. I also bought some 

stationery. 

 




